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Introduction   He kupu whakataki 

[W]hen a child moves from a family to a classroom, when an immigrant moves from one culture to 
another, or when an employee moves from the ranks to a management position, learning involves 
more than appropriating new pieces of information.  Learners must often deal with confl icting 
forms of individuality and competence as defi ned in different communities …  I am suggesting 
that the maintenance of an identity across boundaries requires work and …[t]his work … is at the 
core of what it means to be a person.1

This book collects together early childhood exemplars that illustrate the assessment of learning that is 
valued within the curriculum strand of Belonging/Mana Whenua, keeping in mind that:

Exemplars are examples of assessments that make visible learning that is valued so that the 
learning community (children, families, whànau, teachers, and beyond) can foster ongoing and 
diverse learning pathways.2

Although these exemplars have been annotated with a Belonging/Mana Whenua lens, in many cases, 
the lens of another strand could have been used.  The principle of Holistic Development or Kotahitanga 
set out in Te Whàriki is a reminder that the curriculum “strands” are a construction, and in any episode 
of a child’s learning, these areas are inextricably intertwined and interconnected.  

Assessment for Belonging

The exemplars in this book illustrate some ways in which assessing, documenting, and revisiting 
children’s learning will contribute to educational outcomes in the curriculum strand Belonging/Mana 
Whenua.
• Assessment contexts and tasks are “varied in interest, offer reasonable challenge, help [learners] 

develop short-term, self-referenced goals, focus on meaningful aspects of learning and support 
the development and use of effective learning strategies.”  Tasks/activities/projects as sites for 
assessment encourage learning goals that allow children to understand and “own” the questions 
and problems.3

• Portfolios can become an artefact of belonging, signifying the relationship between the learner and 
the setting.

• Documented assessments contribute to a positive transition for children, families, and whànau 
into the early childhood setting and invite their ongoing participation in the community of the early 
childhood service.4

• Assessment collections document the interests and funds of knowledge5 that children bring from 
home, as well as the interests that they develop in the early childhood setting.

• Opportunities for children to discuss rights, responsibilities, rules, and fairness are provided by 
revisiting assessment episodes that relate to these topics.

• Teaching about the environs of the early childhood setting and the history of the local area, if 
included in the assessment record, enhances the reader’s knowledge in this area.

• Portfolios document children’s belonging journeys and suggest possible ways forward for teachers, 
families, whànau, and children.

Aromatawai mò te 
Mana Whenua
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The four domains of Belonging

Te Whàriki elaborates on the Belonging/Mana Whenua strand as follows: 

Ko te whakatipuranga tènei o te mana motuhake, te mana tùrangawaewae, me te mana toi whenua 
o te tangata … ngà tùmanako mò te mokopuna.  Kia mòhio ia ki òna tùrangawaewae, ki òna marae, 
ki ngà pepeha hoki o òna iwi … ki te mana o te whenua …  Kia mòhio ia ki te manaaki, ki te tiaki i te 
whenua, nò te mea i ahu mai te oranga i te whenua …6

Children and their families feel a sense of belonging … [They] experience an environment where: 

• connecting links with the family and the wider world are affi rmed and extended; 

• they know that they have a place; 

• they feel comfortable with the routines, customs, and regular events;

• they know the limits and boundaries of acceptable behaviour.7

The four interwoven domains of Belonging/Mana Whenua are described (as goals) in the English text of 
Te Whàriki, and each domain includes indicative learning outcomes.

The exemplars presented in this book can each be allocated to one of these four domains. 

Belonging to wider learning communities beyond the early childhood 
setting

Children are developing a wider horizon of interest beyond the early childhood setting and beyond their 
home settings.

Learning dispositions and working theories include developing an interest in and a recognition of new 
learning identities or “possible selves”8 and a capacity to “read” the environment and therefore to 
navigate between different forms of individuality and competence as defi ned in different communities.  
For some children, this involves navigating between te ao Màori and te ao whànui.9  

Mason Durie commented that “of the many determinants of educational success, the factor that is 
uniquely relevant to Màori is the way in which Màori world views and the world views of wider society, 
impact on each other.” 10  Children can be helped to make connections across learning communities, 
and often they bring interests and “funds of knowledge” that may provide an anchor for them.11

[T]he child’s interests often represent an anchor that helps in managing the critical transition 
from home life to preschool or kindergarten.  The child’s interests delineate the types of objects 
and possibilities of action with which the child is familiar and feels competent …  Childhood 
interests, therefore, may be described as independent variables that help to explain a more or 
less successful adaptation to a new life situation.12  

Learning includes knowing stories of local places that have been handed down through the generations.  
In the exemplar “Te Tuhi a Manawatere”, the children are learning about the history of the local area 
around the early childhood centre.  The legend of Te Tuhi a Manawatere had been passed down through 
the generations and was fi nally written up in a local historical society publication, which the teachers 
have accessed.  The children revisit the legend, and their efforts to represent it in a range of media have 
been recorded.  

Ngà rohe e whà o te 
Mana Whenua



4

In “Tyler’s day at the offi ce”, Tyler, his teachers, and his 
parents use the fax machine to connect a workplace, the 
home, and two early childhood centres.  The fax messages 
that made these connections have been collected together 
in Tyler’s portfolio, mapping out the progression of Tyler’s 
belonging journey.  

In “Tàwhirimatea”, Tia’s grandmother adds a story to 
Tia’s portfolio that makes connections between the early 
childhood centre’s community and the “fi gured world”13 
important to the home community.  

Assessment for learning can assist learners to make connections with their families and to participate in 
communities in the wider world.  These communities might be built around connecting ties of interest, 
kinship, social role, occupation, history, or place as, for example, in the excerpt from an early childhood 
centre’s group learning story provided below.

From a group learning story in an early childhood centre

Today was our bus trip to the Roger Hamon Bush.  We’ve been counting the sleeps.  We have also 
been practising our mihi and waiata and looking at posters, books, and photos so we would know 
what to look for.

Our kindergarten mihi acknowledges Pirongia te Maunga, Waikato te Awa, Kirikiriroa te Papa e.  So 
we talked about Hamilton as we rode along in the bus.  We saw the river as we rode next to and over 
it, and best of all, we saw Pirongia as we got off the bus.  We sang our mihi to Pirongia, which helped 
make our mihi more meaningful to us all.

Belonging in a particular early childhood setting 

Children bring interests to their early childhood settings, and they also develop an interest in a range 
of the tasks, activities, cultural artefacts, languages, and ways of doing and knowing that are features 
of their early childhood setting.  This domain is important because it supports a developing disposition 
towards lifelong learning and a commitment to an educational setting beyond the home. 

An OECD report by Jon Willms suggests that engagement with 
education, defi ned as participating and having a sense of 
belonging in a particular learning community, can set up a 
developing disposition towards lifelong learning.14

Assessments give value to children being ready, willing, and able 
to fi nd a point of connection in a topic, an activity, a person, or an 
object.  Working theories for making sense of the world include 
children’s understanding that they have a place here.  “Jedd’s 
increasing participation” is an account of Jedd’s learning strategies 
and dispositions in relation to participation.  It demonstrates how 
these strategies and dispositions become more frequent, more 
connected, more distributed, and more mindful, a view of continuity outlined in Book 10.  In this 
exemplar, Jedd’s teachers revisit the documentation in order to recognise and build on the continuity.  

In “Suelisa’s sense of belonging”, Suelisa’s assessment portfolio is an artefact of belonging, apparently 
signifying for Suelisa the relationship between herself, her family, and the early childhood setting. 
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Belonging situated in routines, customs, and regular events

Routines, customs, and regular events from a range of contexts 
enrich children’s learning.  Children learn that routines, customs, 
and regular events will be different in different places.  They 
also learn that these routines can be considered and sometimes 
changed.  Children learn strategies for coping with a moderate 
amount of change and transition.  

The exemplar “Farewell to a taonga” documents a centre’s 
development of practices and customs around the departure of a 
staff member and her “being gifted” to another centre. 

Belonging situated within rules, rights, and 
responsibilities 

Experiences in early childhood settings can encourage children to puzzle over questions of responsible 
behaviour, the rights of others, and fairness.  (Aspects of this domain are also found in Goal 1 of the 
Contribution/Mana Tangata strand.)  

Documented assessment can have a role to play here, especially if the assessments are accessible 
to children, families, and whànau.  Opportunities to refl ect on these topics are frequently provided by 
revisiting events with other people and considering a range of viewpoints.  

The exemplar “The meeting” records just such an 
opportunity for refl ection.  Working theories for making 
sense of the world include a recognition that playing and 
working in a group includes considering the interests and 
rights of others.  Having a sense of belonging also includes 
children recognising the right of all children to have a say in 
matters that concern them.15  

In “Fergus and William take their folders outside”, the 
teacher offers her own opinion about whether the two boys 
should take their portfolios outside, but she acknowledges 
the two boys’ right to have a say in the matter.  
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Exemplars in other books 
 
There are a number of exemplars from other books in the Kei Tua o te Pae series that could also be 
useful in considering assessment within the Belonging/Mana Whenua strand.  These exemplars are 
as follows:

Book 2: Becoming a friend, becoming a learner; Zahra and the donkey; Letters from the teacher, letters  
 from the parent; Assessments in two languages

Book 3: Making jam; Te Aranga responds to a photograph; Jace and the taiaha; A bilingual “parent’s  
 voice”

Book 4: Emptying the supervisor’s bag; Tayla and “what next?”

Book 5: All seven exemplars 

Book 6: Growing potatoes; Readers, carers, and friends; “Did they have alarms at your centre?”; 
 Alex the writer

Book 7: Greer’s increasing confi dence; “Like something real”

Book 8: Adam determines the routine; Haere mai, Sam; Michael: A helper, friend, and brother

Book 9: Fred’s stories

These additional exemplars provide teachers who wish to refl ect on the analysis and assessment of 
learning outcomes within the Belonging/Mana Whenua strand with a comprehensive collection of 
exemplars for discussion.

Ngà tauaromahi kei 
pukapuka kè
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Exemplars Ngà tauaromahi
Belonging to wider learning communities beyond the early childhood 
setting

On the foreshore to the east of Howick grows a large pòhutukawa tree known by the Ngài Tai people 
as “Te Tuhi a Manawatere” – the mark of Manawatere.

It is said that this ancestor came from Hawaiki.  Tradition states that he did not come by canoe, but 
that he glided on the ripples of the waves on the back of a taniwha.  He came by way of Thames and 
Maraetai and then to what is now known as Cockle Bay.  There he landed by the large pòhutukawa 
tree and made his tuhi (mark) thereupon using a red ochre substance known to the Màori as 
karamea.  The mark he made was a sign to those following that he had come that way.  Hence the 
proverb in respect to things or persons being lost and being searched for by Ngài Tai: “Ma te tuhi 
rapa a Manawatere ka kitea” (by the vivid mark of Manawatere it will be found).  The pòhutukawa on 
this spot maintains the rich red ochre when in fl ower.

I copied this from The History of Howick and Pakuranga, a Howick and Districts Historical Society 
publication.  The story was told by Anaru Makiwhara of Ngài Tai.

This story is the one Helen told the children when sitting under the old pòhutukawa tree on one of the trips 
to Cockle Bay beach.  When the story was fi nished, the children climbed onto the tree and began to search 
for the mark.  Micah was convinced he had found the mark and to this day will insist that it is so.  Helen 
continued with the story of the two giant lizards and the death of Manawatere that shows up in Amy’s story.  
The children returned to the centre and began to draw the mark.

Amy’s learning story

Group learning story

5 February
Teacher: Helen

On today’s beach trip to Cockle Bay, I told the children 
the story of Te Tuhi a Manawatere, underneath the actual 
pòhutukawa tree.

When we returned to the centre, Amy came up to me outside 
and said, “Do you know what happened to that little mark?”  
I replied, “No, what?”  Amy proclaimed, “Someone cut it off.”

We then went inside because Amy decided that she wanted to 
draw the mark and stick it on a tree in the centre and search 
around for it.  We had all become involved in looking for 
Manawatere’s mark or tuhi at the beach, but we didn’t fi nd it.
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What other strands of Te Whariki are 
exemplifi ed here?

As well as being a story of belonging, this 
exemplar is typical of stories of exploration.  
Exploring the history of a place in a vivid way, 
by hearing the story in the exact place that it 
relates to, integrates the strands of Belonging/
Mana Whenua, Exploration/Mana Aotùroa, and 
Communication/Mana Reo.  Amy has represented 
the tuhi described in the story for herself in 
order to re-enact the story and communicate it in 
another way back at the centre.

What’s happening here?

The teachers have researched stories about the 
history of the land around the early childhood 
centre.  One of these stories of place is told to the 
children as they explore the local environment.

What does this assessment tell us 
about the learning (using a Belonging/
Mana Whenua lens)?

These children are learning about the history of 
the local area where the early childhood centre 
is sited.  Te Tuhi a Manawatere is a story about 
place that has been handed down from one 
generation to another and was fi nally recorded 
in a local historical society publication.  It is 
part of an ongoing project at this centre, in 
which the children explore places of interest 
and signifi cance to the local community and 
especially, in this case, to the tangata whenua of 
Ngài Tai.  Amy knows this story and can represent 
it in her own way by drawing her version of the 
tuhi and re-enacting its placement on a tree at the 
centre. 

How might this documented assessment 
contribute to Belonging/Mana Whenua?

There are many stories of the local area that are 
documented at this centre.  They form a layering of 
documented learning – for the centre community 
as a whole, as group learning stories that are 
included in a number of children’s portfolios, and 
as individualised stories (like this one in Amy’s 
portfolio).  This excerpt from Amy’s portfolio 
is not analysed, but it is included with other 
stories about Amy’s growing sense of belonging 
(in this case, becoming interested) in the local 
environment beyond the boundaries of the early 
childhood centre.  Revisiting the documentation 
at all levels with the teachers and her family and 
whànau enriches Amy’s understanding of the 
place she knows as the early childhood centre.  
It also provides her with a tool for developing a 
sense of belonging: fi nding out the local history 
from the stories passed down from those who 
have gone before.
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What’s happening here?

This is a grandmother’s story, written for the staff 
at her granddaughter’s childcare centre.

What does this assessment tell us 
about the learning (using a Belonging/
Mana Whenua lens)?

This story, added to Tia’s portfolio, enables 
the teachers to make connections between the 
community of the early childhood centre and 
the community at home.  Tia’s learning is about 
Tàwhirimatea.  For Tia’s whànau, the wider world 
includes atua.  If we think of a community as a 
“fi gured world”, then the fi gure of Tàwhirimatea 
belongs in this whànau’s community – “we can’t 
see Tàwhirimatea but we can hear him”. 

How might this documented assessment 
contribute to Belonging/Mana Whenua?

Tia’s grandmother adds this story to the portfolio 
to make connections between the community 
of the childcare centre and the community at 
home, enhancing Tia’s sense of belonging.  We 
don’t have a record of follow-up by the staff at the 
centre, but if the story had not been documented, 
they may not have been aware of Tia’s knowledge 
and of the meaning of the gesture (Tia’s pursed 
lips) that symbolises that knowledge.

What other strands of Te Whariki are 
exemplifi ed here?

The Màori term for Well-being is Mana Atua, 
and as well as Belonging/Mana Whenua, this 
exemplar demonstrates the sharing of the spiritual 
side of a child’s development – contributing to 
the child’s mana atua.  In this case, the whànau 
has provided information to assist with the 
development of Tia’s mana atua.  At the same 
time, this story could be interpreted as exploring 
te aotùroa, the wider world.
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Tyler has shown huge interest in using the fax 
machine as a way to communicate with Mum and 
Dad while he is at the centre.

This picture seems 
to be upside down.  
OOPS.  (I guess Dad 
still appreciated it.)

“This is Dad in his 
offi ce, waiting for 
my fax.”

“Hello, it’s Maree 
speaking, Tyler.  I’m 
going to send you 
a fax.”

“Hey, here comes 
the fax!”

“Maree, I got your 
fax.”

“I have some news to 
tell Maree.  I’m going 
away for a few days 
with my mum 
to Nelson.”

Lucy shows an 
interest in what is 
happening.
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The offi ce has never been a child-free zone.  
Now, it is our

communication centre.

Tyler’s interest in the fax machine has introduced 
another aspect of communication technology and 
how it can be used in a learning environment.

Tyler’s faxes have:

• increased his sense of security;

• made links to the outside world;

• stimulated other children’s interest;

• created an awareness of children as competent  
 users of technology equipment.

What’s happening here?

Tyler becomes very interested in using the fax 
machine to communicate with his parents while 
he is at the early childhood centre.

What does this assessment tell us 
about the learning (using a Belonging/
Mana Whenua lens)?

Tyler has discovered that he can send faxes to his 
parents, and he can imagine his father waiting at 
the offi ce for his fax to arrive.  So the workplace, 
the home, and the early childhood centre have 
been connected together by the fax machine.  
Tyler faxes his father to tell him that he is going 
away with his mother for a holiday, and his father 
faxes back: “Hey Dude, you have the best time 
in Nelson …”.  Then Maree at the “baby centre” 
of this early childhood service sends Tyler a fax, 
saying “I … remembered how much you enjoyed 
receiving those faxes from Mum and Dad, so 
I thought I would send you one from the baby 
centre …  It is a nice day at the baby centre.”  Thus 
the place that Tyler belongs to is shown to extend 
beyond the over-twos centre, and connections 
are made with the baby centre.  A number of 
other children have become interested in the 
possibilities of the fax machine.  

How might this documented assessment 
contribute to Belonging/Mana Whenua?

This exemplar is an example of ICT contributing to 
the Belonging/Mana Whenua strand.  It is about 
documenting messages.  These messages have 
been collected in a book (with captions) so that 
the ongoing communications story that weaves 
connections between workplaces and homes and 
the early childhood centre can be told, retold, and 
expanded.

What other strands of Te Whariki are 
exemplifi ed here?

This exemplar is also about the Communication/
Mana Reo strand and how communication 
contributes to a sense of belonging; and it is 
about encouraging imagination, a capacity that 
Tyler is probably developing in other activities as 
well.  When he sends or receives a fax, Tyler has 
to imagine the sender or the receiver, and indeed, 
one of the photographs shows him “being” Dad at 
his offi ce, waiting for a fax.

“Did you get 
my fax?”

Now we are all 
interested in how the 
fax machine works 
and may be wondering 
whether it could 
work for us.
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Belonging in a particular early childhood setting 

At 5 months of age Jedd is able to express his 
wants and needs verbally.  He will cry when hungry, 
tired or when he wants to be picked up.  He will 
laugh and smile when spoken or sung to, showing 
his delight to his teachers Nadine (primary caregiver) 
and Shaz.

Jedd can sit unassisted for brief periods and will 
reach out purposely for objects, sometimes bringing 
his hands together to grasp objects.  Jewellery and 
people’s faces are of special interest to Jedd.

Jedd recognises familiar people, showing his 
recognition and excitement by shaking his head, 
waving his arms, through his facial expressions and 
by vocalising.

At the same time that Jedd is communicating 
more actively with the adults around him, Nadine 
and Shaz notice that Jedd has started to show a 
new awareness of the other children he shares the 
under-twos area with.  His new-found physical skills 
are supporting his interest as he is able to reach out 
and touch others more than ever before.

July
Recently Jack has 
begun showing an 
interest in interacting 
with Jedd.  Jedd is 
just beginning to gain 
confi dence with Jack 
and the other children 

being near him without an adult nearby.  Jedd 
enjoys Jack’s smiles and language and responds by 
reaching out to touch Jack.

Jedd is gradually gaining 
confi dence in being 
on his tummy.  Jedd 
plays a game with the 
ball, sharing with us his 
pleasure in discovering 
the sounds and 
movements the ball makes.

Things that interest Jedd are placed strategically 
near him to encourage him to use his body to 
support himself while on his tummy.

At 7 months of age Jedd regularly participates in 
small-group experiences.

September
Jedd participated in our music session this morning.  
He sat very contentedly amongst his friends, 
observing Nadine who was singing a song about 
butterfl ies.  He watched, mesmerised, as Nadine 
waved the coloured butterfl ies around the children, 
including Jedd.  His eyes grew bigger as Nadine 
landed a butterfl y on his knee.  He was quick to pick 
the butterfl y up while still keeping a close eye on 
Nadine.  Jedd reached up with the butterfl y as if he 
was going to mouth it but seemed more fascinated 
with Nadine who was continuing to sing and fl oat 
the butterfl ies around.

The next day we used the butterfl ies and sang the 
same song to follow up on Jedd’s interest.  Again 
he was mesmerised by this experience and cried 
when Nadine started to put the butterfl ies away in 
the box so we gave them to Jedd to play with until 
he was satisfi ed.

Jedd’s interactions with other children are becoming 
longer and Jedd now uses more strategies to 
interact with them and adults, for example, his 
expanding verbal skills, in combination with his non-
verbal skills.

Jedd is involved in a shared story with other 
children.

Jedd’s teachers discuss their observations of Jedd 
and decide to provide experiences for Jedd that will 
challenge him physically.  They also plan to support 
Jedd to play near or interact with other children.  
Gradually Jedd builds trust and confi dence in 
playing near other children.
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October
This morning, Jedd was sitting on the rug and 
busily playing with the stacking rings when Nadine 
laid Elizabeth next to him.  Jedd looked at her and 
Elizabeth started smiling, and they watched each 
other for ages.  They shared beautiful smiles and 
conversation.

November
Jedd can now support himself with confi dence.  He 
is able to make his body move more freely to reach 
the objects and people that interest him.  Nadine 
recorded some of these events in a learning story.

22 November
Wow!  Jedd is now crawling.  It took such a short 
time for him to develop the necessary motor skills 
– from becoming confi dent on his tummy to gaining 
control on his tummy (e.g., getting onto his front 
independently and sitting back up) to moving on his 
hands and knees.

26 November
Jedd has been very confi dent crawling today, 
everywhere!  He is really starting to explore the 
environment, enjoying his new mobility.  He is 
defi nitely very excited and proud of himself, panting, 
vocalising and smiling as he crawls along.  This 
morning during music he was able to move away 
from the group to get closer to the tape player, 
following his curiosity as he tried to fi nd out where 
the music was coming from.

Back in our room, he followed 
some children across the 
room to the beds, watching 
with interest what they were 
doing.

Jedd smiles back at Rosie 
who is enjoying giving him a 
gentle push.  Rosie has taken 
a special interest in Jedd 
recently becoming a very kind 
friend to him.

Jedd’s interest in other children is growing and he 
is beginning to develop another friendship, this time 
with Elizabeth.  Where previously Jedd had enjoyed 
Elizabeth pushing him while in the swing, he is now 
able to approach her to initiate play.

5 December
Jedd has had a great day.  He has become very 
fond of Elizabeth, crawling over to her at any chance 
he could and talking to her and touching her face 
while they both smiled.

Recently Jedd had begun to enjoy spending time on 
his tummy.  Today, when most of the children were 
outside, I put Jedd on the fl oor without setting up toys 
around him and left him, explaining that I was going 
to get Harrison changed, then I would return.

When I came back, I saw for one of the fi rst times 
Jedd showing confi dence and happiness with being on 
his tummy.  Looking around eagerly to see what he 
could reach, he found a push along frog.  Stretching 
out he grabbed hold of it and moved it from side 
to side.  Looking very pleased with himself as he 
experimented with manoeuvring this toy, he was 
moving backwards without realising.

I continued with other things, watching Jedd with 
interest, intrigued as to what he would do next.  
Occasionally, he would rest his head on the fl oor, 
then on hearing my voice, he would quickly look up, 
smile, laugh, and kick his legs.  It was as if he was 
saying “Look at me and what I’m doing!”

Reaching out for toys Jedd continued to manoeuvre 
himself around on his tummy.  As he came across 
different toys, he somehow managed to keep hold of 
or come back to the same push along frog toy.

Another interesting moment was when Jedd found 
himself at the edge of the carpet, where there is a 
wooden strip of fl oor before the next piece of carpet 
begins.  At this point there was a metal car.  Jedd 
discovered that it was great to bang the car on the 
strip of wood, listen to the noise and then compare it 
to the sound the car made on the carpet.  Squealing 
with delight and vocalising the whole time, he was 
expressing his enjoyment in his own initiated activity.

Jedd spent at least 30 mins on the fl oor on his tummy.

He appeared to thrive on this opportunity for freedom and 
space to explore and develop his physical skills.

Jedd is rapidly gaining confi dence in and control of his 
body.
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Jedd’s involvement in dramatic play has continued 
to develop in the past two months, as shown in 
the following example when Jedd is playing with 
his friend Elizabeth.  He is also pulling himself up to 
stand a lot more recently. 

February
Jedd was standing at Elizabeth’s high chair, role-
playing feeding her with Elizabeth responding 
beautifully by playing along with Jedd’s game.

From their observations of Jedd’s and other 
children’s involvement in dramatic play, the teachers 
decide to shift some of the equipment around to 
form a home-like dramatic play area for the children 
to support their play.  This area included highchairs 
for feeding “babies” and opportunities to use water 
with the tea set.  Water was provided outside for the 
children to wash and bath “babies”.

Robert was the fi rst to arrive this morning, noticing the newly 
set up family play area almost immediately.

Becoming deeply involved in play with the tea set, Robert 
was very busy using a spray bottle (a very important tool in 
Robert’s play) to “pour” into the cups, drinking from the cups 
himself and offering them to Lisa (another teacher) and to me 
by placing the cup onto a saucer and carrying them over to us 
carefully.

When Chris arrived he joined Robert at the table, giving him a 
gleaming smile before playing alongside him and with him at 
times, giving each other drinks they had stirred.

After a while Jedd joined Chris and Robert, smiling at them as 
he used the spoons to stir in the cups and talking and watching 
the others.

After a few minutes, Jedd decided it was time to “unset” the 
table by sweeping it all onto the fl oor!

A Learning Story

While Jedd’s teachers take action to support his 
dramatic play, they also recognise his growing 
repertoire of interests in the programme and how his 
ever-increasing mobility supports this. 

Jedd’s enthusiasm and delight for music grow every 
day as he confi dently participates in our music 
times.  To introduce music this morning Shaz used 
the big purple bird puppet to sing “Hello”.  Jedd 
smiled and laughed eagerly when the puppet went 
close to him and we sang his name.  We were 
singing “What do you think my name is?”

Jedd is now also initiating and taking the lead during 
play with teachers.

When Jedd fi nished his bottle this afternoon he sat 
up smiling and saying “Dad, dad, dad” while looking 
at the song posters on the wall.  I began to sing, 
“See how I’m jumping,” and Jedd bounced on my 
knee, laughing with a real chuckle.  Once fi nished, I 
asked him if we should sing it again.  Jedd bounced 
eagerly, like “Yes, yes,” many times over.

13 December
Jedd was very interested in the balls this morning.  
After he had been sitting playing with one, he threw 
it to me, initiating a game between the two of us.  
When I threw it back, Jedd would smile and laugh 
and throw it straight back.  This went on for ages.

Jedd also started some pretend play this morning.  
Twice he pretended to feed me with different 
objects.  The fi rst time was with a spoon and the 
next with a toy elephant; holding it to my mouth, he 
made eating noises and smiled.

Jedd’s teachers recognise Jedd’s growing 
communication skills.  They see how these new 
skills are supporting his interactions with other 
children and with them, and they recognise their role 
in utilising any opportunities they see to allow him to 
practise the new words he is beginning to use, as 
well as his growing range of non-verbal skills.  Some 
of these times were recorded in his profi le book.

After the Christmas break, Nadine and Shaz noticed 
a big change in Jedd.  Usually it had been other 
children initiating play or interactions with Jedd, but 
in the month or so before the holidays they noticed 
how gradually he had started initiating these.  Now 
after the holidays, at 11 months of age, Jedd is able 
to confi dently play a part in a small group.

January
Wow Jedd has grown so much over the Xmas 
break!  It has been great to see him again and 
he seems happy to be back with his friends.  A 
favourite game at the moment seems to be a “ta” 
game, where he shares toys with me and other 
children.  When we were playing with the cars 
and planes today (with Elizabeth and Jimmy), 
Jedd would make car noises and then copied an 
aeroplane noise that I made, showing the others 
what to do.
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Playing outside has become very popular, with the children 
enjoying the freedom of the large space, initiating and 
choosing their own interests.  This morning was a prime 
example.

Harry went over to the storage box and implied to me that 
he wanted something out.  “What would you like, Harry?” I 
asked.  At this point James rushed over saying “bike”.  As I 
opened the lid they both waited patiently for the bikes to come 
out.

Jedd enjoyed practising walking by holding onto the back of 
a bike and pushing it along – looking very proud of himself 
as he did so.  As he drove the bike along he came across a tin 
hanging from a tree at perfect standing height for him.  He 
stopped for a while, banging the tin with his hand and smiling 
and singing still, while holding onto the bike with his other 
hand for support.  He later went on to play peek-a-boo in the 
big cube.

A Learning Story

From being able to explore the wider environment 
of the centre by his own means, other children and 
teachers help Jedd to explore environments outside 
the centre.  On an outing Rosie, Jedd’s friend, 
shows how she is able to take special responsibility 
for him.

Our Friday afternoon walk
Rosie amazed us by very confi dently walking the whole way 
holding onto Jedd’s pram.  Every now and then she talked 
to Jedd enthusiastically, telling him about what she could 
see.  Rosie was very proud to be walking with Jedd and 
introduced him to people walking past!  She took on a sense 
of responsibility for Jedd, giving him a walnut to look at when 
we stopped to look at them and letting us know when his hat 
dropped, etc.

As we walked along the path beside the river behind the 
school Rosie spotted some children playing in the schoolyard.  
As she ran up to the fence chatting away Rosie made sure 
that Jedd saw the children too by turning around to tell him, 
pointing at them.

Sarah and Jack sat in the double buggy together, playing wee 
games and communicating to one another.  Jack was in front 
so he took responsibility for pointing things out to Sarah as he 
came across them, smiling and talking.

Jedd was very excited about being in the buggy, waving his 
arms and kicking his legs about.  He thoroughly enjoyed 
Rosie’s attention, showing this again later by responding to 
Rosie at the afternoon tea table, touching and talking to her 
excitedly.

On the fi nal part of our walk we stopped at the side of the river 
to throw bread to the ducks.  Rosie would tear the bread up 
and throw it over her shoulder to the ducks, jumping up and 
down with excitement.

An enjoyable walk for all!

A Learning StoryMarch
Jedd’s interest in music continues.  This week Jedd 
especially loved singing and doing peek-a-boo with 
scarves, moving the scarf up over his face and 
down again.  Another favourite is listening to “Peace 
Like a River” while lying down underneath a big blue 
moving scarf.  Jedd lay down after watching the 
other children, moving himself closer to the group.

In this story and as seen in the story with Robert 
and Chris playing with the tea set, Jedd is 
beginning to use strategies to make sense of group 
experiences.  Nadine and Shaz notice how Jedd 
fi rst watches other children before copying what 
they do. 

At 13 months of age Jedd is practising walking, 
supporting himself with equipment or furniture to 
do this.  Jedd’s teachers make sure these objects 
are available to Jedd at all times.  Within the 
following group story it is evident how Jedd uses 
the outdoors equipment to support himself as he 
explores the environment.
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What’s happening here?

This exemplar includes excerpts from Jedd’s 
portfolio over ten months.  The fi rst entry relates 
to when Jedd was aged fi ve months, and further 
entries document his progress in participating 
with activities at the centre.

What does this assessment tell us 
about the learning (using a Belonging/
Mana Whenua lens)?

This is a documented account of Jedd’s increasing 
participation in the life of the centre.  The 
continuity of Jedd’s developing interests can be 
described using the four overlapping dimensions 
of strength discussed in Book 10.  

Frequency and regular events: Over the period 
documented in this exemplar, Jedd appears 
to routinely set himself physical challenges as 
he practises physical skills and achieves more 
mobility.  Frequently he participates in and then 
initiates games and interactions with adults and 
other children, often watching other children 
before copying what they do.  He has a growing 
repertoire of interests in the programme, and “his 
ever-increasing mobility supports this” (February). 

Distribution across helpful people and enabling 
resources: Early in the record, Jedd begins to 
communicate more actively with the children 
and adults around him.  He also explores an 
increasing range of objects of interest – stacking 
and nesting toys, books, a push-along frog, and 
props for stories (for example, the butterfl ies).  By 
March, at thirteen months of age, he is “practising 
walking by holding onto the back of a bike and 
pushing it along”. 

Connected to a diversity of social communities: 
Within the centre’s community, Jedd is developing 
special relationships: with Jack in July, with Rosie 
in November, and with Elizabeth in December.  
Perhaps one of these “social communities” is 
the group of people making music that Jedd is 
attracted to in November.  The following February, 
it is noted that “Jedd’s enthusiasm and delight 
for music grow every day as he confi dently 
participates in our music times.” 

Mindfulness and power balances: The teachers 
comment on Jedd’s new ability (once he can crawl) 
to “follow his curiosity”, and later he begins to 
pull himself up to stand, widening his horizons 

considerably.  During this period, Jedd gains 
confi dence in interacting with other children.  In 
July, he was “beginning to gain confi dence with 
Jack and the other children being near him without 
an adult nearby”; by the end of November, he is 
beginning to approach other children to initiate 
play.  Early in the record, Jedd begins to explore 
the sounds and movements that a ball at the 
centre makes; later, the teacher describes Jedd 
initiating a ball game with her.  A teacher also 
notes his initiation of pretend play, pretending 
to feed the teacher with different objects.  Jedd’s 
participation in dramatic play continues to develop 
in the new year; by now it includes other children 
(he role-plays feeding Elizabeth).

How might this documented assessment 
contribute to Belonging/Mana Whenua?

The documentation notes the way that the 
teachers have noticed, recognised, and responded 
to Jedd’s learning journey, looking back on the 
record in order to look forward.  They introduce 
toys and activities to respond to the developing 
interests that have been noted in Jedd’s portfolio.  
From their observations of Jedd’s and other 
children’s involvement in dramatic play, they 
decide to shift some of the equipment around to 
form a “home-like” dramatic area to support their 
play.  Although Nadine is Jedd’s primary caregiver, 
other teachers build on observations in the record.  
Photographs provide a vivid communication 
tool for Jedd and his family to revisit this story of 
belonging.

What other strands of Te Whariki are 
exemplifi ed here?

The documentation describes Jedd’s growing 
confi dence and trust (the Well-being/Mana Atua 
strand).  This exemplar is a record of actions that 
refl ect Jedd’s widening sense of this community, 
especially of the people and things but also of 
the places as he begins to play outside and goes 
for walks in the local area (the Exploration/Mana 
Aotùroa strand).  Here too is a record of a widening 
horizon of other children and groups in which Jedd 
feels comfortable to initiate social interactions 
and contribute play themes.  His increasing 
communication skills, verbal and non-verbal (the 
latter especially in pretend play), are documented 
(the Communication/Mana Reo strand) as are his 
explorations of artefacts and territory.
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Child’s name: Suelisa 
Date: 19 February
Teacher: Karen

Suelisa’s sense of belonging

Recently Suelisa has been unhappy when she comes to 
kindergarten.  She has just started morning sessions and due to 
sickness has not been coming regularly.

Today Suelisa was upset when it was time to say goodbye to 
her dad.  I gave her a big hug and took her to the book corner.  
Tama joined us and chose stories for me to read to Suelisa and 
him.

When we had fi nished reading the stories Tama got an old photo 
album from the bookshelf.  It had photos in it from a couple of 
years ago.  Suelisa spotted photos of her brothers Metai and 
Nakala and her dad.  This brought a smile to her face and she 
was able to share them with her friend Tama.

I asked Suelisa if she would like to stick the photos of her 
family into her fi le.  Suelisa said, “Yes,” and we went and found 
her fi le.  Together, we stuck her photos in and I wrote beside 
each photo.  Other children came and watched and this gave 
Suelisa the opportunity to share her family with her friends.

Suelisa was smiling from ear to ear and carried her fi le around 
with her for the rest of the session.  Suelisa showed her fi le at 
mat time, while I explained the pictures.

A Learning Story

It’s important that Suelisa comes to kindergarten every day so 
that she can form friendships; this will give her a greater sense 
of belonging.

Encourage Suelisa to choose her own activities by giving her 
choices.

Suelisa has also shown a great interest in the video camera.  We 
could use this tool to replay Suelisa’s play to her and to add 
photos to her fi le so she can take it home and share her fun 
times at kindergarten with her family.Suelisa sharing her fi le with Jane.

What next?

Short-term review

It was great to see Suelisa smiling today.  Using photos of her 
family at kindergarten has begun to create a sense of belonging 
for her.

Photos of Suelisa’s dad 
and brothers.

Examples or cues
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– a topic, an activity, a role.  
Recognising the familiar, 
enjoying the unfamiliar.  
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sustained period, 

feeling safe, trusting others.  
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Setting and choosing diffi cult 
tasks.  Using a range of 

strategies to solve problems 
when ‘stuck’ (be specifi c).
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o Expressing an 
Idea or a 
Feeling

In a range of ways (specify).  
For example: oral language, 
gesture, music, art, writing, 
using numbers and patterns, 

telling stories.
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Taking 
Responsibility

Responding to others, to 
stories, and imagined events, 
ensuring that things are fair, 

self-evaluating, helping 
others, contributing to 

the program.

Taking an 
Interest
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A Learning Story

Child’s name: Suelisa 
Date: 21 February
Teacher: Karen

Today, Suelisa brought her 
fi le back to kindergarten.

We had a look at the photos 
of her brothers and when it 
was time to say goodbye to 
her dad there were a few 
tears.  However, Suelisa’s 
sadness was short-lived as 
there were more of her 
friends wanting to look at 
her fi le.

Today, Suelisa chose her 
own activities.  She worked 
close by me with her fi le not 
far away.

Suelisa had lots of fun doing 
puzzles and a painting.  In 
between puzzles Suelisa 
checked out her fi le and 
arranged her front picture 
again.

It is great to see Suelisa 
feeling happy at kindergarten.

Yesterday Suelisa wasn’t keen 
to choose her own activity 
and when I offered options 
she shook her head – “No!”  
Today I feel Suelisa had a 
greater sense of belonging, 
perhaps because she had 
her fi le with her.  This has 
empowered Suelisa to choose 
her own activities and work 
independently.

Continue to use Suelisa’s fi le 
as a tool to further develop 
her sense of belonging.

Suelisa to take her fi le home 
and share her stories with 
her family.

Give Suelisa time to direct 
her own learning.  It is OK 
for Suelisa to watch the 
other children playing.  She 
will know when she is ready 
to join their play.

What next?Short-term review

A Learning Story

Child’s name: Suelisa 
Date: 22 February
Teacher: Karen

Today after mat time 
Suelisa wanted to hold my 
hand.  I said, “You can’t hold 
my hand because I need 
to help Lachlan but you 
can hold your fi le.”  Suelisa 
went and got her fi le and 
continued to watch Eric and 
Lachlan.

A while later I turned 
around and spotted Suelisa 
in the block corner, watching 
her friends.  I noticed that 
she had left her fi le behind.

I went and helped Suelisa 
to join the group by role 
modelling the words to use, 
“Can I play?”

Suelisa joined the small 
group and continued to play 
with Andrew for quite some 
time.  They took turns and 
shared the fun of watching 
the marbles go down the run.  
Other children joined the 
group and Suelisa included 
them in her play, making 
sure everyone had enough 
marbles.

It was fantastic to see 
Suelisa choosing her own 
activity and being fully 
involved in a small group.  
(Te Whariki, Contribution, 
Goal 3.1)

Suelisa’s sense of belonging 
is growing each day and it is 
great to see her smiling and 
having fun with her friends 
at kindergarten.  She is now 
taking a more active role in 
the programme.

Continue to foster and 
strengthen Suelisa’s sense of 
belonging.

Continue to use her fi le as 
a tool to develop a stronger 
relationship with Suelisa.

Suelisa may like to play the 
marble game again with her 
friends.

What next?Short-term review
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Suelisa is reading the 
puppet book, and Tapaita 
is reading Suelisa’s fi le.

 A Learning Story

Suelisa shows Tapaita 
the photos of her 
brothers.  Suelisa fi nds 
Tapaita’s fi le.

Suelisa and Tapaita 
pore over Suelisa’s 
fi le chatting about the 
photos.

Suelisa asks Tapaita, 
“Have you got a 
brother?”

Tapaita is too busy 
reading Suelisa’s fi le to 
answer so Suelisa fl icks 
through Tapaita’s fi le 
looking for photos.

Today I spotted Suelisa and Tapaita sharing and reading 
each other’s fi le.  This story is a great example of the 
interest Suelisa has in her own and other children’s fi les 
and of how proud she is to share her family with her 
friends.  Using Suelisa’s fi le as a tool to help her settle 
into kindergarten has helped Suelisa to develop a greater 
sense of belonging, form friendships and take an active 
role in the kindergarten programme.

 Short-term review

A Learning Story
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Taking 
Responsibility

Child’s name: Suelisa 
Date: 13 March
Teacher: Karen

As the weeks go by, Suelisa’s sense 
of belonging continues to grow.  
Occasionally, she is sad at the beginning 
of the session but this is soon forgotten 
as she becomes involved in the session.

Today I spotted Suelisa fully involved in 
a group music session that the children 
had initiated themselves.  Jasmine was 
the leader who directed the game, and 
Suelisa looked to her for guidance and 
copied the actions of the other children.

March

Continue to foster 
Suelisa’s sense of 
belonging.

Foster Suelisa’s enjoyment 
and interest in music and 
dancing.

A long-term project is 
planned for next term; 
this is a common interest 
for many children in the 
morning session.  (See 
planning board)

Discover Suelisa’s other 
interests.

What next?Short-term review

From the photo you can 
clearly see the level 
of involvement Suelisa 
enjoyed in this activity.  
Suelisa’s enjoyment is 
clear by her big smile.

It is great to see Suelisa 
independently joining 
groups and being involved 
in small-group play.  
(Te Whariki, Well-being, 
Goal 2.1)

Suelisa has an 
expectation that music 
can amuse and delight.  
She took cues from her 
friends and was able to 
experiment with ways to 
move to the music.  (Te 
Whariki, Communication, 
Goal 4.8)
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Suelisa spent a long time choosing the pieces 
she wanted to place on her creation and then 
placing them, using just the right amount of 
glue.  When she had fi nished with her creation 
she put her name on it so she would not lose 
it.  I then suggested that she could paint the 
creation with dye.  She agreed and did so.  
When she had fi nished I told her to put it on 
the “amazing creations” trolley so that she 
could show it at mat time.  Suelisa did that 
and she stood up the front and showed all her 
kindergarten friends her great work.

Today Suelisa came 
to the woodwork 
area, a part of the 
kindergarten that 
she hasn’t spent much 
time in until today.  
She watched some 
children using the glue 
guns and decided that 
she would like to make 
something too!

Teacher: Glynis
Date: May

 Suelisa’s Pictorial Learning Story

Suelisa is gaining more and more confi dence in 
herself and her abilities at kindergarten.  She 
has developed a greater sense of belonging 
and is making more friends.  It is great to see 
Suelisa challenging herself in an area of the 
kindergarten that she hasn’t used before and 
feeling confi dent enough to show her creation 
on the mat.

 Short-term review

Continue to foster Suelisa’s sense of belonging 
and her confi dence and encourage her to 
challenge herself even more.

What next?

She chose two pieces of wood and proceeded 
to glue them together being very careful 
where she placed the glue.  When she fi nished 
doing that I suggested she look in the baskets 
on the shelves to see what else she could 
decorate her creation with, which she did.
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Today whilst inside, I noticed two very 
focused children, Suelisa and Tessa, working 
on something in the block area.  I went over to 
get a closer look.

Suelisa and Tessa were working very co-
operatively, building a tall tower with the 
blocks.  They were using the narrow blocks 
and carefully took it in turns to add a block to 
their creation.

Suelisa and Tessa kept adding the blocks until 
eventually their building became too unstable 
and collapsed.  Although this is not shown in 
the photos, their building broke about four 
times.  Suelisa and Tessa kept persevering and 
rebuilt their creation.

After their creation fell down a second time, 
Suelisa and Tessa’s frustration turned into 
enjoyment as they began to have fun watching 
their building break.  Suelisa would get more 
and more excited as she added each block, 
waiting for her building to tumble down.

Suelisa and Tessa began adding the block 
people to their creation.  Soon more children 
came to see what was happening in the block 
corner.

Date: Week 6, August
Teacher’s name: Jane

I do not usually see Suelisa playing in the 
block area, so it was lovely to see her so 
involved and focused with block play.

Suelisa was able to work co-operatively with 
Tessa, in a joint project, whilst still feeling 
competent and confi dent enough to express 
her own ideas and feelings.

Suelisa showed perseverance when rebuilding 
her creation.  (Te Whariki, Exploration, Goal 
3.3)

Self-management and Competitive Skills: 
“as children explore, they show initiative, 
commitment, perseverance, courage, and 
enterprise and they adapt to new situations.” 
(Te Whariki, page 98)

Suelisa chose to turn what could have been 
a frustrating experience (i.e., having her 
building fall down) into an enjoyable and 
challenging experience.  Well done, Suelisa!

 Short-term review

Read this story with Suelisa.

Ask Suelisa to talk about her block creation.

Invite Suelisa to become involved in the block 
area again.

What next?

Block Creation Suelisa and Tessa’s

Suelisa and Tessa continued to work together.  
Tessa collected some more blocks and block 
people, and Suelisa carefully continued to 
build her tower.  “Watch out, Suelisa – down 
comes your tower!”

Here is Myra showing Suelisa her block person.
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What’s happening here?

This exemplar records Suelisa’s developing sense 
of belonging, with her assessment portfolio 
playing a central role in this development.

What does this assessment tell us 
about the learning (using a Belonging/
Mana Whenua lens)?

The teacher comments: “Using Suelisa’s fi le as 
a tool to help her settle into kindergarten has 
helped Suelisa to develop a greater sense of 
belonging, form friendships and take an active 
role in the kindergarten programme.”

This is primarily a story about Suelisa’s widening 
range of reciprocal relationships with people 
and other enabling resources.  The fi le provides 
the initial scaffolding that can sometimes be left 
behind as other “enablers” are added.  (New 
relationships are developed with other children, 
and a new activity is initiated and encouraged.)

The photograph of Suelisa and Tapaita sharing 
and reading each other’s assessment portfolio 
is a nice example that illustrates Suelisa’s sense 
of belonging distributed across a resource and a 
relationship with another child.  The connection 
with Suelisa’s wider community that the teachers 
make through the assessment portfolio, by adding 
photographs of Suelisa’s family to her fi le, is a 
key feature of Suelisa’s early belonging journey.  
Stories and photographs of Suelisa joining a small 
group at the marble run, becoming involved in a 
group music session, and working collaboratively 
with Tessa, demonstrate that Suelisa is beginning 
to join the social community of the kindergarten.  
Her increasing mindfulness and agency are also in 
evidence.

Later stories describe Suelisa challenging herself 
in an activity that she hadn’t previously tried 
(carpentry), feeling confi dent enough to show her 
creation to the other children at mat time, and 
becoming involved in a focused task with Tessa.  
She is developing a number of strategies to enter 
and engage in play with others: watching and 
copying, asking “Can I play?” (modelled by the 
teacher), working with one other child at a time to 
complete tasks (Andrew and Tessa), and ensuring 
fairness (with the marbles).

How might this documented assessment 
contribute to Belonging/Mana Whenua?

Here is an exemplar in which the assessment 
portfolio (called a fi le in this centre) has played a 
central early role in developing a child’s sense of 
belonging.  When Suelisa fi nds some photographs 
of her brothers and her father, the teacher 
imaginatively responds to Suelisa’s joy by adding 
the photos to her fi le.  This fi le then becomes 
Suelisa’s “security blanket” as she carries it 
around with her and keeps it nearby while she 
begins to engage in activities.  The teachers 
encourage Suelisa to take the fi le home to make 
connections between the home environment 
and the kindergarten.  This also allows them to 
send a message to the family (in the What next?, 
19 February): “It’s important that Suelisa comes 
to kindergarten every day so that she can form 
friendships; this will give her a greater sense of 
belonging.”

They recognise the fi le as a “tool to further 
develop her sense of belonging”, and they note 
the day that Suelisa leaves her fi le behind when 
she goes to the block corner to watch others and 
then joins in marble play with Andrew and a group 
of children.

What other strands of Te Whariki are 
exemplifi ed here?

When Suelisa plays with the marble run, “Other 
children joined the group and Suelisa included 
them in her play, making sure everyone had 
enough marbles.”  This interest in fairness and 
inclusion is a feature of both the Belonging/Mana 
Whenua and Contribution/Mana Tangata strands 
and is always worthy of note.  Suelisa’s home 
language is not English, and the fi le has also 
proved important in allowing her to communicate 
with adults and other children.
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Belonging situated in routines, customs, and regular events

Over the last few weeks the children have been listening to the story, 

Màui and the Sun.  The children were so interested in Màui’s story 

that they began to screen-print ideas that evolved from it.

When the children learned that Trish, our supervisor, had a new job 

and was going to be leaving, they began to think about what they 

could give her as a present.  Excited by their recent screen-printing 

experiences, they decided they would like to do some special screen-

printing and so developed the idea of a unique “korowai” cloak.

Each child selected materi-

als from Papatùànuku (ferns, 

leaves, feathers, etc.), and 

soon a magnifi cent cloak was 

unfolding in front of our eyes.  

It was very hard keeping it as a 

surprise.  When every child in 

the childcare centre had printed 

a square, Sue sewed the backing 

on the cloak and all the children 

and teachers then completed the 

cloak by sewing feathers and 

wool as the fi nishing touches.

Throughout this experience, the 

children and teachers learned 

new waiata to support Trish’s farewell.  We were all amazed at how 

quickly the children responded to our new waiata.

be
lo

ng
in

g 
m

an
a 

w
he

nu
a

Taking an 
Interest

Finding an interest here 
– a topic, an activity, a 
role.  Recognising the 
familiar, enjoying the 
unfamiliar.  Coping 

with change.

w
el

l-
be

in
g 

m
an

a 
at

ua Being Involved

Paying attention for a 
sustained period, 

feeling safe, trusting 
others.  Being playful 

with others and/or 
materials.

ex
pl
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at

io
n 

m
an

a 
ao

tù
ro

a Persisting with 
Diffi culty

Setting and choosing 
diffi cult tasks.  Using 
a range of strategies to 
solve problems when 
‘stuck’ (be specifi c).

co
m

m
un

ic
at

io
n 

m
an

a 
re

o Expressing an 
Idea or a 
Feeling

In a range of ways 
(specify).  For example: 
oral language, gesture, 

music, art, writing, using 
numbers and patterns, 

telling stories.

co
nt
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m

an
a 

ta
ng

at
a

Taking 
Responsibility

Responding to others, 
to stories, and imagined 

events, ensuring that 
things are fair, self-
evaluating, helping 

others, contributing to 
the program.

Examples or cues

Prepare for the farewell event.

What next?

Short-term review

What a wonderful learning experience this was for our children.  They were all so absorbed and involved with 

the making of the “korowai” and demonstrated such a high level of persistence as well as expressing wonderful 

creativity.

Every child in the centre participated in making Trish’s “korowai”.  It was fantastic to see all the children taking 

responsibility and contributing so fully to this experience.

It was especially positive to provide an experience like this that refl ected some of the values of our tangata 

whenua.

Farewell to a taonga
Whanau Learning Story
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The day arrived; it was 

Trish’s time to leave 

our centre.  Children 

and staff began the day 

by making scones to 

share at the farewell.  

For many days prior 

to this, the children 

had been busy learning 

new waiata (“Ehara”, 

“E Toru ngà Mea” and 

“I’d Like to Teach 

the World to Sing”).  

During the fi nal 

morning, the children were feeling overwhelmed by 

the prospect of Trish leaving.  We got out the tissues 

and talked with the children about feeling sad and 

letting Trish go.  We also talked about how we could 

support each other at this time.

We then hopped on the bus, taking Trish with us to 

her new job.  Trish’s new colleagues and some of the 

students she will be teaching greeted us all when we 

arrived at her new workplace.  Everyone said a mihi, 

including Sue, who told the people how much we 

would miss Trish, and then we handed her over.  Her 

new colleagues promised to look after her in her new 

job, and then the children sang their hearts out.  Trish 

was overwhelmed.  In fact, we all were.  We cried, 

wiped our noses, and laughed together.

At the end of the presentation, we all gathered 

together and shared a meal before we got back onto 

the bus and returned to our centre, leaving Trish to 

begin her new challenge.

Short-term review

What a wonderful day we have all experienced.  The 

concepts of taha wairua (spiritual well-being), taha 

hinengaro (mental well-being), taha tinana (physical 

well-being), and taha whànau (social well-being) are 

inextricably linked in the learning of tamariki Màori.  

It was so amazing to be involved with the children in 

a farewell that refl ected so much the importance of 

hauora (total well-being).

There is no doubt that all those who were involved 

will remember this experience in the days and 

months to come.  It was an opportunity for all of us 

to experience challenge and success and to enhance 

the children’s and teachers’ sense of themselves as 

capable and competent learners.

 What’s happening here?

These two pictures and the commentary describe 
the community of an early childhood centre 
farewelling their supervisor and gifting her as a 
taonga to her next place of work.  Associated with 
this gifting is the collaborative making of a cloak 
by the children and a collective farewell ceremony 
accompanied by waiata.

What does this assessment tell us 
about the learning (using a Belonging/
Mana Whenua lens)?

This exemplar provides a vivid picture of 
children’s experiences in the domain of Belonging 
situated in “routines, customs, and regular 
events” (Te Whàriki, page 54).  The collaborative 
activities it documents form part of the centre’s 
development of practices, customs, and codes of 
behaviour for special occasions.  Màori protocol 
and waiata and the concept of taonga have been 
incorporated into the learning community’s 
understanding of “what we do here”.

How might this documented assessment 
contribute to Belonging/Mana Whenua?

Documenting and revisiting some of the 
participation repertoires and protocols in an 
early childhood centre is an important aspect of 
establishing a community of learners and a sense 
of belonging.  This record has been included in all 
the participating children’s portfolios, enabling 
families to revisit, remember, and refl ect on key 
values and meaningful practices in the centre.

What other strands of Te Whariki are 
exemplifi ed here?

Ceremonies like this mark important events in 
the history of the centre and acknowledge the 
weaving together of aspects of the Well-being/
Mana Atua as well as of the Belonging/Mana 
Whenua strand.

Whanau Farewell
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12 May 

This morning Isaac came to me and said, “We need 
to have a meeting for boys only.  We want to plan 
something only for boys.”

“Sounds like a good idea,” I said.  “When would 
you like to have the meeting?”

“Today,” responded Isaac.

“What time?” I asked.

“Nine o’clock,” said Karl.

“Well, we have already had nine o’clock, today,” 
I said.  “How about twelve-thirty this morning?  
After we’ve tidied up?”

“Yes.  That will be okay,” said Isaac.

“You’ll need a notice so that all the boys know 
about the meeting,” I said.

Isaac found a piece of A3 paper and a felt-tip pen.

“Do you want me to write it or do you want to write 
it yourself?” I asked.

“You write it on a piece of paper, and I’ll copy it,” 
he said.

Isaac wrote on the paper and then stuck it to the 
front door.

I discovered later that Ben had copied it as well.

A bit later, Douglas told Sue, “I’m going to join the 
girls’ club because the boys’ group is going to do 
things that my mum will not be pleased about.”

Sue asked, 
“What are they 
going to do?”

Douglas said, 
“Hit each other, 
so I will join the 
girls’ club.”

What’s happening here?

Two boys approach a teacher about holding a 
meeting for boys only in the centre.  We don’t 
know what the boys plan at the meeting, but we 
do know that Douglas is rather pessimistically 
imagining the agenda (or perhaps he has inside 
information) and has decided not to join the boys’ 
club.  This is the beginning of a story about the 
connection of gender to “what we do here”.

What does this assessment tell us 
about the learning (using a Belonging/
Mana Whenua lens)?

The children here are developing the inclination 
and the ability to have a say in the curriculum.  
The teacher is implicitly supporting this notion 
when she responds that a meeting “sounds like a 
good idea”, so the children are also learning that 
this kind of initiative is appropriate here.  
The children are also exploring a working theory 
to do with gender-based communities.  Isaac 
wants a “boys only” meeting as he wants to plan 
something only for boys.

Planning meetings are events associated with a 
sense of place, and the boys’ holding one indicates 
a values system that includes children being 
permitted to have a say in the curriculum.  
In this case, the children are proposing community 
memberships (a boys’ club and a girls’ club) to 
which they will invite, or from which they will 
exclude, other children.  We don’t know what 
the boys planned at the meeting.  Interestingly, 
however, we know that Douglas is basing his 
decision on where to belong on the (probable) 
agenda rather than on whether he is a boy or a 
girl.  He says, “I’m going to join the girls’ club 
because the boys’ group is going to do things that 
my mum will not be pleased about.”  He appears 
to be developing the capacity to take a mindful or 
critical approach (a dimension of strength outlined 
in Book 10), resisting a very powerful gender-
related invitation.  This might well become a topic 
of ongoing dialogue at the centre, among both 
teachers and children.

How might this documented assessment 
contribute to Belonging/Mana Whenua?

This could well indicate the beginning of a series 
of discussions about gender-related activities 
in the early childhood community, a debate that 
children and adults could return to, to refl ect on 
possible directions.

What other strands of Te Whariki are 
exemplifi ed here?

Preparations for the meeting included writing for 
a purpose (preparing a notice to announce the 
meeting), which is a feature of the Communication/
Mana Reo strand.  Fairness and inclusion, key 
aspects of the Belonging/Mana Whenua and 
Contribution/Mana Tangata strands, were also 
evident.

Belonging situated within rules, rights, and responsibilities
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21 October

Today I was sitting at the puzzle table and several 
children were looking through their folders.  Fergus 
was watching the other children and then asked 
me to help him look for his folder.

“Where’s my folder?  I’ve got two folders now, 
cause Mum paid for another one,” he said.

He found both folders and got out his new one 
fi rst.  “Where’s my other one?” he asked.  “Cause 
this one’s only got one page and I want to look 
through my other one.”

Fergus found his folder, and then he and William 
went and sat at the table together.  I observed the 
boys from the puzzle table, and they were both 
busily looking back and forth through their folders.  
I then went to join them and listened to their 
conversation.

“You’ve got one of those Màori ones, William.  
No, not there, but back there – turn the pages.”

“Hey, yeah!  Look, there you are, Fergus, on the 
stage.”

“That’s when we went to the museum,” replied 
Fergus.

Both boys glanced at the two photos, which were 
very similar.

“But they’re not the same, that’s the one when we 
were in the spaceship,” said Fergus, pointing to 
the photo in William’s folder.

Both boys then closed their folders and tucked 
them under their arms.  Fergus asked, “Is it all 
right if we take them outside?”

“Well, if it was my nice book, I wouldn’t take it 
outside,” replied Anne.

“Well, Shelley does sometimes – takes books 
outside,” replied Fergus.

“Well, it’s your book, so it’s your decision,” replied 
Anne.

Both boys ran off with their books tucked under 
their arms.

Fergus and William take their folders outside

What’s happening here?

Fergus and William are revisiting their portfolios 
(called folders in this centre). 

What does this assessment tell us 
about the learning (using a Belonging/
Mana Whenua lens)?

Fergus and William may be developing the 
inclination to take a critical or mindful approach 
to rules (“mindful” is a dimension of strength 
outlined in Book 10).  There is evidence here 
that they have the ability to do this and of their 
sensitivity to occasion.  In this example, the 
children’s folders are artefacts of belonging: they 
“belong” to the children, and although the teacher 
may be concerned that they might get dirty or 
damaged, she acknowledges that the boys have 
the right to move their folders from place to place. 

How might this documented assessment 
contribute to Belonging/Mana Whenua?

This story centres around the folders that contain 
the children’s documented assessments.  It 
illustrates the view at this centre that these 
books belong to the children, and although as a 
general rule such folders don’t get taken outside 
(presumably because they might get dirty), what 
children do with the folders is ultimately their 
decision.

What other strands of Te Whariki are 
exemplifi ed here?

The ability of children to make their own choices is 
part of the Well-being/Mana Atua strand (Goal 2); 
children’s rights and those of others feature in the 
Contribution/Mana Tangata strand (Goal 1) 
as well.
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Refl ective questions He pàtai hei whakaaro iho
How do our documented assessments contribute to the transition of children, families, and whànau 
into, within, or beyond the early childhood setting?

How do our assessments refl ect the children’s sense of belonging to this place?

How do we ensure that the family or whànau voices are refl ected in the children’s assessment portfolios 
and contribute to the curriculum?

Is the learning in relation to routines, customs, rituals, and regular events visible in our documented 
assessments?

What examples do we have of discussions about rights, responsibilities, and fairness being documented 
and revisited?  If this is a gap, why is this, and how might we contribute more of these?

Do our assessments include developing knowledge about features of the area that are of physical and/
or spiritual signifi cance to the local community?  How can we ensure that children, families, whànau, 
and teachers revisit this aspect of the curriculum?
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