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Executive Summary 

Key design parameters and principles 

1. Cabinet has agreed in principle to introduce new literacy and numeracy requirements for NCEA. The

parameters of the requirements are:

a. Assessment standards will assess a benchmark that is underpinned by technical and analytical

work.

b. Assessment standards will credential literacy and numeracy, with a maximum grade of

‘Achieved’.

c. The standards will be a co-requisite to the qualification and therefore a requirement of

awarding Level 1, 2 or 3.

d. The standards will be externally graded.

e. The standards will be 20 credits but not count towards the credit requirement of any level of

NCEA.

f. Students will be able to meet the standards when they are ready, which could be as early as

Year 9.1

2. The Ministry is providing further advice to the Minister in November on the design and implementation

parameters of the changes going forward, including in relation to the processes we will adopt to

ensure that the change works for the sector.

3. Content for the Cabinet paper will be drawn from this brief, noting that design work will continue with

the sector and a range of interested groups throughout 2020 and carry our further design in relation to

change and implementation.

4. We have largely relied on the work of two Technical Advisory Groups for the content of this design

brief. One Technical Advisory Group has given advice on the benchmark as derived from Te

Marautanga o Aotearoa (TMoA) and the second from the New Zealand Curriculum (NZC). Both

groups are made up of technical experts, including members from the sector. The membership of

those groups is at Annex A.

5. While Technical Advisory Group recommendations made within the scope of the Cabinet decision are

included in this brief, the Māori medium Technical Advisory Group also advised that they do not agree

1 The original year agreed to in principle by Cabinet was from Year 7. After sector feedback and expert advice, the Ministry has provided

advice to the Minister to change this to Year 9. The Minister has indicated that he agrees with this advice, although this is yet to be 
formally agreed to by Cabinet. 
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that the high stakes assessment of literacy and numeracy aligns with Māori medium priorities and the 

philosophy underpinning Rukuhia Rarangahia and TMoA. The Māori medium Technical Advisory 

Group therefore do not support the Cabinet decision to assess literacy and numeracy through high-

stakes assessment. This brief explores a way in which the assessment of literacy and numeracy in a 

Māori medium setting can align with those Māori medium principles and priorities as much as possible. 

Final Ministry positions 

6. The assessment requirements for the new NCEA literacy and numeracy standards must be

implemented in a context that supports the teaching and learning of literacy and numeracy.

Assessment of the standards will be a summative step in a rich and formative curriculum programme

with contextual literacy and numeracy education.

7. More broadly, literacy and numeracy should be considered in the context of foundational learning,

which includes the range of knowledge and capabilities that allow young people to access further

learning (in this case NCEA), develop important life skills, and engage in their community. In Aotearoa

New Zealand, this includes an understanding of how to participate in a bicultural society.

8. Key aspects of the assessment framework that will be signalled in the Cabinet paper (at a high level)

are:

a. Implementation framework: There will be two implementation frameworks, for both Te

Marautanga o Aotearoa and the New Zealand Curriculum benchmark respectively, that take

into account each unique learning context. Te Marautanga o Aotearoa framework will be drawn

from the principles and positions in Rukuhia Rarangahia. The New Zealand Curriculum

Framework will also take into account learners in diverse settings, with a particular focus on

foundation tertiary settings.

b. Outcome statements: The outcome statements for each NCEA Level will include a broad and

inclusive overarching statement referring to literacy and numeracy. The outcome statements

will refer to the literacy and numeracy that supports participation in learning, life, and work.

These will be informed by, but not fully derived from, Curriculum Level 4/5.

c. Assessment framework TMoA:

i. Progression frameworks and readiness tools: Te Tīrewa Ako, and other progression

frameworks will support and inform the teaching and learning of literacy and numeracy

associated with the benchmark. We will work to make the benchmark visible on these

frameworks, noting the Ministry does not own all of them. Readiness tools associated

with these frameworks, such as Te Waharoa Ararau, will likewise align with the

benchmark. We will work to ensure that the tools are developed and fit for purpose

before implementing the new standards.

ii. Components: the components of the benchmark will be be tuhituhi, pānui, kōrero, and

pāngarau.

iii. Assessment of the standards: the preferred method of assessment for most kura is

likely to be through the collection of evidence, potentially through a portfolio of work.

While it would be a local decision for a kura, kura will be encouraged to collect evidence

from Year 11 learning contexts to avoid high stakes assessment before NCEA Level 1.

Further work will also be carried out to explore how current TMoA standards (such as

Te reo Rangatira and/or te reo Māori) could be used to evidence the new benchmark.
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d. Assessment framework NZC:

i. Components: The components of literacy and numeracy for the NZC benchmark will

include reading, writing, and mathematics with a strong supporting statement that

effective literacy and numeracy instruction has an oral component.

ii. Progression frameworks: The benchmark will be referenced on progression

frameworks for a range of learning contexts, including the Learning Progression

Frameworks, and the Adult Learning Progression Framework. The Ministry will also

explore whether the English Language Learning Progressions are suitable for

alignment purposes.

iii. Readiness tools: The deliberate teaching and learning of literacy and numeracy to

improve learner outcomes will require a shift in practice. Support and guidance will be

provided to the sector related to the teaching and learning of literacy and numeracy. As

part of this, the benchmark will be explicitly marked on appropriate readiness tools. The

Ministry will ensure readiness tools are available for use and quality assure a range of

readiness tools that can be used in relation to the benchmark.

iv. Assessment of the standards: An online adaptive test that uses human judgement for

unclear results will be made freely available for use across the sector. The

specifications of the tool will be developed with the sector and key stakeholders. An

analogue option, such as a portfolio of evidence, will also available as an assessment

option.

While we expect The New Zealand Curriculum benchmark to be predominantly used in English 

medium and Te Marautanga o Aotearoa benchmark to be used predominantly Māori medium 

education, there will be no restrictions on the settings in which the benchmarks are used.  

e. Transitional arrangements: the Ministry will work with NZQA to develop transitional

arrangements for the standards so that no cohort of students is unduly disadvantaged by a lack

of capability in the sector and/or underdeveloped assessment or readiness tools. Specific

consideration will be given to the impact on Māori medium students, meaning the benchmark

will not be implemented until there are appropriate progression and readiness tools available in

Māori medium.

f. Supporting user groups with potential alternative arrangements: A programme of work

will consider the needs of specific user groups, including those learning English and/or te reo

Māori as an additional language, disabled students, students with learning support needs, and

students domiciled in the Cook Islands. This programme will have a particular focus on

ensuring students have a contextual pathway to making progress towards the NCEA

benchmark.

Derivation 

9. This analysis and advice has been produced using:

a. Operational policy and design expertise within the Ministry of Education and NZQA.

b. Feedback from the NCEA Review Change Package engagement programme.
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c. Expert advice from two Technical Advisory Groups who are currently drafting advice, one in

relation to TMoA and one in relation to the NZC.

Context and background 

10. The current literacy and numeracy requirements can be met in two ways:

• through over 700 literacy/numeracy ‘rich’ achievement standards derived from the New

Zealand Curriculum and te Marautanga o Aotearoa.

• through unit standards designed to be used in schools, tertiary, and workplace programmes.

These support the principle of embedded literacy and numeracy, whereby the teaching and

learning of literacy and numeracy occurs within the context of another, sometimes vocational,

subject or skill.

11. The literacy requirements can also be met through three English for Academic Purposes standards.

Students domiciled in the Cook Islands are also able to use Cook Island Māori standards to evidence

the current literacy requirements.

12. The achievement standards that can be used to meet the literacy and numeracy requirements are

selected using the following criteria:

• Ko te reo matatini hei whakatutuki i ngā whakahau o Te Marautanga o Aotearoa i te Taumata
6. Ko ēnei paerewa e hora ana i ngā huarahi e whakaatu ai ngā ākonga i tō rātou mārama, i tō
rātou mōhio, i ngā pūkenga, i ngā waiaro me ngā uara, mā  roto i te pānui, te tuhi, te kōrero, te
whakarongo, te mātaki me te whakaatu ki te reo Māori.

• Literacy to meet the demands of the New Zealand Curriculum at Level 6. These standards
provide the scope for students to demonstrate reading, writing, speaking and listening skills.

• Te Mahi Tātai kia whakatutuki i ngā whāinga o te Marautanga, Taumata 6. Kei te whakatakoto
ngā paerewa paetae nei he ara kia taea ai ngā ākonga te whakaatu pūkenga pāngarau.

• Numeracy to meet the demands of the New Zealand Curriculum at Level 6. These standards
provide the scope for students to demonstrate number, measurement and statistical skills.

13. The achievement standard pathway does not always involve the direct assessment of literacy and

numeracy, meaning that the literacy and numeracy competency of a student is inferred by proxy, with

the exception of some TMoA te reo Māori and te reo Rangatira standards. The lack of direct

assessment means that we cannot be sure all learners have gained the necessary literacy and

numeracy skills they need by the time they embark on further learning and/or leave school. We do not

know if literacy and numeracy are being developed for students in secondary.

14. Throughout the NCEA Review engagement phase, the Ministry heard from a range of people,

including employers, teachers, parents, students, and tertiary institutions, that the current NCEA

literacy and numeracy requirements are not robust. Seventy percent of responses to Big Opportunity 2

– strengthening literacy and numeracy – agreed that the literacy and numeracy of students needed to

be strengthened.2

15. At the December 2018 co-design “CoLab” event, participants generally agreed that the status quo is

not working and that the range of standards that can be used to assess literacy and numeracy mean

students miss out on the literacy and numeracy focus they are entitled to. The proxy nature of

2 New Zealand Council for Educational Research (2018) NCEA Review: Findings from the public engagement on the future of NCEA. 
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assessment means there is little accountability or incentive to ensure that literacy and numeracy is 

developed in an NCEA context. In order to address this, there was a strong desire among participants 

to agree on a common understanding of literacy and numeracy expectations in the context of NCEA. 

English medium and literacy and numeracy 

16. These insights reflect research commissioned by the Tertiary Education Commission in 2014 and align

to where New Zealand is placed internationally in relation to literacy and numeracy. The Tertiary

Education Commission looked at the relationship between the NCEA literacy and numeracy

requirements and a number of other literacy and numeracy measures, including the Adult Literacy and

Life Skills (ALL) survey. Using ALL Level 3 as an as a benchmark for sufficiency, the research found

that the requirements for NCEA “cannot be used as a reliable indicator of students’ literacy and

numeracy capabilities”. Up to 50 percent of Year 11 students with NCEA Level 1 and up to 40 percent

of Year 12 students with NCEA Level 2 did not have the literacy and numeracy competencies required

to be successful in further education and to participate more widely in their communities and working

life.3

17. In the latest PIAAC data, New Zealand youth (aged 16–24) were in the middle of the OECD for literacy

and numeracy. New Zealand youth ranked 12th of 28 countries in literacy and 18th of 28 countries in

numeracy.4

18. Against this backdrop, both the Professional Advisory Group and the Ministerial Advisory Group, who

provided advice to the Ministry on the NCEA changes, concluded that the indirect process to assess

literacy and numeracy is not credible. Both groups were not confident that students who meet the

literacy and numeracy requirements under the status quo have the skills that they need to succeed in

further learning, life, and work. As a result, both groups recommended making the assessment of

literacy and numeracy deliberate, rather than assuming these capabilities by proxy.5

Māori medium and literacy and numeracy 

19. The Tertiary Education Commission research referred to above only applied to English medium

students as it used the LNAAT tool to compare NCEA attainment and ALL data, which is only available

in English. The NCEA engagement included voices from across the Māori medium sector. While these

voices were specifically analysed (see “Perspectives from Māori”),6 the overall feedback on literacy

and numeracy did not distinguish feedback on the basis of medium.

20. The Ministerial Advisory Group and Professional Advisory Group did not see this as prohibitive to

drawing the conclusion that assessing literacy and numeracy by proxy, as it applies in both English

and Māori medium, is likely to be a key reason as to why current assessment is not robust. Both

groups included Māori medium representation.

21. However, further work should be carried out to analyse literacy and numeracy in Māori medium. This

research would allow us to understand the needs of literacy and numeracy in a Māori medium context

and provide important baseline data (see “further policy work required” below).

3 Thomas, G., Johnston, M., & Ward, J. (2014). Alignment of literacy and numeracy measures. Wellington: Tertiary Education 
Commission. 
4 Jones, Matt., Satherley, Paul. (2017) Youth Skills: Survey of Adult Skills (PIAAC). Wellington: Ministry of Education 
5 PAG and MAG advice.
6 New Zealand Council for Educational Research (2018) NCEA Review: Findings from the public engagement on the future of NCEA.
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22. The Māori medium Technical Advisory Group has also indicated that they do not consider the shift to

higher stakes literacy and numeracy assessment to be aligned with the objectives of Māori medium

education and with aromatawai best practice.

23. In design work going forward will be informed by Rukuhia Rarangahia. Rukuhia Rarangahia also

acknowledges that whānau and iwi have a key role to play in developing rich profiles achievement. We

will need to work closely with the Māori medium sector and ensure authentic and comprehensive iwi

and whānau input so that implementation is as consistent as possible with aromatawai best practice,

while achieving the Government’s policy objectives for the NCEA qualification.

Cabinet agreement 

24. Cabinet has agreed in principle to the following changes to the NCEA literacy and numeracy

requirements:

a. Assessment standards will assess a benchmark that is underpinned by technical and analytical

work.

b. Assessment standards will credential literacy and numeracy, with a maximum grade of

‘Achieved’.

c. The standards will be a co-requisite to the qualification and therefore a requirement of

awarding Level 1, 2 or 3.

d. The standards will be externally graded.

e. The standards will be 20 credits but not count towards the credit requirement of any level of

NCEA.

f. Students will be able to meet the standards when they are ready, which could be as early as

Year 9.7

The problem or opportunity 

25. Cabinet has agreed to a framework for credentialing literacy and numeracy in a way that is more

robust than the current requirements. The proposal has the potential to lift student achievement in

literacy and numeracy, ultimately improving life outcomes (both mental and physical, increasing

employment, and social participation).

26. This system shift involves supporting the deliberate teaching and learning of literacy and numeracy to

improve learner outcomes. The shift should be made in the context of holistic learning programmes,

not detract from formative teaching practice, and encourage all teachers to understand the teaching

and learning of literacy and numeracy.

27. The opportunities in the design and implementation of this change include to develop an assessment

framework that improve teaching and learning of literacy and numeracy across the curriculum and

across the pathway, from Primary through to Tertiary education.

7 The original year agreed to in principle by Cabinet was from Year 7. After sector feedback and expert advice, the Ministry has provided

advice to the Minister to change this to Year 9. The Minister has indicated that he agrees with this advice, although this is yet to be 
formally agreed to by Cabinet. 
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Options considered 

Approach 

28. Due to the distinct learning environments in English medium and Māori medium, we have developed

two approaches to support the new NCEA standards, one for standards derived from Te Marautanga o

Aotearoa, and one for standards derived from The New Zealand Curriculum. Each framework carries

the same value, but recognise differing learning and assessment philosophies.

29. The two frameworks will contribute towards the same qualification outcome statements for each NCEA

Level. These will describe outcomes for learners, but the mechanism for achieving those outcomes will

differ across settings.

30. To ensure this, the statements will be a broad and inclusive overarching statement that will refer to the

requisite literacy and numeracy that supports participation in learning, life, and work in different

language contexts.

31. The statements will describe a learner pathway outcome as opposed to having a capability focus. This

will be informed by, but not fully derived from Curriculum Levels 4/5, whereby a student would have full

control of Curriculum Level 4 and control of some aspects of Level 5.

Assessment Framework for te Marautanga o Aotearoa derived benchmark 

The teaching and learning of literacy and numeracy 

32. The implementation of the Māori medium standards will be developed through a bespoke operational

policy framework based on the learning philosophy of Māori medium education. The framework will

draw on Rukuhia Rarangahia and TMoA, which both focus on a student-centred holistic learning

process for students. The framework will also take into account the context of Māori medium settings,

where language acquisition is often taking place. Continued and comprehensive engagement with

Māori medium stakeholders and iwi will support this framework.

33. Progressions frameworks for Māori medium education provide a blueprint for the holistic progression

of the teaching and learning of literacy and numeracy. Te Tamaiti hei Raukura promotes 21st Century

skills in te Marautanga o Aotearoa and Te Tīrewa Ako is an expression of this

34. Te Waharoa Ararau is a tool that enables teachers to make judgements in relation to curriculum

expectations. Te Tīrewa Ako also allows teachers are supported to understand the learning needs of

students. The new benchmark and standards will align with these progressions and tools so that the

assessment of literacy and numeracy for the purposes of NCEA is integrated within a formative

teaching and learning framework (as is the case with readiness tools for English medium). The new

standards will be developed in a way that supports teaching derived from those frameworks so as to

align with and complement current practice.

35. Ensuring the benchmark and new standards work seamlessly with these readiness frameworks and

associated tools has a number of implications:

a. The components of the benchmark will be tuhituhi, pānui, kōrero, and pāngarau. While no

equivalent to kōrero (oracy) will be included in the New Zealand Curriculum benchmark, kōrero

is fundamental to Te Ao Māori and already required by many kura as a mandatory aspect of

learning and is integral to the regeneration and health of te reo Māori. The component
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descriptors will also use a language acquisition lens to ensure there is equity for Māori medium 

learners and the aspirations of Māori language are met.  

b. The benchmarks must be explicit on Te Tīrewa Ako and Te Waharoa Ararau so that teachers

and students can use these teaching and planning tools to support progress towards the new

NCEA standards. We will also work to ensure that other readiness tools used in the Māori

medium sector are enhanced so that they can be used to understand progress towards the

new standards (for example, those used in Te Runanga Nui o ngā Kura Kaupapa Māori). The

Ministry will also work with the owners of other progression frameworks and readiness tools to

explore how they can be enhanced to support the benchmark.

c. Using Te Tīrewa Ako (and Te Waharoa Ararau) as a framing device for the new standards

means that the implementation of the new standards, including transitional arrangements, must

take into account the development of those tools. Te Tīrewa Ako will be completed mid-2021

and Te Waharoa Ararau will be completed in February 2021. Transitional arrangements must

have an appropriate lead in time so that the sector is supported to use these frameworks in the

context of the benchmark.

Assessment of the standards 

36. The standards must be assessed in a way that is appropriate to the learning context that they are

delivered in, noting Cabinet’s agreement in principle that they be externally graded.

37. In a Māori medium context, it is crucial that assessment aligns with Rukuhia Rarangahia. This means

that evidence should be collected over time, and drawn from learning across the curriculum. A broad

specification for the form of evidence is preferable and could include a portfolio format or a research

project could be a way to ensure alignment. To the extent that portfolio work is used to demonstrate

the benchmark, the mana and intellectual property of such work will be protected through a robust

system of moderation and external assessment.

38. While it would be a local decision for a kura, the Ministry will encourage that the learning contexts

where evidence is collected should be from NCEA Level 1. This means that NCEA Level 1 and literacy

and numeracy can be assessed simultaneously, while ensuring an explicit focus on literacy and

numeracy. This ties into work being carried out on the range of assessment tasks that can be viably

externally assessed across NCEA.

39. In addition, further work is needed to explore how the benchmark could be articulated through current

standards derived from the TMoA. For example, te reo rangatira standards might map consistently to

the literacy benchmark and could be appropriate for use. In order to fall within the scope of the

Cabinet decision, those standards would need to be externally assessed. An external assessment

regime would therefore need to be developed.

Approach for the New Zealand Curriculum derived benchmark 

40. This approach is designed to support the teaching and learning of literacy and numeracy. There are

three key aspects to this: curriculum teaching and learning across the pathway, progression and

readiness in the context of NCEA literacy/numeracy, and credentialing literacy and numeracy.

Curriculum teaching and learning across the pathway 
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41. Strengthening requirements for literacy and numeracy as aspects of NCEA without care for the

implications for teaching and learning across the educational pathway would likely lead to negative

outcomes.

42. Encouraging teachers to focus on these aspects of curriculum in isolation may cause teachers to

prioritise this to the detriment of other aspects of curriculum learning, an experience familiar from

National Standards.

43. Literacy and numeracy assessment within NCEA should build on and spread effective literacy and

numeracy practice across the education system.

44. Effective literacy and numeracy practice is characterised by the development of these skills in a range

of meaningful contexts and by teachers using learning progression to inform teaching.

45. The teaching of literacy and numeracy should form deliberate parts of the everyday teaching practices

and be integrated into rich programmes of learning across the curriculum. This learning should

therefore complement- rather than detract from- curriculum-based learning.

46. Progression as a concept is an essential aspect of education in New Zealand. Progression underpins

day-to-day classroom decisions and informs longer term curriculum planning.

47. Literacy and numeracy are particular aspects of the curriculum for which an understanding of

progression and readiness are essential. Literacy and numeracy are transformative as they are skills

that are worthwhile in their own rights and also provide access to other learning.

48. Learners must have the literacy and numeracy knowledge, skills and competencies needed to engage

in learning at the appropriate level. This means that teachers require an understanding of students’

progress as well as their readiness to engage with tasks.

49. The understanding of progression allows teachers to provide learning experiences that are accessible

to learners but that challenge them to extend their skills. It also allows teachers to understand the

barriers to learning, allowing them to target supports appropriately.

50. Students demonstrate literacy and numeracy progression and their readiness for learning daily

through their approaches to learning activities and their classroom interactions. Teachers take note of

these behaviours, building a complete picture of what learners can do, what they can’t do, and what

they will soon be able to do. These readiness judgements must be built off an understanding of

student learning progression.

51. For these understandings of progression to be robust, they must be based on effective and accurate

progression frameworks.

Progression and readiness in the context of NCEA literacy/numeracy 

52. The literacy and numeracy assessment co-requisite demands an effective approach to progression

and readiness.

53. The high-stakes nature of the assessment means that schools need to ensure that students are

progressing towards the benchmarks across their educational pathways, and are able to succeed in

the assessment before being put forward for assessment against the benchmark.
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54. Understanding and reacting to learning progression in a consistent manner requires access to

psychometrically designed and non-biased tools. These tools can help teachers and students

understand and monitor student progress and understand how close students are to the literacy and

numeracy benchmark.

55. In order to support this change, providers will be equipped with the knowledge and tools to monitor

student progression and to understand readiness for assessment.

56. In secondary schools these tools are the Learning Progression Frameworks and the Progress and

Consistency tool, collectively known as the Curriculum Progress Tool. These tools support effective

understanding of student progression in literacy and numeracy across the curriculum. Further

development of the tools will improve their effectiveness in this context.

57. In tertiary and vocational education contexts, these tools are the LNAAT and ALPFs.

58. The TAG discussed the possibility of using other tools (such as PATs and E-asttle) to help understand

progression and readiness,. The Ministry of Education will develop processes to quality assure any

additional progression tools in future.

59. The TAG discussed the importance of readiness as an aspect of the overall change and there was

some discussion of the possibility of mandating the use of one of the quality assured tools. It is our

view, however, that this would be an inappropriate driver for change and would likely have unintended

outcomes from compliance motivated behaviour rather than encouraging sustainable and meaningful

shifts.

60. We will work with the owners of progression frameworks to make the NCEA benchmark explicit on

relevant progression frameworks.

Components to be assessed 

61. Literacy and numeracy in an English medium context often refers to reading, writing, and

mathematics. The current definitions for unit standards and achievement standards also include

speaking and listening and we heard throughout engagement that oral language should be considered

as part of literacy.

62. While oracy is important, its development is most important in primary learning contexts, meaning that

credentialing oracy at a secondary level would be an inappropriate time support the teaching and

learning of functional oracy. Earlier interventions are necessary. In addition, the infrastructure to

support teachers to develop and assess oracy is less mature than for reading, writing, and

mathematics. For example, oracy is not included in the Learning Progression Frameworks. There are

therefore practical barriers in the short-term for students, teachers, and whānau to understand the

progression of oracy as compared with reading, writing, and mathematics.

63. The English medium benchmark will therefore not include oracy as a requirement for the qualification

award. However, there must be a strong statement alongside the change package that communicates

effective literacy and numeracy instruction has an oral component, and standards will remain available

within the qualification to credential speaking and listening. Oracy should also be emphasised through

the work of the Review of Achievement Standards to ensure that the full range of modes of

assessment are embraced in achievement standards, and in particular, oracy.

Assessment of the standards 
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64. Due to the workload implications of naturally occurring evidence and portfolio based work (for both

students and teachers), an online adaptive test will be an option in addition to portfolio based

evidence. It is likely the online tool would become a preferred approach in English medium settings. To

implement this recommendation, an online adaptive test would be freely available for the sector to use.

An inclusive tool that effectively assesses literacy and numeracy would take approximately two to

three years to develop in full and would require IT and item development, the development of an

assessment algorithm, psychometric analysis, standard setting, and any supplementary studies

required to check alignment with associated standards and readiness tools.

65. There is a precedent for an online assessment tool working for the assessment of literacy and

numeracy in an NCEA context. NZQA has previously offered the assessment tool LiNDET, which

collected evidence against two NCEA literacy and numeracy unit standards for a trial and pilot period.

The tool provided information on whether the standard should or should not be awarded, or whether

the potential further evidence was needed. The Evaluation Report of that trial noted that the “identified

benefits have largely been realised and there is sufficient evidence to recommend that LiNDET be

investigated further”.

66. The specifications of the online adaptive test will continue to be developed through engagement with

key stakeholders and experts. As a starting point, the Ministry will explore the development of the

online generation of evidence that would identify where results are clear, and where further evidence

might be needed. Students and/or educators would provide further evidence as needed.

67. The tool itself will be co-designed and tested with the sector. In particular, there will be a focus on the

usability and effectiveness of the tool in a sample of schools that represent the full diversity of New

Zealand students, including in tertiary settings. This is to ensure that the tool is designed in a way that

best supports learners in the system that might otherwise be underserved.

68. Any tool needs to be thoroughly checked for bias. In particular, the potential risks of automated

scoring options will be mitigated. For example, targeted items will be co-designed with the sector and

those delivering the tool would set parameters on the items for use.

Timing 

70. The formative assessment of literacy and numeracy (ie assessment for learning) should take place

often in a teaching and learning programme. However, the assessment of literacy and numeracy for

summative and credentialing purposes should be limited. Summative assessment should not take

place at the expense of formative information/assessment. While the summative assessment should

be available at any time of the year, there will need to be safeguards to protect students from constant

summative assessment. Further work is needed to understand how this can be implemented.

Transitional Arrangements 

71. Three factors are relevant to the timing of the new standards and concomitant transitional

arrangements.

a. The current achievement standards that can be used towards the literacy and numeracy

requirements will expire. New standards, as a result of the Review of Achievement Standards

will be in use iteratively by NCEA Level from 2021, and become mandatory iteratively by NCEA

Level from 2023.8

8 New NCEA Level 1 standards will be available from 2021, Level 2 from 2022, Level 3 from 2023. The new NCEA Level 1 standards

will be mandatory from 2023, Level 2 from 2024, Level 3 from 2025. 
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b. The capability increase needed in the sector to develop literacy and numeracy competency.

Given the TEC research indicating that many students with NCEA Level 2 do not meet

expected levels of literacy and numeracy, the introduction of the new standards must only be

introduced once the Ministry is confident that the sector is supported to deliver rich literacy and

numeracy teaching programmes. The timing of the development of readiness tools is also

relevant here, particularly in Māori medium as Te Tīrewa Ako and Te Waharoa Ararau are still

under development.

c. The time it will take to build the standards, and any appropriate assessment and readiness

tools. From initial market research, we understand it will take approximately 18 months to build

an initial iteration of an online adaptive assessment tool, and approximately 2-3 years in total to

refine a fully fit-for purpose tool.

72. In the event the new standards and assessment tools are not established in time for students

accessing the newly developed achievement standards in 2021, there a range of options. These

transitional measures could also be used beyond this timeframe until the Ministry is confident that the

sector has the appropriate capability to support the new standards. Specific work will also need to be

carried out to understand the impact of the new changes on the Māori medium and the tertiary sector

and what transitional arrangements are appropriate.

a. Exempt trialling cohorts of the new achievement standards from any literacy and numeracy

requirements.

b. Implement temporary literacy and numeracy requirements. For example:

i. Prioritise developing the analogue assessment for the benchmark (eg. portfolio method)

so that students can be assessed in this way before the online assessment tool is

developed.

ii. Tag the new suites of achievement standards as a proxy measure for literacy and

numeracy using the current NZQA criteria. This would mean individual standards would

be assigned to evidencing literacy and numeracy. Under this option, the unit standards

would also remain available.

iii. Assign literacy and numeracy at a subject level so that credits from assigned subjects

evidence literacy and numeracy (eg. English, Te reo Rangatira, social studies, maths).

73. We expect that the new requirement will be introduced as mandatory from 2023, with grandparent

provisions for students who have met the current requirements.

74. Further analysis and work will be required to track the implementation of the new standards and the

capability of the sector to support them.

Supporting user groups with potential alternative arrangements 

75. A programme of work will be carried out to consider how the new literacy and numeracy requirements

impact on particular learner groups. Those are:

a. English language learners. Such students may not lack the ability to demonstrate literacy and

numeracy, but cannot do so in English. The Ministry will continue to explore how the

benchmark can be contextualised in a way that is relevant to a language learner pathway. This

work would be similar to understanding how the benchmark in a Māori medium could be
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mapped to current TMoA standards (discussed at paragraph 57 above). Any further work in 

this area will need to consider how the standard is externally assessed.  

b. Disabled students who read and write through the use of assistive technology will be able to

meet the requirements with the use of this technology.

c. Students with learning support needs. There will need to be a programme of work that

identifies the needs of students who will need specialised support to reach the new benchmark

(for example, dyslexic students). Work will also need to take place to understand the needs of

students who access supported learning standards and whether an exemption regime is

appropriate for those students.

d. Students who undertake NCEA in Pacific realm countries. Currently, students who access

NCEA in the Cook Islands are able to meet the NCEA literacy requirements through Cook

Island Māori standards. This is due to the status of Cook Island Māori to the Cook Islands and

also reflects the fact that many students speak Cook Islands Māori as their first language. We

also heard very strongly through engagement with the Cook Island community that maintaining

an avenue in Cook Islands Māori is important. As a result, we need to explore how the

benchmark can be met in a Cook Island Māori context and whether this could also apply to

Niue.

Impact analysis 

76. There will be long-term benefits for students who, under this change, will be more likely to receive the

teaching and learning of literacy and numeracy that they are entitled to. However, there could be a

drop in NCEA attainment due to the co-requisite requirement, particularly when it is first implemented.

This is likely to impact learners who need the most support. There may also be flow on implications for

foundation tertiary education if there is a drop-off in attainment in school settings as more learners

might opt for learning in foundation tertiary settings.

77. Mitigation strategies include:

a. Transitional arrangements will be developed so that initial cohorts of students are not penalised

for a lack of sector capability/any initial issues with the assessment tool and readiness

framework. There will be an explicit focus on ensuring that the range of readiness tools include

those suitable in Māori medium settings.

b. The benchmark and associated tools, resources, and assessments will be made iteratively

available from 2021 to ensure schools and kura have time to familiarise themselves with the

benchmark, and ensure interventions and support students not yet at the benchmark to make

progress. A work programme will be developed that takes on learnings from the past on the

uptake of Curriculum Progress tools.

c. Investing through the Curriculum, Progress and Achievement work programme in raising

teacher, school and kura literacy and numeracy capabilities, including using tools to identify

student progress, and designing and delivering effective interventions when young people are

not making expected progress.

d. Ensuring support for students to continue making progress throughout senior secondary

towards the literacy and numeracy benchmark, even if they do not achieve it at first instance

alongside NCEA Level 1.
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e. Alignment between the implementation of the literacy and numeracy change and the

foundation tertiary work programme.

78. Teachers and educators will face increased pressure to deliberately focus on literacy and numeracy

for students. However, the readiness framework described above, alongside comprehensive PLD will

mean that teachers and educators have the confidence to support students’ progression in literacy

and numeracy. The explicit placing of the benchmark on tools will mean that it is clear what a student

is working towards. This will also make the framework clearer for students, teachers, educators, and

whānau, employers, and tertiary institutions.

What do stakeholders think? 

Technical Advisory Groups 

79. A range of key expert stakeholders have been involved in the drafting of this advice, through the

membership of the two TAGs. Membership of those groups include teachers, assessment experts,

academics, and consultants.

80. The New Zealand Curriculum TAG are broadly supportive of the NCEA change package as it relates

to literacy and numeracy. The Group’s key concern was that assessment could take place in year 7

and 8. This is being removed from the proposal. The assessment framework set out in this design brief

adopts the TAG’s preferred approach for implementing the change, on the proviso that a concerted

effort is made into lifting the sector’s capability to deliberately support literacy and numeracy in

teaching and learning programmes.

81. As noted above, the Māori Medium TAG does not agree with the overall proposal to include specific

literacy and numeracy standards into the requirements of NCEA. The Māori medium TAG’s view is

that doing so is contrary to the priorities of Māori medium education and the principles and positions in

Rukuhia Rarangahia. The Ministry will continue develop the change so that it upholds the principles of

Rukuhia Rarangahia and Cabinet’s decision on the scope of the change.

82. At the time of writing, Māori medium TAG recommendations that are within the scope of the Cabinet

decision have been adopted in this brief.

NCEA engagement 2019 

83. Between May and September 2019 the Ministry of Education carried out engagement to understand

New Zealanders’ understanding of the NCEA change package. There were over 12,000 points of

feedback from a range of stakeholders including educators, students, whānau, and employers.

84. Like the Technical Advisory Groups, the most consistent piece of feedback was disagreement that

assessment could take place from Year 7 or 8.

85. We also heard concerns regarding the impact on workload. Several participants also told us that they

would like to see a more streamlined and connected education system, where Primary and

Intermediate schools provide more comprehensive scaffolding for students in preparation for NCEA,

with particular regard to literacy and numeracy. This tells us that there ought to be strong support

provided to the sector when implementing the change to ensure that the learning pathway, from

primary, is confident to develop literacy and numeracy skills in studnents.

86. We also heard from Māori and Pacific communities that, from a cultural perspective, oracy ought to be

included in the standards. This tells us that even if oracy is not included in the English medium
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standards, it ought to be promoted elsewhere in the qualification, potentially through the graduate 

profile and/or emphasised through the review of achievement standards.  

87. There were concerns around the appropriateness of the new standards for English language learners,

and the particular impact on students with refugee backgrounds and migrants. These concerns should

be addressed through a work stream that will identify an appropriate pathway for those student

groups.

Next steps and further work required 

Further policy work required 

88. A detailed programme of further design work will be developed to underpin the assessment

framework. This will include technical work, user testing, and co-design work carried out with key

stakeholders, including iwi, teachers and students.

89. Key work streams include:

a. Developing two clear operational frameworks for the implementation of the change, one for the

change as it related to the New Zealand Curriculum, and the other from te Marautanga o

Aotearoa. The content of those operational frameworks will be drawn from this document,

recommendations from the Technical Advisory Groups, and input from key stakeholders such

as iwi, schools, and the tertiary sector. The framework for the Māori medium sector will also

include further research into Māori medium and expected levels of literacy and numeracy

attainment.

b. Developing the qualification requirements for the change. This includes both developing the

requirements of the NCEA outcome statements as they relate to literacy and numeracy and the

standards themselves, which will describe the benchmark for each language setting. Each will

require a programme of technical work and development of the benchmark through

descriptions and exemplars. A workable process for external assessment will also be included

in this work stream, as well as appropriate transitional arrangements for students.

c. Developing a readiness framework for the sector that will give teachers and educators the

confidence to develop literacy and numeracy progression. This includes a technical

programme of work to reference the benchmark on a range of progression frameworks and

readiness tools, as well as a developing a quality assurance framework for readiness tools.

d. Developing processes for an assessment regime. This will include:

i. building a business case for an assessment tool and working with a supplier to develop

a tool that can be used across the secondary schooling sector and in other NCEA

setting such as tertiary. Included in this process will be a rigorous process of sector co-

design and user testing.

ii. developing assessment requirements and support for alternative ways to evidence the

new requirements

e. A programme of work that considers the range of pathways of students who will be required to

attain the benchmark, including in relation to English language learners, students with learning

support needs, disabled students, and students domiciled in the Cook Islands and Niue. This
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work programme will also include consideration of learning in Māori medium to the extent that 

those issues are not dealt with in the Māori medium operational framework.  

f. Developing a capability building plan to support to sector to adopt the best practice delivery of

literacy and numeracy. This will include an emphasis on the coherent delivery of literacy and

numeracy from early on in the learning pathway, as well as an emphasis on literacy and

numeracy in secondary, specifically Year 9 and 10.
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Annex A: Technical Advisory Group membership 

Te Marautanga o Aotearoa Technical Advisory Group 

• Tony Trinick (chair)
• Phil Heeney
• Maraea Hunia
• Cath Rau
• Irene Pewhairangi
• Hineihaea Murphy

• Mere Clendon-Smallman
• Renee Campbell
• Keri-Anne Stephens
• Raewyn Mahara
• Pania Te Maro

New Zealand Curriculum Technical Advisory Group 

• Richard D’Ath (chair)

• Irene Pewhairangi

• Aaron Wilson

• Breda Matthews

• Bronwyn Yates

• Charles Darr

• Gill Thomas

• Denise Hitchcock

• Linda Glogau

• Michael Johnston

• Pania Te Maro

• Pip Arnold

• Roberta Hunter

• Sue Douglas

• Natalie Faitala
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Portfolio Assessment Decision-making framework 

Purpose 

The purpose of this document is to outline how the Ministry will make the decisions regarding 

portfolio assessment for the new literacy and numeracy standards in both Māori-medium and 

English-medium settings.  

Executive Summary 

The decision-making framework is broken up into three decision points so that we are able to make 

as informed a decision as possible. The decision points are as follows: 

Context 

The NCEA Literacy and Numeracy Project Business Case identifies a preferred means of assessment 

for the new standards. That is, for the standards to be assessed through a Digital Adaptive Test (DAT) 

as a primary means of assessment with Common Assessment Tasks (CATs) used as an interim means 

of assessment until such time that a digital test would be available. The preferred approach also 

identifies that we would canvass the feasibility and desirability of portfolio assessment.  

A DAT was identified by our Technical Advisory Groups as an effective way to assess the standards. 

The Māori-medium Technical Advisory Group noted that a DAT should be one way of evidencing the 

new standards and that portfolio assessment should be used in kura settings in order to be 

consistent with aromatawai practice.  

We have received advice from internal curriculum specialists that portfolio as an assessment method 

– if done well – could support inclusive assessment design and greater coherence with formative

teaching and learning. However, we also know that there are strong practical risks to portfolio

assessment such as workload, overassessment, and administrative implications. These factors can

also undermine assessment validity. The Minister’s NCEA Professional Advisory Group, for example,

has indicated that they are not supportive of portfolio assessment for English-medium

environments.

Given this context, we are keen to seek further input from across the sector on the merits (or not) of 

portfolio assessment across both English- and Māori-mediums settings. There is a possibility that 

portfolio assessment could be for use with the Māori-medium standards only, and this will be 

explored further in the consultation process.  

Decision Point 1 

Desirability 

December 2020 

Should we continue portfolio 

assessment into the 

design/prototyping phase? 

Decision Point 2 

Feasibility 

June 2021 

Should we trial/pilot portfolio 

assessment? 

Decision point 3 

Implementation 

December 2021 

Should we continue with 

portfolio assessment as a 

permanent solution? 
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Timeline for decision 

What is the nature of this decision? 

We are determining whether to design portfolio assessment for the literacy and numeracy 

standards. If the decision to design portfolio assessment is make, the design phase will take place 

from January to March 2021. This decision is the first in a maximum three-stage process. This is not a 

decision to develop portfolio assessment trials or pilots, which will be covered in decision point two.  

We will make this decision by: 

- Identifying key user groups of NCEA.

- Consulting with key groups and/or stakeholders to understand the needs of the range of

NCEA learners.

Identifying user groups 

We are completing a desktop user group analysis as part of change management planning to identify 

the users of the literacy and numeracy assessment. The analysis will identify the needs of all NCEA 

learners. This will be completed in August. 

Consultation 

We will then consult with a range of stakeholders on the desirability of portfolio assessment. In 

doing so, we will promote discussions with user groups regarding the advantages, disadvantages, 

and risks of portfolio assessment. We will also be careful not to present the decision as a binary, so 

that we can understand why portfolio assessment might be desirable and build any mitigations into 

other forms of assessment (eg. CAT).  

 In doing so, we can anticipate some of the arguments for portfolio assessment and consider how 

these might be able to be provided for in other modes of assessment. For example: 

August September October November December 

Decision Point 

1

Decision Point 1 

Desirability 

December 2020 

Should we continue portfolio 

assessment into the 

design/prototyping phase? 

Action: 

Complete User 

Group Analysis 
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• Portfolio assessment is not a point in time assessment so learners have a greater chance of

preparing work that is up to the standard. Is there any way that a CAT could be designed so

that it is not a point in time assessment? Could it be prepared over a few days?

• Portfolio assessment allows for work across the curriculum to be submitted. Could the CAT

be designed so that it can allow for work to be submitted by the learner from his or her

current subjects?

• Portfolio assessment is currently in place in tertiary contexts, particularly in workplace

learning. There is a familiarity aspect to this argument, and we could identify ways in which

the CAT can be similar to what is currently being used.

We will compile evidence about portfolio assessment, CATs and DATs and their suitability for 

assessing literacy and numeracy of different learners into a short summary document. This evidence 

base will provide decision-makers and advisors with grounding on which to make their decision.  

Who will be involved in the decision-making? 

It will be important to have key people and groups involved in the decision-making for whether to 

take portfolio assessment into the design phase. 

General 

We have already consulted generally with the Minister’s NCEA Professional Advisory Group about 

the desirability of portfolio assessment, and the conclusion was that it is not a desirable form of 

assessment due to workload implications. However, a concern was raised relating to the importance 

of inclusive design of assessment to support the full range of NCEA learners. The two members who 

represent Māori-medium interests were also not present, so it is important to seek their views 

explicitly.  

We have also received a clear indication from NZQA that there are significant operational concerns 

with portfolio assessment and that they do not support it, a caveat being that there may be able to 

be provision for Māori-medium education. However, if there is significant evidence and stakeholder 

advice that portfolio assessment should be supported for the literacy and numeracy standards, more 

work can potentially be done to alleviate the operational concerns. 

Schools 

It is important that we seek advice from the schooling sector. We will consult directly with the Post 

Primary Teachers Association, Secondary Principal’s Association of New Zealand, New Zealand 

Secondary Trustees Association. We will also explore consulting schools through Feedback Hubs that 

have been set up in 11 schools across the country.  

We will also seek advice on the desirability of portfolio assessment from the literacy and numeracy 

Expert Writing Groups and the Expert Feedback Groups that have been set up for standards 

development.  

Action: Complete 

Assessment Method 

Evidence Summary 

Document 

Action: 

Consult with 

NZQA on CAT 

design 
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Māori 

The Technical Advisory Group (TAG) for Māori-medium advised that the Māori-medium standards 

should be assessed via a range of tasks, with portfolio assessment being one of the options. Māori-

medium contexts (and kura auraki using Māori-medium standards) should be considered in the 

making of this decision, as well as considering Māori completing English-medium standards. 

Exploring the possibility of making portfolio assessment available for only the Māori-medium 

standards will also take place.  

We will engage face-to-face and survey a range of wharekura. We will also discuss the desirability of 

portfolio assessment with the Māori-medium Panel in September, consult Māori Education Policy, 

the representative bodies Te Rūnanga Nui o Ngā Kura Kaupapa Māori o Aotearoa, Ngā Kura a Iwi o 

Aotearoa, and the Māori Medium Secondary Qualification Advisory Group. 

Pacific 

We will meet with the Pacific Peoples Panel to discuss portfolio assessment, and consult NZQA’s 

Pasifika Group. This will be a part of working reciprocally with diverse Pacific communities. We will 

also meet with Pacific Policy to discuss portfolio assessment in depth. 

Learning Support 

We will discuss portfolio assessment with the Accessibility Panel in September. We will also meet 

with Learning Support to discuss portfolio assessment in depth with a Learning Support lens. 

Action: Engage 

with 

Wharekura 

Action: 

Conduct 

surveys 

Action: Consult 

Māori-medium 

Panel 

Action: Consult 

Pacific Peoples 

Panel 

Action: Consult 

NZQA Pasifika 

Group 

Action: Consult 

Pacific Policy 

Action: Consult 

Māori 

Education Policy 

Action: Consult 

with 

representative 

bodies for 

schools 

Action: Access 

Feedback Hubs 

Action: Seek 

advice from 

Expert Writing 

and Feedback 

Groups 

Action: Consult 

Representative 

Bodies and 

Advisory Group 
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Tertiary Contexts 

We will discuss portfolio assessment with the Tertiary Education Commission (TEC). We will also 

consult the Pathways Panel and seek advice on appropriate bodies to consult for Private Training 

Establishments (PTEs) and Institutes of Technology and Polytechnics (ITPs). 

English Language Learners 

We will consult with Migrant, Refugee and International Education (MRIE) to seek their advice on 

portfolio assessment for English language learners, by commissioning a one-pager covering the key 

points. 

Who will make the decision? 

The advice from stakeholders will be collated and given to the Senior Responsible Owner who will 

have final sign off.  

Yes – Carry forward into work towards 

Decision Point 2 

No – Cease work on Portfolio 

Assessment 

Action: Consult 

Accessibility 

Panel 

Action: Consult 

Learning 

Support 

Action Point: 

Meet with TEC 
Action Point: 

Consult 

appropriate 

PTE and ITP 

bodies 

Action Point: 

Consult MRIE 
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Timeline for decision 

If a decision point is made to proceed with portfolio assessment design, from January to April we will 

conduct the design work on portfolio assessment and in May and June. 

What is the nature of this decision? 

Whether the portfolio assessment prototypes are feasible. We will consider whether portfolio 

assessment: 

- Supports valid assessment; and

- Is affordable

- Is an equitable form of assessment when used alongside other forms

This decision point will determine whether we trial/pilot the prototype in schools in the latter half of 

the year. 

What will be involved in the decision-making? 

We will consider the information we gathered during decision point one and then apply a 

practicability lens. Specifically, through the prototyping phase we will seek advice from NZQA on: 

- Whether portfolio assessment can be designed in a way that supports valid assessment, and

whether this might differ for different circumstances (eg. Māori-medium)

- What the cost of portfolio assessment will be and whether this can be adopted into business

planning.

- Whether portfolio assessment can be deployed at the same time as other forms of

assessment in an equitable way.

 We will also use the portfolio prototype to reconsider workload and cost implications and how they 

might be mitigated by design and operational features.  

Designing Portfolio Assessment 

January February March April May June 

Decision Point 2 

Decision Point 2 

Feasibility 

June 2021 

Should we trial/pilot portfolio 

assessment? 
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How will we present the decision? 

The decision will take place after the design process. The outcomes/products of the design process 

will be summarised so that stakeholders have a clear idea of what can and cannot be achieved by 

the prototype.  

Who will be involved in the decision-making? 

NZQA will provide advice on the practicability of the prototype, including in relation to assessment 

validity and cost.  

We will target key stakeholders for advice, drawing on those who we consulted on for decision 1. 

Who will make the decision? 

The advice from stakeholders will be collated and given to the Senior Responsible Owner who will 

have final sign off.  

Yes – Carry portfolio assessment into a 

trial 

No – Cease work on Portfolio 

Assessment 

Action Point: 

Define detailed 

consultation 

Action Point: 

Summary 

document for 

decision-

making 
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Timeline for decision 

What is the nature of this decision? 

The prototype will be trialled in relevant contexts and a decision will be made following the trial as 

to whether to fully implement portfolio assessment as a permanent solution. There is a contingency 

plan in that trial/piloting portfolio assessment may still take place in 2022 if necessary.  

What will be involved in the decision-making? 

Implementation considerations that have not surfaced in the previous decision-making periods will 

be considered in the trial/pilot phase. We will test the practicability of portfolio assessment with 

select trial/portfolio schools and assess the impact on pedagogy, teaching, and learning.  

A detailed trial plan outlining this process will be developed if portfolio is piloted/trialled. 

Who will be involved in the decision-making? 

We will consult relevant people/organisations from decision point one, seek advice from the 

trial/pilot schools, and seek advice from NZQA.  

Who will make the decision? 

The advice from stakeholders will be collated and given to the Senior Responsible Owner who will 

have final sign off.  

Decision point 3 

Implementation 

December 2021 

Should we continue with 

portfolio assessment as a 

permanent solution? 

Trialling Portfolio Assessment 

July August September October November December 

Decision Point 2 

Yes – Implement portfolio assessment as 

a permanent option 

No – Cease work on Portfolio 

Assessment 
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Modelling impacts of new 
NCEA literacy/numeracy 
corequisites
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education.govt.nz

This analysis uses longitudinal data in E-asTTle 
where students with linked scores across year 
levels 9-10 are analysed to identify students who 
are at risk of not meeting corequisites. 

2
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Predicting numeracy and literacy 
co-requisites

3

» As part of changes to the NCEA qualification, new
literacy and numeracy co-requisites are being
introduced, where students must demonstrate a
minimum proficiency in literacy and numeracy (in
addition to achieving a minimum number of credits)
to attain NCEA.

» There may be existing students in the system who,
based on their current trajectory, are not likely to
meet these increased requirements.

» This analysis aims to estimate the size and
characteristics of this group, based on e-asTTle
assessment data in reading and mathematics.
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How we have estimated the corequisite

4

Rele
as

ed
 un

de
r th

e O
ffic

ial
 In

for
mati

on
 Act 

19
82



education.govt.nz

We used a 3 step process to predict 
meeting corequisites

5

Step 1

We assume the corequisite is set 

at the top of Curriculum Level 4 

and bottom of Curriculum Level 
5. (We can change this

assumption if necessary.)

The e-asTTle equivalent is a 

score of 1556 (for reading).

Problem:

We don’t observe students’ 

scores in Year 11 –
e-asTTle only goes up to Year 10.1100
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We used a 3 step process to predict 
meeting corequisites

6

Step 2

We look at the progress made 

between Years 9 and 10.

We are most interested in the 

bottom of the distribution, so we 

look at the 25% of students with 

the lowest Y9 scores.

This group had average Y9 

scores of 1415, and grew on 

average by 55 points.
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We used a 3 step process to predict 
meeting corequisites

7

Step 3

We assume that students 

progress at about the same rate 

between Years 10 and 11 as we 
observed them do between 

Years 9 and 10.

If average progress in a year is 

55 points, and the corequisite in 
Year 11 is 1556 points, then 

students in Year 10 with a score 

of 1556 – 55 = x points 

are not predicted to meet the 

corequisite.

We do the same methodology for 

Maths.
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Anyone below this point 

is predicted to not 

progress enough to 

meet the corequisites

by Y11. 
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Who is not predicted to meet the 
corequisite?

8
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We predict that 25-26% of Year 10 
students will not meet corequisites

9

26%
+/- 1.2%

Maths

25%
+/- 1.2%

Reading

34%
+/- 1.2%

Writing

We show these weighted proportions in all slides
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Boys are more likely to not meet 
corequisites

10
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We estimate that about 29% 

of boys will not meet 

corequisite in reading…

…compared 

to 21% of 

girls.

F
e

m
a

le
 

M
a

le

All students
34%

Writing

Rele
as

ed
 un

de
r th

e O
ffic

ial
 In

for
mati

on
 Act 

19
82



education.govt.nz

Very large ethnicity differences in 
rates of predicted corequisites

11
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Students not meeting corequisites
are disproportionately in deciles 1-4

12
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Students in Otago and Nelson are more 
likely to meet corequisites

13
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Students in cities are more likely to 
meet corequisites

14
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Potential limitations

15

» We can only model impacts for the subset of students
who participate in e-asTTle.

» Previous analysis has shown e-asTTle is broadly
representative of the whole population, but lower
performing students are slightly overrepresented in
Year 10.

» Our estimates are therefore weighted to correct for
this potential imbalance.

» +/-2% variation with unweighted proportions
confirms the representativeness of the whole
population.

» We have not looked at writing because it is far less
used at higher year levels, and the scores are less
reliable.
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Other applications of this work

16

» We have set up a framework to estimate which
students are unlikely to meet corequisites when they
are set at a given Curriculum Level.

» Could model impacts of a range of corequisites.

» We could move back further in time and identify
individuals who are unlikely to meet corequisites,
based on their scores in Years 4-8.

» To use this for operational/learning support
purposes, would likely need consent from schools.

» This analysis has looked at each subject separately.
We could look at corequisites for reading/maths
combined.
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Last updated on: 31 October 2022 We shape an education system that delivers equitable and excellent outcomes 

He mea tārai e mātou te mātauranga kia rangatira ai, kia mana taurite ai ōna huanga

We shape an education system that delivers equitable and excellent outcomes

Predicting numeracy and literacy 
co-requisites 

As part of changes to the NCEA qualification, new literacy and numeracy co-requisites are being introduced, 

where students must demonstrate a minimum proficiency in literacy and numeracy (in addition to achieving a 

minimum number of credits) to attain NCEA. There may be existing students in the system who, based on 

their current trajectory, are not likely to meet these increased requirements. This analysis aims to estimate the 

size and characteristics of this group, based on e-asTTle assessment data in reading and mathematics. 

We estimate that about one in four students have reading or mathematics scores that mean they are not likely 

to meet the co-requisite (assumed to be the cut-off between Curriculum Levels 4 and 5) by the end of Year 

11. These students are disproportionately likely to be:

• Male (1.2-1.4 times more likely than females)

• Pacific or Māori (2.1-2.7 times more likely than Pākehā)1

• In the Bay of Plenty, Tai Tokerau, or Taranaki/Whanganui/Manawatū regions

• In low decile schools (4-5 times more likely to be in decile 1-2 schools than decile 10 schools)

• In schools located in rural areas and small cities

Of these, the differences between ethnicities and deciles were largest. This implies that any allocation of 

support should heavily target Māori and Pacific students, and students in low decile schools. 

1 In this analysis, ethnicities were prioritised, because this was the most easily available data at short notice. Ethnicities were prioritised in 
the order Māori > Pacific > Other > Pākehā. 
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We shape an education system that delivers equitable and excellent outcomes 

He mea tārai e mātou te mātauranga kia rangatira ai, kia mana taurite ai ōna huanga

Last updated on: 31 October 2022 

See the attached slides for more information on the method, the results, and the limitations of this analysis. 
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Literacy and numeracy: user group 
policy paper 

Author: Crystalea Wilson Connell and Miriam Bookman 
Date: June 2021 

Executive Summary 

1. This paper sets out policy considerations relating to the development of new
NCEA literacy and numeracy | te reo matatini me te pāngarau standards and
assessment.

2. New literacy and numeracy | te reo matatini me te pāngarau standards are
being developed as part of the NCEA Change Package will become a co-
requisite to the qualification from 2023. It is important that the standards and
assessment minimise structural barriers to achievement as much as possible,
while maintaining the policy intent of the standards.

3. The purpose of this paper is to identify the range of NCEA user groups who will
sit the standards and consider how structural barriers can be mitigated through
the design of the standards and assessment and/or through wider qualification
considerations.

4. The approach this paper recommends is to universally design standards and
assessment. Where there are limitations to universal design, reasonable
accommodations should be considered, and in some instances, alternative
pathways to attainment may be necessary. This was envisaged by Cabinet,
whose decisions on the NCEA Change Package explicitly allows for
consideration of alternative pathways within the qualification.

5. This paper includes an annex which, at the time of writing, providing an
overview of the needs of a range of NCEA Learners. This is to inform our
thinking regarding the structural barriers that exist for many learners and how
we can overcome them in the context of the new standards.

Recommendations 

6. This paper recommends that:

Universal Design 

a. Standards and assessment will be inclusive by design and design
processes must reflect this.

Agree/disagree 

b. We will pilot SAC that creates a discretionary pathway for portfolio
achievement of the standards.

Agree/disagree 
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2 

c. We will seek advice from NZQA on how evidence for SAC applications can
be collected for students sitting the assessment in Year 9 and Year 10.

Agree/disagree 

d. We will consider including oracy as part of the literacy requirements as the
Curriculum Refresh develops.

Agree/disagree 

Learners for whom NCEA may not be an appropriate pathway 

e. All students who wish to attempt the new standards should be encouraged
to do so. This will be reflected in resource and guidance.

Agree/disagree 

f. We will work with NZQA to develop resources to support high quality
delivery of alternative pathways to NCEA for students in Years 11 to 13
operating significantly below curriculum level 4.

Agree/disagree 

Learners who attain NCEA outside of school settings 

g. We will consider retaining the current unit standard pathway in tertiary until
we are satisfied the new standards are fit for purpose.

Agree/disagree 

h. We will test the proposed SAC discretionary pathway in appropriate
settings.

Agree/disagree 

English language learners 

i. The literacy standards will have a foundational (rather than literary) focus.

Agree/disagree 

j. We will test the newly developed literacy and numeracy standards against
the cognitive context of English Language Learners.

Agree/disagree 

k. Based on testing the new standards, we may adopt an alternative pathway
for achievement.
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Learners domiciled in realm countries who deliver NCEA 

l. Learners domiciled in realm countries can use local language standards to
evidence literacy.

Agree/disagree 

Māori-medium settings 

m. Māori-medium contexts will be considered in the assessment specifications
work stream

Agree/disagree 

n. The new Māori-medium literacy and numeracy standards will be reviewed
against newly developed achievement standards for the purposes of
potential proxy assessment

Agree/disagree 

o. Credentialing bi-literacy will be a focus of review once the new sets of
standards are implemented

Agree/disagree 

p. Pāngarau assessment task instructions should be available in both Te Reo
Māori and English

Agree/disagree 
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Introduction 

7. As the new literacy and numeracy | te reo matatini me te pāngarau
requirements will be a mandatory co-requisite to the NCEA qualification, it is
particularly important that we get our system settings right to support equity.
This means ensuring that, as far as practicable, every young person has an
equitable opportunity to attain the co-requisite.

8. To support the objectives of the new NCEA literacy and numeracy co-requisite,
Cabinet also recognises that in some cases we may need alternative pathways
for students to attain an NCEA qualification, or an alternative New Zealand
certificate, because the co-requisite is not suitable for their individual
circumstances.

9. Alternative pathways can ensure that students are given the opportunity to
meet the new requirements within their learning context, and without interfering
with the robustness of the new benchmark and integrity of the qualification.
This recognises that the way in which we design the standards and
assessment can exclude learners from engaging and demonstrating the
curriculum content concerned.

10. The purpose of this paper is to identify the needs of the full range of NCEA
learners and how those needs should be supported. In some circumstances,
this might lead to changes in the standards, assessment, and in some cases,
the qualification (i.e., alternative pathways).

11. To do so, research supporting this paper considers the way in which user
groups engage with the qualification. The paper is also supported by insights
gathered as part of the product design process for the project.

12. This paper proposes adopting universal design to the development of
standards and assessment. This approach means that Universal Design for
Learning (UDL) guidelines, Tātaiako, and Tapasā are interwoven in the
standards and assessment design process. We have captured this through the
drafting of an external assessment brief provided to NZQA, and have
monitored delivery against the requirements set out in that document.

13. In Term 3 2021, we will be piloting newly designed standards and assessment
across a range of schools, kura, rumaki, and tertiary providers. This will be an
opportunity to test some of the objectives set out in this paper with a range of
user groups.1

Policy considerations 

14. The Ministry oversees a range of strategies to ensure that learning and
initiatives support the aspirations of the diversity of New Zealand learners.

These strategies inform the approach discussed in this paper.2

15. Within the NCEA context, the goals of the NCEA Change Package are to
ensure that the qualification is accessible to the range of NCEA learners who
are capable of demonstrating literacy and numeracy | te reo matatini me te
pāngarau at Level 4/5 of the National Curriculum. Cabinet has agreed to the

1 Schools include: a teen parent unit, ELL cohort, and a nationwide school that caters for learners in the 
care of Oranga Tamariki.  
2 Ka Hikitia, Tau Mai Te Reo, Action Plan for Pacific Education, Learning Support Action Plan, New 
Zealand Child and Youth Wellbeing Strategy, Tātaiako and Tapasā 
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expectation that standards and assessment are inclusive, working towards a 
long-term vision of inclusion for those with learning support needs and 
disabilities, assisted by technology if needed. Standards design therefore 
needs to promote equitable opportunities to demonstrate knowledge and skills, 
meaning reasonable accommodations will need to support assessment in 
some circumstances.   

16. The NCEA Change Package also supports parity of mātauranga within the
qualification. This means that new standards must, as appropriate,
acknowledge and include mātauranga Māori as a knowledge system. The
standards must empower Māori learners to achieve success.

17. To align with the expectations of the NCEA change package, the literacy and
numeracy standards and assessment should be inclusive by design. When
there are barriers, within design for learners, structural responses should be
considered. This recognises that the ways in which standards and assessment
are designed can obstruct some learners from demonstrating the relevant
knowledge and skills the new benchmark reflects.

18. In considering structural responses, we will need to balance the intention of the
standards – to credential foundational reading, writing, mathematics, and
statistics, te reo matatini me te pāngarau, as means of expression – against the
accessibility of the qualification. To guide our decision-making, we have
developed the following principles:

a. The standards and assessment must assess foundational literacy and
numeracy at Level 4/5 of the National Curriculum.

b. The requirements for literacy and numeracy within the NCEA qualification
must be clear.

c. The standards and assessment must recognise the learning context of the
range of NCEA learners and settings.

d. Assessment design must reduce the need for accommodations yet are
amenable to make valid inferences about a student’s proficiencies.

e. The standards and assessment must uphold Te Tiriti o Waitangi.

f. There must be equitable access to the qualification for those who are able
to navigate the National Curriculum at and above Curriculum Level 4/5
(meaning full control of Level 4 and ready to learn at Level 5).

g. The assessment of the new standards must be valid and robust.

19. If there are tensions in the principles, we will seek a solution that balances the
two in the context where they are being applied. We will document design
decisions that are made in relation to the standards and assessment so that we
are aware of the impacts of decisions made.

20. While this paper focuses on structural responses, we recognise that for some
learners, the most effective and appropriate response for success is effective
teaching and learning. This paper does not explore what those best practice
teaching and learning pedagogies are, although this is being considered
through related work in the project.
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21. In constructing this paper, we have considered a broad range of user groups.
Our identification of those users’ needs is set out at Annex 1. We recognise
that there is intersectionality within these users. For the purpose of this paper
we have identified the different types of users, however, we expect that when
there is intersectionality, users should be able to access all support that reflects
their individual needs.

22. Following the specific needs of users, we have developed an approach that is
universally designed for inclusivity. This approach takes into account many
user groups for whom accessibility will be achieved through an inclusive
approach to teaching, learning and standards design. We have then identified
where further measures must be taken for some specific user groups.

Universal design 

23. Across NCEA we have a broad range of user groups who learn in a variety of
settings, come from a variety of backgrounds, and learn in a variety of ways.
This section sets out our approach to universal inclusive design for the
purposes of designing standards and assessment. The following sections then
consider how the universal design will apply in specific situations. Universal
design in this context includes:

a. Standards and assessment will be inclusive by design and design
processes must reflect this.

b. We will consider implementing a pilot SAC that creates a discretionary
pathway for portfolio achievement of the standards.

c. We will seek advice from NZQA on how evidence for SAC applications
can be collected for students sitting the assessment in Year 9 and/or
Year 10.

d. We will consider including oracy as part of the requirements for
literacy as the Curriculum Refresh develops.

Standards will be inclusive by design 

24. Many learners have the potential to continue to make progress through NCEA
but may face structural barriers in standards and assessment that may limit
their opportunities to do so. We must ensure that from the onset standards and
assessment are universally designed through the use of Universal Design for
Learning (UDL), Tātaiako and Tapasā.

25. We need to consider the extent to which the standards and assessment can be
universally designed from the outset. This means that barriers to demonstrating
the objectives of the standards must be minimised as much as possible. The
objectives are the content of the standards themselves. For literacy and te reo
matatini, they concern reading and writing, and for numeracy and pāngarau,
they concern applying content and process knowledge relating to mathematics
and statistics.

26. The standards and assessment should consider UDL. UDL consists of
guidelines that improve and optimise teaching and learning and assessment for
all learners based on scientific insights into how humans learn. These
guidelines fall under three sections:
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a. Engagement: offering learners options and supports to stimulate
motivation and sustained enthusiasm for learning.

b. Representation: present information in different ways to support
access and understanding.

c. Action and expression: Offer options and supports to all so everyone
can create, learn, and share.

27. There is a tension between the action and expression UDL guideline and the
assessment of literacy and te reo matatini. The tension here is that the
standards require a particular mode of expression. For learners whom this
creates a structural barrier for we will address through SAC, including a
discretionary pathway as detailed below.

28. Tātaiako and Tapasā are two frameworks that reflect our objectives for Māori
and Pacific learners in NCEA. Components of Tātaiako and Tapasā are
included in the learning matrices to demonstrate how the frameworks support
the learning underpinning the standards. They should continue to be used as a
framing tool as products are developed.

29. To ensure that assessment tasks authentically reflect and empower NCEA user
groups, we will include a range of user group views into the design process.

30. To support this, we have incorporated insights from a range of user groups in
an external assessment brief that will inform assessment design. We note that
not all requirements may be able to be incorporated in the first instance, but
should be a reference point for design going forward. Where NZQA cannot
incorporate all design requirements, the Ministry should be informed.

31. As well as this, NZQA should adopt quality check points throughout its design
process so that user groups continue to feed into the design process as
appropriate. Again, NZQA should advise on processes and expectations in this
space.

32. UDL expertise should be used when designing and quality assuring the
assessment. As we move towards implementing at scale UDL expertise should
be included in the design and evaluation of the assessment.

Special Assessment Conditions: a discretionary pathway 

33. Adopting a UDL approach to standards and assessment will have limitations,
meaning that reasonable accommodations will still be required across a range
of scenarios to support accessibility. This can be achieved through Special
Assessment Conditions (SAC).

34. SAC provides support to otherwise capable students in addressing various
barriers to achievement in assessments for NCEA. SAC helps students fairly
demonstrate their knowledge, skills and understanding when being assessed
without providing an unfair advantage over other students. Annex 2 shows
NZQA’s list of potential barriers and possible SAC.

35. A common form of SAC is the support of a reader/writer in assessment. There
is, however, a tension in the case of the literacy and te reo matatini standards
and this particular accommodation. This is because the literacy and te reo
matatini standards require coding and decoding as a component of the
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standard.3 The use of a reader writer could therefore undermine the integrity of 
the assessment task validly assessing those skills.  

36. This ought to be balanced against a number of factors, primarily raised by the
NCEA Disability and Learning Support Panel:

a. There are some cases where a reader/writer is demonstrably justifiable.
For example, where a learner has a physical disability impacting on motor
skills or has a visual impairment. However, the line may be grey as to
where such impairments justify a reader/writer and where they do not.

b. The standards are intended to support foundational skills that support
navigating learning, life, and work. However, we know that many learners
will use assistive technology in these contexts. We intend to allow for
assistive technology to be used in the assessment. Assessment Master,
the platform for digital assessment, does not offer assistive technology in
2021 but will have this capability in 2022. Again, work will need to be
carried out to define where assistive technology may be appropriate.

c. While our assumption has been that literacy and te reo matatini standards
require the application of coding and decoding skills (as this is how those
skills are set out in the Curriculum documents), we have been challenged
as to whether the standards could more reasonably assess
comprehension instead.

d. Some learners may be able to demonstrate coding and decoding skills but
be unable to perform those skills under assessment conditions due to
additional cognitive load that is apparent in such scenarios.

37. This paper proposes addressing these issues by using SAC to provide for a
discretionary pathway approach. Our view is that shifting literacy and te reo
matatini from coding and decoding is a significant change to what end-users of
NCEA would expect from a literacy and te reo matatini credential.

38. We accept that for some learners, the common assessment activity conditions
will not be an appropriate forum in which to demonstrate coding and decoding
skills. This is particularly the case for a number of neurodiverse learners and
those with learning support needs. This could create an inequity in the
qualification whereby learners who are capable of engaging at Curriculum
Levels 4/5 and above are unable to demonstrate this in the context of the
common assessment activity conditions.

39. Because of this, we have had a number of stakeholders suggest that portfolio
assessment should be an option in English-medium as well as Māori-medium
assessment. While this will be difficult to implement on a widespread scale,
there is justification for this to be available in particular situations.

40. We therefore propose testing a discretionary pathway for achievement that can
be accessed through SAC. To meet the requirements of this pathway, a school,
kura or tertiary body would need to provide evidence to NZQA that a learner is
working at Level 4/5 of the curriculum for literacy and numeracy/te reo matatini
me te pāngarau and why a CAA is not appropriate for the learner to complete,

1. 3 We note that NZQA have operationalised this by defining reading and writing as the outcome of
the physical process, i.e. understanding and interpreting the content of a text; and writing as
being able to craft a piece of text.
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even with a non-reader/writer SAC. Following approval from NZQA a school, 
kura or tertiary body will be able to collect evidence of how a learner has 
demonstrated literacy and numeracy across the curriculum to apply for the 
discretionary pathway. The discretionary pathway will be externally graded, 
with authenticity requirements.   

41. As well as the scenarios discussed above, we have heard, from educators, that
this pathway is likely to support learners who may find availability on the
assessment date difficult. For example, learners in alternative education, under
the care of Oranga Tamariki, Teen Parent Units, transitional learners and
learners who have transitioned into English-medium later in their secondary
school education (e.g., a student doing their first year of NCEA in year 13 or a
learner transitioning from Māori-medium to English-medium).

42. We propose to test the discretionary pathway in the 2021 pilot with Kingslea
School. Kingslea Schools a national school with learners who are in the care of
Oranga Tāmariki and learners would meet the criteria of a discretionary
pathway. We would continue testing this discretionary pathway in the 2022
pilot, pending any findings from the 2021 pilot that might apply to this decision.

Pilot 2021 Special Assessment Conditions and derived grades 

43. With respect to the 2021 pilot, we will rely on NZQA’s advice on how SAC
should be applied. We recognise that NZQA can use the pilot to test its own
thinking on SAC and this will feed into any further decisions made on this
matter.

44. The pilot will also be an opportunity to understand how best to gather
supporting evidence for SAC applications for students sitting the assessment in
Year 9 and Year 10. Currently SAC is not commonly accessed by learners until
Year 11. This is because years 9 and 10 are used for teachers to gather
evidence on their learners to assess whether they require the use of SAC. This
evidence is then provided to NZQA to prove that a learner requires SAC for a
NCEA assessment. Some learners in Years 9 and 10 do currently access SAC
for entries into standards. NZQA take a bespoke approach for each of these
applications.

45. For the purpose of the pilot a formal SAC application approved by NZQA
should not be required for a school to provide support for learners in years 9
and 10. Teachers should determine the type and level of support that a learner
may require based on the learner’s need and the professional judgement of the
teacher. This should reflect what the learner requires during their normal
teaching and learning. NZQA would not expect to see any extended provision
for the purpose of assessment.

46. If a SAC entitlement has already been approved for a learner for use in the
assessment of other standards, then these must be made available for the
assessment of literacy and numeracy | te reo matatini me te pāngarau
standards. The learners should not be disadvantaged.

47. In the event of disruption to the assessment event date, we would expect
NZQA to offer unexpected event grades as part of the 2021 pilot. This will
enable NZQA to test/understand what this process might look like more widely.

48. Although we have taken a low risk approach in the pilot, where learners will
only have their grades included in their record of achievement if they have
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gained the credits, we want to unexpected event grades to be considered in 
case there are unforeseen circumstances, such as a COVID-19 lockdown.  

49. Derived grades will not be available for the 2021 pilot. Learners can currently
apply for derived grades if they believe their preparation for, or performance in,
an external examination was impaired, or they were unable to sit an exam for
reasons beyond their control. The reason for this is because the focus of this
pilot is to test the outcomes of this first iteration of the pilot. Because of our low
risk approach learners record of achievement will not be impacted. Derived
grades should be available for the 2022 pilot. Appropriate communication on
derived grades should be readily available to pilot schools to ensure that it can
be used in the right circumstances e.g. some cases of transient or a student
having a panic attack.

50. The pilot will be able to tell us what appropriate steps should be taken for how
SAC is applied in years 9 and 10 in the 2022 pilot.

Consent to assess 

51. Consent to assess certifies education organisations to assess unit or
achievement standards and award credit for them. The standards will be part of
schools’ base scope of assessment, meaning that the majority of schools will
automatically have consent to deliver the new standards. Most schools will
understand NZQA quality assurance processes for external assessment
opportunities.

52. However, NZQA have identified that due to the standards being available from
Year 9, consent to assess may be a barrier to some learners accessing the
standards. Currently there are schools and tertiary institutions that offer
programmes at senior levels but do not have consent to assess. There are also
about 10-12 schools that go up to Year 10 that also do not have consent.

53. To address this, NZQA will work with organisations and schools who may
otherwise have intended to deliver these standards to support them to meet
consenting requirements so that learners are able to participate in the
assessment.

54. NZQA will also ensure that communication accompanying the new standards
will include that the standards can only be offered by consenting schools, kura
and tertiary institutions.

We will consider other forms of expression to be used within the literacy standard 
e.g. an oracy standard, in the future as the curriculum develops

55. We heard through our insight gathering phase, advice from some NCEA users
and representatives that oracy should be included in the literacy standards.

56. Oracy was considered by the Technical Advisory Group (TAG) as it is
important and developmentally it is critical in all learning contexts. The TAG
found however, that should not be included in the English-medium literacy and
numeracy requirements primarily on the basis that the New Zealand Curriculum
progression for literacy (ie. the Learning Progression Frameworks) do not
include oracy, meaning we do not know what an articulation of oracy looks like
at Level 4/5 of the Curriculum.
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57. This means that as the Curriculum Refresh work progresses, we will consider
adopting oracy as part of the benchmark. We will also carry out initial research
to understand how oracy might be articulated at Level 4/5, based on current
local and international progression frameworks that could be relevant to this
exercise (e.g. adult learning progression frameworks). We have begun a
conversation with NZCER to carry out initial work on this.

Learners for whom NCEA is not an appropriate pathway 

58. We know that some learners may never progress up to Level 4/5 of the
curriculum and NCEA may not be an appropriate pathway for them. This
section recognises the unique contexts of these learners and what the system
response should be for them.

59. Our proposed approach is that:

a. All students who wish to attempt the new standards, should be
encouraged to do so. This will be reflected in resource and guidance.

b. We will work with NZQA to develop resources to support high quality
delivery of alternative pathways to NCEA for students in Years 11 to
13 operating significantly below curriculum level 4.

60. Learners with a disability and/or learning support needs should be supported
through standards and assessment that are universally designed. Further
individual needs should be considered by applying for SAC.

61. Learners who wish to attempt the literacy and numeracy standards must be
given the opportunity to do so. Participation in assessment upholds the mana
and individual choices of a learner. We know that presently, teachers and
educators who have low expectations of students are likely to discourage their
students from attempting the standards or refuse to deliver the standards to the
full cohort of students who wish to attempt the standards.

62. We also know that some learners are unlikely to progress beyond Level 4/5 of
the National Curriculum and must be supported through their learning journey
outside of an NCEA context. It is important that the strengths of individual
learners are recognised and credentialed in a secondary tertiary context. This
is important for a student’s own sense of achievement and wellbeing, and for
future learning and employment contexts. This work will require more
consideration and will sit in a separate workstream at the Ministry.

63. There are a range of pathway options for learners for whom NCEA is not an
appropriate pathway:

o New Zealand Certificate in Skills for Supported Learners (Level 1)
o Credits visible on Record of Achievement
o Foundation and bridging qualifications

64. A New Zealand Certificate in Skills for Supported Learners (Level 1) is a
qualification for learners who operate at a level lower than required to gain an
NCEA qualification. This qualification has an optional strand for Outcomes of
Skills for Working. Learning can also take place through Recognising Learning
for Credit, whereby skills can be mapped and credentialed towards a
qualification.
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65. There may also be some cohorts of students who are able to continue to make
progress in some aspects of NCEA while not achieving literacy and numeracy
and working towards other qualifications. Any credits they achieve will appear
on a student’s Record of Achievement.

66. Some NCEA deliverers choose to deliver foundation and bridging
qualifications. Foundation and bridging qualifications are most commonly used
in a tertiary setting and is a qualification that prepares learners to take part in
NCEA. This qualification would scaffold learners to the level they need to be at
to successfully take part in the new literacy and numeracy standards. NCEA
deliverers can use these qualifications, however, to deliver these qualifications
a programme would have to be created and there is an extra cost involved. The
Ministry is currently considering the most appropriate methods to support the
demographic of learners who would qualify for such a programme.

67. Alternative pathways to NCEA will be given status and recognition for students
who are unable to meet the literacy and numeracy requirements (where
appropriate). This will occur through making this information visible on
ncea.education.govt.nz. The Ministry is developing policy in this area.

Learners who attain NCEA outside of school settings 

68. For the purpose of this paper, learners who attain NCEA outside of school
settings include learners accessing their education through the following
settings: foundation tertiary, alternative education, under the care of Oranga
Tamariki, teen parent units and transitional learners4.

a. We will test the proposed SAC discretionary pathway with non-school
settings.

b. We will consider retaining the current unit standard pathway in
tertiary until we are satisfied the new standards are fit for purpose.

69. The universal design approach that is outlined in this paper takes into
consideration of learners who are in alternative education, under the care of
Oranga Tamariki, teen parent units and transitional learners. We have also
heard that some learners in the group would benefit from a portfolio approach
to assessment. As well as many learners in this group preferring collected
evidence, there are also complications with having a set time for assessment if
students’ attendance is uncertain.

70. This means that the SAC discretionary pathway outlined in this paper may be
appropriate for some learners in this group, and we would want to test this
through the 2021 and 2022 pilot.

71. Currently, learners completing NCEA in tertiary predominantly use the unit
standard package of standards for meeting the literacy and numeracy
requirements. This is a package of three literacy standards and three numeracy
standards. These are all internally assessed and involve the collection of

4 For the purpose of this paper learners that are transitional include: 
- Learners who are enrolled to attend for less than three months
- Learners whose attendance is at risk of them transitioning out of formal education
- Learners who are looking to move into employment who have not yet achieved the literacy

and numeracy co-requisite
- Learners with dual environment, for example a secondary school and a health school
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naturally occurring evidence. The changes to the literacy and numeracy 
standards in NCEA will require the standards currently used in tertiary settings 
to be retired.  

72. These changes will potentially have a large impact on tertiary settings. This is
due to the shift between changing from internal to externally assessed
standards. The validity of the standards may also be impacted because the
current capability of the delivers of NCEA in tertiary would need to be increased
to align with the needs of an externally assessed standard.

73. We need to ensure that the new NCEA has an adequate pathway for
accrediting literacy and numeracy in tertiary settings i.e. in a way that is
equitable, robust and deliverable. To meet this requirement, we will consider
keeping in place the current unit standards. This decision will be made from
gathering evidence from a group of representatives and the piloting process for
2021 and 2022. We will make a final decision on whether we will retire these
standards or phase them in with the tertiary sector.

English language learners 

a. The literacy standards will have a foundational (rather than literary)
focus.

b. We will test the newly developed literacy and numeracy standards
against the cognitive context of English Language Learners.

c. Based on testing the new standards, we may adopt an alternative
pathway for achievement.

74. English Language Learners (ELL) is an umbrella term for a group of learners
who are developing English language skills. ELLs include international
students, learners with migrant backgrounds, and former refugees. To respond
to the diverse needs of this group we should consider the skills, knowledge,
cultural identities and experiences of ELLs.

75. We know that many ELLs have the potential to achieve at the new benchmark
level, however the cognitive process of translation could mean that the new
standards are contextually not fit for purpose. Currently this is done by
including English for Academic Purposes standards as a contextualised route
for meeting the benchmark.

76. We should continue to recognise a contextualised pathway for ELLs, while
maintaining the robustness of the benchmark.

77. Our general approach to designing the standards and assessment includes
insights and input from the ELL sector, including representation at the
standards development and Quality Assurance stages of development.

78. The ELL context – as well as pathway options – was also explored in a Report
commissioned by the Ministry’s Migrant Refugee and International team. That
work explored options to ensure appropriate and fair assessment of literacy for
ELLs within NCEA. The Report carried out a levelling exercise of the new
benchmark against currently used contextualised ELL standards and
progressions. MRIE found that the Curriculum Level 4/5 benchmark most
closely aligns with Level 3 English Language unit standards.
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79. With this information, the Report canvassed options such as creating separate
ELL appropriate standards (using the Level 3 English Language standards as a
template but externally assessed) and/or using the existing Level 3 English
Language standards as a proxy. In consultation with NZQA, our approach is
that in order to make a decision against these options, we ought to wait until
after the 2021 pilot takes place. This is so we can test the workability of the
new standards and whether they might be fit for purpose.

80. The following sets out the considerations we will consider through this process:

Considerations What we will weigh up 
The content of the literacy 
standards are fit-for-purpose to 
assess ELLs 

• Outcomes and performance criteria of the unit standards are
written as such that they allow ELLs to demonstrate
communicative competence and functional literacy skills.

• Any weighting towards accuracy of language features does not
unduly disadvantage ELLs.

The content of the materials 
associated with the standards 
are inclusive of ELLs and their 
needs. 

• Learning matrices give appropriate consideration to the ELLP.

• Contexts for teaching and learning acknowledge and reflect the
languages, cultures, and identities of ELLs

• Kaiako are provided with ELL-specific teaching and learning
guidance (across curriculum areas).

• Materials associated with the standards provide a continuous
pathway for ELL in terms of language development and
assessment.

• Materials associated with the standards are integrated into the
curriculum and support accessing the curriculum in the way
most appropriate for ELLs.

Alternative assessment and/or 
pathway options are feasible 
from an operational perspective. 

• NZQA have capacity to assess and moderate at the scale
required.

• The option is sustainable as a long term solution.

There is sufficient sector 
capability to equitably deliver the 
option. 

• Alternatively: There is reasonable confidence to say that the
required sector capability can be built in the time required.

• The anticipated increase in teacher workload (as a result of the
option) is justified and reasonable.

• The option is sustainable as a long term solution in regards to
sector capability and workload.

Learners domiciled in realm countries who deliver NCEA 

a. Learners domiciled in realm countries can use local language
standards to evidence literacy.

81. In accordance with our obligations to realm countries, we will need to ensure
that NCEA is designed in a way that supports realm country local contexts.

82. Cook Islands and Niue currently deliver NCEA. Tokelau is also likely to adopt
NCEA in the coming years.

83. This has implications on rules regarding the literacy standards as the everyday
language and, in some contexts, the language of instruction in realm countries
differs from English and te Reo Māori. There is therefore a case to be flexible in
relation to what we consider to be foundational literacy in those contexts.

84. A means of achieving this is allowing the use of language standards to meet
the literacy requirements. This is a feature of the status quo in the Cook Islands
whereby learners who do not meet the literacy requirements of NCEA can
otherwise meet them through Cook Islands Māori language standards.
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85. This is achieved by NZQA running a manual check on learners who have
otherwise met the NCEA requirements but for the literacy requirements. We
advise on adopting this provision going forward under the new standards in
both the Cook Islands and Niue.

86. This raises questions around implementation. Primarily, around when the
‘check’ should take place. Although learners can begin to attain this
qualification at year 9, we advise that NZQA should not begin a check on the
literacy standard until a learner’s completion of NCEA Level one as this is when
learners will have likely attempted the language standards. This will also
encourage learners to engage in the new standards where possible.

87. For students domiciled in the Cook Islands, this would mean that the newly
developed Cook Islands Māori Achievement standards could apply. For
students domiciled in Niue, this would mean that current Vagahau Niue
standards could count towards the new requirement.

88. In the Review of Achievement Standards new standards will be created and will
look different to the current standards. We will keep an eye on this as the
levelling of the new standards may be a bit different to the current standards.

Māori-medium settings 

a. Māori-medium context will be considered in the assessment
specifications work stream

b. The new Māori-medium literacy and numeracy standards will be
reviewed against newly developed achievement standards for the
purposes of potential proxy assessment

c. Pāngarau assessment task instructions should be available in both
Te Reo Māori and English

d. Credentialing bi-literacy will be a focus of review once the new sets
of standards are implemented

89. We are developing two sets of standards – one to support foundational learning
in English-medium contexts and the other in Māori-medium contexts.

90. The Māori-medium standards will be derived from Te Marautanga o Aotearoa,
and specifically drawn from He Tīrewa Ako. It is important that the Māori-
medium standards, as much as possible, adhere to an aromatawai that reflects
the values discussed in the Ministry position document Rukuhia Rarangahia.

91. To achieve this, we heard from our Māori-medium Technical Advisory Group
that evidence from learning across the curriculum should be permitted as
evidence towards the standards. To this extent, the group recommended that
portfolio assessment should be included within the range of assessment
methods offered. In addition, the group recommended that the newly drafted te
reo Rangatira standards should be considered as a proxy measure of meeting
the new standards, should they appropriately map to the new literacy and
numeracy requirements. We will explore this once the new Te Reo Rangatira
standards are drafted.
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92. We know that learners who transition from Māori-medium to an English-
medium setting will require support. This support should occur through
teaching and learning. The discretionary pathway, detailed above, will also be
an assessment tool available to support these learners when they are
transitioning part way through their secondary school education and do not yet
hold the literacy and numeracy co-requisite.

93. Pāngarau is a standard that we know will be new in some Māori-medium
contexts.  In order to support the introduction of the pāngarau standards, the
teaching and learning that will sit alongside this, and to not create barriers, the
questions in the assessment should be provided in English as well as Te Reo
Māori. The answers will be required to be in Te Reo Māori.

94. The Māori-medium Technical Advisory Group also recommended that the
Ministry support an ongoing conversation regarding the credentialing of bi-
literacy. This is a strength of Māori-medium learners and there must be
ongoing investigation as to how this can be recognised within NCEA. Following
the implementation of the new sets of standards we will also investigate how
the new literacy and numeracy credentialing regime can account for bi-literacy.
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Annexes 

Annex 1. 

User group Needs Options to address needs 

Foundation Tertiary • Literacy and numeracy must be relevant to students’ pathways.

• Equity and alignment across schooling and tertiary settings is important.

• Alignment between the standards and industry needs.

• High needs learners need to be considered in foundation tertiary.

• Workplace literacy and numeracy targets job-specific literacy and numeracy, which is not
necessarily the job of these standards, but the standards can work in tandem with ‘disciplinary’
literacy and numeracy in these areas.

• English as a second language courses in tertiary study may use these standards and so would
need to be considered. This can be covered under English Language Learners as well.

• There is a diverse and flexible range of foundation tertiary programmes, .

• The current literacy and numeracy unit standards are being used in two main tertiary contexts:
o Foundation education, especially in the Private Training Establishment (PTE)

environment with progress towards a Foundation Skills qualification, but also in more
focused environments such as prisons and employability programmes.

o Apprentices and other employment trainees who lack the numeracy or literacy to meet
the requirements of their intended roles, This is often part of off-job training, for
example in block courses, at an Institute of Technology or Polytechnic, a PTE, but this
can be also on-job from their trainers.

• Also, some of the learners who will be completing the unit standards will be adult learners,
support for whom is not within the scope of this project, but consideration for adult learners will
be needed in the development of the standards and assessment method.

• Accessibility is an important consideration for learners in tertiary as well as schooling.

• Māori and Pacific learners will have specific needs in tertiary contexts.

• There may be scope for the Māori-medium standards to be used in Māori tertiary contexts.

• Access to support for high-needs trainees is important in Industry Training Organisations
(ITOs).

• Universal Design for Learning approach to the development of the standards and assessment

• Input into the development of the standards from TEC, tertiary peak bodies, industry groups, employers
and pathways panel and employers will ensure this lens is covered.

• Pathways panel will QA the standards.

• Special consideration will need to be given in the standards development to how they will be assessed in
tertiary contexts, given that the current unit standards are internally assessed.

• Considerations for assessment

• The following is a list of considerations for the development, implementation, and delivery of the
assessment for foundation tertiary:

• Portfolio assessment is currently common in tertiary contexts, as the current unit standards require
gathering ‘naturally occurring evidence’. There will be familiarity with this type of assessment method, and
if it is not taken forward into practice, there will be transition needs to consider.

• There is difficulty with access to digital technology in some learning environments, for example in
workplace learning. For the digital adaptive test, there may need to be provision for these learners to
access a different environment for the assessment.

• As with other learner groups there is concern that digital technology presents a barrier to equity, due to
access. This affects the level of comfort learners feel with digital technology, as well as literal access
issues for completing a test. The latter need can be met by providing assessments in environments that
are digitally equipped, the former need may have to be met by providing a non-digital form of assessment.
This is discussed in the options assessment below.

• The digital adaptive test can have different settings for different contexts.

• Common assessment activities could be undertaken at assessment centres to assess externally.

• As there are a range of contexts, flexibility is key. People’s approaches to learning vary significantly.
Maintaining flexibility in the way that standards are assessed will help to address this need.

• Capability building will be vital for tertiary educators.

• Resourcing will be important for Industry Training Organisations’ literacy and numeracy material,
especially in new sectors.

Pacific Learners • The Pacific community is diverse, made up of people from many different nations and cultures.

• It has been noted that a large proportion of the Pacific learner community may not be able to
access digital assessment opportunities, or experience difficulty with this type of assessment
due to access to digital technology at home, and therefore comfort with the digital medium.

• Both Pacific learners with English as a first language and

• Pacific learners with English as a second language need to be considered. While this second
group will be captured in the English Language Learners group as a whole, it is worth pointing
out here that there are needs that are specific to Pacific language speakers, such as the
importance of oral language, which is discussed in the following point.

• Oral language is important to Pacific learners, and it is important that it is valued. However, the
oral language needs may not be able to be met through the mandatory literacy and numeracy
standards, as the focus in English-medium is on reading and writing.

• Pasifika will be using the literacy and numeracy standards in tertiary contexts.

• Pacific medium education may be developed in the future in New Zealand, so looking forward,
these standards may need to be compatible with Pacific medium education

• Some schools and teachers can have lower expectations of Pacific learners and so there is a
need for high expectations, equitable to other learners.

• Universal Design for Learning approach to the development of the standards and assessment

• Co-design and continuous reciprocal work with diverse Pacific communities including Pacific learners and
Pacific Peoples Panel will seek to address the needs of Pacific learners in standards development.

• The standards can be made accessible to Pacific learners by allowing for contextualisation, so that a
particular context does not create a barrier.

• There is a Pacific lens in the Expert Feedback Groups for the standards development.

• Pacific Peoples Panel will QA the standards.

• We can collaborate with NZQA Pasifika group in the development of the standards.

• It will be important to have flexibility of assessment methods, to allow for contextualisation.

• Access to a device in school and out of school is still a significant issue for many Pacific learners, and so a
non-digital form of assessment may be beneficial for these learners.

• Assessment tasks must be accessible to Pacific learners, and so it will be important to have Pacific
expertise to QA assessment items and to collaborate with the NZQA Pasifika group.

• It is important that teachers, leaders and educational professionals are culturally competent with diverse
Pacific learners

• Teachers can use Pathways Awarua to build cultural competency, as this is encouraged in senior
secondary as well as for adult learners.

Learners domiciled in 
realm countries 

• Pacific learners in realm countries have specific needs. There needs to be better
understanding of NCEA for students and parents in all realm countries, and internet is
expensive, with internet and device access in the Realm Countries being a need.

• Universal Design for Learning approach to the development of the standards and assessment

• We can use Pacific languages standards to credential literacy in realm countries, and we may be able to
do the same for Pacific medium education in New Zealand in the future.

• For the realm countries, it is important to have Cook Islands Māori contexts for assessment, and
assessment in Cook Islands Māori, with the same for Niuean contexts.
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• Non-digital forms of assessment may be more appropriate for Realm Countries due to access and
expense.

• To use Pacific languages standards to credential literacy in Realm Countries, we may need to be written
into the qualification and have this added to qualification checker.

• In Niue, it is important that the Niuean way of learning acknowledged. Te Kura could have an important
place in the Realm Countries, and the literacy and numeracy standards could be taught via distance
learning.

English Language 
Learners 

English-Language Learner (ELL)" is an umbrella term for a superdiverse group of learners, which 
includes international students, learners with migrant backgrounds, and former refugees. ELLs in their 
first five years in the NZ school system receive ESOL funding support from the Ministry; however, this 
group also includes international fee paying (IFP) students who need NCEA for further study. In 2018 
there were approximately 20,558 ELLs in senior secondary (Years 11-13) - of these, it was estimated 
that there was a total of 11,498 students for whom NCEA was relevant. Short-stay and exchange 
students (for whom NCEA was not necessary) were included in the former figure and excluded in the 
latter. 
The Migrant, Refugee and International Education (MRIE) team at the Ministry has indicated a potential 
need for appropriate, fair and contextualised literacy co-requisite assessment for ELLs within NCEA, as 
the literacy trajectory and contexts of ELLs may differ from native speakers. 

• Needs for this group include:
o Remove barriers to achievement
o Acknowledge the languages, identities and cultures of ELLs
o Provide a literacy pathway for ELLs involving an approach that incorporates language

acquisition principles
o Allow for benchmarking against cohort in order to establish readiness for assessment
o Assess communicative competence or ‘functional literacy’ rather than accuracy of

language features
o Provide a continuous pathway for ELL in terms of language development and

assessment
o Be integrated into the curriculum and support accessing the curriculum in the way most

appropriate for ELLs
o Enable transition to mainstream curriculum in schools, employment, training or further

education.
o Prioritise getting ELLs on to the mainstream literacy trajectory as soon as possible

through fair and equitable assessment tools, without compromising on the literacy level
required.

The new literacy and numeracy requirements will also need to be flexible enough as to acknowledge 
the superdiversity of ELLs, and make efforts to mitigate any potential educational inequity that may 
arise from migration-related variables, including differing migration patterns (such as permanent 
integration, temporary settlement, and transnational migration which involves the ongoing commute 
between home and host countries) and migration statuses (including refugees, asylum-seekers and 
voluntary migrants). 

• Universal Design for Learning approach to the development of the standards and assessment

• Regular checkpoints throughout the development process of the ‘mainstream’ standards to review if they
are fit-for-purpose for ELLs, and to make decisions on whether an ELL-specific assessment pathway
needs to be developed.

• Currently, there is ESOL representation in the facilitation and membership of the expert writing group, who
have been tasked with developing an initial draft of the English-medium literacy standards.

• The standards and associated for both literacy and numeracy are to be informed by the English-language
Learning Progressions (ELLP) where relevant.

• Flexibility to ensure that the lit/num assessment can be accessed multiple times until the requirement is
met.

• While not covered in the scope of the current paper, teaching, learning, and assessment guidance will
need to be contextualised to include ELLs.

• • A decision has not yet been made on whether bespoke standards will be developed for ELLs. It
may be that the mainstream standards are deemed fit-for-purpose as long as there is separate teaching
and learning guidance developed with ELL-specific contexts. In this case, it is highly likely that sector
capability will need to be built to ensure educators can deliver this teaching and learning.

Gifted and talented Gifted learners and notions of giftedness are diverse, both within and across cultures, but are broadly 
characterised as learners who have exceptional abilities in both performance and potential.  The range 
of special abilities within conceptions of giftedness and talent includes general intellectual abilities, 
specific academic aptitude, cultural abilities and qualities, creative abilities, social and leadership 
abilities, physical abilities, emotional and spiritual qualities, and abilities in the visual and performing 
arts. Gifted children often require learning support in order to be sufficiently challenged, and to reach 
their full potential. They can also be “twice exceptional”, in that gifted learners may also be 
neurodiverse and/or disabled. Despite their giftedness, many learners struggle in the education system 
or disengage, sometimes intentionally. 

• Recognition of giftedness and the particular needs of gifted learners, in the first instance (many
currently go unidentified, and are at risk of “flying under the radar”)

• Sufficient cognitive and content demand in learning and assessment tasks

• Learning and assessment tasks that are designed in such a way that enable multiple ways of
thinking and conceptualising

• Well-managed expectations of parents and whānau of gifted leaners

• Clear pathways for learning, and acceleration and/or extension where appropriate to keep
them engaged

• Universal Design for Learning approach to the development of the standards and assessment

• Sufficiently broad marking criteria (when criteria is too limited/narrow, gifted learners often “overshoot the
mark” and are sometimes judged as not achieving)

• Avoiding multiple choice questions (and similarly narrow tasks), as these are often detrimental to gifted
learners

• Assessment must be of value/have sufficient draw, and be clearly identifiable in wider context of learning

• Consideration is needed for whether the assessment is intended to determine the level of learning a
student is working at, beyond simply identifying whether or not they meet the benchmark

• Assessment that acknowledges a learner may be massively ahead in literacy but not numeracy, and vice
versa (or, similarly, exceptionally able in one or a few areas, and not in others)

• • Ensure that assessment cannot be accessed earlier than Yr9, and that this is strictly enforcedRele
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• Emotional and learning support
Alternative education Alternative education caters for students between 13 and 15 years of age who have disengaged from 

mainstream schooling. Most learners in alternative education are working to get NCEA Level 1. There 
are currently 87 “managing schools” who are contracted by the Ministry to provide alternative education 
for learners. 

To be eligible for alternative education, the student needs to meet one of the following criteria: 

• out of a registered school for two terms or more.

• excluded and enrolment is refused by local schools (including a history of stand-
downs or suspension in the past two years).

• has dropped out of Te Kura after enrolment in either category 1 or 2.

• absent for at least half of the last 20 school weeks for reasons other than illness
and the absence has meant they are unable to maintain a mainstream programme.

• has multiple suspensions and risks further suspension.

• at any one time 20% of students do not have to fit one of the first five categories
above but in the professional opinion of the school alternative education is the best
option for the student.

Students can remain enrolled in alternative education until the end of the year in which they turned 16. 
In exceptional circumstances students may stay in alternative education past the age of 16 at the 
discretion of the Director of Education. 

o Needs for this group include:
o Flexibility in and continuity of learning, to account for the disruption they have

experienced
o Learning broken down into small, discrete chunks (ability to focus on one thing at a

time)
o Internal assessments, and the ability to attempt assessment multiple times or resubmit

work
o Need for multiple modes of assessment (online or paper-based; portfolios,

conversations about learning, video recordings for practical work) rather than reliance
on traditional written exams

o Learning made relevant to their lived experience and interests (ideally aligned to Big
Picture learning programme)

• Multiple resources to support teaching, learning and assessment; most AEs are run by tutors
and learners don’t have much access to teacher time.

• UDL approach applied to assessment

• Multiple methods of assessment made available to learners

• Item banks contextualised to reflect lives experiences and include familiar contexts that they will be able to
see themselves in

• Flexibility to ensure that learner progress and attempts at assessment can be recorded and transported as
they move between or out of schools and alternative education settings

• Providing practise attempts to familiarise learners with assessment and reduce fear of failure.

• Flexibility to ensure that the lit/num assessment can be accessed multiple times until the requirement is
met.

• • Contextualised teaching and learning guidance to reflect their contexts, and to align with Big
Picture learning programmes (eg most alternative education settings have gardens, so learning
programmes are often designed around growing and gardening)

Corrective facility The needs of corrective facility for participating in literacy and numeracy standards include: 
The Department of Corrections estimates that approximately 57% of prisoners do not have NCEA 
Level One Literacy and Numeracy Competency, and that these learners are also likely to have few or 
no formal qualifications.  

Learners in correctional facilities work towards a range of trades and non-trades qualifications provided 
by external providers and funded by the TEC. These are mostly at a foundational level, including 
NCEA. Learners in correctional facilities value NCEA because their chances of getting a job are 
increased if employers know that they are literate, numerate, and reliable.  

Corrections provides intensive literacy and numeracy services nationally to support prisoners so they 
can work towards formal qualifications and gain the skills expected by employers. Services are 
targeted to those with the highest need (assessed at Steps One and Two on the Adult Literacy and 
Numeracy Progressions). Corrections contracts Te Wānanga o Aotearoa (TWoA) to provide support to 
1,200 learners per year; the Methodist Mission also provides support to learners at Otago Corrections 
Facility. 
Needs for this group include: 

• Ability to focus on one topic at a time/learn in discrete chunks
• Internal assessments, and the ability to attempt assessment multiple times or

resubmit work
• Clear progressions for learning, which can be accessed one step at a time
• Continuity of learning and keeping track of progress, as learners move between

facilities or are only there for a short time

• UDL approach to assessment

• Analogue option for assessment – eg portfolio

• Flexibility to ensure that learner progress and attempts at assessment can be recorded and transported as
they move between or out of facilities

• Providing practise attempts to familiarise learners with assessment and reduce fear of failure.

• Flexibility to ensure that the lit/num assessment can be accessed multiple times until the requirement is
met.

• Contextualised teaching and learning guidance to reflect their contexts, and to align with Big Picture
learning programmes (eg most alternative education settings have gardens, so learning programmes are
often designed around growing and gardening)
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• Intensive support for those with learning support needs and low levels of literacy
and numeracy

• Better access to resources and technology – some learners are offered computer-
based learning through Secure Online Learning (SOL) suites. Each prison has at
least one computer suite that provides secure, controlled and monitored access,
but learners must go through a rigorous selection process.

• Recognition that many learners have undiagnosed learning support needs; such intersecting
factors and needs influence their levels of engagement and achievement

Teen parent unit Teen parent units (TPU) provide wraparound support to pregnant or parenting students by working 
closely with the affiliated Early Childhood Education (ECE) as well as community groups and 
government agencies. 

TPUs are attached to an established state or state integrated secondary school (“managing school”) 
and are run in a similar way to Activity Centres. They operate as a separate department within the 
school and may be located on or off the school’s site. The ECE is either onsite or close by which caters 
for the children of teen parents. There are currently 25 TPUs nationally, each attached to a managing 
school and ECE centre. 

TPUs typically have better access to teachers and school resources than other alternative education 
settings, but benefit from extra guidance for delivering teaching and learning programmes. An 
Individual Learning Plan (ILP) is developed in collaboration with each student and/or whānau when 
they first enroll in the TPU, which includes numeracy and literacy goals at a level that is appropriate for 
the student. 

Needs for this group include: 

• Flexibility in learning, and the ability to focus on one topic at a time
• Internal assessments, and the ability to attempt assessment multiple times or

resubmit work

• • Continuity of learning and keeping track of progress, as learners move between
traditional schooling and TPUs.

• UDL approach applied to assessment

• Multiple methods of assessment made available to learners

• Item banks contextualised to reflect lives experiences and include familiar contexts that they will be able to
see themselves in

• Flexibility to ensure that learner progress and attempts at assessment can be recorded and transported as
they move between or out of schools and alternative education settings

• Providing practise attempts to familiarise learners with assessment and reduce fear of failure.

• Flexibility to ensure that the lit/num assessment can be accessed multiple times until the requirement is
met.

• Contextualised teaching and learning guidance to reflect their contexts, and to align with Big Picture
learning programmes (eg most alternative education settings have gardens, so learning programmes are
often designed around growing and gardening)

Ākonga Māori Ākonga Māori are a hugely diverse group. Some receive TMoA-based Māori-medium education, 
however, the vast majority of ākonga Māori are in NZC-based English-medium education. 
Needs for this group include: 

• Acknowledgement of Māori learners’ unique position as tangata whenua, including protection
of the language, identities and cultures of ākonga.

• Access to devices – many have access at school but not at home, so for some learners,
confidence will be lower using digital technology.

• Positive images and high expectations of the learner from teachers

• High sector awareness of the ongoing effects of colonialism within the education system,

• Increased cultural understanding and valuing of Māori ways of being, doing, and learning in the
sector

• Culturally safe and culturally relevant teaching and learning contexts

• Acknowledgement and valuing of bi-literacy and bilingualism

• In Māori-medium: valuing of oracy, improved resourcing, recognition of mātauranga Māori, and
support for kaiako – ie reducing workload for kaiako

• Paying kaiako to go on PD courses to upskill where relevant for NCEA
For future consideration: more appropriate te reo Māori assessments for learners with varied levels of 
Māori language proficiency, in both Māori-medium and English-medium settings 

• Ensuring Māori representation in the development of the English-medium standards, as well as the Māori-
medium standards.

• Standards development informed by the recommendations of the TMoA TAG Report
• Assessment development informed by the recommendations of the TMoA TAG Report
• Making sure that Māori educators with strong cultural competencies are involved at every

stage of development for the tasks and test items, including the QA stage, to ensure that te ao
Māori representation is not tokenistic (eg in a numeracy question, a learner being asked to
divide up two kina to feed five people led to learners providing answers such as giving food to
the elders and children before the adults, which was not the intention of the numeracy related
question).

• Further, including learners with lived experiences in the development of assessment methods
or tools, so as to safeguard against potential harm of such tools.

• Make sure that the most disadvantaged are included in testing the different ways of assessing
the standards. Often lower decile schools will have teachers that may not be in the best
position to volunteer for testing, so just to make sure there’s no bias in the sample and that
the assessment methods that result are fit-for-purpose.

• Consideration of confidence levels for ākonga using digital technology when developing a
digital assessment tool.

• The following is a list of considerations for changes to the qualification for learners in Ākonga Māori:

• Flexibility to ensure that ākonga can choose between being assessed against the TMoA or NZC
standards, regardless of the setting they are currently in – and that the qualification recognises and
credentials this.

Learners with learning 
support needs 

The needs of Learners with learning support needs for participating in literacy and numeracy standards 
include: 
When we think about learners with learning support needs we need to consider; what are the barriers 
to achieving within NCEA and what are other opportunities for this group that may differ from NCEA in 

In developing the literacy and numeracy co-requisite we must consider how to make ensure the integrity of the 
qualification whilst making sure that it is inclusive. For some learners with learning support needs an alternative 
approach to standards may be more appropriate. In order to do this it is important to determine how recognise 
literacy and numeracy in the standard. 
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order to support an alternative pathway. An important need to also consider to this user group is how to 
incorporate Universal Design for Learning (UDL).  

In order to properly consider the needs of learners with learning support needs we must include these 
learners in the conversation about structural response. This includes user testing and other 
opportunities for feedback.  

When we consider what alternative pathways look like for learners with learning support needs we also 
should consider what an employer might be looking for in terms of experience. For some learners they 
may have experiences that show evidence of literacy and numeracy that may not be a qualification.  

The development of the literacy and numeracy co-requisite should also align with the Learning Support 
action plan. This action plan states that we must make NCEA more accessible by including the 
following;  

• Design achievement standards and associated resources that are accessible and inclusive so 
that everyone has an equal opportunity to achieve, and the need to apply for Special
Assessment Conditions is reduced 

• Make some existing special assessment conditions such as large text available for anyone,
where possible

The Learning Support action plan priority 4 also says that we must provide flexible supports for 
neurodiverse children and young people. Neurodiversity is a broad term that includes (but is not limited
to) dyslexia, dyspraxia, dyscalculia, dysgraphia, autism spectrum disorder, foetal alcohol spectrum 
disorder, attention deficit/ hyperactivity disorder, trauma related disorders, and auditory or visual 
processing disorders. Neurodiversity includes a broad range of needs, and for some learners they may 
have more than one. Neurodiverse learners often absorb and process information in a different way 
than others do, meaning that a typical classroom environment and approach to teaching can be difficult 
to learn. Many neurodiverse learners do not qualify for the Ongoing Resourcing Scheme, but need 
teachers and other educators with increased capability, as well as targeted or specialist support to 
have their needs addressed in the classroom. 

We also have to recognise the dignity of risk. All learners should have the opportunity to participate in the literacy 
and numeracy standards. By doing this we give learners agency. Developing agency within students with learning 
support need is essential in helping them feel a sense of ownership over their learning. Fostering this agency can 
make students feel empowered and encourage them to strive for the best possible outcomes . 

Standards specify what a candidate for assessment needs to know, do, and understand. Assessment of standards 
can use a variety of methods and approaches that give the learner the opportunity to show evidence of 
achievement/ competence. The method and approaches should be appropriate to the learner and the context. 
Inclusive.tki.org.nz encourages schools to consider the following questions when thinking about standards; 

▪ Provide options and flexible pathways within tasks or a lesson?
▪ Involve all students in creating choices?
▪ Offer options that align with learning preferences and needs?
▪ Offer multiple strategies to support problem solving?
▪ Create a safe and distraction free environment?
▪ Build flexibility into lessons to allow breaks?

From a ministry perspective we can provide a structural response to these activities by how we recognise these 
learnings that is not just an NCEA qualification. Alternative recognition of learning could be: 

▪ Certificate separate to the NCEA qualification that shows foundational literacy and
numeracy acquirement

▪ Digital badging
▪ Recognition of prior learning

More research is required to understand how these alternative recognitions of learning will impact learners. 

The standard development process has considered different user groups. We have included experts, who have 
knowledge of learning support needs, within the expert feedback group who are developing the standards. We 
also are considering the user experience. The draft standards for all learners will be user tested with feedback hub 
schools and NCEA Panels. When we ask for feedback on these draft standards we will make sure that they are 
considering that all learners can see themselves in these standards. 
The literacy and numeracy qualification changes shows that literacy and numeracy is very important to education 
in New Zealand. The co-requisite of the qualification, however, may lead to an increase in learners with learning 
support needs not being able to gain the qualification. There are multiple reasons for this including not being 
prepared for change, not being able to understand the change and the co-requisite benchmark being too high for 
some learners to attain. 
In order to ease the change process we are developing resources and tools. These include but is not limited to 
teaching and learning guides and whānau packs. 
In order to respond to some learners not being able to attain the co-requisite we can respond through alternative 
recognition of learning, which have been discussed in the standards section. 

• UDL approach applied to assessment

Learners with a disability The structural responses to the development of the literacy and numeracy co-requisite in NCEA for 
learners with a disability align with how we think about learner with learning support needs. We know 
that learners with a disability like those with learning support needs are a diverse group that cannot be 
covered by one response. The literacy and numeracy co-requisite provides an opportunity to recognise 
the importance to be literate and numerate in life. We have to ensure that this an inclusive co-requisite 
that allows all learners an opportunity to participate in NCEA.  

Along with what is noted in the needs for learners with learner support needs, for learners with 
disabilities we should also consider the design principles for an education disability framework . This 
MoE framework has been taken from a mix of the New Zealand Disability Strategy and the UN 
Convention on the Rights of Persons with Disabilities.  
These principles include; 

• How we understand disability is evolving

• The disabled population is diverse

• The Crown as a Treaty Partner has an obligation to affirm Māori and Pacific disabled people

• Nothing about us without us

• The education of disabled learners is everyone’s responsibility

• A focus on wellbeing – thereby enabling progress

• - Reasonable accommodations are key to disabled learner’s progress. 
Other users The following user groups are overrepresented in poor success rates in literacy and numeracy have 

needs that should be visible within the development of a literacy and numeracy co-requisite. This 
visibility, however, does not translate directly into many structural responses. 
Boys 
The boys’ achievement: a synthesis of data updates our knowledge of boys’ participation, engagement, 
and achievement in schooling, in particular secondary schooling. It shows that while many boys are 
high achievers, boys are over-represented in statistics related to:  

- Early problems in reading

One way structural response that we can include for this group is to ensure that they are visible within the 
curriculum, use inclusive language to affirm diversity. The assessment will also need to be contextual to a range of 
user groups e.g. item banks/ question banks to recognise the difference in success rates and specific 
considerations required for this group. 

With the development of a literacy and numeracy co-requisite we will also include the diverse user groups. This 
will be included through the Expert Writing and Feedback Group, NCEA panel, feedback hubs and mini pilot. This 
feedback will provide us with oversight over user groups and how we can ensure that they are able to meet the 
requirements of this change. This will result in teaching and learning resources that support working with each 
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- Disengagement from school
- Lower achievement in reading and writing
- Lower qualification attainment

Girls perform better in reading and writing at all school levels and across all ethnic groups. From year 
11, boys are leaving school at a faster rate than girls. This is information is also supported in the 2019 
NMSSA English report which also reports the lower rates of achievement for boys at year four and 
eight. 
LGBTQIA+  
LGBTQIA+ learners are particularly likely to face discrimination because of multiple aspects of their 
identity. This learner group also appear to experience unfair behaviour from teachers at particularly 
high rates. This does not necessarily mean teachers are systematically discriminating against 
LGBTQIA+ learners, but it does indicate that these students have far more negative perceptions of 
their interactions with teachers. This discrimination can serve as a barrier to education. 
Lower socio-economic 
Income and wealth can affect education outcomes in a number of ways. Income has a direct impact on 
the affordability and accessibility of those education services which charge fees or if transport and 
other costs are significant. 
Higher income and wealth provides access to a wider range of life experiences and to resources that 
can support learning. 
Poverty increases the likelihood of poor nutrition and other health problems, housing transience, 
unstable parent and caregiver relationships, negative peer group influences and other factors known to 
impact on educational achievement. 
Poverty during the early years of childhood can be particularly detrimental, with negative educational 
effects persisting at least into the middle years of schooling, even when family incomes improve. The 
relationship between income and education outcomes is not linear - increases in household income 
have significantly greater impacts on education outcomes for children in low-income families than 
outcomes for children in high-income families. 
Secondary school learners in diverse settings 
Users in different types of secondary school environments, for example those that transition from 
Māori-medium to English-medium: 

• There were not educationally meaningful differences – either positive or negative –
between intermediate schools and other school types in terms of student
outcomes.

• Secondary and composite schools were associated with slightly higher NCEA
attainment and performance than intermediate schools.

• Full primary and middle schools were associated with slightly lower NCEA
attainment than intermediate schools (but only at Level 3 NCEA).

• The effects of school type on attendance in Year 8 were generally the opposite of
the effects on NCEA attainment and performance.

• Some of the small differences between school types appear to be explained by
intermediate schools requiring more structural moves than full primary, secondary,
or composite schools.

• But there are also differences between school types that are left over after
adjusting for structural moves. Some of these differences slightly benefit
intermediate schools over other types of schools.

Another type of learner that is affected by a schooling transition is transitioning between a Māori-
medium contexts to an English-medium context. Learners who transition from one to the other find that 
they are going from being immersed in Māori language and culture to an environment without te reo 
and a perceived threat to their identity.  In order to respond to this transition that is difficult to some 
there should be an opportunity to become more bilingual/ biliterate and for schools to be more aware of 
the cultural and pedagogical needs of students who transition from Māori medium education.   

group, for example how to consider learners who do not have access to devices at home, which may result in less 
confidence with forms of assessment that uses digital technology. 

The qualification change should be considerate of all the design principles for an education disability framework.  
The learners with learning support needs provide structural responses to the qualification change that aligns with 
the needs of learners with disabilities. 
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Annex 2. 

Below is Potential Barriers and Possible SAC5 support that create a snapshot of accommodations that some learners require. 
Possible difficulty 
Learning (L) 
Medical (M) 
Physical (P) 
Sensory Impaired (S) 

Possible Special Assessment Condtions (SAC) 

Attention-Deficit/ Hyperactivity Disorder, Disruptive, Impluse-Control and Conduct Disorders (M) Separate Accommodation 
Rest Breaks 

Autism Spectrum Disorder (M) Separate Accommodation 
Computer 
Rest Breaks 

Back/ leg injury, chronic pain (P) Rest Breaks  
Separate Accommodation 

Deafness/ hearing impaired (S) Extra Time or Rest Breaks 
Computer or Writer 
Supervisor who is capable of signing 
Reading using sign assisted English 

Development Coordination Disorder (Dyspraxia) (P) Extra Time 
Computer or Writer 

Diabetes (M) Rest Breaks 
Separate Accommodation (if needed) 

Epilepsy (M) Separate Accommodation 
Rest Breaks 

Hand/ wrist/ arm/ should injury (chronic pain) (P) Rest Breaks 
Computer or Writer 

Head/ Brain injury (P) Rest Breaks  
Separate Accommodation 

Illegible handwriting (P) Computer or Writer 

Mental Health concerns (e.g. anxiety, depression, PTSD, etc.) (M) Rest Breaks 
Separate Accommodation 

Significant physical/ muscular or neurological disability (Paraplegia, Muscular Dystrophy, Cerebral Palsy etc.) (P) Assistive technology used as normal practice 
Rest Breaks  
Separate Accommodation 
Extra time 
Computer and/ or Writer 
Reader 

Specific Learning Disorder (L) Extra time 
Reader 
Computer or Writer 

Tourette’s Syndrome (M) Separate Accommodation 
Computer or Writer 

Vision impairment (S) Assistive technology used as normal practice 
Coloured overlay or tinted lenses (no SAC submission needed) 
Brailled Paper 
Enlarged Paper 
Special Paper 
Extra time or Rest Breaks  
Reader 
Computer or Writer  

5 NZQA 
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Background and rationale  

1. The MRIE team has been working with the Secondary Tertiary team in ELSA to form 
recommendations for appropriate, fair and contextualised literacy co-requisite assessment for 
ELLs within NCEA.   
 

2. English Language Learners (ELLs) can achieve success in NCEA curriculum areas but their literacy 

trajectory and contexts may differ from native speakers. 

3. The priority is to get ELLs on to the mainstream literacy trajectory as soon as possible through fair 

and equitable assessment tools without compromising on the literacy level required.  

4. A more contextualised assessment pathway aims to: 

• Remove barriers to achievement 

• Acknowledge the languages, identities and cultures of ELLs 

• Provide a literacy pathway for ELLs involving an approach that incorporates language 
acquisition principles 

• Allow for benchmarking against cohort in order to establish readiness for assessment  

• Assess communicative competence or ‘functional literacy’ rather than accuracy of language 
features  

• Provide a continuous pathway for ELL in terms of language development and assessment  

• Be integrated into the curriculum and support accessing the curriculum in the way most 
appropriate for ELLs 

• Enable transition to mainstream curriculum in schools, employment, training or further 
education. 

 
5. In this investigation care has been taken to ensure the level of the NCEA literacy co-requisites 

required is not compromised and that more equitable and contextualised assessment is levelled 
appropriately.  

6. The MRIE team has sought expert advice on the levelling and comparing of currently used 

qualifications and progressions in order to contribute to this work with informed advice.  

7. We have consulted with a small sector specialist group on viable alternative assessment 

pathways, particularly through using existing English Language (EL) unit standards in the NCEA 

setting.  

8. This group of experts are experienced in: 

• Professional development delivery around English Language Learning Progressions (ELLP), the 

Literacy Learning Progressions (LLP)  and the Common European Framework of Reference for 

Languages (CEFR)   

• Resource development and design for the English Language (EL) and English for Academic 

Purposes (EAP) unit standards 

• NZQA moderation and teaching of the above standards   

9. We have considered a variety of approaches that range from portfolio based assessment to 

assessments using an external tool. We have identified the advantages and disadvantages of each 

approach (see grid no 1 page 4). 
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Eligibility for accessing an alternative, more contextualised literacy level assessment 

10. We recommended that there is a clear, time-bound option for a more contextualised literacy

assessment for English language Learners (ELLs) from the proposed co-requisite literacy

assessment tool. This would be an optional alternative for ELLs in years 11-13 within their first

five years of schooling in New Zealand.

Students in this category: 

11. The main groups for whom a contextualised literacy pathway should be considered are:

• The currently funded ELLs receiving ESOL funding support from the MOE as they are in their first

five years in the NZ school system

• The international fee paying (IFP) students who need NCEA for further study

12. Numbers: Snapshot of ELLs sitting NCEA 2018

The initial analysis of numbers of ELLs in the senior school system in 2018 indicates that there

were approximately 20,558 in years 11, 12 and 13  (IFP: 2018 and ESOL funded ELLs: 2018) with

a total of 11,498 students for whom NCEA was relevant.

ESOL funded students Year 11 2,785 (no individual NCEA data) 
Year 12 2,416 
Year 13 1,898 

 (2018) Total 7,099 

IFP students NCEA L 1 (students who 
achieved) 

Year 11 4,052 921 
Year 12 5,034 1,674 
Year 13 4,373 1,804 

(2018) Total 13,459 4,399 

Note: 

• ELLs were achieving NCEA level 1 at different year levels depending on English language stages

and entry to New Zealand or time in the New Zealand school system

• These total number of IFP students also included short-stay and exchange students for whom

NCEA was not necessary

Benchmarking: Initial findings on levelling and comparatives of relevant English Language 

documents and qualifications  

13. The brief for the sector specialist group was to look mainly at possible alignment between the

literacy progressions, the English Language (EL) and English for Academic Purposes (EAP)

standards as well as their links to the Common European Framework of Reference for Languages

(CEFR) and the English Language Learning Progressions (ELLP).

14. A mapping exercise was completed to highlight the ‘best-fit’ links between the literacy

progressions, the EL standards (general and applied) and the EAP standards. These were then

also compared to CEFR levels and ELLP stages (see appendix 2).

15. It is important to note that this is an initial investigation to establish ‘best-fit’ but care was taken to

find maximum cross-over of similar indicators and skills found across the above mentioned

documents, particularly in relation to NZC curriculum level 4/5.
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Findings on levelling 

16. It was crucial to find a best fit for EL standards in relation to the Literacy Progressions to ensure

that the level of English required is not compromised. After comparing the literacy progressions

indicators with the Unit Standards suitable for assessing literacy Level 1 (EAP and EL), it was

found that the best fit were the reading and writing level 3 EL applied and/or general unit standards

(see appendix 2).

• Reading: Comparison of Year 10 literacy progressions with level 3 Applied EL standards has

only a few minor variances (e.g. differentiate between ‘large vocabulary’ by saying ‘having a

high frequency and academic vocabulary’). Otherwise the other strategies and skills have a

high degree of similarity.

• Writing: The descriptors in the literacy progressions are very similar with level 3 EL Applied
Timed writing

• 3 EAP and EL standards in general equate to B1+ –low B2 against the CEFR (P113 of the

CEFR document for descriptors)

• Both level 3 EAP standards and EL Applied unit standards correlate with level 4/5 of the

literacy progressions, the EL standards being a better fit.

17. In addition to these EL standards being a better fit, they are designed solely for English language

learners whereas the EAP standards are in the general domain. This could cause a potential

equity issue where non-ELLs are then excluded from the 3 EAPs for the literacy credits even

though they are in the general domain.

18. The EL standards are also transferable towards the New Zealand Certificate in English Language

(NZCEL) level 3 which is a prerequisite for entry to courses in the tertiary setting and for bridging

courses.

Pathways (see appendix 1) 

19. The EL standards provide a clear pathway by leading into higher English and EL qualifications

This means that new learners of English can start their NCEA literacy pathway at the ‘learner

readiness’ point right from foundation level whilst obtaining credits for NCEA. The flowchart in

Appendix 1 illustrates this pathway until the level 4/5 of the curriculum is reached as well as

options beyond that point.

20. There are from that point several options for qualifications depending on the needs of the learners

or their tertiary or employment trajectory (e.g. level 3 EAP for more vocational tertiary courses and

4 EAP for university literacy entry).

Recommendations 

21. We have considered a variety of approaches that range from portfolio based assessment to

assessments using an external tool. We have identified the advantages and disadvantages of each

approach in the grid below.

22. Our preferred choice is Option 4 using newly developed standards based on the

appropriate EL standards but externally set and marked.

23. It ensures the validity and robustness of the assessment whilst removing unnecessary

barriers to success and maintaining appropriate pathways for ELLs.

24. Teacher work load is a major consideration for literacy co-requisite and this option

provides the greatest reduction of workload for teachers.
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Grid 1. Alternative pathways to consider and recommendations 

     We have considered a variety of approaches that range from portfolio based assessment to assessments using an external tool. We have 
identified the advantages and disadvantages of each approach 

Options Further explanation Pros Cons 

Option 1  
Portfolio approach as 
suggested for the 
Marautanga. 

Consistency of assessment for 
second language learners 

Allows for assessment that 
acknowledges the languages, 
identities and cultures of ELLs 

Familiar process for teachers and 
students 

All evidence could be externally 
moderated in a similar fashion to Art 
perhaps using a comparative 
judgement  

Validity 
o Task validity
o Authenticity
o Consistency of

teacher judgements
between schools

These can all affect 
robustness of assessment 

Heavy workload for 
teachers 

Option 2 
Contextualised 
approach (internal 
assessment) using 
Level 3 Applied (low 
B2) standards OR 
Level 3 General (High 
BI) (informed by 30508) 

L3 Applied - Reading 
30996 / 31003 and 
Writing 31033 / 31044 
L3 General - Reading 
30997 / 31004 and 
Writing 28068 / 28069 

Level 3 Applied (low B2 CEFR) are at 
a higher level and may be a better 
match to the new literacy level. 

Allows for 

assessment that acknowledges the 
languages, identities and cultures of 
ELLs 

continuation of an effective learning 
pathway for ELLs that includes 
language acquisition 

The Level 3 Applied context can 
refer to employment or education 
contexts 

contextualised to the learning 
context of ELLs and allows students 
to better access the curriculum 

Can reduce barriers to success e.g. 
cognitive dissonance, unfamiliar 

Validity 
o Task validity
o Authenticity
o Consistency of

teacher judgements
between schools

These can all affect 
robustness of assessment 

Heavy workload for 
teachers 
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topics and contexts, vocabulary 
load of unfamiliar topics refer to 
Laufer and Nation’s research 
 
Minimal cost and time to develop 
 
Minimises negative impacts of 
transition on ELLs 

Options Further explanation Pros Cons 

Option 3 
Using above standards 
but internally set and 
marked and then all 
externally moderated  

However Level 3 Applied may be too 
high a level for timed, external 
assessment. It may be better to Level 
3 General high B1 (CEFR)  
 
This is because timed tasks typically 
result in lower levels of output in 
comparison to crafted tasks.  
 

• Unfamiliar contexts and topics 
cause lower scores and pass 
rates because of cognitive 
dissonance which makes text 
comprehension difficult 

• Unfamiliar vocabulary, 
collocation and language 
structures and possibly text 
types e.g. authentic texts 
mixed text types exacerbate 
the above issues. 

   

Could be marked using comparative 
judgement which is robust, efficient 
and cost-effective, 
www.nomoremarking.com 
 
Allows for  
 
assessment that acknowledges the 
languages, identities and cultures of 
ELLs 
 
continuation of an effective learning 
pathway for ELLs that includes 
language acquisition 
 
contextualised to the learning 
context of ELLs and allows students 
to better access the curriculum 
 
can reduce barriers to success e.g. 
cognitive dissonance, unfamiliar 
topics and contexts, vocabulary 
load of unfamiliar topics refer to 
Laufer and Nation’s research  
 
Minimal cost and time to develop 
 

Some concerns e.g. 
robustness of assessment 
e.g. teaching too close to 
assessment task 
 
Only some reduction in 
teacher workload 
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Minimises negative impacts of 
transition on ELLs 

Options Further explanation Pros Cons 

Option 4 
Using newly 
developed standards 
based on the 
standards above  
but externally set and 
marked 

Timed assessment 
conditions 

Refer to the difference 
between EAP writing 
standards 30508 and 
30507  

However Level 3 Applied may be too 
high a level for timed, external 
assessment. It may be better to Level 
3 General high B1 (CEFR)  

This is because timed tasks typically 
result in lower levels of output in 
comparison to crafted tasks.  

• Unfamiliar contexts and topics
cause lower scores and pass
rates because of cognitive
dissonance which makes text
comprehension difficult

• Unfamiliar vocabulary,
collocation and language
structures and possibly text
types e.g. authentic texts
mixed text types exacerbate
the above issues.

Allows for 
• assessment that

acknowledges the languages,
identities and cultures of ELLs

• continuation of an effective
learning pathway for ELLs that
includes language acquisition

Remove / reduces issues around 
robustness of assessments   

Greatest reduction of workload 
for teachers  
(Could be marked using 
comparative judgement which is 
robust, efficient and cost-effective, 
www.nomoremarking.com) 

Transparency regarding the level of 
literacy attained by ELLs which 
involves communicative 
competence as opposed to 
accuracy in surface features 

Minimises negative impacts of 
transition on ELLs 

Allows ELLs to progress to NZCEL 
as appropriate 

Likely to lead to de-
contextualised 
assessment which could 
then be mitigated by 
assessing at L3 General 
rather than L3 Applied 

Two external 
assessments will need to 
be developed informed by 
the EAP us 30508 and a 
timed version of 30511 

Options Further explanation Pros Cons 

Option 5 Laufer's research learners who knew 
95% of the words in a text would tend 

Sector perception of fairness and 
equity 

Decontextualised 
assessment (which could 
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Version of online tool 
norm-referenced for 
ELLs. 

to score 60% on a comprehension 
quiz for the text, while Nation's (2006) 
corpus research showed that learners 
who knew 98% of the words would 
tend to score 70% 

Teacher workload reduced 
be mitigated by assessing 
at L3 General rather than 
L3 Applied) 

Test accommodations can 
impact on test validity - i.e 
it incorrectly implies the 
equivalent level of 
literacy  

Points for consideration: 

25. Currently the EAP and EL writing standards are internally assessed and there are two important considerations:

a. Reliability of teacher judgements

b. Teacher workload for full internal assessment

26. Close engagement with NZQA will be necessary to establish robust moderation practices and/or external assessment development

opportunities:

• regarding the possibility of specially created EL NCEA literacy standards (as per recommendation 4)

• to ensure additional moderation practices around the EL standards used for literacy credits (e.g. external moderation, sitting under
test conditions may also add robustness).

27. The NZQA chief moderator for the EAP standards has alerted the Ministry to the Comparative judgement system. This is a process
where judges compare two responses and decide which is better. Following repeated comparisons, the resulting data is statistically
modelled and responses placed on a scale of relative quality. Research has shown the process to be as reliable as double marking, but
much quicker.www.nomoremarking.com . This could be investigated further in discussion with NZQA.
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Appendix 1     Pathways flowchart (English Language and English for Academic Purposes unit standards) 

    PATHWAYS 

Curriculum 4/5 Zone 

GENERAL English Language Unit Standards (EL)  SPECIFIC / APPLIED OPTIONS

EL 3 (Applied – academic) ELL4 (General / Employment / Academic)

(EL) F L1 L2 L3 (General) EAP 3  EAP L4 (Academic) 

EL 3 - Employment 
- Community
- (Academic)

• ELLP Stage 3 (level)     ELLP Stage 4 
• CEFR High B1/Low B2    Curriculum 6+ 

High B1 
(CEFR) 

Low B2 
(CEFR) 

Mid B2+ 
CEFR 
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Appendix 2 Comparative grid for “best fit” levelling 

EL L3 (Applied) ELLP Stage 3 CEFR Literacy Learning 
Progressions 

IELTS PIAAC 

Reading Students 
understand main 
ideas, some 
supporting details, 
specific information 
and overall 
meaning in a range 
of moderately 
complex written 
texts relevant to the 
applied context.  

May still have some 
difficulty with low- 
frequency 
vocabulary.   

Topics are 
developed to more 
complex levels in a 
variety of ways, 
using connectives to 
signal the 
relationship of ideas. 

Texts may 
interweave more 
than one text type. 

Comprehension 
requires more 
inference. 

Text use some lower 
frequency and 
technical words that 
are not easy to infer 
from context 

Texts are arranged 
in paragraphs and 
may be supported 
by diagrams, 
illustrations or 
photographs. 

B1 Can read straightforward 
factual texts on subjects 
related to his/her field and 
interests with a satisfactory 
level of comprehension. 

B2 Can read with a large 
degree of independence, 
adapting style and speed of 
reading to different texts and 
purposes, and using 
appropriate reference 
sources selectively. Has a 
broad active reading 
vocabulary, but may 
experience some difficulty 
with low-frequency idioms.  

End of Year 8 
at L4 

Students need to be 
confidently and 
deliberately 
choosing the most 
appropriate 
strategies to suit 
their purposes for 
reading in different 
learning areas. 

Use their growing 
academic and 
content-specific 
vocabulary to 
understand texts. 

5.5 Level 2 
Tasks at this level 
require the 
respondent to make 
matches between the 
text, either digital or 
printed, and 
information, and may 
require paraphrasing 
or low-level 
inferences.  

Level 3 
Texts at this level are 
often dense or 
lengthy. 
Understanding text 
and rhetorical 
structures is often 
required, as is 
navigating complex 
digital texts.  
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Writing Students: 
Use high-frequency 
vocabulary and terms 
relevant to the applied 
context with good 
control. 

Write accurate simple, 
compound and 
complex sentences, 
with minor inaccuracies 
which do not affect 
intelligibility. 

Use correct spelling, 
with only occasional 
errors.  

Topics are 
developed 
according to the 
purpose of the 
task. 
Topics are 
sustained and 
organised logically 
and coherently in 
stages.  
Ideas are linked 
with use of a 
range of 
appropriate 
connectives  

B1 Can convey 
information and ideas on 
abstract as well as 
concrete topics, check 
information and ask about 
or explain problems with 
reasonable precision. 

B2 Can express news and 
views effectively in writing, 
and relate to those of 
others. 

End of Year 8 
at L4 

Students 
• deliberately choose a clear and

logical text structure to suit their
purpose and audience,
sometimes innovating in order to
achieve this;

• use language that is appropriate
to the topic, audience, and
purpose (e.g., expressive,
academic, or subject-specific
vocabulary) and discussing these
language choices using
appropriate terms, such as
register and tone;

• organise their writing into
paragraphs in which the ideas are
clearly related and linking these
paragraphs;

• use a variety of sentence
structures, beginnings, and
lengths for effect;

5.5  Not 
specified - 
see above 

Link to Year 8 analysis of texts    Link to Year 10 analysis of texts    Link to PIAAC levels 

Note: Evaluation of relevant ESOL qualifications against the Literacy Learning Progressions 

• A closer look through ‘text analyser’ at some of the sample texts in the literacy progressions indicates a far higher CEFR level than
required at level 4/5 of the curriculum. Though not scientific, it would match level 4 EAP which is significantly above the curriculum level
needed.

• The expert group noted that this apparent ‘level’ mismatch may be due to the ‘aspirational’ aspect of the Literacy Leaning Progressions
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Key documents and research 

Charles Darr: 
• Charles Darr. (2013). English-language learners and validity. set 2013: no. 2.

http://www.nzcer.org.nz.ezproxy.auckland.ac.nz/nzcerpress/set/articles/english-language-learners-and-validity
Laufer: 

• https://www.lextutor.ca/cover/papers/schmitt_etal_2011.pdf
• https://nflrc.hawaii.edu/rfl/April2010/articles/laufer.pdf

ELLP:  https://literacyonline.tki.org.nz/Literacy-Online/Secondary-Literacy/Learning-about-my-students-needs/Knowledge-of-
the-learner/English-Language-Learning-Progressions 

CEFR:  https://www.coe.int/en/web/common-european-framework-reference-languages/table-1-cefr-3.3-common-
reference-levels-global-scale 
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Literacy and numeracy for DHH Learners 

Executive Summary 

1. The purpose of this paper is to explore the options available to accommodate deaf and

hard of hearing (DHH) learners, particularly those whose first language is NZSL, within the

constraints of the new NCEA literacy and numeracy | te reo matatini me te pāngarau co-

requisite.

2. As the new literacy and numeracy | te reo matatini me te pāngarau standards will form a

mandatory co-requisite of the NCEA qualification, it is particularly important that we get our

system settings right to support equity. This means ensuring that, as far as practicable,

every young person should have an equitable opportunity to attain the co-requisite.

3. Due to what the literacy and te reo matatini standards assess - namely reading and writing -

there are also some tensions between typical SAC accommodations (reader/writer, sign-

assisted reading/writing) and ensuring the validity of the assessment.

4. In our previous paper, ‘Literacy and numeracy: user groups,’ we recommended that all

standards take a UDL approach to design and implementation. One group whose needs we

did not explicitly address was DHH learners.

5. For DHH learners, we also need to decide whether NZSL is a valid path to literacy, or

whether we want to insist on all learners completing the literacy requirement in either

English or Te Reo Māori.

6. The provisional approach this paper recommends is to treat DHH learners as first-language

learners of NZSL, in recognition of the fact that, functionally, most DHH learners’ first

language is NZSL.

7. This means that, like the status quo arrangement for learners in the Realm countries, DHH

learners should be given the opportunity to complete their literacy requirement through the

existing or new NZSL achievement standards. While these standards are designed for

additional-language learners, the levelling of these at NCEA Levels 1, 2, 3 (curriculum

levels 6-8) is likely to approximate the levelling of the English and Te Reo Māori literacy

standards (curriculum level 4/5). Other reasonable accommodations should also be

considered, particularly for DHH learners who face multiple barriers, and in some instances,

alternative pathways to attainment may be necessary.

Recommendations 

a. Note that all DHH learners who wish to attempt the new literacy and numeracy

standards to meet the NCEA co-requisite should be encouraged to do so.

Noted 

b. Note that the Ministry will continue to work with NZQA to develop resources to

support high quality delivery of alternative pathways for DHH learners

Noted 

c. Note the options explored in this paper for credentialing literacy and numeracy for

DHH learners

Noted 

d. Agree to explore the provisional approach of treating DHH learners as English

language learners

Agree/Disagree 
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e. Agree to engage with Deaf Education to determine which option(s) is most

appropriate for the needs of DHH learners

Agree/Disagree 

Introduction 

1. The purpose of this paper is to identify the specific needs of DHH learners and how those

needs might be supported in the context of the new NCEA co-requisite. While we will touch

on numeracy and te pāngarau, the principal focus is literacy and te reo matatini.

2. As the numeracy and te pāngarau standards do not measure or attest to reading and

writing skills, it follows that DHH learners should have access to sign support for all test

instructions and numeracy questions should they so wish. Similarly, DHH learners should

be allowed to respond to numeracy or te pāngarau assessments by signing, with their

responses and workings recorded by an interpreter.

3. New Zealand Sign Language (NZSL) is a visual, embodied language with a complex and

unique linguistic structure which differs significantly from Aotearoa’s other official

languages, English and Te Reo Māori. Handshape, orientation, movement, and location

provide inflection to, and nuance the meaning of, signs. Communication may involve the

whole body, including face, posture, and placement in and use of space.

4. The Literacy and Te Reo Matatini standards emphasise production and comprehension of

written text. However, Te Reo Matatini also measures oracy, which in most common

definitions is not a prerequisite for literacy and may even disadvantage students with

speech impediments or autism.

5. If we take the core skills of reading and writing up a level, they amount to decoding and

(re)coding. As with users of any language, NZSL users habitually perform decoding and

(re)coding to derive and (re)create meaning, and it should be possible to assess these

skills. Conversely, if we restrict literacy to the parsing and production of written language,

then some deaf and hard of hearing learners would be deemed illiterate.

6. For deaf and hard of hearing (DHH) learners who do not have access to a spoken language

as their primary means of communication, proficiency in NZSL offers an alternative and

valid form of literacy. Yet most definitions of literacy continue to stress the centrality of text,

which has historically been used to refer to written language and even in its modern usages

tends to refer to a recorded form of communication which can be accessed or viewed

again. Unlike Literacy and Te Reo Matatini, NZSL does not have a written form. While this

might lead us to think of it as akin to an oral language – those languages which do not use

characters or symbols to transcribe their communications, any NZSL ‘text’ is necessarily

visual (drawings or photos of the hand signs, or a video of a person signing).

7. To test a learner’s NZSL literacy, then, would require the provision of video content for

them to decode, and a means for them to record themselves responding or answering the

assessment prompts. We will explore this as one viable option below.

8. To support the objectives of the new NCEA literacy and numeracy co-requisite, Cabinet

also recognises that in some cases we may need alternative pathways for students to attain

an NCEA qualification, or an alternative New Zealand certificate, because the co-requisite

is not suitable for their individual circumstances.

9. Alternative pathways can ensure that students are given the opportunity to meet the new

requirements within their learning context, and without interfering with the robustness of the

new benchmark and integrity of the qualification. This recognises that the way in which we
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design the standards and assessment can exclude learners from engaging and 

demonstrating the curriculum content concerned.  

Background 

10. Most humans acquire, and tend to learn from exposure to, oral language first. But there is

an obvious and noteworthy exception to this: those who are born, or become deaf or hard

of hearing, prior to developing language skills.

11. For these learners, acquisition of oral language is rendered difficult or impossible. Most will

be given the opportunity to learn sign language (in Aotearoa, this means NZSL); yet, if the

learner’s parents or caregivers are non-fluent ‘speakers’ of sign language, the DHH learner

is presented with a further barrier to language acquisition. It is harder to learn a language

from a non-fluent or inexperienced speaker of that language.

12. It is in these important senses that DHH learners may experience delays in their

development of literacy in English, Te Reo Māori, or even NZSL. In the best cases, DHH

learners will have the NZC delivered to them through NZSL, which is provided for in the

Curriculum.1 This allows DHH learners to become fluent in a language that flexes to their

unique needs.

13. Ko Taku Reo, which was formed in 2020 is a merger of two schools for DHH learners: Deaf

Education Centre combines with Kelston Deaf Education Centre. Between its two schools,

one in Auckland, one in Christchurch, it supports around 50 senior secondary students

(equivalent to NCEA Levels 1-3) per year. These learners are immersed in NZSL. Other

DHH learners are supported by Ko Taku Reo’s satellite units in mainstream schools, which

are in Wellington, as well as Auckland and Christchurch. This second group of DHH

learners tend to partake in bilingual (English and NZSL) programmes.

14. A common route by which these learners access NCEA assessments that require reading

and/or writing is through sign-supported English, which NZQA allows for as a Special

Assessment Condition (SAC).

15. The literacy requirement for NCEA is only available in English or Te Reo Māori, not NZSL.

As these languages are effectively second languages for DHH learners, and the literacy

requirement for each is set at Level 4/5 of the Curriculum, it is possible that meeting the

literacy standard in particular will present a barrier to DHH learners attaining an NCEA.

Problem definition 

16. The achievement objectives of the literacy and te reo matatini standards are the content of
the standards themselves; that is, they concern learners’ ability to read and write.

17. This leads us to ask, what is literacy? Most dictionary and everyday definitions of ‘literacy’

also focalise reading and writing. While the characters used or interpreted in these

processes may differ between languages, this would not usually extend to speaking or

sounding the characters aloud.

18. Yet, we know from research that having a knowledge of spoken language – being able to

hear and produce it – may have an impact on one’s facility with reading and writing. Deaf

and hard of hearing (DHH) learners do not experience an impediment to reading or writing

per se but, as they cannot hear or hear themselves producing phonemes, may take longer

1 p.14 of the New Zealand Curriculum sets out the important place of New Zealand Sign Language 

in teaching and learning. 
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to become literate in a language which has a spoken component such as English or Te Reo 

Māori. 

19. While being DHH does not prevent one from reading or writing, it is likely to make

proficiency harder to come by. The direct correspondence between letters or characters

and phonemes in a language such as English or Te Reo Māori makes sounding words out

an effective way to learn. But there is no such one-to-one correspondence in NZSL.

20. In considering appropriate responses to this inequitable situation which DHH learners face,
we will need to balance the intention of the new standards – to credential foundational
reading, writing, mathematics, and statistics, te reo matatini me te pāngarau – against the
accessibility of the qualification. This means that any modifications to the standards must
still allow for the accurate measurement of foundational literacy and numeracy at Level 4/5
of the National Curriculum. Exceptions to this are undesirable insofar as they create
complexity and may offer loopholes to schools and other organisations wishing to engage
in poor assessment and scaffolding practices.

21. In what follows, we consider a range of viable system settings which may offer some
benefits to DHH learners.

DHH learners require bespoke NZSL literacy standards 

22. NZSL is an official language of Aotearoa NZ and is enshrined in the NZC (alongside

English and Te Reo Māori). As all NCEA achievement standard subjects are derived from

either Te Marautanga o Aotearoa or the NZC. This suggests an entitlement for learners to

complete their education either partially or entirely through NZSL.

23. There is even an Annex to the NZC which provides detailed curriculum level progressions

for the learner who completes some or all their schooling through NZSL. But these

progressions do not include a written component. All are interactive or conversational,

using signs in situ to communicate.

24. To test a learner’s NZSL literacy, then, would require the provision of video content for

them to decode, and a means for them to record themselves responding or answering the

assessment prompts.

25. There is precedent for including more than reading and writing in the literacy standards: te
reo matatini explicitly includes and credentials oracy. But this inclusion is not to the
exclusion of reading and writing.

26. UDL principles encourage that we offer action and expression options and supports to all
so everyone can create, learn, and share. However, there is a tension between this and the
assessment of literacy and te reo matatini. The tension here is that the standards require a
particular mode of comprehension (reading text) and expression (writing text).

27. When considering the provision of the literacy standard in NZSL, it is important also to think
of pathways for DHH learners. While it is desirable to recognise and ensure parity of
esteem for NZSL within NCEA, lacking the ability to read and write in English at Level 4/5 of
the Curriculum may impact DHH learners' further education and employment opportunities.
It is therefore desirable that all DHH learners, who feel able and ready, complete the new
literacy and numeracy standards.

28. Finally, as DHH learners form a very small cohort – for example, 46 students were enrolled
in deaf education centres across Years 11-13 in 2020 – it is unlikely to be feasible for us to
develop a bespoke NZSL literacy standard. On balance, we do not recommend this option.

DHH learners as first-language learners of English or Te Reo Māori with no additional needs 

29. In developing the literacy and numeracy co-requisite for NCEA, we must consider how to

ensure the integrity of the qualification while also making sure that it is inclusive. However,

if we make no changes to the structural settings for literacy, DHH learners are unlikely to be

considered as facing barriers to participation and achievement in the literacy standard.
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30. But DHH learners do, as noted above, face considerable barriers to becoming literate in

English or Te Reo Māori. English or Te Reo are in some ways second languages for this

group and, because of this, reading and writing in English or Te Reo may be difficult for

these learners, particularly because language acquisition relies heavily on phonological

awareness.

31. On the other hand, all learners who wish to attempt the literacy and numeracy standards

must be given the opportunity to do so. Participation in assessment upholds the mana and

individual choices of a learner. We must also recognise the dignity of risk, which this

approach may be apt to achieve for DHH learners.

Why SAC alone is unlikely to meet the needs of DHH learners for literacy assessments 

32. SAC provides support to otherwise capable students in addressing various barriers to

achievement in assessments for NCEA. SAC helps students demonstrate their knowledge,

skills and understanding when being assessed, without providing an unfair advantage over

other students.

33. Many DHH learners have, or are eligible for, special assessment conditions (SAC). If a

SAC entitlement has already been approved for a learner for use in the assessment of

other standards, then it follows that these must be made available for the assessment of

literacy and numeracy | te reo matatini me te pāngarau standards.

34. For the numeracy and te pāngarau standards, the use of sign-assisted English and/or

reader/writer accommodations is likely to help create equitable assessment outcomes for

DHH learners without disadvantaging other learners as the ability to comprehend and

produce written expression is not being measured. But such an approach is less likely to

support the robustness of literacy assessments or promote fair outcomes for all learners.

35. In 2020, approximately 20 students2 used the sign-assisted English SAC, which NZQA

makes available to deaf and hard of hearing learners. This small cohort may not include all

DHH learners who could benefit from this SAC, however, as the application process for

SACs is sometimes deemed too difficult, costly, or complicated by learners, schools, or

parents. The sign-assisted English SAC is designed for learners whose first language is

NZSL. It is intended to help the learner to understand a written text through the signing of

contextual information.

36. Contextualising and aiding in the interpretation of written text necessarily aids a learner’s

reading comprehension, the level of which the reading standard, ‘Read written texts to

understand ideas and information’, sets out to assess. The use of sign-assisted English in

the reading standard would appear, then, to advantage the learner and influence their

ability to meet the performance criteria. Further research is necessary to determine whether

this supports equitable outcomes, or creates an unfair advantage, for DHH learners.

37. For the writing standard, ‘Write texts to communicate ideas and information,’ other existing

SAC provisions for DHH learners are either likely to be superfluous or inadequate

(computer, which simply transfers the written words to a screen; supervisor who can sign

assessment instructions but not the learner’s answers). Offering a reader/writer

accommodation for the writing standard would lead to a particular tension, since the central

component of this standard is coding ideas and information as written text. The use of a

reader/writer could therefore undermine the integrity of the assessment task to validly

assess those skills.

2 NZQA data. 
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38. If we shift the focus of the writing standard to ‘communication,’ though, there is a case to be

made for allowing DHH learners to use NZSL to ‘communicate ideas and information’.

Table 1. Current SAC provisions for DHH Learners 

Possible difficulty Possible Special Assessment Conditions (SACs) 

Deafness/hearing impaired (Sensory 

impaired) 

Extra Time or Rest Breaks 

Computer or Writer 

Supervisor who is capable of signing 

Reading using sign assisted English 

DHH learners as first-language learners of a language that is credentialed through NCEA for 

second-language learners 

39. The everyday language and, in some contexts, the language of instruction, for DHH

learners is neither English nor te Reo Māori. Instead, it is NZSL. As with our provisions for

learners domiciled in realm countries, there is a case to be made for flexibility in relation to

what we consider to be foundational literacy in DHH contexts.

40. One option therefore is to allow the use of NCEA achievement standards for NZSL

(designed for second-language learners) to meet the literacy requirements. This is a feature

of the status quo in the Cook Islands, where learners who do not meet the existing literacy

requirements of NCEA can otherwise meet them through Cook Islands Māori language

standards.

41. This is achieved by NZQA running a manual check on learners who have otherwise met the

requirements of NCEA but for the literacy requirements, which raises questions around

implementation. Primarily, around when the ‘check’ should take place. Although all learners

can begin to attain literacy and numeracy from year 9, we advise that NZQA should not

begin a check on the literacy standard until a learner’s completion of NCEA Level 1 as this

is when learners will have likely attempted the language standards. This will also

encourage learners to engage with the literacy and numeracy new standards themselves

where possible.

42. In the Review of Achievement Standards, new standards will be created for NZSL and will

look different to the current standards. We will keep an eye on this as the levelling of the

new standards may differ from that of the current standards.

DHH learners as second-language learners of English or Te Reo Māori 

43. The most practical, and easy to implement model, may be to treat DHH learners as ELLs.

English Language Learners (ELL) is an umbrella term for a superdiverse group of learners

who are developing English language skills. ELLs include international students, learners

with migrant backgrounds, and former refugees. DHH may also be included within this

group.3

44. We know that many ELLs have the potential to achieve at the new benchmark level,

however the cognitive process of translation could mean that the new standards are not fit

for purpose contextually. Nor do the new standards incorporate language acquisition

principles. In the status quo, ELLs can use English for Academic Purposes standards to

meet the NCEA literacy requirement.

3
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45. The Migrant, Refugee, and International Education (MRIE) team at the Ministry has

indicated a potential need for an appropriate, fair, and contextualised literacy co-requisite

assessment for ELLs within NCEA, as the literacy trajectory and contexts of ELLs may

differ from native speakers.

46. As we noted in our previous paper, we aim to continue to recognise a contextualised

pathway for ELLs, while maintaining the robustness of the new literacy requirement.

47. To ensure quality pathways for all ELL and DHH learners, it is desirable to prioritise helping

these learners to transition to the mainstream literacy trajectory as soon as possible.

48. Our general approach to designing the standards and assessment includes insights and

input from the ELL sector, including representation at the standards development and

Quality Assurance stages of development.

49. In consultation with NZQA, our any decision as to whether we should separate ELL

appropriate standards (using the Level 3 English Language standards as a template but

externally assessed) ought to come after the 2021 pilot has been completed and its results

appropriately analysed. This work may help to inform the ways in which we support DHH

learners, too.

DHH learners should be able to access the ‘discretionary pathway’ 

50. An alternative to bespoke development or using second-language achievement standards,
might be to open the ‘discretionary pathway,’ proposed in our earlier paper, to DHH
learners.

51. To meet the requirements of this pathway, a school, kura, or tertiary body would need to
provide evidence to NZQA that a learner is working at Level 4/5 of the curriculum for
literacy and numeracy/te reo matatini me te pāngarau and why a Common Assessment
Activity (as opposed to an examination) is not appropriate for the learner to complete, even
with a non-reader/writer SAC.

52. Following approval from NZQA a school, kura, or tertiary body would be able to collect
evidence of how a learner has demonstrated literacy and numeracy across the curriculum
to apply for the discretionary pathway. To ensure its robustness, the discretionary pathway
will be externally graded, with authenticity requirements imposed.

53. We are currently testing this discretionary pathway with Kingslea School, whose learners
are in the care of Oranga Tāmariki and would meet the criteria of the proposed
discretionary pathway.

Table 2. Options analysis 

Benefits Risks 

Treat DHH learners as 

first-language speakers 

of English 

Fewer exceptions to requirements 

ensure the LitNum corequisite 

appears robust 

Not eligible for any adjustments to 

literacy assessments 

Penalises learners for circumstances 

beyond their control 

Upholds the mana of all learners by 

avoiding deficit approach 

Learners more likely to fail 

assessment, diminishing their mana Rele
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Supports the widest range of 

pathways post-school for learners, 

including further study, work, and 

travel (NZSL is a minority language 

spoken by a very small group in NZ) 

May create the perception of NZSL as 

‘less-than’ other languages if we imply 

that it is not supportive of or useful to a 

variety of pathways 

Treat deaf and hard of 

hearing learners as 

additional-language 

speakers of English 

Eligible for the same provisions as 

other ‘English as an additional 

language’ learners. 

Homogenises needs of diverse 

learners. 

Could leverage off any development of 

ELL-specific standards 

Does not account for DHH learners’ 

inability to participate in or benefit from 

oracy 

More exceptions or special provisions 

may diminish the perceived robustness 

of the litnum co-requisite 

Use NZSL 

achievement standards 

as a proxy for 

assessment of DHH 

learners’ literacy 

Standards are already being 

redeveloped as part of the Review of 

Achievement standards 

Standards are designed for second-

language learners whereas DHH are 

second-language learners of English, 

not NZSL 

Mirrors the credentialing of literacy in 

Realm countries 

Levelling may be too high/too 

low/unsuitable 

Treat deaf and hard of 

hearing learners as 

different from both first- 

and additional-

language speakers due 

to their unique needs 

and a) design unique 

unit standards or b) 

provide an 

exemption/alternative 

pathway for these 

learners 

Ensures assessment is tailored to 

learners’ diverse needs 

High development and implementation 

costs for very small cohort (c. 20 deaf 

students sit NCEA each year) 

Valorises NZSL as unique and useful Unclear how mātauranga Māori or 

bicultural literacy would be 

incorporated 

Existing progressions document for all 

curriculum levels, ‘New Zealand Sign 

Language in the New Zealand 

Curriculum’ (an annex to the NZC) 

No pre-existing or international model 

of how to assess sign language 

literacy for DHH learners 

Could use new NZSL achievement 

standards as a proxy if levelling 

appropriate 

Definitional challenges as sign 

language has no written script 
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Document 14



Purpose 

1. The purpose of this paper is for you to note and agree to recommend to the NCEA Change Programme

SRO one or more of the options available for trialling portfolio-based assessment in English-medium

settings. These options are:

a. Not offering portfolio-based assessment in English-medium settings (i.e., ‘do minimum’)

b. Trialling portfolio-based assessment in a limited selection of English-medium settings during this year’s

pilot.

c. Conducting further research into portfolio-based assessment.

Background 

2. To ensure robustness, credibility, and scalability of the new Literacy and Numeracy | Te Reo Matatini me

te Pāngarau corequisite standards, Cabinet decided that these should be assessed externally. External

assessments are regulated and marked by NZQA, while internal assessments are regulated and marked

by the school or provider, with only a sample of learner evidence sent to NZQA for moderation.

3. Stakeholders across the sector were clear however that these “high-stakes” external assessments of

learners’ literacy and numeracy should not take the form of traditional end of year examinations. Non-

examination forms of externals include portfolios and Common Assessment Activities (CAAs), both of

which were considered during the development and drafting of the new standards. And The Literacy and

Numeracy Business Case (2018) signalled our intent to continue exploring portfolio-based assessment as

an interim measure to support diverse learners in English-medium settings until we could implement the

Digital Assessment Tool (DAT).

4. During last year’s pilot, however, only CAAs were offered to English-medium settings, while both portfolios

and CAAs were available to Māori-medium settings (reasons for this included scalability, cultural

appropriateness, and the suggested unsuitability of the CAA for assessing oracy).

5. Several English-medium schools and providers have since approached the Ministry about the possibility

of using the portfolio with their learners, who are sitting the Literacy and Numeracy corequisite. For

English-medium settings, however, workforce capability represents perhaps the most significant

contextual constraint upon any proposed trial or implementation of portfolio-based assessment. Current

advice from NZQA is that portfolio-based assessment cannot be scaled for English medium, or universal

access, without significant new investments. The alternative is inconsistent, and therefore flawed,

assessment.

6. This position reflects NZQA’s experience with moderating naturally occurring evidence in the past. NZQA

reports that, under the status quo, a significant proportion of unit standard literacy and/or numeracy

portfolios submitted each year for moderation do not meet their respective standards.

7. Furthermore, NZQA’s reservations about portfolio-based assessments appear to have been corroborated

by the exemplar evidence submitted to them by an alternative education provider at the end of last year’s

pilot. Notably, this provider was one of the more vocal advocates for portfolios in English medium, and

NZQA agreed to look at the kind of work they planned to submit if portfolio assessments were to be trialled

at some point in the future. NZQA reviewed these examples ‘out of cycle’ and advised that, if they had

been submitted formally for assessment, none would have met the requirements of the new standard(s).

8. Of further concern to both the Ministry and NZQA is the fact that external and internal discussion about

offering portfolio-based assessments in English-medium settings tends to frame portfolios as a suitable

‘alternative’ method of assessment for under-served learners to whom the CAA would present

insurmountable barriers. Both good intentions and deficit thinking inform these stakeholder perspectives

and do so to varying degrees.



 

9. The issues that stakeholders see with CAAs – external marking, unfamiliar texts by default, and no 

opportunities for ‘scaffolding’ – and which portfolios are supposed to rectify, do not line up with how this 

method of assessment would be operationalised. As noted, literacy and numeracy portfolios still need to 

be assessed externally; be entirely the candidate’s own work; and, in order to attest to the candidate’s 

literacy, be curated in response to somewhat unfamiliar texts. 

10. Based on the information currently available to us, then, it seems unlikely that making portfolio 

assessments more widely available would remedy the wider inequities present in the delivery of literacy 

and numeracy programmes within the education system.  

11. Of course, anecdotal evidence about the needs of NCEA learners in alternative and tertiary education 

settings should not be disregarded a priori, and the appropriateness of portfolio-based assessment for 

these learners may still need to be determined through formal, robust evidence gathering.  

12. To support joint agency decision-making, therefore, the Ministry has developed a proposal for a 

randomised trial of the portfolio in some of the English-medium 2022 pilot schools and providers, including 

foundation tertiary. To allow the Ministry and NZQA to gather useful data, selected participants would also 

need to sit the CAA, so that we can compare learners’ performances across the portfolio and CAA.  

Option A – Do minimum 

13. Currently, we have neither planned, resourced, nor begun to implement a trial of portfolio-based 

assessment in English-medium settings.  

14. If we decide to continue this way, and discount the possibility of having portfolio-based assessment in 

English-medium settings, we will need to take on the risk that portfolios may have, in fact, delivered the 

claimed benefits to learners. This is because we will not have the opportunity to assess such claims against 

learner outcomes. 

15. We expect the strongest opposition to this approach to come from providers of education to learners in 

alternative education, foundation tertiary, and ESOL programmes. We are also more likely to receive 

negative feedback from the schools and providers who have advocated for portfolios, as we will be 

perceived as unwilling to meet the sector ‘halfway.’  

16. As noted above, however, the best evidence available to us at this time indicates that portfolios in English-

medium settings would cause more harm than benefit – due to issues with robustness, scalability, validity, 

and so forth – and that CAAs will produce more comparable results, less complexity, and entail no 

immediate financial cost to the project.  

17. If you choose this option, we will need to explore what the ramifications may be for Special Assessment 

Conditions (SAC). With all learners in English-medium settings required to sit the CAA, there is a strong 

possibility that more learners will require SAC provisions. Continued work will be required on whether a 

portfolio-style approach to gathering evidence may be a suitable SAC in narrow circumstances (e.g., 

disabled students with complex needs). If this option does proceed beyond the current exploratory phase, 

we will need to ensure that this remains a narrow option for students who require it as a reasonable 

accommodation, rather than a ‘back door’ into delivering portfolios to a wider range of students. 

18. In all cases, careful communications will be required to ensure that the Māori-medium portfolio option is 

understood as being driven by the unique context of Te Marautanga o Aotearoa (including the oracy 

requirement). We also note that ongoing review of the portfolio option in Māori-medium will be required 

as, for example, the Pāngarau portfolio did not receive much uptake.  

Option B – Trial 

19. This option would entail trialling portfolio-based assessments in selected English-medium settings during 

this year’s pilot with 250-500 learners. To allow the Ministry and NZQA to gather useful data, selected 

participants will also need to sit the CAA, so that we can compare learners’ performances across the 

portfolio and CAA.  



20. Importantly, this would not represent a change in scope for the Literacy and Numeracy Project.

Exploring this option has always been ‘on the table,’ as signalled in the Literacy and Numeracy Business

Case (2018).

21. At this stage, NZQA has only provided an estimate for trialling portfolios with fifty learners, which would
cost $43,112, with the marking cost sitting at $25 per portfolio. If we intend to have a larger pilot, as
suggested above, then these costs will need to be adjusted accordingly. If it is considerably larger, this
would impact on the administrative load, and NZQA would need to reconsider the Business Liaison
Officer (BLO) support required.

22. The estimate provided covers training, BLO support, marking, and evaluation costs. Most costs are fixed
costs, but marking is a variable cost. Note that NZQA has not included all of the fixed costs for marking,
as they have already budgeted for some of these for the CAAs.

23. Offering the portfolio to pilot schools will make it clear that both NZQA and the Ministry are responsive to

stakeholder feedback, and will offer an opportunity to test the equivalency of the portfolio and CAA on a

wider scale. In the interests of fairness – and recognising the added workload this option represents for

them – schools and providers who do not want to pilot the portfolio will not have to do so. Data gathered

on portfolio-based assessments during such a trial would then inform our final decision in late 2022 on

whether to continue portfolios, and in which settings.

Risks 

24. If the trial proceeds and, at the end of this proposed trial, we find that individual learners perform better in

the portfolio than the CAA, we may need to commission a wider study and begin formal discussions with

NZQA about the possibility of making portfolios available to all learners. But this review will also need to

evaluate why learners have performed better, and whether good assessment practice has been followed

in collecting the evidence for portfolios.

25. Piloting the portfolio should supply data which we can analyse to determine whether this method of

assessment works for learners, and helps to achieve equitable outcomes for all. However, it is possible

that such analysis will simply confirm NZQA and the Ministry’s current position that portfolio-based

assessment is unsuitable and/or inequitable. Without trialling, though, it is important to keep in mind that

our decision cannot be informed by direct evidence, only by the proxy evidence from portfolios submitted

to NZQA under the status quo (in response to the current internal literacy and numeracy unit standards).

Option C 

26. We have noted from the beginning that the evidence base, whether for or against portfolio assessment, is

limited, and relies heavily on anecdote. In this sense, it is hard to make evidence-backed claims about

portfolio-based assessment – let alone its suitability for diverse learner needs. As such, it may be worth

commissioning research from NZCER or a similar independent body.

Risks 

27. As this option would entail a delay to any possible trial, it could have negative implications for full

implementation of the corequisite in 2023.

Feasibility 

28. While the paper explores a case for trialling portfolios in respect to the validity and robustness of this

method of assessment, NZQA also has strong concerns about the feasibility of portfolios, both with regards

to the proposed trial, as well as to the ongoing resource implications which would arise from a decision to

implement portfolio-based assessment post-pilot.

29. The 2022 pilot and 2023 full implementation timelines create change management, human resourcing,

and funding pressures for both the Ministry and NZQA. The addition of trialling portfolio-based assessment

in selected English-medium settings will increase these pressures. As noted above, NZQA has only

provided an estimate for trialling portfolios with fifty learners, which would cost $43,112.



30. The Literacy and Numeracy | Te Reo Matatini me te Pāngarau Project Board has discussed the attached

portfolio paper and the proposal within it. The Board recognised the challenges of scaling up portfolio-

based assessments. Similarly, they agreed that there may be issues with regards to ensuring the validity

and reliability of such assessments. They indicated, however, that they have an appetite for either a trial

or further research, particularly to support learners working towards the corequisite in English-medium

tertiary and alternative education settings.



Special Assessment Conditions 

Advice to kura and schools 

22 February 2022 V1.0 

NCEA Review Pilots 2022 
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Background 

1. For students with disabilities or other difficulties that create barriers to fair assessment,

schools can apply to NZQA on behalf of these students for Special Assessment Conditions

(SAC). Once approved, these SAC entitlements are provided for both internal and external

assessment as appropriate.

2. The NCEA Change Package states that the Review of Achievement Standards (RAS) will

deliver standards which are more accessible and, as a result, the need for SAC will decline.

Accessibility will be available by design wherever possible rather than as an add-on provided

through an application process.

3. Assessment for standards included in the NCEA Review Pilots 2022 provides an opportunity

to evaluate the extent to which greater accessibility by design has been realised

General Approach 

4. All assessment activities must be consistent with the published assessment specifications for 

the standard. This complies with current practice and ensures the credibility of the results.

5. Wherever possible, flexible assessment opportunities should be provided for all students as

appropriate and as allowed for in the specifications. This will mean that students who

previously needed to be singled out for SAC will be able to be assessed as part of the

assessment available for all students. Examples of this approach are listed below.

6. If this accessibility-by-design approach cannot occur, then students with existing SAC

entitlements must not be disadvantaged. Under these circumstances, approved SAC

entitlements must be provided.

7. This applies to the assessment of internal standards and external standards completed by a

common assessment activity (CAA), portfolio or submission. For external standards

completed by the digital examination process, SAC entitlements will need to be attached to

examination sessions as is the practice for all other examinations. This is to facilitate

planning by the Examination Centre Manager.

8. NZQA should be contacted to clarify any aspect of this approach or to discuss the

circumstances of particular students. Contact details appear below.

9. Examples of the general approach:

a. If an assessment is prepared to be completed by most students in one hour, two

hours is made available for all students to complete the assessment. This means that

students with slower processing speeds, or slower reading or writing speeds are

accommodated by design. The focus changes from students having to complete an

assessment in a specified time (i.e. timebound) to providing sufficient time for all

students to complete the assessment. There is therefore no need to provide extra

writing time for most students who have the SAC entitlement to extra time.

b. The assessment specifications may provide a number of ways in which students can

submit evidence to be assessed. This could include a written report, a video
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presentation, a poster, etc. This is available to all students by design. Any student 

whose written skills are impaired has an alternative way to provide evidence. 

Students who previously might have needed the SAC entitlement to a writer are now 

accommodated by design. 

c. Most students who have a SAC entitlement to a reader struggle particularly in

timebound assessments that require the student to read long texts. The provision of

sufficient time for all as detailed above will assist these students. For the assessment

of internal standards and during the preparation of portfolios or other submissions,

the general availability of accessibility software (such as text-to-speech applications)

and the addition of audible texts (either recorded or spoken by a teacher) for all

students will provide added assistance by design. For the assessment of external

standards using NZQA’s digital exam platform, it must be noted that this platform

does not currently support text-to-speech options.

Literacy & numeracy/ Te Reo matatini me te pāngarau Co-requisites 

10. The assessment of these co-requisites is intended to be as accessible as possible. All

students who are working at the appropriate cognitive level should be able to be assessed

regardless of disability or specific learning difficulty.

11. All SAC provisions currently available to students as Special Assessment Conditions are

applicable (as appropriate) for the assessment of literacy and numeracy/Te Reo matatini me

te pāngarau.

12. A formal SAC application approved by NZQA is not required for a school to provide this

support for students for these standards. This is particularly appropriate for students in years

9 and 10. Schools determine the type and level of support that a student may require based

on the student’s need and the professional judgement of the teacher following the principles

underlying the provision of SAC.

13. If a SAC entitlement has already been approved for a student for use in the assessment of

other standards, then these must be made available for the assessment of literacy and

numeracy/Te Reo matatini me te pāngarau standards. The student must not be

disadvantaged.

Further advice 

14. Further advice on how to provide support for students with SAC entitlements (including the

use of readers and writers) can be found at www.nzqa.govt.nz/sac.

15. Queries of a general nature relating to the application of Special Assessment Conditions for

the NCEA Review Pilots 2022 can be directed to the school’s School Relationship Manager.

Specific questions should be directed to NZQA’s SAC Team at sac@nzqa.govt.nz or 0800

697 296.
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Scoping template for NCEA operational policy issues. Revised March 2022. Page 1 of 2 

External portfolio assessments 
Purpose 
The purpose of this document is to seek TOGA’s engagement with, and advice on, possible research options 
relating to portfolio assessment and the new NCEA literacy and numeracy | te reo matatini me te pāngarau 
standards.  

The Ministry and NZQA have already agreed not to trial or implement portfolio-based assessments across all 
English-medium settings, while continuing to allow all learners in Māori-medium settings to do so. The 
Ministry has identified research needs to support ongoing decision-making in this space.  

This document sets out the problem we are trying to solve, and potential research options in pursuit of this. 
We require TOGA’s advice on the research options posited, including any additional ideas, concerns, and 
unintended consequences that it has views on.  

Deliverable & Priority 
1. Research paper informed by desktop analysis and/or field work.

2. Since we have already reached a cross-agency agreement not to make portfolio-based assessments
widely available in English-medium settings, we have considerable lead-in time – at least until the
beginning of next year (i.e., before the start of the 2023 pilot) to reach a position on whether we need to
trial it in English-medium settings.

Context 
To ensure the robustness, credibility, and scalability of the new Literacy and Numeracy | Te Reo Matatini me 
te Pāngarau corequisite standards, Cabinet decided that these should be assessed externally. External 
assessments are regulated and marked by NZQA, while internal assessments are regulated and marked by 
the school or provider, with only a sample of learner evidence sent to NZQA for moderation. As the existing 
literacy and numeracy unit standards are assessed internally, this policy setting represents a significant 
departure from the status quo. 

The Ministry considered both external portfolios and Common Assessment Activities (CAAs) as potential 
assessment methods for the new corequisite standards. During last year’s pilot, only CAAs were offered to 
English-medium settings, while both portfolios and CAAs were available in Māori-medium settings. 
Scalability, cultural appropriateness, and the current unsuitability of CAAs for assessing oracy all informed 
the decision to make portfolios available to wharekura.  

Nevertheless, several English-medium providers, who serve learners in alternative education, foundation 
tertiary, and other non-school settings, approached the Ministry about the possibility of using the portfolio to 
assess the Literacy and Numeracy corequisite. The ensuing research, analysis, and discussion, based on 
the information currently available to us, led us to conclude that making portfolio assessments more widely 
available is unlikely to remedy the wider inequities, as identified by these providers, which are present in the 
delivery of literacy and numeracy programmes within the education system. These inequities demand a 
stronger focus on teaching and learning, on entering learners for assessment only when they are ready, and 
on reminding schools, providers, teachers, and learners that CAAs are not traditional examinations.  

The Ministry and NZQA have agreed to continue to use only CAAs to assess the new Literacy and 
Numeracy | Te Reo Matatini me te Pāngarau corequisite in English-medium settings, including during this 
year’s pilot. The large cohort of learners sitting the Literacy and Numeracy standards in English-medium 
settings each year means that these CAAs will take the form of written assessment activities, which are 
delivered digitally in class and must be completed in one sitting.  

Problem definition or opportunity 
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Because CAAs are standardised, set, and marked externally, with minimal reliance on teacher input, they 
allow us to explicitly assess a learner’s literacy and numeracy skills. This enables us in turn to report 
accurately on a learner’s abilities in these crucial domains, and to ensure targeted interventions, where 
applicable.  

The decision to continue with CAAs as the sole form of assessment of the corequisite standards in English-
medium settings does not however foreclose on the ongoing work which we are carrying out for specific user 
groups. For example, the Project Team continues to consider potential ‘alternative pathways,’ as 
appropriate, for tertiary, realm countries, English Language Learners, and Deaf and Hard of Hearing 
learners. Policy work for each of these groups is not restricted to the question of portfolio-based assessment 
but considers appropriate adjustments to assessments for each user group. 

We have also agreed to continue to explore with NZQA whether there may be some exceptional 
circumstances in which portfolio evidence would be reasonable. CAAs remain the most robust and equitable 
method of assessing the new literacy and numeracy corequisite in English-medium settings. They will 
produce more comparable results, less complexity, and entail no immediate financial cost to the project.  

NZQA also has strong concerns about the feasibility and robustness of portfolios. NZQA report that, under 
the status quo, a sizeable proportion of unit standard literacy and/or numeracy portfolios submitted each year 
for moderation do not meet the performance criteria of their respective standards. Their current advice is that 
portfolio-based assessments cannot be scaled for English medium, or universal access, without significant 
new investments. The alternative is inconsistent, and therefore flawed, assessment – much like the status 
quo, with its internally marked, externally moderated, literacy and numeracy portfolios.  

We therefore see a research opportunity to determine the efficacy of portfolio assessment. While our policy 
work to date has relied on observations and evidence from NZQA, due to the gravity of the decision made, 
there is a benefit to conducting further research in this space. Options for what this research could look like 
are described in the next section. This will support the Ministry’s policy work in determining the availability of 
portfolio assessment, both generally and for specific groups.  

Possible research questions 
1. What does the literature say about the robustness and equitability of portfolio-based assessment?

2. Beyond the operational concerns shared by the Ministry and NZQA, what other risks and benefits would
allowing learners to complete the co-requisite via portfolio-based assessments entail?

Possible sources to consult 
Options for gathering evidence to inform our position on this issue include: 

1. A literature review of research into the use of externally marked portfolios of student evidence

2. An analysis of different support needs with respect to literacy assessments e.g. dyslexia, low vision,
perhaps including case studies of learners and whether portfolio-based assessments would represent an
equitable intervention for them

3. Examples from other jurisdictions, if any, who have broached this question (‘can standardised
assessment be carried out by portfolio’?)

4. Focus groups of stakeholders: learners, whānau, employers, trade tutors, etc (both on what would be
useful to them, and any other solutions we should explore; also perception of/confidence in Ministry)

Impact / outcome sought 
1. Equitable assessment opportunities and outcomes for all learners in the context of the new reading and

writing unit standards

2. Continued confidence in the Ministry;

3. Maintained or increased perception of the robustness of literacy co-requisite

4. Meaningful pathways to further study and employment for all learners
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Scoping template for NCEA operational policy issues. Revised March 2022. Page 1 of 3 

Defining ‘reading’ for the NCEA literacy co-requisite
Purpose 
The purpose of this paper is to seek TOGA’s advice on possible research options to inform Ministry decision-
making on the definition of ‘reading’ for the new literacy and numeracy | te reo matatini me te pāngarau co-
requisite – specifically for Unit Standard 32403. Specifically, we request that TOGA: 

1. reads and discusses this paper;

2. considers the tension between the perceived robustness and validity of the reading unit standard and
NZQA’s accessibility-focused proposal to roll out text-to-speech technology (‘Polly’) across all digital
NCEA assessments;

3. recommends one or more of the approaches proposed below, and one or more of the possible research
questions;

OR 

4. recommends a different approach and/or question.

Deliverable & Priority 
1. Research paper informed by desktop analysis and/or field work (see ‘possible sources to consult’).

2. Since NZQA has already agreed not to trial Polly in the reading assessment for this year’s LitNum pilot,
we have until the beginning of next year (i.e., before the start of the 2023 pilot) to reach a position on
whether this technology should be available to all learners, in all digital assessments.

Problem definition or opportunity 
NZQA has proposed to implement text-to-speech (“Polly”) across all digital NCEA assessments, with a trial 
to be run during this year’s literacy and numeracy pilot assessments. We welcome NZQA’s proposal, which 
may improve the accessibility of assessments for learners who face barriers to engaging with written texts, 
as well as supporting the engagement of learners who prefer to listen to or multimodally process texts.  

Our cross-agency agreement at this time, however, is to not make this assistive technology available during 
the reading assessments, due to the need to explore the implications of this more thoroughly. There is a 
tension between universal provision of this assistive technology and the construct validity of the reading 
assessment, since educational and everyday usages of ‘reading’ do not include ‘listening’ or deem this 
interchangeable with ‘reading’. Work also needs to be done to understand how Polly might complement 
other accessibility provisions – including Braille, large text/magnification, high-contrast, readers, and/or 
writers. 

The new reading unit standard 32403 “Read written texts to understand ideas and information,” which forms 
part of the NCEA Literacy and Numeracy | Te Reo Matatini me te Pāngarau co-requisite, does not formally 
define ‘reading’. Nevertheless, decoding, written text, and similar are mentioned throughout, and the 
standard’s three outcomes all include reading: 

1. Read to make sense of written texts
2. Read written texts with critical awareness
3. Read written texts for different purposes

The supporting products and materials for literacy also focalise reading and written text(s). Together, these 
usages indicate that the term is being applied in both its educational and everyday sense(s). The unit 
standard and materials for Te reo matatini also form a useful counterpoint, since these include oracy, and 
the standard itself explicitly assesses listening (in addition to reading). 
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To help inform decision-making on whether Polly should be available to all learners, including in the co-
requisite reading assessments, we propose to carry out research on the definition of reading. Even if we 
decide against universal provision, this does not automatically preclude provision of Polly by Special 
Assessment Condition (SAC).  

Context 
Reading 
Most academic and lay definitions of ‘reading’ include making meaning from print, which may be viewed (or 
touched in the case of Braille) on paper, a screen, or other surface.1 One fundamental skill in making 
meaning from print is decoding, which is the ability to apply knowledge of letter-sound relationships and of 
the way in which words are phonemically constructed and patterned. 

Likewise, most definitions of literacy include reading. In the context of literacy, reading is also usually 
distinguished from three other subcomponents: listening, speaking, and writing. For example, UNESCO 
defines literacy as: “the ability to identify, understand, interpret, create, communicate and compute, using 
printed and written materials associated with varying contexts. Literacy involves a continuum of learning in 
enabling individuals to achieve their goals, to develop their knowledge and potential, and to participate fully 
in their community and wider society” (UNESCO, 2004; 2017; my emphasis). 

Accessibility 
For learners with dyslexia, or who are blind or have low vision, definitions of reading that emphasise the 
process of connecting written letters and sounds at the word level may create issues of access to meaning. 
The SAC provision for a reader and/or writer in NCEA assessments aims to ensure these learners that equity 
of access to assessments that require reading and writing. Braille provisions are also available, though not 
all learners who are blind are fluent in, or choose to use, Braille, so the reader and/or writer provision may 
still be required. Using Braille also tends to sit within decoding (and therefore is accommodated by common 
definitions of reading) since the sound is mapped onto the symbol, which is engaged with tactilely. 

As learners with dyslexia are one of the groups for whom it is suggested text-to-speech will improve access, 
consideration should be given to the fact that the literacy and numeracy assessments (Common Assessment 
Activities) do not have a time limit. This means that all learners should have sufficient time in which to 
decode text – something which is anticipated to be of particular benefit to learners with dyslexia who often 
make use of the SAC provision for ‘extra time’ in their other NCEA assessments.  

NZQA's text-to-speech proposal suggests that Polly may be an appropriate response to a range of print 
disabilities. This could increase equity of access to text and provide learners who access readers and/or 
writers with an alternative. While the literature tends to support the claim that having the option to engage 
with texts through media and/or senses other than print in the context of teaching and learning– usually 
pictorial (including images and colours) aural (read aloud) and tactile (Braille) is beneficial, we are keen to 
explore text-to-speech as an access option in assessment. Other assistive technology provisions, such as 
magnification, contrast and colour settings, which Australia’s NAPLAN makes available to all learners, may 
also be considered. 

Possible research questions 
1. The first question to explore is whether or not it would be desirable to redefine reading (and why).

2. If we believe that it is desirable to redefine this commonly understood word (by excluding decoding), we
will need to answer the following questions:

1 “To receive or take in the sense of (letters, symbols, etc.) especially by sight or touch,” Merriam Webster dictionary; 
"Read: to comprehend the meaning of (something written or printed) by looking at and interpreting the written or 
printed characters,” Collins Dictionary; “Read: Reproduce mentally or vocally the written or printed words by following 
the symbols with the eyes or fingers” The concise Oxford Dictionary; "Read: to look at words or symbols and 
understand what they mean,” Cambridge Dictionary. 
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a. Are the common academic and lay definitions of reading crucial to what is meant by ‘foundational
literacy’?

b. What are the similarities and differences between reading and listening? Does redefining reading to
include listening promote equitable outcomes for all learners?

c. What other forms of modifications might be possible e.g. making text for low vision students larger?

d. In what situations would a person find it difficult or impossible to access written text via an alternative
means? (eg street signs? advertisements? contracts?) What are the implications for learner
pathways?

e. What would be the benefits, if any, to all learners if we were to redefine reading?

f. What are the risks – particularly political – from the Ministry redefining something as fundamental as
reading?

Possible sources to consult 
1. Options for gathering evidence to inform our position on this issue include:

a. A literature review of research into the importance of reading (as it is usually defined and
understood) and the scientific and/or practical comparability of listening and reading

b. An analysis of different support needs with respect to reading e.g. learners with dyslexia, or who
have low vision, perhaps including case studies of learners

c. Review of assessment practice – validity issues, incl. ecological validity, construct validity

d. Examples from other jurisdictions, if any, who have broached this question (‘what is reading’?)

e. Focus groups of stakeholders: learners, whānau, employers, trade tutors, etc (both on what reading
should include, and perception of/confidence in Ministry)

2. UDL Principles and Guidelines

3. The Literacy products and materials, including the unit standards and their objectives.

4. The Literacy & Communication and Maths Strategy (which appears to employ a much broader definition
of literacy, albeit in the context of teaching and learning

5. International and local definitions of literacy, reading, listening, and so forth.

a. e.g. PISA: Mo, J. (2019), "How does PISA define and measure reading literacy?", PISA in Focus,
No. 101, OECD Publishing, Paris, https://doi.org/10.1787/efc4d0fe-en

Impact / outcome sought 
1. Equitable assessment opportunities and outcomes for all learners in the context of the reading unit

standard (US 32403).

2. Ministry definition of ‘reading’ in the context of ‘foundational literacy’, particularly whether this includes,
and/or is interchangeable with, ‘listening’.

3. Continued confidence in the Ministry; and its ability to plan for and design valid tools for assessing
learning, skills, and knowledge

4. Maintained or increased perception of the robustness of the new literacy co-requisite

5. Meaningful pathways to further study and employment for all learners

6. The value of reading is upheld, with provisions guaranteed for those who cannot engage with the
traditional mode/medium of reading (print)

7. Avoiding streaming and deficit thinking; ensuring we tackle the most pressing equity issues.
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DRAFT – IN CONFIDENCE 

O&I Insights Report 

Literacy and Numeracy | Te Reo Matatini me te Pāngarau 

Readiness and resources  

NCEA Change Hubs:  

1. James Cook High School, Auckland – 8th August 2022

2. TKKM Ngā Taiātea, Waikato – 9th August 2022

3. Alternative Education Providers, Otago/Southland – 9th August 2022

4. Otago Boys’ High School, Otago – 10th August 2022

5. Whakatane High School, Bay of Plenty – 11th August 2022

6. Te Kahui Ākonga, NZQA – 22nd July 2022 (We have included this engagement for testing of Getting

Ready Guides)

Version 1 (18.08.22) 
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1. Context

1.1  Engagement brief 

One of the changes in the NCEA Change Programme is to introduce new Literacy and Numeracy | Te Reo 

Matatini me te Pāngarau standards that directly assess NCEA students.  Cabinet has agreed that the 

standards will be a co-requisite to the qualification.  During 2023, the Ministry is continuing to refine and 

develop the standards and assessment, and are supporting the implementation of the standards through 

a pilot, a regional support package and the development of resources to support teaching and learning.  

The Literacy and Numeracy | Te Reo Matatini me te Pāngarau team would like to use the Change Hubs to 

gain a better understanding of what is worrying schools and kura most about implementing the change, 

to ensure that our current implementation activities are appropriate and identify where there may be 

gaps e.g. in resources.  Insights from the Change Hubs will help confirm our next steps in supporting 

implementation. 

1.2  Engagement design 

What Workshops with three main stakeholder groups based on implementation conversations 

and engaging with key resources. 

The workshops will incorporate a range of activities that will allow us to understand: 

- Whether schools and kura are preparing for the changes.

- How are schools and kura preparing for the changes.

- How our current implementation supports this mahi.

Why The aims of this engagement are to: 

- understand what is worrying schools and kura most about implementing the change;

- understand whether schools are engaging with the resources that are available to

them (standards, learning matrices, teaching and learning resources etc.);

- understand how schools are embedding practice in their school to support the

changes. This is both in the classroom (how are individual teachers across the

curriculum supporting the changes) and across schools (how are school systems and

processes changing/adapting to support the changes); and

- identify the gaps in implementation support.

Who Stakeholders from our Change Hub communities: ākonga, kaiako, school leaders, 

parents/whānau; both English-medium and Māori-medium.  

Face-to-face Māori medium is key: rumaki and kura will be engaged via our Change Hub 

selections.  
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One change Hub was a full pilot school, and one piloting Numeracy. This will allow O&I to 

draw our detail on readiness and awareness of stakeholders in pilot communities for a point 

of contrast.  

When 8th-12th August 2022 

Report delivered on Friday 19th August. 

How 50-minute to 90-minute face-to-face workshops with all three stakeholder groups.

The engagements were run as a focus group/workshop that dug into how the participants 

are feeling, what actions they are taking and the resources they are using. 

1.3  Overview of engagements and stakeholder numbers 

Change 

Hub 

Date of 

engagement 

Key focus 

groups 

Pilot? Number of stakeholders engaged 

James 

Cook High 

School 

Mon 8th Aug Pacifica 

Rumaki 

Yes both Kaiako (11) 

Whānau (8)  

Ākonga (35) 

Alternative 

education 

providers 

Tue 9th Aug AE led by 

non-

teachers 

No Kaiako (8) 

Ngā 

Taiātea 

Tue 9th Aug Māori-

medium 

No Kaiako (5) 

Whānau (4) 

Ākonga (25) 

Otago 

Boys High 

School 

9th Aug 

evening and 

10th August 

day 

AE No Kaiako (9) 

AE (10) 

Ākonga (50) 

Whānau (19) 

Whakatane 11th Aug Num Pilot Kaiako (15) 

Whānau (6) 

Ākonga (14) 

Te Kahui 

Ākonga, 

NZQA 

Friday, 22nd 

July 

NZQA 

Youth 

Focus 

Group 

No Ākonga (12) Rele
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Total number of stakeholders engaged 

Stakeholder Numbers 

Kaiako 27 

Lead kaiako 13 

Ākonga 137 

Whānau 37 

Alternative education 

community  

10 
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2. Headline findings

Ākonga 

Ākonga readiness 

• Most ākonga (88% or 82% in pilot schools) told us they were unaware of the changes. All ākonga

engaged were in Year 9 or 10.

• No ākonga had accessed NCEA.ed or were aware of any resources to support their

understanding of NCEA changes.

• Most students commented on their concern about extra pressure that would be placed upon

them to pass these standards.

• Many students commented on the concern that without these standards they would not get a

qualification.

• Many students commented on feeling positive that:

- this was an online assessment;

- the tests had no time limit;

- they could have multiple opportunities to re-sit the test; and

- their teacher would direct them when they are ready.

Ākonga resources 

• Most ākonga told us the What is NCEA Literacy? What is NCEA Numeracy? are useful and

relevant resources.  Most ākonga also told us this resource explained the changes clearly, and

felt they could use it to help share the changes with their whānau.

• Most ākonga told us they would like the What is NCEA Literacy? What is NCEA Numeracy?

guides to share examples of what the CAAs might look like or what might be included in them.

• Most ākonga told us that the Getting Ready for NCEA Literacy and Numeracy resources are not

fit for purpose.  The purpose of these was not felt to be clear – ākonga could not articulate why

and how they would use the resource.

• Most ākonga told us the Getting Ready resources do not raise understanding of the NCEA

Changes themselves – this was what they wanted.

Kaiako 

Kaiako readiness 

• Most kaiako (62%) told us they were aware of changes (78% in pilot schools).

• Many kaiako told us they understood the necessity for Literacy and Numeracy changes.

• Many kaiako told us they were anxious about the extra work and being seen as teachers of

literacy and numeracy at the same time as dealing with Curriculum changes.

• Many kaiako referenced the growing gap in basic literacy and numeracy readiness when Year 9

students arrive.  Many commented on the concern for those who arrive at Year 9 as dependent

readers – these students have little time to get to the level they need to access these CAAs.
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• Many kaiako told us they would like Years 9/10 to be a space to explore their subject more

holistically and not just as NCEA prep time. Many felt the Lit/Num changes might help support

this.

• Many English and Maths kaiako worried they would be the leads for the new standards and seen

as responsible for outcomes.

• Some kaiako told us it may encourage school leaders and primary transition leads to be more

proactive in identifying those students who struggle and not allow them to ‘farm’ Lit/Num

credits.

Kaiako resources 

• Most kaiako (91%) were not aware of the Literacy and Numeracy resources on NCEA.Ed.

• Most kaiako (87%) had only seen the standards.

• Most kaiako were very complimentary about these resources when they were shared.  Most

commented that these were a great starting point to help them reflect on practice.

• Many kaiako told us that these resources make changes less daunting and draw on pedagogy

already established.

• Many kaiako told us that alongside these guides, they would hope to find a kete of resources

that model the practice suggested.

• Many kaiako told us that the changes and resources may provide an impetus to collaborate with

other subject areas.

Lead kaiako 

Lead kaiako readiness 

• Most told us that the rephasing has given some welcome thinking and breathing space.

• Many told us that their schools and kura were thinking strategically to avoid the pressure solely

resting on English and Maths, but many are in early phase of these conversations.

• Many told us that they are planning for cross-curricular PLD, and three of the four schools were

hoping to dedicate TOD 4 to this mahi.

• Many told us the English Lead was helping other subject areas plan and review language-rich

units.

• Two of the four Hubs pointed out that they had only recently re-committed to retaining Level 1

NCEA, but now that they had made this call, they could start to share more with departments

and begin some backwards mapping.

• Many told us that they are frustrated that the Curriculum refresh is following the narrowing of

the NCEA standards.  Assessments and standards are leading the conversation, not the

curriculum.

• Many told us that the new ‘rigour’ of co-requisites will help create a system shift in practice

across the curriculum to help support new Lit/Num standards.

• Many told us they were concerned for those students who they already know will not meet these

standards.

• Many commented on already stretched SACs’ capacity of schools and were concerned that some

students will leave without qualifications because they cannot access the CAAs.
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• Many told us they do not have capacity and experience for dedicated reading recovery

programmes, and this is too often a resource already used in primary school that has failed these

students.

• Many lead kaiako told us that whilst eager to begin planning for implementation, they are

nervous about adding more onto their already stretched and stressed departments.

Lead kaiako resources 

• Most lead kaiako told us they wanted the Ministry to provide an overview of these resources to

school leaders so they could more accurately understand the amount of reading and planning

that is needed and plan TOD more strategically.

• Many lead kaiako told us they would like templates or guides to help them deconstruct the

resources provided so far.

• Most lead kaiako told us that the main barrier to engaging with these resources was a lack of

time.

• Most lead kaiako told us they felt ‘bombarded’ with resources from other aspects of the NCEA

changes and whilst these resources are sound, there was a risk that if they are not guided and

supported to engage and use them, they will lose their efficacy.

• Most lead kaiako told us the barrier was the risk of losing the confidence and morale of their

teams as they are putting so many new things in front of them.

• Most lead kaiako told us they needed time to plan with other leads and to develop better shared

practice networks with primary schools to help shift literacy and numeracy pedagogy.

• Many lead kaiako said they needed the Ministry to stop providing resources and provide

practical support for how to use the resources and facilitate embedding them in their subject

areas.

• Many lead kaiako told us they wanted exemplars of how some schools are implementing and

utilising these resources.

Whānau 

Whānau readiness 

• Most whānau (86% or 81% in pilot schools) told us they were unaware of the changes: they

would expect schools to be communicating these changes, but NCEA change has not been a

part of the conversation yet.

• Many whānau were concerned that another test would add additional pressure in an education

system overly focused on controlled assessment.

• Many whānau commented on the rationale for targeting Year 9 and 10.  Many seemed surprised

that this age group would be used to gatekeep literacy and numeracy abilities. Many also

questioned if a child could get to 13/14 years without concerns about literacy and numeracy

being addressed.

• Some raised concerns about testing the ‘Covid cohort’ and making gaining an NCEA qualification

even harder.

• Some whānau questioned if NCEA changes were out of touch with Decile 1 communities.  In

many communities, whānau are prioritising supporting attendance and meeting the rising costs

of living post-pandemic.  Our Decile 1 community were clear that the issues post-Covid make it

harder to engage with schools and therefore the changes.
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Whānau resources 

• Most whānau told us that the Getting Ready for NCEA Literacy and Numeracy resources are not

fit for purpose.

• Most whānau told us the purpose of the Getting Ready guides are not clear – whānau could not

articulate why and how they would use this resource.

• Most whānau told us the Getting Ready guides are pitched at a primary/intermediate level in

both use of language and examples.

• Most whānau told us the Getting Ready resources do not raise understanding of the NCEA

Changes themselves – this was what they wanted.

• Most whānau told us they had been using these strategies with their tamariki since Year 1 and

found suggestions at times to be patronising.

• Some whānau suggested that if they had not been supporting in this way then Year 9 is too late

and they risk being overwhelmed or demoralised.
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3. Detailed findings: Ākonga

3.1  Ākonga readiness 

How do ākonga feel about the changes? 

• Many students commented on concern about extra pressure that would be placed upon them

to pass these standards.

• Many students commented on the concern that without these standards they would not get a

qualification.

• Many students commented on feeling positive that this was an online assessment.

• Many students commented on feeling positive that the tests had no time limit.

• Many students commented on feeling positive that they could have multiple opportunities to

resit the test.

• Many students commented on feeling positive that their teacher would direct them when they

are ready

• Some students asked where the speaking and listening standards were as debating and

discussion were a big part of them enjoying English.

How do ākonga think the new standards will affect them? 

• Many students said they thought the new standards would help make sure they improved their

literacy and numeracy.

• Many students felt that the new standards would not affect them that much.

• Some students told us that they didn’t understand current NCEA Literacy and Numeracy

standards and so were unsure how it would affect them.

• Many told us that if test were online and that they were not sitting written exams then it would

not be too bad.

• Some told us that they worried that failing the first time would mean they are out into different

sets and separated from their friends.

• Some told us that it would help catch students who are still struggling with reading at Year 9.

• Some told us it may help with getting dyslexic students the help they need before they start

NCEA.

Where do ākonga practice and develop their literacy and numeracy? 

• Many told us that they practice at home when reading a book.

• Most told us that English and Maths class were key to practicing literacy and numeracy.

• Many told us that they practice literacy in every lesson.

• Some told us that they used their numeracy in everyday life like at dairy or supermarket.

• Some told us they used numeracy in their science lessons.
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• Some referenced talking to parents as a way of practicing literacy.

• Some told us that helping younger siblings was a way of practicing basic literacy and numeracy.

Who / what do ākonga think will support them on the journey to passing their literacy and 

numeracy standards? 

• Most told us they saw teachers as the main source of support.

• Most referenced their English and Math teachers as a main source of support.

• Many told us they expected it would be the English and Maths teachers who told them when

they were ready to sit the tests.

• Some told us that parents would help them on this journey.

• Some told us that perhaps older siblings and cousins would help them get ready.

• Some told us they would use online resources to get themselves ready.
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3.2  Ākonga resources feedback 

Resource What is NCEA Literacy?    

What is NCEA Numeracy?  

Definition of literacy Students told us: 

• Literacy is being able to understand spoken, and written

language.

• Literacy is being able to read and understand different texts.

• Literacy is being able to write different types of texts.

• Literacy is being able to read texts so I can learn.

Definition of literacy 

feedback  

• Many told us that the definition in the What is NCEA Literacy?

booklet was too long and confusing for them.

• Many preferred their own simple one-line definitions.

• Some told us reading a paragraph to define literacy is

unexpected and could be made clearer.

• Some suggested you ask students to help define this and have

speech bubbles saying what they see as Literacy and Numeracy.

Definition of numeracy Students told us: 

• Numeracy is the ability to understand and use mathematics and

statistics.

• Numeracy is understanding how numbers and statistics are

used in our daily life.

• Numeracy is the ability to use maths in everyday life.

• Numeracy is the ability to understand and use mathematics and

statistics in daily use or work and school.

Definition of numeracy 

feedback  

• Most students felt the definition used in the booklet fitted with

their own understanding and was succinct and clear.

• This contrasted with response to the definition of literacy.

Who is this resource for? Is 

this clear?  

• Most students identified that this resource was for Year 9 and

10 students.

• Most students said it was clear who the intended audience was.

• Some told us this was a useful resource for whānau and could

be used for younger siblings in Year 7.

• Many told us that the front images were a clear indicator of the

Year 9-10 audience.

Why has it been written? • Most students understood the resource was written to help

students understand the new NCEA Literacy and Numeracy

standards.

• Most students understood the resource was written to help

students understand the new importance of Literacy and

Numeracy skills.
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• Most students understood the resource was written to help 

students understand where you might practice and develop 

your literacy and numeracy.  

 

Is the content easy to read? 

 

• Most students said the content was easy to read. 

• Most students said the images helped them navigate the 

booklet.  

• The only negative feedback came from the lengthy definition of 

Literacy and Numeracy at the start of the booklet.  

 

Is the explanation of 

standards clear? 

 

• Most students said the explanation of standards was clear.  

• Some students commented that subheadings for this section 

would be useful: what: why: when: how.  

• Many students asked if this section could have examples of how 

the CAAs would look.  

 

Examples: deeper dive into content of resource  

Are the subheadings useful? 

 

• Most students agreed the subheadings were clear and useful.  

Are the examples relevant or 

helpful? 

 

• Most said the examples were useful and helpful. 

• Some said that maybe the examples could be linked to CAA 

content. 

• Some suggested that it is misleading to reference examples of 

how we use literacy and numeracy as most students want to 

see examples of what might appear in the CAAs.  

• Some students identified the example as identifying reliable 

health advice as incongruous, in the sense that it touches upon 

a different skill of identifying bias or misinformation which 

stands out against such simplistic other examples e.g. reading 

recipe.  

• Students commented that the numeracy subheadings of where 

you practice numeracy were helpful. This is not case in literacy 

booklets.  

 

Would this resource help 

you? 

 

• Most students said that this resource would help them. 

• Some said the information could be more succinct.  

Some said it would be more helpful if it pointed to examples 

from CAA. 

 

Would this resource help 

your whānau support you?  

 

• Most students agreed it would help their whānau. 

• Some said they would imagine their whānau would like to see 

examples of the assessments and be directed to online practice 

tests.  

 

What key things would you 

change or add? 

 

• Most students when referencing a suggestion said they want to 

see examples of CAA questions. 
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• Many students asked for an overview of NCEA and credits. A 

basic diagram to introduce them to the world of NCEA. They 

don’t know what standards and credits are in Year 9.  

• Some students asked to clarify when the CAAs could be sat.  

• Some students felt you need to clarify you only need to pass 

these standards once for all NCEA levels- i.e. not sit for each 

NCEA Level qualification.  

• Some students asked to clarify who marks this CAA. 

• Some students asked to clarify how long after taking the tests 

would you know if you had passed or failed. 

• Some students identified that the focus is on how teachers can 

help you- but where is whānau.  

• Some students referenced the monotone colour pallet and if 

subheadings could pop in a different colour.  

 

 

Resource Getting Ready for NCEA Literacy?  

Getting Ready for NCEA Numeracy?    

Who is this resource for? Is 

this clear?  

 

• Most students could not identify who this resource was for.  

• Many students said the image suggested it was a resource for a 

student but when turning the page the word whānau made 

them doubt this.   

• Many told us that the front images appeared a clear indicator 

of a year 9/10 Student audience but would be useful if front 

page indicated who this is for.  

 

Why has it been written? • Most students did not understand the purpose of the resource.  

• Most students had to go back and re-read the front page to 

understand what the booklet hoped to achieve.  

• Some students questioned why booklet front page referenced 

NCEA Changes when in fact the Literacy Numeracy standards 

are not a ‘change’ for Year 9 and cohorts post 2024.  

 

Is the content easy to read? 

 

• Most students said the content was easy to read. 

• Many students commented that vocabulary and advice was 

simple and easy to follow. 

• Many students commented this could be advice offered to 

much younger students.  

 

Is the explanation of 

standards clear? 

 

• The absence of any reference to the new standards and CAAs 

was noted by most students. 

• Many students asked why this resource did not mention the 

new standards and co-requisites as surely that is the key 

change occurring for Literacy and Numeracy.  
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Examples: deeper dive into content of resource  

Are the subheadings useful? 

 

• Most students agreed the subheadings were clear and useful.  

• Many students commented on the subheadings being 

instructions and that this was clear and helpful.  

 

Are the examples relevant or 

helpful? 

 

• Most said the examples were useful and helpful. 

• Many students commented that examples and tips were sound. 

• Some suggested the advice and examples were either too 

simplistic for literate and numerate students. 

Some suggested the advice and examples were too complex or 

unrealistic for students who struggle with literacy and 

numeracy.  

 

Would this resource help 

you? 

 

• Most students commented that the usefulness of the resource 

is hindered by lack of clarity around who it is for. 

• Most students commented that the usefulness of the resource 

is hindered by lack of clarity around the new standards and that 

without this information and context the resource is not 

relevant.  

Would this resource help 

your whānau support you?  

 

• Most students agreed it could help their whānau but were 

unclear how whānau would access this resource. 

• Most said they would imagine their whānau would need to 

understand the new co-requisites and be motivated by this key 

change.   

• Some said without the context of co-requisites then the 

resource can appear at best unclear and at worst patronising.  

 

What key things would you 

change or add? 

 

• Most students commented that they need to see co-requisites 

and new standards outlined to make the resource relevant to 

any audience.  

• Many students asked for an overview of NCEA and credits. A 

basic diagram to introduce them to the world of NCEA. They 

don’t know what standards and credits are in Year 9.  

• Many students suggested the front page is key to making clear 

who this resource is for and why people should read it.  

Some students referenced the monotone colour pallet and if 

subheadings could pop in a different colour.  
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4. Detailed findings: Kaiako 

4.1  Kaiako readiness 

 

Are kaiako aware of the changes to the NCEA literacy and numeracy standards? 

• 62% were aware of changes (78% in pilot schools).  

• Most told us they had a basic awareness of the changes.  

• Many told us they were unaware of new standards.  

• Some kaiako were aware of changes as they were a pilot school 

 

Which resources have kaiako accessed? 

• Some kaiako had seen the standards documents from Subject Leads.   

• Most kaiako were unaware of teacher resources section of NCEA website. 

• Much of the testing of resources engagement time was spent navigating and showcasing these 

resources as teachers were unfamiliar. 

 

Where do kaiako get their information on the changes? 

• Most kaiako had been spoken to about the changes by leadership or Heads of Department.  

• Some kaiako had accessed NCEA.Education. 

• Some kaiako were aware of changes via media stories and pilot news. 

 

How do kaiako feel about the changes? 

• Many kaiako understood the necessity for literacy and numeracy changes.  

• Many kaiako referenced the growing gap in basic literacy and numeracy readiness when Year 9 

students arrive.  

• Many kaiako felt that it would make a difference but that it would be a long time before we saw the 

impact on basic literacy and numeracy.  

• Many kaiako told us they were anxious about the extra work and being seen as teachers of literacy 

and numeracy at the same time as dealing with curriculum changes. 

• Some told us that they were angry that the changes were capturing basic literacy and numeracy 

readiness in Year 9 and 10, which may absolve primary school teachers of the responsibility.  

• Some kaiako told us that these changes need a cross-curricula approach, but more than ever subject 

teams are siloed to deal with other Changes to NCEA and curriculum. 

• Some told us they were concerned that this constant change and demand would impact negatively 

on an exhausted teacher workforce. 
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How are kaiako preparing for the changes?  

• Most teachers told us they had some basic knowledge from staff meetings. 

• Most teachers who were aware of rephasing felt relieved they had been given more time.  

• Some kaiako had seen the new standards. 

• Some kaiako had gone through the changes as a pilot school. 

 

How do kaiako think these changes will affect their students?  

• Many kaiako commented on the concern for those who arrive at Year 9 as dependent readers.  

• Many kaiako raised fact that some learners would have been through various interventions and 

reading recovery programmes at school and if they were still struggling then this test brings further 

anxiety for them. 

• Many kaiako referenced the concern on how this may impact attendance of disengaged learners. 

• Many kaiako told us that such high stakes CAAs may lead to a narrowing of the curriculum and 

school trying to teach to the test.  

• Some kaiako told us that this may be a positive way for schools to see Year 9 and 10 as an 

opportunity to move away from NCEA readiness and focus on language rich curriculums.   

 

How do kaiako think these changes will affect their practice? 

• Many kaiako told us that they would welcome PLD to develop literacy and Numeracy pedagogy.  

• Many kaiako told us that it may provide an impetus to collaborate with other subject areas. 

• Many kaiako told us they would like Year 9 and 10 to be a space to explore their subject more 

holistically and not just as NCEA prep time.  

• Many English and Maths kaiako worried they would be the leads for the new standards and seen as 

responsible for outcomes. 

• Many English kaiako told us they would love to learn from primary colleagues how to teach reading 

skills.  

• Some kaiako told us it may encourage school leaders to be more proactive in identifying those 

students who struggle and not allow them to ‘farm’ Lit/Num credits. 

 

What else do kaiako need? 

• Most kaiako told us they wanted to see exemplars of the CAAs. 

• Many kaiako told us they wanted to complete the CAA so they are fully prepared for how it looks 

and feels. 

• Many kaiako told us they wanted PLD to develop their awareness of best practice literacy and 

numeracy pedagogy. 

• Many teachers told us they wanted less theory and more of a kete of tried and tested resources that 

they can start to trial now.  

• Many kaiako told us they want time to observe Maths and English colleagues to see how they teach 

vocabulary and basics. 

• Many kaiako told us they wanted PLD from feeder primary schools to help them understand how 

the Year 9s had been taught to read, write, approach numeracy.  
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4.2  Kaiako resources feedback  

 

NB.  Much of the testing of resources engagement time was spent navigating and showcasing these 

resources as teachers were unfamiliar. 

Kaiako resources  Key feedback  

Effective Practices in Literacy and 

Numeracy 

 

• Most kaiako were very complimentary about these 

resources. 

• Most kaiako commented that these were a great 

starting point to help them reflect on practice.  

• Many kaiako told us that these resources make changes 

less daunting and draw on pedagogy already 

established.  

• Many kaiako told us that alongside these guides they 

would hope to find a kete of resources that model the 

practice suggested.  
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https://ncea-live-3-storagestack-53q-assetstorages3bucket-2o21xte0r81u.s3.amazonaws.com/s3fs-public/2022-06/Effective%20Practices%20to%20Support%20Literacy.pdf?VersionId=9BVtLGgbZoT92qGR_3weIO7VxgplXMQg
https://ncea-live-3-storagestack-53q-assetstorages3bucket-2o21xte0r81u.s3.amazonaws.com/s3fs-public/2022-06/Effective%20Practices%20to%20Support%20Numeracy%20%281%29.pdf?VersionId=uuNoNu5kIlXCo8J7SebX2LMoy3YL0t_W
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5. Detailed findings: Lead kaiako  

5.1 Lead kaiako readiness  

 

How do lead kaiako feel about these changes? 

• Most lead kaiako told us they were positive about the co-requisites, as a change is needed. 

• Many told us that they are frustrated that the curriculum refresh is following the narrowing of the 

NCEA standards. Assessments and standards are leading the conversation not the curriculum. 

• Many lead kaiako identified the growing issue with Year 9 arriving poor literacy and numeracy. 

• Many told us that the new ‘rigour’ of co-requisites will help create a system shift in practice across 

the curriculum to help support new Lit/Num standards.  

• Many told us they were concerned for those students who they already know will not meet these 

standards. 

• Many commented on already stretched SACs’ capacity of schools and concerned that some students 

will leave without qualifications because they cannot access the CAAs.  

• Many told us they do not have capacity and experience for dedicate dreading recovery programmes 

and this is too often a resource already used in primary school that has failed these students.  

• Many lead kaiako told us that whilst eager to begin planning for implementation, they are nervous 

about adding more onto their already stretched and stressed departments.  

 

 

How are lead kaiako preparing for these changes? 

• Many told us that the rephasing has given some welcome thinking and breathing space.  

• Many told us their schools and kura were thinking strategically to avoid the pressure solely resting 

on English and Maths, but many are in early phase of these conversations.  

• Many told us that they are planning for cross-curricular PLD, and three of the four schools were 

hoping to dedicate TOD 4 to this mahi.  

• Many told us the English lead was helping other subject areas plan and review language-rich units.  

• Two of the four Hubs pointed out that they had only recently re-committed to retaining Level 1 

NCEA, but now that they had made this call, they can start to share more with departments and 

begin some backwards mapping. 

 

 

How do lead kaiako think these changes will affect your curriculum area? 

• Many lead kaiako told us that they hoped it would lead to more cross-curricula planning between 

departments.  

• Many lead kaiako told us they anticipated more open sharing of resources and unit plans.  

• Some lead kaiako told us it is hard to know how it will affect them as the focus has been Level 1 

changes. 

• Many lead kaiako told us they are frustrated that the curriculum refresh is following the narrowing of 

the NCEA standards. Assessments and standards are leading the conversation not the curriculum.  
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What else do lead kaiako need? 

• Most kaiako told us they needed time to plan with other leads and to develop better shared practice 

networks with primary schools to help shift literacy and Numeracy pedagogy.   

• Most kaiako told us they need clearer of understanding of what the CAAs will look like on the 

ground.  

• Most kaiako told us that they wanted to see sample CAAs and have clear understanding of level.  

• Many kaiako told us they wanted more information on logistics of CAAs: Key questions were: When 

will they timetable them? How will a whole cohort sit them? Can they timetable smaller groups to sit 

them at more frequent intervals? Who will mark them? When will assessment windows be? 

• Many kaiako said they needed MoE to stop providing resources and provide practical support for 

how to use the resources and facilitate embedding them in their subject areas. 

 

5.2 Lead kaiako resources feedback 

 

Lead kaiako resources  Key feedback  

Unpacking Literacy and 

Unpacking Numeracy 

 

• Many lead kaiako commented on the use of Unpacking Literacy 

and Unpacking Numeracy as a the most useful starting point for 

discussing change. 

• Most lead kaiako told us the Big Picture ideas were the key 

starting point for planning with their teachers and setting the 

tone of why we teach literacy and numeracy.   

• Some kaiako told us this document helped initiate key planning 

conversations around the cultural competencies.   

 

Literacy Pedagogy Guides 

(LPGs) 

Numeracy Pedagogy Guides 

(NPGs) 

• Most lead kaiako were complimentary about the accessibility 

and simplicity of the LPGs and NPGs. 

• Many lead kaiako commented on accessibility of both the LPG 

and NPG and the uniformity of formatting and approach.  

• Many lead kaiako commented on the: what can this look like in 

section being the most useful element of LPGs and NPGs 

• Many lead kaiako noted the usefulness of the hyperlink to 

resources.  However, many lead kaiako commented that it 

would be better for MOE to create an initial kete of resources 

rather than being directed away to random websites.  

• Many lead kaiako were grateful of this level of being work done 

to start the conversation about cross curricula literacy and 

numeracy. 

• Many lead kaiako acknowledged the LPGs and NPGs as a sound 

base and starting point. 

• Many lead kaiako commented that whilst a solid starting point 

what was now needed was templates to help them develop unit 

plans and see exemplars that are working in schools.  

• Many lead Kaiako noted the Kaiako Action plan was a start but 

your LPGs and NPGs etc answer these questions - “we need to 

be told how to do it in front of the kids”. 

Rele
as

ed
 un

de
r th

e O
ffic

ial
 In

for
mati

on
 Act 

19
82

https://ncea-live-3-storagestack-53q-assetstorages3bucket-2o21xte0r81u.s3.amazonaws.com/s3fs-public/2022-03/Unpacking%20Literacy%20%28A4%3B%20Pages%207-8%20are%20A3%29%20-%202022%20version%20FINAL.pdf?VersionId=WlD7ZJawl8K37xcS7Q.cxQQCfIaLdYoV
https://ncea-live-3-storagestack-53q-assetstorages3bucket-2o21xte0r81u.s3.amazonaws.com/s3fs-public/2022-03/Unpacking%20Numeracy%20-%202022%20version.pdf?VersionId=3pJw2JHKgklHExSM0Gd93_FRUcZZiESZ
https://ncea.education.govt.nz/literacy-pedagogy-guides-lpgs
https://ncea.education.govt.nz/numeracy-pedagogy-guides-npgs
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What would lead kaiako change or add to the resources available? 

• Many lead kaiako told us they would add templates or guides to help them deconstruct the 

resources provided so far. 

• Many lead kaiako told us they wanted exemplars of how some schools are implementing and 

utilising these resources.  

• Most lead kaiako told us they wanted MOE to provide an overview of these resources to school 

leaders so school leaders could more accurately understand the amount of reading and planning 

that is needed and plan TOD more strategically with this knowledge. 

 

 

What did lead kaiako tell us were the barriers to using these resources? 

• Most lead kaiako told us that the barrier was time. 

• Most lead kaiako told us they felt ‘bombarded’ with resources from other aspects of the NCEA 

changes and, whilst these resources are sound, there was a risk that if they are not guided and 

supported to engage and use them, they lose their efficacy.  

• Most lead kaiako told us the barriers was the risk of losing the confidence and morale of their teams 

as they are putting so many new things in front of them. 
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6.  Detailed findings: Whānau  

6.1 Whānau readiness 

  

Are whānau aware of the changes to the NCEA literacy and numeracy standards? 

• Most whānau (86% and 81% in pilot schools) were unaware of the changes and introduction of 

literacy and numeracy co-requisites. 

 

Who is informing/speaking to whānau about the changes? 

• Some whānau have been told about NCEA changes by teachers and whānau hui (15%). 

• Some whānau are aware of changes through discussions with their children who have taken part in 

pilots (9%). 

• Some whānau have been made aware of NCEA.Education by schools (12%). 

 

How do whānau feel about these changes? 

• Many whānau were positive that explicit standards for literacy and numeracy were going to be 

tested. 

• Many whānau were not aware of the declining national trend in literacy and numeracy standards.  

• Many whānau were concerned that another test would add additional pressure in an education 

system overly focused on controlled assessment.  

• Many whānau commented on why Year 9 and 10 had been targeted.  Many seemed surprised that 

this age group would be used to gatekeep literacy and numeracy abilities.  

• Many whānau asked why these standards were not met at primary school, and questioned if a child 

could get to 13/14 years without concerns about literacy and numeracy being addressed. 

• Some raised concerns about testing the ‘Covid cohort’ and making gaining an NCEA qualification 

even harder.  

• Some whānau questioned if NCEA changes were out of touch with Decile 1 communities. In some 

communities, whānau are prioritising supporting attendance and meeting the rising costs of living 

post-pandemic.  Our Decile 1 community were clear that the issues post-Covid make it harder to 

engage with Schools and therefore the changes.  

• Some suggested the expectation on some whānau is out of touch and unfair.  

 

How do whānau think these changes will affect their tamariki?  

• Many raised concerns about additional pressure created by testing. 

• Many whānau hoped their tamariki would already have these skills. 

• Many asked the question if this was the right cohort to introduce more change to post-pandemic.  

• Some were positive that these standards would help gate keep readiness to begin NCEA. 

• Some whānau of neurodiverse tamariki felt this benchmark would make schools more proactive in 

supporting tamariki with additional needs. 
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• Some whānau of tamariki for whom English is a second language commented that they were 

concerned their tamariki would be at a huge disadvantage without targeted support.  

• Some whānau raised concern around the digital aspect of the assessment and how we support 

learners who may not be familiar with digital devices to access these assessments – they feared they 

may fail based on their digital literacy and not their literacy and numeracy knowledge.  

 

Do whānau understand their role in supporting the literacy/numeracy of your tamariki? 

• Many whānau commented that schools often only contact them when there are issues with their 

child’s literacy and numeracy and so do not feel valued in their role.  

• Many whānau commented that this support starts at birth and that often this role is not encouraged 

or supported post Year 3.  

• Many whānau asked when they would be made aware if their tamariki was at risk of not passing 

these co-requisites.  

 

How do whānau support their tamariki with literacy and numeracy? 

• Many whānau commented on importance of listening and talking about school.  

• Many whānau talked about the battle in getting teenagers to read and supporting them with 

constant encouragement. 

• Many whānau talked about barriers created with social media and reliance on technology and how 

monitoring screen time is a challenge for them.  

• Many whānau talked about the importance of sitting and doing homework with tamariki and asking 

them about new vocabulary. 

• Some whānau talked about watching the news together and reading newspapers to talk about 

contemporary issues.  

 

Where do whānau think their tamariki practice literacy and numeracy?   

• Most whānau commented that they saw literacy and numeracy as not just the responsibility of 

English and Math teachers.  

• Many whānau saw the role of home in practicing literacy and numeracy.  

• Most whānau identified home life as filled with opportunity to practice literacy and numeracy: 

discussing tv and newspapers, planning grocery budgets.  
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6.2 Whānau resources feedback  

 

Resource Getting Ready for NCEA Literacy?  

Getting Ready for NCEA Numeracy?    

Who is this resource for? Is 

this clear?  

 

• Most whānau were unclear on who this resource was for.  

• Most whānau assumed it was for whānau based on front page 

but then were hugely confused by term ‘tamaiti”.  

• Many whānau assumed it was for whānau of much younger 

students and not those getting ready for NCEA. 

 

Why has it been written? • Most whānau could not articulate the purpose of the resource. 

• Many whānau asked why the co-requisites and changes were 

not outlined here as this context they felt is key.  

• Many whānau said without context of co-requisites this is a 

resource for whānau of primary school children.  

• Some whānau identified the resource as a means to assist 

parents in providing ‘tools’ to talk to their children about 

literacy and numeracy.  

 

Is the content easy to read? 

 

• Most parents told us the content was easy to read. 

• Most parents told us the examples were. 

• Some told us the examples were too simplistic for the whānau 

of teenagers.  

• Some parents felt the examples would be more pertinent for 

whānau of younger children. 

• Some commented on the te reo Māori kupu: phrases are used 

in plural or unusual phrases e.g., tamaiti (plural).  

• Some commented on not understanding te reo Māori kupu:  

“Pātai – I don’t know what this means”. “Kaiako – this is 

capitalised so I think it means teacher”. 

 

What things would you 

change or add?  

• Many told us that they would like front page to signal clearly 

who this resource is for and outline the purpose more clearly. 

• Many whānau told us that the phrase Getting ready for NCEA 

literacy is daunting as many whānau may not be familiar with 

NCEA and the lack of context and overview will hinder them 

accessing the resource.  

• Many told us that this resource could give them an intro to 

NCEA. 

• Many told us they wanted the Lit/Num co-requisites clearly 

outlined for them. 

• Many told us that they wanted to see examples of the CAA or 

be signposted to examples of content.  

• Many told us that the content, whist sound, is too simplistic for 

whānau of teenagers. 
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• Many told us the weblink section is ineffective as that is not 

how people access internet – QR codes were suggested. 

‘People don’t type addresses in anymore”.  

• Some asked for kupu Māori to be translated.  

• Some commented that Getting Ready for Numeracy pointed to 

an Australian resource and felt this was not the best promotion 

of MOE.  

• Two whānau commented on yearbook bullet point in Getting 

ready for NCEA literacy as this is not a culturally relevant in NZ. 

 

Examples: deeper dive into content of resource  

Are the subheadings useful? 

 

• Most told us the subheadings were clear and useful and 

provided good starting points to think about how they can 

help. 

• Some told us the subheadings were clear but the examples 

under them were not always useful or age appropriate.  

• Some suggested the monotone colour scheme hindered the 

impact of the subheadings.  

 

Are the examples relevant or 

helpful? 

 

• Many told us that some of the examples were pitched for 

younger students.  

• Many told us that the Getting Ready for Numeracy examples 

were not clearly signposted and too vague. 

• Many told us they preferred the explicit example suggestions of 

the Getting Ready for Literacy booklet. 

• Many whānau told us they want examples of numeracy practice 

and assessment so they can see where their children should be.  

 

Would this resource help you 

help your tamariki? 

 

• Many whānau told us they felt Year 9 was too late to start 

thinking about this practice. 

• Many whānau told us this resource was either pitched too 

simplistically or in some cases it would trigger an anxiety about 

the things whānau have not been doing. 

• Many told us the examples and advice were sound but these 

are things some whānau had been doing since Year 1.  

• Many told us the resource would be more powerful if it helped 

them understand NCEA and guided them through the Lit/Num 

corequisites so they could peak to their child with this as 

context.   

Technical Errors: Getting 

Ready for Literacy  

• Page 3: Secondary school are likely to have better overall 

wellbeing – doesn’t make sense. 

Technical Errors: Getting 

Ready for Numeracy  

• Page header: says Getting Ready for Literacy  
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7. Detailed findings: Alternative education 
providers (non-teachers) 

7.1 Context and overview 

  

Kaiako profiles Number of 

participants  

Resource tested Any notes about context of 

kaiako 

• Skill Sec  

• Youth Grow 

• Premier Institute of 

Education (Formerly 

Harrison Vaughn)  

8  1. Learning Matrix  

2. Unpacking  

3. LPGs/NPGs 

Of the eight Alt Education 

representatives, only one is a 

trained teacher.  

*None of these providers had a 

connect with a managing school. 

 

 

7.2 Alternative education providers readiness  

 

Are alternative education providers aware of the changes to the NCEA literacy and numeracy 

standards? 

• All alternative education providers represented at this engagement were aware of the changes to 

NCEA literacy and numeracy standards. 

• They had all attended an alternative education hui where Margaret Franken presented an overview 

for the changes on 1st July 2022.  

 

How do alternative education providers feel about these changes? 

• All of them told us they were hugely anxious about the changes, and they did not have the resource 

or expertise to teach these standards. 

• All told us that key to engaging the students they work with is kinaesthetic and work-placed 

learning.  All told us that testing these students would certainly impact negatively on attendance, 

engagement, and mental health.  

• All told us that the profile of AE students coming to them was younger and so these changes would 

directly affect the cohorts they are working with.  

• All participants agreed they could host the online assessment on their site, and that they would not 

send students back to school complete assessments as they had left these schools for a reason.  

• Many commented on already stretched SACs’ capacity of schools and were concerned that some 

students will leave without qualifications because they cannot access the CAAs.  
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• Most told us they felt the changes were highly ambitious, and this was not a bad thing.   

• Most acknowledged that change needed to happen, and students get too far with significant literacy 

and numeracy issues being masked and unsupported. 

• Most told us that with other educational reforms the alternative education community can be left 

behind and resources are not developed with non-teachers in mind. 

• Many told us that in their alternative education programmes they delivered standards as best they 

could and were able to incorporate workplace credits.   

• Most told us that the new standards are inaccessible to the tutors (they get what they are being 

asked to do, but they don’t know how to adapt it to our setting).  

• Most told us they would need specialised PLD and support to navigate these changes. 

 

How are the alternative education community preparing for these changes?  

• All alternative education providers told us they were not preparing for the changes.  

• “We will start prepping when we know exactly what this looks like and when there are PLD and 

resource”.  

• All the providers told us they have not yet engaged with staff about the changes as they are focused 

on retaining staff.  

• All the providers had attended the hui on 1st July and listened to Margaret Franken speak about the 

changes.  

 

How does the alternative education community think these changes will affect their ākonga?  

• All told us that the students they are dealing with have literacy and numeracy issues. Most students 

sit will in learning support space. To do anything in a space where you are under resourced and 

facing challenges with incoming students is difficult and we are unlikely able to make magic happen. 

“We focus on building relationships”. 

• Most told us that relationships are key to the success of this provision and telling students to sit an 

online test that they are likely to fail multiple times will erode trust and relationships.  

• Most told us they feared this would impact hugely on retention of good staff. Many told us that 

“staff will run away from these changes. We have had two staff move their retirement forward in 

response to Lit/Num changes.”   

• Most told us they are first and foremost social programmes with an educational program overlayed. 

Their focus is life skills and being a functioning young adult.  

• Most told us that current system allow them to explore naturally accruing opportunities to evidence 

lit and num- this is works for their ākonga. 

• Most told us that the CAA and Standards need to need to acknowledge the huge gaps in 

developmental stage (trauma, disability, alcohol etc is often why they are in AE). 

• Most told us by Year 11 these students want to be in work with NCEA level 1 completed. These 

ākonga don’t have the same opportunities to keep trying the test.  

• Most told us the current CAA model loses the opportunity to capture progress – a pass or fail does 

not allow a student to be proud of managing to achieve half of their literacy credits for example.  
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What do the alternative education community need?  

• Most told us they hoped as the changes evolved, they would think about how standards could be 

achieved outside of an online test.  

• Most told us they want to be told what to do; we are waiting for a strategy that we can engage with. 

• Most told us they need PLD as their staff are not qualified teachers. 

• Most told us they want developed resources that can be accessed by non-teachers.  

• Most told us they want to be engaged with and work alongside SMEs to develop the resources for 

the ākonga they know so well.  

• Most told us the key competencies are the best language to use.  

• Most told us that pedagogy support should start with the competencies and help us scaffold them 

with teaching resources that are ready to go. 

• Most told us they need help breaking down these changes to their staff so that they feel positive 

that they can engage “I need to be clear on what I need to tell them” 

• Most told us they need specialist help to visit AE providers and work together as a group.  

 

[For comparison, we met with St Kevin’s College-Ōmaru who have an alternative education provision based 

on site. 

The conversation could not have provided more of a contrast to the non-teacher led alternative education 

engagements.  

Headlines:  

• No concerns around the changes. 

• Alternative education provision is led by an experience Teaching Assistant who liaises directly with 

mainstream teachers to provide bespoke support for AE cohort. 

• The AE students are led by trained mainstream teachers and take part in numeracy and literacy 

recovery programmes.] 

 

7.3  Alternative education providers resources feedback  

 

Resource  Feedback headlines  

Literacy Learning Matrix • Most told us this resource is a great starting point. 

• Most told us they would expect it would need to be adapted 

for non-teachers.  

• Most told us this resource is too wordy and technical for non-

teacher audience.  

Numeracy Learning Matrix • Most told us that this was more accessible than literacy.  

• Most told us it was encouraging to see cross over vocabulary 

with trades and so this could be printed and used with trade 

tutors. 
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Literacy Effective Practice • Many told us key concepts like Growth Mind set are not 

commonly understood by non-teacher trade tutors. 

• Many told us they could see these are sound and common-

sense strategies, but they need resources to help model in work 

placed setting.  

Numeracy Effective Practice  • Many told us key concepts like Growth Mind set are not 

commonly understood by non-teacher trade tutors. 

• Many told us they could see these are sound and common-

sense strategies, but they need resources to help model in work 

placed setting.  

LPGs NPGs • Most were positive about these subject based guides and 

wondered of MOE Intention to liaise with Trade and Employers 

to develop guides to support trade pathways.  

• Some suggested they would be keen to liaise and help develop 

these resources with MoE.  

 

Key questions from alternative education community:  

• Do we need to apply for the new literacy and numeracy accreditation of standards?  

• Will we have to do new programme approval, or will it be seamless and replaced?  

• We used to have a something called 200 series: is this what you are going back to?  

• Skill Set is interested in piloting this: can this be arranged?  

• How does this affect our funding? We get paid on completion on training/qualification so not 

completion of standards.  

• Some providers only have students for 26 weeks, taking them from step 2 to step 5. What if this falls 

outside of CAA windows? 
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8.  Detailed findings: Māori-medium 

8.1 Māori-medium whānau 

 

Are whānau aware of the changes? 

• Most whānau had no understanding of these changes.  

• Most whānau had minimal understanding of current NCEA and felt anxious about the fact that it is 

changing.  

• Many whānau felt these changes might have a negative impact on the future pathways of their 

tamariki.  

• Many whānau worried that such high stakes corequisites will compound existing issues with 

attendance and engagement. 

• Many whānau commented that they worried that their tamariki could leave school with no 

qualifications. 

• Many whānau told us that kura don’t communicate these changes to them and that they are only 

engaged as whānau when there are concerns, 

• Many whānau asked about how they will be supported when their tamariki transition to secondary 

school- how will they be told if their tamariki is at risk of not passing these co-requisites. 

 

 

What support do whānau need? 

 

• Many whānau asked us why we are asking them to engage with resources in te reo Pākehā.  

• Many whānau told us they want to be led by whānau and learn and share with whānau 

• Many whānau told us Kura preload them with information via website emails and letters but don’t 

give us space to connect and discuss as whānau about what this means as a Māori medium 

community.  

 

 

How can whānau be engaged as change partners? 

 

• Many whānau encouraged the MOE to take the korero outside of kura and into their communities.  

• Many whānau told us the whole community support and develop the literacy and numeracy of 

tamariki and so we want our Iwi to feel empowered in this space – if we are to do this, where are the 

resources in te reo Māori?  

• Many whānau told us they want focused hui with Kura to show them how they can support tamariki. 

• Many whānau told us they want focused hui with Kura to showcase how they already support 

tamariki.  
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8.2  Māori-medium pilot ākonga 

 

Headlines 

• Most ākonga from pilot schools are feeling well supported by both their school and their whānau. 

• Most ākonga from pilots were positive about the CAA.  

• Most ākonga from pilots told us the ākonga who are fluent in Te Reo Māori managed more so then 

the ākonga who are not. 

Headlines from rumaki 

• Are we testing literacy and numeracy skills or their te reo knowledge?  

• Should the tests be written in both English and te reo Māori? 

 

Key suggestions 

• Most ākonga told us they needed help to share these corequisites with their whānau. 

• Most ākonga told us that leaflets and booklets is not the way to do it. 

• Many told us their whānau needed easily accessible videos and websites to break down the new 

standards and explain the changes.  

• Many ākonga told us their whānau needed to see examples of the assessments so they could 

practise together. 

 

8.3  Māori-medium TKKM ākonga 

 

Headlines 

• Most ākonga from TKKM were not aware of the changes.  

• Most ākonga had very little knowledge of NCEA overall. 

• Most ākonga felt anxious about co-requisites. 

• Many ākonga felt concerned they would fail an online test and may ākonga don’t perform well in 

tests. 

• Some ākonga felt comforted that their kaiako would let them know when they were ready. 

• Some ākonga felt comforted they could re-sit the CAA. 

 

 

Key suggestions 

 

• Most ākonga told us they needed help to understand what these co-requisites would look like. 

• Many ākonga asked where the te reo Māori resources were.  

• Most ākonga told us that leaflets and booklets is not the way to communicate with whānau.  

• Many told us their whānau needed easily accessible videos and websites to break down the new 

standards and explain the changes.  

• Many ākonga told us their whānau needed to see examples of the assessments so they could 

practise together. 
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8.4   Māori-medium kaiako 

 

Headlines 

• Many kaiako told us they were frustrated by the changes.  

• Most told us they were nervous about communicating changes to an already overwhelmed staff.  

• Many Māori-medium kaiako told us they were concerned about kaiako not having te reo capability 

which would hinder their students preparing a portfolio.  

• Te mahi Panoni, ko te tikanga ia me te panoni i ngā mea kāore I te mahi tika.  

• Many kaiako told us they felt unprepared, as they have no suitable resources for wharekura – 

Pāngarau me te reo Matatini resources are kura kaupapa resources.  

• Many liked the idea of integrating marau to achieve what is needed.   

• Many kaiako told us that the changes are valid and needed, however there is a lack of strategic 

vision, direction and resource for Māori-medium communities.  

• Most told us there needs to be more information, clarity and understanding around changes and 

how it applies to both mainstream and full immersion setting.  

• Most kaiako told us communication is imperative and the need for the MoE to be transparent with 

information. 

• Many commented on already stretched SACs’ capacity of schools and were concerned that some 

students will leave without qualifications because they cannot access the CAAs.  

 

What are kaiako support needs? 

• Many Māori-medium kaiako told us “Kāore he rauemi hei ata whakarite I te kaupapa” There are no 

resources to support preparation or plan the project in our kura.  

• Many told us “Ka taupatupatu ngā Aromatawai ki nga mahi o te kura” – there is disagreement or 

debate around what is being taught and how it is linked to assessment. 

• Many kaiako told us “Ka āhua 6 -10 tau katahi ka ū rawa tēnei panonitanga ki roto I nga kura “– it 

will take 6 – 10 years for this change to take root in schools.  

• Many told us PLD is urgently required.  

• Many kaiako told us their wharekura is always creating resourcing to share, and they feel it is time 

for MoE to allocate them proper support to develop these resources.  

• Many kaiako told us Accord days whereby kura run PLD themselves are a waste of time and creating 

more workload for internal staff who barely understand changes themselves – so when there are 

questions, they have no answers.  

• Many told us MoE needs to send out experts to the kura and start building these relationships and 

networks.  

• Many told us there is an emerging bias in the CAAs (te reo Matatini has four parts; te reo Pākehā has 

two – where is the equity?) 

• Many Māori Medium Kaiako told us the pāngarau matrix is so much more complex than numeracy – 

is this being addressed?  
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How can Māori-medium kaiako be engaged as change partners? 

• Many Māori-medium Kaiako told us subject areas are having to redevelop their curriculum 

programmes to cater to the changes and this could take several years to complete.  

• Many told us now is the time for MoE to provide more information and resources to assist all kaiako 

across the motu. This sharing and collaborating on resources will build a true equitable partnership.  

• Many kaiako told us they need exemplars specifically of the pāngarau portfolio so kaiako 

understand what is expected.  

• “I don’t want to disadvantage my ākonga because of my own reo limitations.“ 
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9.  Detailed findings: Pacifica 

9.1 Pacifica kaiako 

 

Kaiako readiness headlines 

• Most Pacifica kaiako are concerned about the lack of talanoa and collaboration with Pacific kaiako to 

support in readiness for their ākonga, and kaiako for Pacific ākonga.  

• Most Pacifica kaiako highlighted the importance of talanoa in building trust with the community and 

supporting effective solutions. 

• Most kaiako are frustrated at the lack of talanoa and consideration of how the Pacific languages can 

support with the intent and objectives of the changes, particularly with literacy. 

• Most told us the spectrum of needs for Pacifica ākonga requires a flexible approach and input from 

those with a shared understanding of Pacifica lived experience in learning.  

• Many commented on already stretched SACs’ capacity of schools and were concerned that some 

students will leave without qualifications because they cannot access the CAAs.  

• Most are concerned around the digital aspect of the assessment for Pacific learners which fails to 

understand the context of our Pacifica ākonga: 

- Many may not have computers or internet at home to be familiar with. There is concern 

learners will be based on their digital performance / abilities rather than their content 

performance. 

- The cognitive load for migrant learners from Pacific Islands is much higher. Many outer islands 

do not have computers, so they will need to navigate the use of technology on top of learning 

in a new language. 

 

Kaiako support headlines 

• Most Pacifica kaiako said there needs to be targeted resources and support for Pacific ākonga / 

kaiako of Pacific ākonga. 

• Most stated that at a bare minimum, resources and materials need to be translated for them to be 

accessible to Pacific ākonga and their parents and whānau. 

• Most stated the need for equitable resourcing to support Pacific specific roles to support ākonga – 

key support staff / personnel that understand a Pacific learner’s lived experience growing up in or 

migrating to Aotearoa.  

• Most Pacifica kaiako highlighted they are often called upon to support the large number of Pacific 

ākonga in their school even if they are not directly their teacher – either because they have the lived 

experience to best support these ākonga, or they have the sense of responsibility to support their 

Pacific community. Supporting equitable resourcing would ease the additional workload from the 

multiple hats they juggle. 

• Most highlighted the importance of parents and the community in supporting successful 

implementation of the changes for Pacific ākonga. Most also noted that many Pacific parents are 

over-employed and underpaid, so they have limited time / ability to engage.  
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• Most highlighted frustration there is no Language Learning Area specific resource for literacy, 

stating there should be resources for every subject especially if this change is to be across learning 

areas. 

• Many kaiako told us that localising learning where possible is key and ensuring that Māori and 

Pacifica identities are explored and celebrated in curriculums. 

 

9.2  Pacifica ākonga 

Ākonga readiness headlines 

• Pacifica ākonga were not aware that were changes happening in NCEA or how it would impact them.  

• Most Pacifica ākonga told us the idea of the CAA made them nervous. 

• Most Pacifica ākonga had lots of questions about the CAAs e.g., how many pages are in the test, 

how long would the test take, what format the test would be in.  

• Many Pacifica ākonga questioned the mode the test would be in and were concerned around 

fairness – some students thought that the device would provide an unfair advantage to students 

whereas others raised concerns that not all students are digitally literate or have access to devices 

and internet.  

 

Ākonga support headlines 

• Most Pacifica ākonga asked why resources were not available in their languages so they can discuss 

with whānau.  

• Many Pacifica ākonga told us that they would prefer a social media approach to supporting them 

with the changes: ākonga told us that a peer-to-peer video – “tips and tricks” would be more 

impactful. A video would be more engaging, particularly if a student was explaining the changes 

directly to their peers.  

• Many Pacifica ākonga told us they wanted their teachers to be more proactive to share resources 

with them.  

• Many Pacifica ākonga anticipated accessibility issues as English was their second language – they 

asked if assessments could be translated for bilingual students to help prepare and they felt this 

especially necessary in numeracy space. 
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Appendix 1: Ākonga engagement plan 

Timing  Session / purpose Questions / Activity Notes 

2 mins Intro 
 
Get participants settled  
Welcomes and Intros  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

• Introduce yourself  
 

- Ministry Education, work focused on the delivery of the NCEA 
changes 

 
- Our team responsible for making sure that any products or materials 

or things that are developed as part of the NCEA changes, have 
input from people in the real world 

 
- Fit for purpose 
 
- We’re here today to talk to you about some of those products that 

will be developed as part of the NCEA changes – specifically around 
the New Standards for NCEA Literacy and Numeracy  

 
- Really want to hear your genuine feedback – no wrong answers  
 
- Anything you tell us will only help make sure that what’s developed 

back at HQ, actually takes into account your views and works for 
people like you who will be impacted by these changes in the future 

 
- Not responsible for developing any of this work – simply here to 

listen to you, and make sure that anything you say is feed into this 
work – so don’t feel like you need to hold back on anything 

 
- Here will be taking notes of everything you say, that’s just to make 

sure we’re capturing what you say – but don’t worry, we’ll only be 
recording what you say, and not who said it – encourage you to write 
detailed notes on the papers, worksheets and post its 

2 minutes  Ice Breaker  Thing I am enjoying most about school this term.    

2 Minutes  LEF Poses Question:  
Ākonga use worksheet A  

Are you aware of the new NCEA Literacy and Numeracy 
standards? 
If Yes: who has informed/spoken to you about these changes  

 

5 Minutes  The NCEA Literacy and 
Numeracy Changes  

Standards in a nutshell – PPT Slide   

3 Minutes  LEF Poses Question:  
Ākonga use worksheet A 

How do I feel about these standards?  
How do you think these standards will affect you?  
 

 

5 Minutes  LEF Poses Question:  
Ākonga use worksheet A 

Where do I practice and develop my literacy and numeracy? 
Who/what will support me on the journey to passing my 
literacy/numeracy standards?  
 

 

3 minutes  What is literacy? 
What is numeracy?  
Ākonga use worksheet B 

Ākonga split into pairs and groups: 
1. Team A Literacy define  
2. Team B Numeracy define  
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1 Minute  Handout resources   

 

Getting Ready for NCEA Literacy  

Getting Ready for NCEA Numeracy  

 

 

10 
Minutes  

Perspective: 4 Questions  
Ākonga use worksheet B 

a) Who is this resource for? Is this clear? 
b) Why has it been written? 
c) Is the content easy to read? 
d) Is explanation of standards clear? 

 

15 
minutes:  

Examples: 4 Questions  
Ākonga use worksheet B 

a) Are the subheadings useful? 
b) Are the examples relevant or helpful?  
c) Would this resource help you? 
d) Would this resource help your whānau support 

you? 
e) What key things would you change or add?  

 

 

2 minutes  Feedback  One thing I would change about delivery of this session PINK  
 
One thing I would change about the leaflet GREEN  
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Appendix 2: Kaiako engagement plan 

Timing  Session / purpose Questions / Activity Notes 

2 mins Intro 
 
Get participants settled  
Welcomes and Intros  
 
Lit Num Pilot Status:  
JCHS- Full Pilot  
Whakatane- Num Pilot  
OBHS – Neither  
Ngā Taiātea- Neither  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

• Introduce yourself  
 

- Ministry Education, work focused on the delivery of the NCEA 
changes 

 
- Our team responsible for making sure that any products or materials 

or things that are developed as part of the NCEA changes, have 
input from people in the real world 

 
- Fit for purpose 
 
- We’re here today to talk to you about some of those products that 

will be developed as part of the NCEA changes – specifically around 
the New Changes to NCEA Literacy and Numeracy. Acknowledge 
where your Hubs pilot status- where applicable. Get an indication of 
kaiako of who is involved in the pilot 

 
- Really want to hear your genuine feedback – no wrong answers  
 
- Anything you tell us will only help make sure that what’s developed 

back at HQ, actually takes into account your views and works for 
people like you who will be impacted by these changes in the future 

 
- Not responsible for developing any of this work – we are not the 

experts simply here to listen to you, and make sure that anything you 
say is feed into this work – so don’t feel like you need to hold back 
on anything 

 
- Here will be taking notes of everything you say, that’s just to make 

sure we’re capturing what you say – but don’t worry, we’ll only be 
recording what you say, and not who said it – encourage you to write 
detailed notes on the papers, worksheets and post its 

 

3 Minutes  LEF Poses Question:  
Kaiako use worksheet A 
(double sided A3 sheet) 

Are you aware of the changes to NCEA Literacy and 
Numeracy standards? 
  
Staff can begin filling in worksheets as soon as they enter 
room  

 

LEF Poses Question:  
Kaiako use worksheet A 

If Yes: who has informed/spoken to you about these changes 

If Yes: Where have you accessed this information?   

If Yes, Which resources have you accessed?  

 

 

y The NCEA Literacy and 
Numeracy Changes  

Changes in a nutshell – PPT Slide   

5 Minutes  LEF Poses Question:  
Kaiako use worksheet A 

How do I feel about these changes?  
How am I preparing for these changes?  
How do you think these changes will affect your students?  

How do you think these changes will affect your practice?  
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3 minutes  Share Overview of 
Resources  

1. Learning Matrices for Literacy and Numeracy 
2. Unpacking Literacy and Unpacking Numeracy 
3. Readiness tools 
4. Effective Practices in Literacy and Numeracy 
5. Literacy Pedagogy Guides (LPGs) 
6. Numeracy Pedagogy Guides (NPGs) 

 
 
1 and 2 and 3 are core resources that are for reference. They 
are available for people to look at but engagements will focus 
on 4. Effective Practices and 5.6 LPGs and NPGs   
 

 

1 Minute  Handout resources   
 

1 and 2 and 3 are core resources that are for reference. They 
are available for people to look at but engagements will focus 
on 4. Effective Practices and 5.6 .LPGs and NPGs   
 
Clarify that resource 1-3 will not change…unlike 4-6 which 
will be adapted as implementation planning continues 
 
Give option of whether teachers want to rotate or whether 
they want to focus on specific resources and then feedback 
on worksheets. There are too many resources, so we want 
kaiako to have the agency to look at ones they are most 
interested in and engage with them.  

 

30 
minutes 

LEF Poses Question:  

Kaiako use worksheet A 
1. How would you (how do you already) use this 

resource? 

2. Which resources will be (or have been) most 

useful? 

3. What else do you need?  

4. What key things would you change or add?  

5. How are you supporting whānau to understand 

their role in the changes?  

6. How are you supporting Year 9 and 10 ākonga 

understand the new standards?  

 

 

2 minutes  Feedback  Any unanswered questions? we may not have the answers, 
but we will note and respond. 
 
 
One thing I would change about delivery of this session PINK  
 
One thing I would change about the leaflet GREEN  
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https://ncea.education.govt.nz/literacy-and-numeracy/literacy/learning
https://ncea-live-3-storagestack-53q-assetstorages3bucket-2o21xte0r81u.s3.amazonaws.com/s3fs-public/2022-05/Numeracy%20Learning%20Matrix%20-%20updated%202022%20%28A4%29_0.pdf?VersionId=aL1S86bAQ6.KPKJzYctcrctbPt1JFPA7
https://ncea-live-3-storagestack-53q-assetstorages3bucket-2o21xte0r81u.s3.amazonaws.com/s3fs-public/2022-03/Unpacking%20Literacy%20%28A4%3B%20Pages%207-8%20are%20A3%29%20-%202022%20version%20FINAL.pdf?VersionId=WlD7ZJawl8K37xcS7Q.cxQQCfIaLdYoV
https://ncea-live-3-storagestack-53q-assetstorages3bucket-2o21xte0r81u.s3.amazonaws.com/s3fs-public/2022-03/Unpacking%20Numeracy%20-%202022%20version.pdf?VersionId=3pJw2JHKgklHExSM0Gd93_FRUcZZiESZ
https://ncea-live-3-storagestack-53q-assetstorages3bucket-2o21xte0r81u.s3.amazonaws.com/s3fs-public/2022-05/Readiness%20for%20Te%20Reo%20Matatini%20me%20te%20P%C4%81ngarau.pdf?VersionId=u4rM8q32BicqxT98NbS.aiTQ8JGjbNde
https://ncea-live-3-storagestack-53q-assetstorages3bucket-2o21xte0r81u.s3.amazonaws.com/s3fs-public/2022-06/Effective%20Practices%20to%20Support%20Literacy.pdf?VersionId=9BVtLGgbZoT92qGR_3weIO7VxgplXMQg
https://ncea-live-3-storagestack-53q-assetstorages3bucket-2o21xte0r81u.s3.amazonaws.com/s3fs-public/2022-06/Effective%20Practices%20to%20Support%20Numeracy%20%281%29.pdf?VersionId=uuNoNu5kIlXCo8J7SebX2LMoy3YL0t_W
https://ncea.education.govt.nz/literacy-pedagogy-guides-lpgs
https://ncea.education.govt.nz/numeracy-pedagogy-guides-npgs
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Appendix 3: Lead kaiako engagement plan 

Timing  Session / purpose Questions / Activity Notes 

2 mis Intro 
 
Get participants settled  
Welcomes and Intros  
 
Lit Num Pilot Status:  
JCHS- Full Pilot  
Whakatane- Num Pilot  
OBHS – Neither  
Ngā Taiātea- Neither  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

• Introduce yourself  
 

- Ministry Education, work focused on the delivery of the NCEA 
changes 

 
- Our team responsible for making sure that any products or materials 

or things that are developed as part of the NCEA changes, have 
input from people in the real world 

 
- Fit for purpose 
 
- We’re here today to talk to you about some of those products that 

will be developed as part of the NCEA changes – specifically around 
the New Changes to NCEA Literacy and Numeracy. Acknowledge 
where your Hubs pilot status- where applicable. Get an indication of 
kaiako of who is involved in the pilot 

 
- Really want to hear your genuine feedback – no wrong answers  
 
- Anything you tell us will only help make sure that what’s developed 

back at HQ, actually takes into account your views and works for 
people like you who will be impacted by these changes in the future 

 
- Not responsible for developing any of this work – we are not the 

experts simply here to listen to you, and make sure that anything you 
say is feed into this work – so don’t feel like you need to hold back 
on anything 

 
- Here will be taking notes of everything you say, that’s just to make 

sure we’re capturing what you say – but don’t worry, we’ll only be 
recording what you say, and not who said it – encourage you to write 
detailed notes on the papers, worksheets and post its 

3 Minutes  The NCEA Literacy and 
Numeracy Changes  

Staff can begin filling in worksheets as soon as they enter 
room  
Changes in a nutshell – PPT Slide  
This group are Subject Leaders so be mindful they will 
hopefully have more insight and understanding.  

 

10 
Minutes  

LEF Poses Question:  
Lead Kaiako use 
worksheet A (double 
sided A3 sheet) 

1. How do I feel about these changes?  
2. How am I preparing for these changes?  
3. How do you think these changes will affect your 

curriculum area? 
4. How do you think these changes will affect your 

practice and practice of your team?  
5. Concerns:  

 
 

 

1 Minute  Handout resources   
 

1 and 2 and 3 are core resources that are for reference. They 
are available for people to look at but engagements will focus 
on 4. Effective Practices and 5.6 .LPGs and NPGs   
 
Clarify that resource 1-3 will not change…unlike 4-6 which 
will be adapted as implementation planning continues 
 
Give option of whether subject leaders want to rotate or 
whether they want to focus on specific resources and then 

 

Rele
as

ed
 un

de
r th

e O
ffic

ial
 In

for
mati

on
 Act 

19
82



Insight Report – Literacy and Numeracy readiness and Iimplementation  

NCEA Change Hubs: Ākonga, Kaiako and Whānau  

 

42 

DRAFT – IN CONFIDENCE 

feedback on worksheets. There are too many resources, so 
we want kaiako to have the agency to look at ones they are 
most interested in and engage with them.  

5 minutes  Overview of Resource: 
1 and 2and 3 are core 
resources that are for 
reference. They are available 
for people to look at but 
engagements will focus on 4. 
Effective Practices and 5.6 
.LPGs and NPGs   

  

7. Learning Matrices for Literacy and Numeracy 
8. Unpacking Literacy and Unpacking Numeracy 
9. Readiness tools 
10. Effective Practices in Literacy and Numeracy 
11. Literacy Pedagogy Guides (LPGs) 
12. Numeracy Pedagogy Guides (NPGs) 

 
 
 

 

20 
Minutes  

LEF Poses Question:  
Kaiako use worksheet A 

1. Which resources have you accessed?  
2. How are you using these resources? 
3. Which have been most useful? 
4. What else do you need?  
5. What would you change or add? 
6.  Barriers to using the resource:  

 

10 
Minutes  

LEF Poses Question:  
Kaiako use worksheet A 

• How are you preparing whānau to understand their 
role in the changes?  

• How are you preparing Year 9 and 10 ākonga to 
understand the changes?  

 

 

2 minutes  Feedback  Any unanswered questions? we may not have the answers, 
but we will note and respond. 
 
One thing I would change about delivery of this session PINK  
 
One thing I would change about the leaflet GREEN  
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https://ncea.education.govt.nz/literacy-and-numeracy/literacy/learning
https://ncea-live-3-storagestack-53q-assetstorages3bucket-2o21xte0r81u.s3.amazonaws.com/s3fs-public/2022-05/Numeracy%20Learning%20Matrix%20-%20updated%202022%20%28A4%29_0.pdf?VersionId=aL1S86bAQ6.KPKJzYctcrctbPt1JFPA7
https://ncea-live-3-storagestack-53q-assetstorages3bucket-2o21xte0r81u.s3.amazonaws.com/s3fs-public/2022-03/Unpacking%20Literacy%20%28A4%3B%20Pages%207-8%20are%20A3%29%20-%202022%20version%20FINAL.pdf?VersionId=WlD7ZJawl8K37xcS7Q.cxQQCfIaLdYoV
https://ncea-live-3-storagestack-53q-assetstorages3bucket-2o21xte0r81u.s3.amazonaws.com/s3fs-public/2022-03/Unpacking%20Numeracy%20-%202022%20version.pdf?VersionId=3pJw2JHKgklHExSM0Gd93_FRUcZZiESZ
https://ncea-live-3-storagestack-53q-assetstorages3bucket-2o21xte0r81u.s3.amazonaws.com/s3fs-public/2022-05/Readiness%20for%20Te%20Reo%20Matatini%20me%20te%20P%C4%81ngarau.pdf?VersionId=u4rM8q32BicqxT98NbS.aiTQ8JGjbNde
https://ncea-live-3-storagestack-53q-assetstorages3bucket-2o21xte0r81u.s3.amazonaws.com/s3fs-public/2022-06/Effective%20Practices%20to%20Support%20Literacy.pdf?VersionId=9BVtLGgbZoT92qGR_3weIO7VxgplXMQg
https://ncea-live-3-storagestack-53q-assetstorages3bucket-2o21xte0r81u.s3.amazonaws.com/s3fs-public/2022-06/Effective%20Practices%20to%20Support%20Numeracy%20%281%29.pdf?VersionId=uuNoNu5kIlXCo8J7SebX2LMoy3YL0t_W
https://ncea.education.govt.nz/literacy-pedagogy-guides-lpgs
https://ncea.education.govt.nz/numeracy-pedagogy-guides-npgs
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Appendix 4: Whānau engagement plan 

Timing  Session / purpose Questions / Activity Notes 

2 mins Intro 
 
Get participants settled  
Welcomes and Intros  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

• Introduce yourself  
 

- Ministry Education, work focused on the delivery of the NCEA 
changes 

 
- Our team responsible for making sure that any products or materials 

or things that are developed as part of the NCEA changes, have 
input from people in the real world 

 
- Fit for purpose 
 
- We’re here today to talk to you about some of those products that 

will be developed as part of the NCEA changes – specifically around 
the New Changes to NCEA Literacy and Numeracy  

 
- Really want to hear your genuine feedback – no wrong answers  
 
- Anything you tell us will only help make sure that what’s developed 

back at HQ, actually takes into account your views and works for 
people like you who will be impacted by these changes in the future 

 
- Not responsible for developing any of this work – simply here to 

listen to you, and make sure that anything you say is feed into this 
work – so don’t feel like you need to hold back on anything 

 
- Here will be taking notes of everything you say, that’s just to make 

sure we’re capturing what you say – but don’t worry, we’ll only be 
recording what you say, and not who said it – encourage you to write 
detailed notes on the papers, worksheets and post its 

3 minutes  Ice Breaker  Aspirations for my tamariki  
Best thing school has done to engage me?  

 

2 Minutes  LEF Poses Question:  
Whānau use worksheet A  

Are you aware of the new NCEA Literacy and Numeracy 
standards? 
If Yes: who has informed/spoken to you about these 
standards?  
 
If yes, Which resources have you accessed?  
 

Y/N needs to be 
recorded as key 
data  

2 Minutes  LEF Poses Question:  
Whānau use worksheet A 

 
Where do you get your information on NCEA Changes?  
 
Query of how schools, students and whānau are 
communicating with each other about the change? What 
roles does each group have, and how are they connected?  
 

 

3 Minutes  The NCEA Literacy and 
Numeracy Changes  

Changes in a nutshell – PPT Slide   

2 Minutes  LEF Poses Question:  
Whānau use worksheet A 

How do I feel about these changes?  
How do you think these changes will affect your tamariki?  
Do you understand your role in supporting the 
literacy/numeracy of your tamariki?  
How do you/can you support your tamariki with literacy and 
numeracy at home?  

 Rele
as

ed
 un

de
r th

e O
ffic

ial
 In

for
mati

on
 Act 

19
82



Insight Report – Literacy and Numeracy readiness and Iimplementation  

NCEA Change Hubs: Ākonga, Kaiako and Whānau  

 

44 

DRAFT – IN CONFIDENCE 

3 minutes  What is literacy? 
What is numeracy?  
Whānau use worksheet B 
 

Whānau split into pairs and groups: 
Team A Literacy Where do your tamariki practice and 
develop their literacy? 
Team B Numeracy Where do your tamariki practice and 
develop their numeracy? 

 

1 Minute  Handout resources   

 

Getting Ready for NCEA Literacy  

Getting Ready for NCEA Numeracy  

 

 

10 
Minutes  

Perspective: 4 Questions 
Whānau use worksheet B 
  

e) Who is this resource for? Is this clear? 
f) Why has it been written? 
g) Is the content easy to read? 
h) What key things would you change or add 

 
 

 

15 
minutes:  

Examples: 4 Questions 
Whānau use worksheet B 
  

f) Are the subheadings useful? 
g) Are the examples relevant or helpful?  
h) What things do you already do to help your 

tamariki develop their literacy and numeracy? 
i) Would this resource help you help your tamariki? 

 
 

 

2 minutes  Feedback  One thing I would change about delivery of this session PINK  
 
One thing I would change about the leaflet GREEN  
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