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EXECUTIVE SUMMARY 

The Ministry of Education wished to identify the breadth, volume and characteristics of foundation learning (FL) provision as it occurs nationally across a wide range of contexts, involving diverse providers. The project drew on existing data from government-funded foundation learning providers for 2003. Foundation learning is a broad concept involving skills such as literacy (in English and te reo Maori), numeracy, technological literacy, communications skills, team work, ‘learning to learn’ and self-confidence skills” (Ministry of Education, 2002b). This project focused on the core skills of adult literacy, numeracy and language (LNL) and on provision that occurs at Levels 4 and below of the National Qualifications Framework (NQF).

Systematic data collection is relatively new to some areas of literacy, numeracy and language provision, is not standardised across the varied contexts in which LNL provision occurs and the data contained here may not represent all LNL-related activity. However, it provides an insight into the area as a whole.  

Nature and extent of provision
In 20033, approximately 303,000 participants took part in foundation learning-related tertiary education at levels 1-4. Of those, approximately 161,000 people participated in provision that had literacy, numeracy and language as an identifiable focus. This latter group is the prime focus for this report. 

One striking feature about the literacy, numeracy and language field is the diversity of scale and types of provision within it: 

· 111,500 learners (about two-thirds of those receiving LNL provision) were enrolled in tertiary education organisations; of these, 53,000 were enrolled at Te Wananga o Aotearoa. 

· 10,500 were in literacy, numeracy or language-focused Training Opportunity and Youth Training (TO/YT) programmes

· 20,000 in school-based Adult and Community Education (ACE) courses

· 20,000 were in other forms of ACE provision

· 500 were in government funded workplace LNL-focused provision. 

Although over 80,000 people participate in industry training at Levels 1-3, from the data available it was not possible to establish if, or how much LNL provision was involved.

Hundreds of providers were involved, but the exact number was hard to determine because providers worked in more than one context. 

The hours available to learners per year ranged from TO/YT programmes where full-time learners might receive in excess of 1,000 hours per year, down to others in community education or the workplace receiving less than 50 hours per year. These figures relate to the amount of hours in a programme, not the amount of literacy teaching learners necessarily receive. The majority of learners participate part-time. International research suggests that learners need in excess of 100 hours teaching to make progress, with learners with low skill levels and ESOL learners needing considerably more tuition (Benseman, Sutton, & Lander, 2005). The report suggests many learners may not get that much provision.

Participation may result in a range of outcomes, including changes in LNL skills and behaviour, achievement of NQF credits, achieving personal goals, changes in self-confidence and employment related outcomes. There are no standardised measurements or instruments for collecting data on these outcomes, so providers use a range of proxy measures. Many programmes are not required to record or report on literacy, numeracy or language gains. 

Characteristics of learners
Key characteristics of learners include:

· Women made up 64% of the 150,000 participants for whom gender was recorded. 

· Maori made up 40% of the 155,000 learners for whom ethnicity was recorded; more than half of those were enrolled at Te Wananga o Aotearoa

· Asian learners made up 22% of participants.

· Pakeha were 24% of learners

· Just under 10,000 (6%) were Pasifika learners. The low participation rate of Pasifika learners is of concern because of the high proportion of Pasifika found to have low literacy levels in the 1996 IALS survey.

· The greatest proportion of LNL learners was aged 30-39 years and a high proportion were aged over 50 years.

· Of the 107,000 people for whom educational qualification data was available, 60% had no, or low, school qualifications.

· There were approximately 22,000 learners participating in courses related to English for Speakers of Other Languages (ESOL). However this figure under-represents the extent of provision because ESOL course participants in TEOs have not been extracted and also because a significant proportion of Pasifika learners may have ESOL-related language and literacy issues.

Characteristics of tutors
Providers are not required to report on their tutors, so little is known about them. Data was only available on tutors in the community sector. These were typically female, middle-aged and Pakeha.

Estimates of the workforce range from 3,000-5,000 staff in total, but a comprehensive survey would be required to get a fuller picture. Tutors in the LNL workforce relate to a number of professional bodies and organisations; there is no overarching body that speaks for them all, as yet. 

Tutors hold diverse qualifications, and in the absence of specialist LNL qualifications, they have drawn on a range of training and professional development opportunities to increase their skills. 

Recommendations for future research
The data from TEOs needs to be analysed to identify the characteristics of learners accessing ESOL provision, te reo Maori and more general adult literacy and numeracy teaching. This would enable a more accurate analysis of the proportions of learners in each of those component parts of the sector. 

More needs to be learned about how LNL needs are met within bridging programmes and the nature and extent of learning support services within TEOs.

A study is warranted into the actual hours of LNL provision learners receive across all contexts and in particular those where LNL provision stands alongside other content, such as in bridging education, learning support and TO/YT integrated programmes.
The data available does not do justice to the diversity and complexity of ESOL provision, which warrants a mapping exercise in its own right, taking into account the IELTS levels at which provision occurs.

More standardised processes for assessing and recording progress are needed (which does not automatically translate to standardised testing). 

A survey of tutors would enhance our understanding of the tutor workforce and the professional development needs of staff.
INTRODUCTION 

The Ministry of Education wished to identify the breadth, volume and characteristics of foundation learning (FL) provision as it occurs nationally across a wide range of contexts, involving diverse providers. This project forms part of a cluster of research projects carried out during 2003 to establish benchmarks in foundation learning provision.
 

The intention was been to draw on information already provided to government by foundation learning providers, rather than surveying them directly. This was in part recognition that providers already submit a great deal of information to funders which has not necessarily been analysed in depth, and nor has information from different parts of the sector been synthesised together.  

Most of the components of foundation learning delivery have been in existence for years (e.g. bridging education, learning support, community literacy, English for Speakers of Other Languages (ESOL) provision, adult and community education (ACE) and unemployment programmes etc). However, it is only recently that there has been articulation of these contexts together through the Foundation Learning Strategy (Ministry of Education, 2002a).

The newly perceived foundation learning ‘sector’ has not yet been the recipient of any significant new funding, other than the approximately $4 million per year allocated to the Adult Literacy Learning Pool. Other foundation learning initiatives have tended to be funded out of existing budget allocations.

This report aims to present comprehensive data on foundation learning in one document, analysed for the first time across the contexts where it occurs.

Data sources
Data for 2003 was sought from government departments that fund foundation learning provision:

· Ministry of Education: Single Data Returns (SDR) from Tertiary Education Organisations (TEO), Rural Education Activities Programme (REAP) and some ACE data

· Tertiary Education Commission (TEC): Training Opportunities and Youth Training (TO/YT); Adult and Community Education (ACE); the Industry Training Fund (ITF); Workplace Literacy Fund (WLF); Adult Literacy Learning Pool (ALLP)

· Corrections Department: provision in prisons

· Ministry of Social Development: for Work and Income-sponsored provision.

Other Providers of Tertiary Education (OTEP), although funded by the TEC, were approached directly for their Statements of Service Performance (SSP) and annual reports (to reduce the workload of TEC staff). These organisations included:

· Literacy Aotearoa

· National Association of ESOL Home Tutor Schemes (NAEHTS)

· Pasifika Education Centre (formerly Pacific Island Education Resource Centre)

· Te Ataarangi

· The Multi-Cultural Centre for Learning and Support Services (MCLaSS)

· Workbase, the New Zealand Centre for Workforce Literacy Development.

Definitions
The tertiary education strategy refers to foundation learning as “a bundle of skills such as literacy (in English and te reo Maori), numeracy, technological literacy, communications skills, team work, ‘learning to learn’ and self-confidence skills” (Ministry of Education, 2002b, p. 36). Other skills and attitudes often included in the FL concept include: openness to diversity, challenge, and change; learning skills and an enthusiasm for ongoing learning (Treasury, 2004).  

The Ministry of Education’s project brief also discussed foundation learning as a concept that spans all tertiary education – i.e. as our life or work circumstances change, many of us find that we need additional skills in reading, writing, IT etc to keep up with new demands, regardless of our basic skill level. However, from the point of view of this baseline study such a broad interpretation would be difficult to research. Therefore, this project has focused on data about the core of foundation learning – literacy, numeracy and language (LNL). Within the LNL bundle are the specific components of adult literacy, numeracy, ESOL and te reo Maori. 

The International Adult Literacy Survey (OECD, 1997) tells us that while there are some adults with post-school qualifications with foundation learning difficulties, the great bulk of foundation learning need is among those adults with no or low qualifications, who are engaged in entry level qualifications (including those offered in the workforce). Therefore, the Ministry of Education set the parameters for this project as up to and including Level 4 (L4) of the National Qualifications Framework (NQF).

It is important to be aware that even within the more restricted sphere of LNL it can be very difficult (and not necessarily productive) to isolate the components. For example, learners in an ‘adult literacy’ programme may, in addition to working on their reading and writing, develop ICT and numeracy skills, gain confidence in speaking aloud or in groups and also grow in personal confidence. In addition, there is difficulty in ascertaining how and where skills broader than those core elements would be taught, measured and reported on to create a dataset that could be analysed. 

The definition of foundation learning is not yet fixed even within Government. For example, when considering industry training the TEC considered that it was more appropriate to consider only L1-3 and provided data on that criterion. If that definition was expanded, over 90% of industry training would have to be considered foundation learning and that is probably an over-statement. The extent to which participants in L4 FL-oriented provision still have LNL needs further investigation.

Also, in a recent publication from the Tertiary Education Strategy Monitoring Unit ‘Foundation education’ was described as formal courses offered through TEIs, at NQF L1-4 and in the area of mixed field programmes, language and numeracy (TESMon, 2004). Only including formal courses with assessment against recognised standards is much more limited than our approach. However, their model includes both te reo Maori and tikanga Maori courses, assuming many combine elements of both, but we have included only te reo Maori.

Another definitional issue is that ESOL language provision does not necessarily mean a literacy issue. Some learners access ESOL language skills with university degrees, while others may be pre-literate in their mother tongue. However, current data does not allow us to make that distinction between categories of ESOL learners, whose literacy needs are very different.

This review does not include information on some sources that are on the periphery of foundation learning but are not part of the core FL audience. For example, this report excludes Gateway
 or STAR programmes (where the target audience is not adults but rather school students in transition from school to tertiary education); and Skill Enhancement, which is set at NQF Level 3 and above. Data on international students is also not included.

Data parameters 
The project was dependent on the quality of the data that could be accessed from existing databases. While in one sense a wealth of data was available to us, much of it turned out to be problematic. Systematic data collection has only been a relatively recent requirement for some parts of the sector and some elements of the data have not yet been standardised across the diverse contexts where foundation learning takes place. 

Both the contexts and intensity of FL provision vary considerably; a range that goes from individualised tutoring in the home for non-English speaking women to distance education programmes for prisoners. Or, from very focused programmes in the workforce aligned to industry needs and qualifications, through highly structured courses attended by full time students in polytechnics, to much less formal ACE programmes where goals are set by participants and evolve over time according to their interests or life circumstance. These variations account for the differences in what is possible to collect from providers (and correspondingly the limitations in Part One as to what could be compared cross-sectorally). For example, there are (quite reasonable) expectations for the amount and extent of data from full-time provision for unemployed people collected systematically by paid staff, that may not be appropriate when provision is very part-time, and run by volunteers who work on an occasional basis in private homes. 

Particular issues emerged for this project with the recent creation of the TEC as a new entity. The TEC had only recently taken over much of the data collection and analysis for the tertiary sector and some key staff were very new to their roles. Requests for data collection were understandably a low priority for an organisation focusing on establishing new operations and procedures. At times the types of questions we posed were not ones about which data had been systematically collected in the past; or, where data had been collected, it had not been analysed in depth across foundation learning providers in different contexts. On a number of occasions, deadlines for data from the TEC were not met due to resource problems and operational requirements.  

It is also important to note that across the sector, data that has been collected is not always robust e.g. the fact that there appears to be so much miscoding of courses in the SDR made it difficult for us to filter data appropriate to our purposes. Additionally, providers collect different ranges of socio-demographic data and variations within them (e.g. age groupings) that made it difficult to collectively analyse information.

Our original proposal for this project had considered surveying providers. Once it was clear that there was no agreed list of foundation learning providers, carrying out a survey became impractical. This mapping exercise has identified a number of issues that would need to be taken into account if a future survey is carried out. 

The data presented here will not fully represent all LNL-related activity. For some organisations, particularly OTEPs, there are aspects of their work that fall outside this research, and for which data has not been sought, including for example work developing curriculum resources and participation in national working parties and pilots. 

We acknowledge there may be data missing or overlooked, but believe that the data reported here is indicative of the LNL sector and as robust as we have been able to make it, given the constraints outlined.

Structure of this report 
Part One of this report attempts to synthesise and discuss a variety of data on LNL analysed across the various contexts and types of provision where foundation learning takes place. Chapter One considers the nature and extent of LNL-focused provision as a whole, including intensity and duration of provision, retention of learners and the outcomes sought from provision. Chapter Two analyses the characteristics of learners (e.g. gender, ethnicity and age) based on the data provided. Chapter Three presents the limited amount of information we were able to find about the tutors who make up the LNL skills workforce, including some examples of socio-demographic characteristics, qualifications and the nature of work, taken from a few small scale studies. Finally, Chapter Four discusses the implications of these findings. 

Part Two contains the more detailed data on which this analysis is based, presented primarily by funding stream (i.e. TO/YT, EFTs funded programmes in TEO, workplace-funded programmes, ACE, OTEPS and provision funded by other government departments). 

As much as possible throughout the report, the data has been grouped into Literacy/numeracy, ESOL and te reo Maori, both to reflect the distinctiveness of each component of the LNL bundle and also to illustrate the differences in scale of provision and learners between the components.
PART ONE – CROSS-SECTOR ANALYSIS 

1. Nature and extent of literacy, numeracy and language provision

Nearly 60% of all tertiary enrolments in 2003 were at NQF levels 4 and below, with the great majority of those being at Levels 1-3.
 Foundation learning enrolments form a significant subset of those. This section discusses how much foundation learning related provision might be literacy, numeracy and language-focused, looks at the data on intensity and duration of that provision and discusses the LNL–related outcomes participants achieve.

1.1 Scale of literacy, numeracy and language provision within foundation learning 

Foundation learning occurs in a variety of contexts and the scale and nature of this provision is so diverse that it is inappropriate to compare all aspects in an undifferentiated way. Therefore, we have separated out data into two major groupings, presented below in Table 1.

The first grouping includes all identifiable programmes L4 or below that can reasonably be called foundation learning, using the broad definition discussed earlier. In these programmes learners may (or are likely to) have foundation learning needs; however there is no way of determining, on the available data, whether LNL was specified in any way in curricula and no way of knowing whether any LNL teaching took place. There appear to be approximately 302,600 learners involved in these programmes.

The second grouping (on which this report focuses) is a subset of the first, involving over 161,000 learners. These adults are enrolled in programmes at NQF L1-4 where there appears to be a reasonably explicit LNL focus, as evidenced by the course or programme titles, the stated purpose of the programme, in some cases curricula or the characteristics of the provider(s). In this grouping, statements about LNL provision can be made with some degree of certainty. 

Differentiating LNL need based on qualification level is imprecise. Some learners studying at NQF L4 or below will not have LNL needs, while some adults, studying at higher levels, may (for example, those who need assistance with academic English). Additionally, some learners with LNL needs have them in one area of LNL only, (for example writing, numeracy or spoken English), rather than the more comprehensive needs implied in the IALS findings. 

Nonetheless, Table 1 does give a crude estimate of the scale of current foundation learning participation.

Table 1. Estimate of learner numbers in foundation learning, 2003

	Context
	Foundation learning
	LNL-focused foundation learning 

	TEO programmes L1-4 
	111,569
	111,569

	TO/YT
	35,418
	10,543

	Industry training L1-3
	81,863
	-

	School based ACE FL
	54,317
	19,439

	Government departments/other
	1005
	1005

	Adult Literacy learning Pool
	2,334
	2,334

	ACE - other 
	15,651
	15,651

	Workplace literacy
	587
	587

	Totals
	302,684#
	161,128


#May include double counting of learners

The question then arises as to the extent to which current provision might match the degree of need indicated by the 1996 IALS survey. Extrapolating the IALS findings on prose literacy
 to the national working age population of adults
 (Walker, Udy, & Pole, 1997), there may be approximately 600,000 adults at Level 1 and another 750,000 at Level 2 – 1,350,000 people in total. 

The 303,000 learners in foundation learning in 2003 equate to about 22% of that 1.35 million figure; LNL-focused learner numbers equate to about 11% of that total.

The rest of Part One discusses the provision available to, and the characteristics of, the approximately 161,000 participants in LNL-focused provision, the second grouping. This is in part because LNL is the core of foundation learning and also because of the difficulties involved in researching broader foundation learning components. 

Table 2 below summaries the data on the programmes, providers and learners in LNL-focused provision that is presented more fully in Part Two of the report. Key points from the findings in Table 2 include:

· The dominance of the TEIs who offer provision to more than 2/3rds of learners.

· The table shows a majority of TEO learners in literacy/numeracy programmes (84%), but this proportionality does not accurately represent participation in te reo or ESOL provision and would change if unique student numbers were identified for those two areas. There are 54,000 Maori in TEOs, the majority of who are likely to be studying Maori given the large number of enrolments in that subject. There are also 17,000 Asian learners in TEOs who are likely to be predominantly in ESOL. 

· The table illustrates the diversity of size and scale of programmes and providers. For example, there are large numbers of students learning in a relatively small number of TEOs, compared with the much smaller numbers of learners enrolled with hundreds of other providers. 

· There is very little workplace LNL-focused provision documented in this table. Of course, there are over 80,000 participants in workplace training at L1-3 (see section 7.1.2), some of which may include LNL, but that provision is not in a form specific enough to warrant inclusion in this section.

· School-based ACE provision is predominantly ESOL, as demonstrated both in learner numbers and in hours of provision.

Table 2. LNL-focused provision, 2003

	Contexts
	Provider/fund
	No. of  learners
	Enrolments##
	EFTS
	Hours of provision
	Funded places
	No. of providers
	No of programmes

	
	
	
	
	
	
	
	

	Literacy /numeracy
	
	
	
	
	
	
	

	Pre-employment
	Literacy focused TO/YT
	9,343
	
	
	
	4,500
	25
	344

	TEO
	Student component
	111,569
	428,055
	9,499
	
	
	79
	2,265

	Workplace
	WBSDF
	337
	
	
	
	
	4
	18

	 
	WLF**
	220
	
	
	
	
	7
	10

	
	Workbase
	30
	
	
	
	
	2
	

	
	
	
	
	
	
	
	
	

	ACE
	Schools
	2,993
	5,947
	
	68,652
	
	87
	

	
	Lit. Aotearoa#
	7,535
	
	
	
	
	50
	

	Other
	ALLP
	2,334
	
	
	
	
	61
	67

	
	MSD*#
	345
	
	
	
	
	15
	

	
	Corrections
	600*
	
	213
	115,644
	
	5
	

	Lit/numeracy subtotal
	135,306
	434,002
	9,712
	184,296
	4,500
	233
	2,704

	 

	ESOL
	 
	
	
	
	
	
	
	

	Pre-employment
	TO/YT *
	1,200
	
	
	
	586
	
	

	TEO
	Student component
	
	17,912
	3,537
	
	
	44
	1,084

	ACE 
	Schools
	13,492
	13,492
	
	602,596
	
	74
	

	 
	NAEHTS
	7,870
	
	
	9,013
	
	25
	

	 
	MCLaSS
	246
	467
	
	3,478
	370
	
	25

	Other
	TCS*
	60
	
	
	
	
	
	

	ESOL subtotal
	22,868
	31,871
	3,537
	615,087
	956
	143
	1,109

	
	

	Te reo Maori
	
	

	TEO
	Student component
	
	219,557
	14,158
	
	
	27
	668

	ACE 
	Schools
	2,954
	2,954
	
	67,863
	
	96
	

	Te reo Maori subtotals 
	2,954
	222,511
	14,158
	67,863
	0
	123
	668

	 
	 
	
	
	
	
	
	
	

	TOTALS
	 
	161,128
	688,384
	27,407
	867,246
	5,456
	499+
	4,481


# May include learners doing ESOL and te reo Maori

*Estimates only

**2002 figures

+ Providers work in more than one context so this total may include double counting

## Data may include students who, although not formally withdrawn nevertheless did not complete a course

Recent regional estimates of the proportions of the population in 2004 with IALS levels one and two literacy skills based on a re-analysis of the IALS data (Culligan, Arnold, Sligo, & Noble, 2004, p. 47-50) show that (as in 1996) Auckland, Eastern/ Gisborne, Northland and South Waikato are likely to have higher proportions of their population with low literacy than elsewhere. Table 3 presents regional data on LNL learner numbers from six of the contexts (TO /YT, TEOs, WBSDF, school based ACE, and MSD); regional data was not available for 20 % of learners.
The data is skewed by the Auckland ACE figures, which are primarily ESOL. 

Table 3. Estimated LNL learners by region, 2003

	Regions
	TO/YT –literacy-focused 
	TEO - FL 
	School-based ACE in core FL courses
	MSD 
	WBSDF 
	Totals
	% of Grand total
	 % regional population with no qualifications
 

	Northland
	683
	2,424
	637
	34
	
	3,778
	3%
	4%

	Auckland
	2,226
	14,186
	12,335
	120
	208
	29,075
	26%
	25%

	Waikato
	56
	19,421
	695
	26
	
	20,198
	18%
	11%

	Bay of Plenty
	28
	5,274
	465
	16
	
	5,783
	5%
	7%

	Eastern
	63
	11,251
	168
	0
	
	11,482
	10%
	6%

	Central
	3,391
	5,569
	489
	110
	51
	9,610
	9%
	10%

	Wellington
	55
	13,198
	2,811
	**
	78
	16,142
	15%
	9%

	Nelson/Marlborough /West Coast
	137
	1,950
	255
	10
	
	2,352
	2%
	5%

	Canterbury
	2,545
	5,970
	1,246
	29
	
	9,790
	9%
	14%

	Otago/Southland
	159
	2,453
	338
	**
	
	2,950
	3%
	8%

	Totals by Context
	9,343
	81,696+
	19,439
	345
	337
	111,160
	100%
	100%

	% of Grand Total
	8.4%
	73.5%
	17.5%
	0.3%
	0.3%
	100%
	
	


** Unknown

+There was 29,873 learners recorded ‘‘not applicable’

# Does not include the 1,200 ESOL TO/YT learners.

1.2 Intensity and duration of provision

Table 4 below summarises what can be established about the intensity and duration of provision. Where data is incomplete, what might be considered ‘typical’ delivery has been drawn from our experience of the LNL field.
 However, the data is limited because a full analysis of hours of delivery was not available for the 111,000 students enrolled in TEOs. 

A striking feature is the range of hours available to learners in different contexts – from over 1,000 to fewer than 50 hours per year. The literature review on effective LNL teaching that accompanies this study suggests provision in excess of one hundred hours may be needed before many learners are likely to make much LNL skills gain (Benseman, Sutton, & Lander, 2004). Learners with low skill levels and ESOL learners may need considerably more time than this. 

Learners in literacy/numeracy-focused TO/YT programmes attending full-time (30 hours per week) may receive in excess of 1,000 hours tuition in a 37 week long course. This means that the 4,500 LNL-focused places theoretically offer a real opportunity for literacy gain. But those places include programmes integrating literacy into vocational training, where the amount of deliberate LNL teaching is not yet known. Also, as integrated programmes are currently structured, teaching may be done by vocational (not specialist) literacy tutors, which will also have an impact on the amount of LNL teaching that actually takes place. 

Five programmes funded through the ALLP, involving approximately 440 learners, appeared to have offered total hours in excess of 200 hours per learner. 

Some ACE programmes offered some opportunity for more intense learning. Some Literacy Aotearoa provision takes place in groups, although the extent of this is not known. Small group provision has often been funded by school-based ACE hours, which typically enabled provision of two hours per week. There will be exceptions where groups get more hours. For example, the special whanau/family literacy programmes run by eight poupou may offer three hours or more hours per week (120 hours per year if programmes run for 40 weeks). However, these 429 learners made up under 10% of Literacy Aotearoa learners overall. 

Most other provision appears to be under 100 hours per year:

· School-based ACE night class programmes running a typical programme of two hours per week for the four school terms will provide learners with 64-80 hours per year. However, if the averages in Table 4 are realistic, some learners will be getting closer to 40 hours per year.

· Workplace provision, typically one hour per week, offers learners 46 hours per year (with one exception in 2003 where learners received 100 hours in total).

· Learners accessing MSD-funded literacy support receive between 5-10 hours per week with an expected maximum of 60 hours.

· Literacy Aotearoa’s voluntary delivery has also been typically 1-2 hours per week for approximately 40 weeks per year (40-80 hours in total). 

There is more specific information on ESOL provision, which shows some ESOL learners do have the opportunity for longer and more intensive programmes than literacy and numeracy learners:

· Eighteen-week TO/YT ESOL programmes offer learners 540 hours per programme, and because many repeat their programmes, the yearly figure could be 1,080 hours.

· NAEHTS ESOL literacy classes run 10 hours per week (350 hours total) and a small number of learners have both 1:1 and groups (420 hours in total). NAEHTS Social English groups run 2-4 hours per week for 105 hours total per year.

· A typical ESOL home session runs for two hours per week for approximately 35 weeks per year - 70 hours per year.

· MCLaSS provision ranges from 2.5 hours for beginners to 15 hours per week on 18-week programmes. Typically, learners repeat so may participate in 540 hours per year.

The far column of Table 4 suggests how the literacy delivery might be organised, but the variety of providers, plus the fact that this is not usually reported on, means the data is indicative only. 

Table 4. Indicative data on intensity and duration of LNL provision, 2003

	Contexts
	Providers / funding source
	Duration – weeks per year
	Intensity – hours per week
	Estimate hours per year per learner
	Delivery

	Literacy/numeracy
	
	
	
	

	Pre-employment
	LN focused TO/YT
	37
	30
	1,110
	Class + some 1:1?

	TEO
	Student component
	
	
	varies
	Classes + some 1:1?

	Workplace
	WBSDF
	46
	1
	46
	1:1

	
	WLF
	46?
	1
	46?
	1:1?

	
	Workbase
	
	
	
	1:1

	ACE 
	Literacy Aotearoa
	40?
	1-2?
	40?
	1:1 + some small groups?

	
	School-based
	32-40
	2?
	22-26??
	Primarily classes?

	Other
	ALLP
	
	
	
	Varies

	
	MSD
	6-12
	5-10
	60
	1:1

	
	Corrections
	
	10
	
	Small group/ 1:1

	ESOL

	Pre-employment
	TO/YT
	18wks x 2

	30
	1,080
	Classes

	TEO
	Student component
	
	
	
	

	ACE 

	NAEHTS
	35
	1:1/  hrs

grp/3 hrs

course/10hrs
	70

105

350


	1:1

Small group

Classes

	
	MCLaSS
	18 x 2
	L 1 x 12.5

L3 x 15
	450

540


	Classes

	
	School-based
	
	
	45?
	Classes

	
	TCS beginner course
	40
	1
	40
	1:1

	Te reo Maori

	TEI
	SDR
	
	
	
	Classes?

	ACE 
	School-based
	
	
	22-26?
	Classes


Table 5 below identifies learners in programmes where more than 100 hours of teaching per year is available. However, the table does not present a full picture because full data on the 111,000 learners in the TEOs was not available. 

Table 5. Estimated provision of 100+ hours per year, 2003

	Provider/funding source
	Estimate of learner numbers

	TO YT literacy focused
	1000

	TO/YT integrated + Specialist
	7,324

	Whanau programmes, Literacy Aotearoa
	429

	ALLP programmes
	503

	TO/YT ESOL
	1,200

	NAEHTS literacy groups
	300

	MCLaSS
	402

	Total
	11,158


The ability to access intensive LNL provision is influenced by whether learners attend full-time. Other than TEOs and TO/YT programmes, most provision is part-time and even within TEOs, approximately two-thirds of students in TEOs attend part-time (Table 6).  

Table 6. Attendance of TEO based LNL learners by type of provider, 2003

	Full time
	Colleges of Ed.
	OTEPS
	Polytechnic
	PTE
	University
	Wananga
	Grand Total

	No
	1
	483
	24,106
	3,479
	3,185
	42,017
	73,271

	Yes 
	54
	317
	12,319
	3,517
	6,483
	15,608
	38,298

	Grand Total
	55
	800
	36,425
	6,996
	9,668
	57,625
	111,569

	% full time 
	98%
	40%
	34%
	50%
	67%
	27%
	34%


1.3 Literacy, numeracy and language-focused outcomes 

Completion of qualifications

The completion of qualifications is the starting point for considering outcomes from formal study. There are 250 NQF-registered qualifications at Levels 1-4, of which 111 are classified ‘mixed field’. These are likely to form the basis of study for many LNL participants but there is only limited data on rates of retention and completion (Scott, 2004). Completion of certificate level qualifications is low (Table 7). Retention rates are lower at certificate level because more start with low or no school qualifications and proportionally more students are part-time or working students. Also, completion in itself is a problematic concept, if viewed as the single measure of success. Participants successfully complete courses at a higher rate than qualifications (Nicholl & Sutton, 2001; Scott, 2004).

Table 7. Five-year completion rates by level and sub-sector, 2003 

	Domestic students starting a qualification in 1999
	% of students completed by the end of 2003 by qualification level

	
	University
	Polytechnic
	Colleges of Education
	Wananga
	TEIs

	L 1-3 certificate
	43%
	30%
	40%
	43%
	33%

	L 4 certificate
	28%
	18%
	NA
	NA
	23%


Determining LNL outcomes

LNL programmes are not always formal and may result in a range of outcomes for learners, including, for example:

· changes in literacy, numeracy and oral language skills (both tested and self-reported)

· achieving NQF credits or other formally assessed courses

· employment related outcomes

· changes in self-confidence

· achievement of personal goals

· changes in the literacy behaviour of family members.

In the absence of standardised testing or widely used LNL assessment instruments, providers use proxy measures. 

Providers might assess against unit standards that have an explicit literacy focus e.g. US 2976 ‘Read independently texts for practical purposes’; 
 or unit standards that have reading and writing requirements embedded in them (e.g. reading a manual). 

Alternatively, they might have a programme structured on workplace requirements or on learners’ personal goals (e.g. Individual Learning Plans), have assessment instruments specifically developed for their courses or they might use the draft Adult Literacy Achievement Framework (ALAF). 

Each of the above measures has limitations. Embedded literacy requirements do not show literacy gain per se and oral assessments are often used to circumvent the need for learners to read or write. Specific unit standards do not show progression through levels and do not necessarily mean learners have acquired transferable skills. Specifically designed course assessments may have no comparability with other parts of the sector. ALAF, which provides information on learner gain over a range of levels but does not include oral skills, is a draft that has not been endorsed by the Ministry of Education for wider distribution, and is only being used by a small number of providers. 
The role of self-report by learners, a common assessment process, can be highly motivating for learners and should not be under-valued (Benseman & Tobias, 2003). But learners’ goals change over time, become increasingly multi-dimensional as they gain in confidence and take time to both be established and to be reported on. Nor can they be standardised easily.
While some of these outcomes may well be reported at individual provider level, very little information on literacy outcomes has been required by funders to date and therefore there is very little nationally-reported data. 
LNL-related data from specific contexts 

Pre-employment programmes have historically sought outcomes of either employment or moves to further education and training, and providers were not been expected to collect information on FL outcomes. Data on literacy outcomes is apparently now collected at regional level from some programmes that have a specific focus on literacy, but this is not yet collated or available nationally.

Course completion data for students in TEOs was not available. There is no data to describe what proportion of students in TEOs receive LNL-related learning support to enhance their chances of successfully passing courses and bridging programmes may include assessment on FL related skills, but there is no standardised method to demonstrate gain.

Learners in the workplace are most probably being assessed against unit standards, or may be working to internal company standards or qualifications.

Literacy Aotearoa use learners’ self-report on goals set within their Individual Learning Plans, while NAEHTS use learners’ satisfaction surveys. MCLaSS consider progress as learners moving on to a higher-level course or employment. 
There is no data on LNL-related ACE outcomes.

Any initiatives to clarify achievement need to take into the diversity of contexts, the extent to which learners are involved in setting goals; the diversity of goals sought by learners at different life stages and the very different amounts of teaching available to support learners to improve.

Characteristics of learners 

This section looks at key socio-demographics of the learners participating in LNL-related foundation learning.

1.1 Gender

Almost 64% of the 150,000 participants in LNL programmes whose gender is known are women (Table 8). Women were in the majority in ACE programmes and in TEOs; males were in the majority in workplace and Corrections-funded programmes, but the overall number in those programmes is very small. Men and women are in roughly equal proportions in TO/YT programmes and in Literacy Aotearoa provision. Gender data is missing on approximately 12,000 learners (9%). The IALS data did not show a great deal of difference between the literacy levels of men and women.

Gender of learners in LNL-focused programmes

	Contexts
	Provider/ fund
	Male
	Males as % total
	Female
	Females as % total
	Total learners
	% Total

	Literacy / Numeracy/mixed
	
	
	
	
	
	

	Pre-employment
	Literacy focused TO/YT
	4,476
	48%
	4,867
	52%
	9,343
	6%

	TEO
	Student component#
	37,250
	33%
	74,319
	67%
	111,569
	74%

	Workplace
	WBSDF#
	201
	74%
	72
	26%
	273
	0.2%

	
	Workbase
	
	
	
	
	
	

	
	WLF*
	154
	70%
	66
	30%
	220
	0.1%

	ACE
	School-based
	877
	29%
	2,116
	71%
	2,993
	2%

	
	Lit. Aotearoa#
	3,032
	45%
	3,716
	55%
	6,748
	4%

	Other
	ALLP
	
	
	
	
	
	

	 
	MSD#
	218
	63%
	127
	37%
	345
	0.2%

	 
	Corrections
	1,213
	95%
	65
	5%
	1,278
	1%

	Lit/numeracy Subtotals
	47,421
	37%
	79,186
	63%
	126,607
	84%

	 
	 
	
	
	
	
	
	

	ESOL

	ACE
	NAEHT
	2,208
	28%
	5,662
	72%
	7,870
	5%

	
	MCLaSS
	132
	33%
	270
	67%
	402
	0.3%

	
	School-based
	3,830
	28%
	9,662
	72%
	13,492
	9%

	ESOL Subtotal  
	6,170
	28%
	15,594
	72%
	21,764
	14%

	 
	 
	
	
	
	
	
	

	Te Reo Maori
	
	
	
	
	
	

	ACE
	Schools
	964
	33%
	1,990
	67%
	2,954
	2%

	Te reo Maori Subtotals 
	964
	33%
	1,990
	67%
	2,954
	2%

	 
	 
	
	
	
	
	
	

	TOTALS
	 
	54,555
	36%
	96,770
	64%
	151,325
	100%


# Includes learners doing ESOL and/or te reo Maori

1.2 Ethnicity

In the analysis of IALS prose literacy, 40% of Pakeha, 65% of Maori and 75% of Pasifika were in Levels 1 and 2 – meaning very poor or poor literacy skills. Ethnicity data was available on over 90% of all learners (Table 9) and shows that LNL programmes are attracting significant numbers of Maori students (64,000, over 40%). 

However, programmes are not managing to recruit Pasifika learners who make up only 6% of the total. Workplace programmes have been the most successful at recruiting significant proportions of Pasifika learners but workplace numbers are small overall. On the statistics available, it appears that 18% of those learners funded through the ALLP are Pasifika and Pasifika make up 15% of learners with Department of Corrections. However, overall there appear to be fewer than 10,000 Pasifika learners in the LNL-focused grouping. Asian students make up 22% of participants in the LNL grouping. 

Table 8. Ethnicity of learners in LNL-focused programmes

	Contexts
	Provider/ fund
	Maori
	% total
	Pasifika
	% total
	Pakeha
	% total
	Asian
	% total
	Other
	% total
	Total
	% Grand total

	Literacy / Numeracy/mixed 
	
	
	
	
	
	
	
	
	
	
	

	Pre-employment
	literacy focused TO/YT
	3,688
	40%
	904
	10%
	4,198
	45%
	233
	2%
	311
	3%
	9,334
	6%

	TEO
	Student component
	54,662
	49%
	5,697
	5%
	28,857
	26%
	17,052
	15%
	5,301
	5%
	111,569
	72%

	Workplace
	WBSDF
	22
	8%
	205
	74%
	37
	13%
	
	0%
	12
	4%
	276
	0%

	
	WLF
	61
	27%
	91
	40%
	65
	28%
	13
	6%
	
	
	230
	0%

	ACE
	Lit Aotearoa
	2,113
	31%
	765
	11%
	2,472
	37%
	
	0%
	1,399
	21%
	6,749
	4%

	
	Schools
	468
	22%
	236
	11%
	765
	36%
	673
	31%
	
	0
	2,142
	1%

	Other
	ALLP
	778
	34%
	412
	18%
	483
	21%
	413
	18%
	204
	9%
	2,290
	1%

	 
	MSD
	135
	39%
	33
	10%
	104
	30%
	0
	0%
	73
	21%
	345
	0%

	 
	Corrections
	621
	51%
	178
	15%
	343
	28%
	34
	3%
	35
	3%
	1,211
	1%

	Lit/numeracy subtotals 
	62,548
	47%
	8,511
	6%
	37,324
	28%
	18,418
	14%
	7,335
	5%
	134,146
	86%

	ESOL
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	
	

	ACE
	NAEHT
	0
	0%
	215
	3%
	0
	0
	5,179
	66%
	2,476
	31%
	7,870
	5%

	
	MCLaSS
	0
	0%
	0
	0%
	0
	0
	111
	28%
	291
	72%
	402
	0%

	
	Schools
	81
	1%
	263
	2%
	 
	0
	10,252
	97%
	 
	0%
	10,596
	7%

	Other 
	Corrections
	621
	0%
	178
	0%
	343
	0
	34
	0%
	75
	100%
	75
	0%

	ESOL Subtotal  
	702
	3%
	656
	3%
	343
	2%
	15,576
	77%
	2,842
	14%
	20,119
	13%

	Te Reo Maori
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	ACE
	Schools
	1,141
	67%
	534
	31%
	 
	0%
	40
	0%
	 
	0%
	1,715
	0%

	TOTALS
	 
	64,391
	41%
	9,711
	6%
	37,667
	24%
	34,034
	22%
	10,177
	7%
	155,980
	100%


ESOL 

To get some indication of the extent to which ESOL needs are being met, ethnicity data was compared with ESOL provision. When doing this, it is important to take into account Asian and ‘Other’ categories plus Pasifika. Some Pasifika learners may have ESOL learning issues. An illustration of this is found in Table 65, which shows that of the approximately 500 Pasifika learners in school-based ACE, 49% are enrolled in ESOL programmes.

Based on the figures in Table 9, there are potentially over 53,000 Asian, ‘Other’ and Pasifika learners (35%) who may have ESOL needs of varying degrees. Table 10 shows the ESOL-specific provision that can be identified from the data in Part Two. The table suggests that less than half of those of the grouping likely to have ESOL needs may be receiving dedicated ESOL provision.

What the data does not show is the language levels of any of those learners and whether they are in ESOL courses of appropriate levels
 or mainstream provision. Those learners who leave dedicated ESOL programmes for mainstream literacy/numeracy or vocational programmes may well still have ESOL language issues for which they may need specific teaching and support.

Table 9. Estimate of extent of dedicated ESOL provision 

	Contexts
	Learners
	Enrolments

	TO/YT learners in dedicated ESOL places 
	1,200*
	

	TO/YT Pasifika, Asian & ‘Other’ learners in LN programmes
	1,448
	

	TEI ESOL provision
	
	17,912

	School-based ACE ESOL learner numbers
	13,492
	

	ESOL OTEPS (MCLaSS, NAEHTS)
	8,337
	

	Corrections ESOL 
	75*
	

	Total
	24,552
	


*Estimate 

1.3 Age

The IALS re-analysis (Culligan et al., 2004, p. 17) states that across all the literacy domains, 16-25 year olds are more likely to participate in an adult training course,
 while those aged 56-65 years were consistently found to have the lowest level of participation in training. In comparison, Table 11 below shows the largest proportion of LNL participants were aged 30-39 and a considerable number were aged over 50.  

Table 10. Age of learners in LNL-focused programmes, 2003

	Contexts
	Provider/ fund
	<20 yrs
	20-29 yrs
	30-39 yrs
	40-49 yrs
	50+yrs
	Total

	Literacy / Numeracy
	
	
	
	
	
	

	Pre-employ
	Lit-focused TO/YT
	5,258
	1,748
	1,131
	841
	365
	9,343

	TEO
	Student component#
	6,724
	30,421
	29,952
	14,228

	30,244
	111,569

	Workplace
	WBSDF

	24
	60
	101
	66
	11
	262

	ACE
	Literacy Aotearoa

	1,264
	1,580
	1,707
	1,074
	695
	6,320

	
	School-based
	288
	3,612
	5,298
	4,405
	2,450
	16,053

	Other 
	MSD
	44
	90
	91
	83
	37
	345

	Subtotals
	 
	13,602
	37,511
	38,280
	20,697
	33,802
	143,892
	

	 
	 
	
	
	
	
	
	

	ESOL
	
	
	
	
	
	

	ACE
	MCLaSS
	8
	89
	85
	102
	109
	393

	
	Schools
	288
	2,632
	3,955
	3,172
	2,092
	12,139

	Subtotal 
	 
	296
	2,721
	4,040
	3,274
	2,201
	12,532

	 
	
	
	
	
	
	

	Te Reo Maori
	
	
	
	
	
	

	ACE
	Schools
	111
	454
	698
	745
	575
	2,583

	 
	 
	
	
	
	
	
	

	TOTAL
	 
	14,009
	40,686
	43,018
	24,716
	36,578
	159,007

	% Grand total
	 
	9%
	26%
	27%
	16%
	23%
	100%


# Includes learners doing ESOL and te reo Maori

1.4 Educational qualifications on enrolment

Data was only available on learners in three contexts, covering 66% of the total number of learners (Table 12). The majority of learners had no, or low, school qualifications.

Table 11. Educational qualifications of LNL–focused learners on enrolment, 2003 

	Provider/fund
	No school quals.
	1-2 SC Passes
	3+ SC Passes or<39 L1 credits
	40+ L1 credits, 6th Form Cert,  or <3 SC Passes
	UE or Higher SC
	Other
	Total
	% with no or low quals.

	LNL -focused TO/YT
	6,137
	1,924
	520
	368
	295
	99
	9,343
	86%

	TEO
	41,262
	15,701
	
	10,381
	13,286
	17,046
	97,676
	58%

	MSD
	261
	81
	
	
	25
	19
	386
	89%

	Totals
	47,660
	17,706
	520
	10,749
	13,606
	17,164
	107,405
	

	% total 
	44%
	16%
	0.5%
	10%
	13%
	16%
	100%
	60%


1.5 Occupation/activity on commencing study

The only data available was for learners in TEOs (see Table 43) that showed 29% of participants had been wage or salary earners before enrolment.

Characteristics of the tutor workforce 

There is little known about the teachers who make up the LNL workforce, as most providers are not currently required to report on them. The diversity among tutors is as extensive as that for programmes and learners - LNL tutors might feel part of or have links to any number of national professional bodies or organisations, including (but not limited to):

· Adult and Community Education Aotearoa (ACEA)

· Literacy Aotearoa

· National Association of ESOL Home Tutor Schemes (NAEHTS)

· New Zealand Association of Bridging Educators 

· Teachers of English to Speakers of Other Languages Aotearoa New Zealand (TESOLANZ)

· The Adult Literacy Practitioners Association (ALPA)

· The Association of Tertiary Learning Advisors Aotearoa New Zealand (ATLAANZ)
· Workbase. 

Any studies that intend to survey LNL tutors would need at a minimum to work through these organisations, some of whom have very little to do with each other at this point.

Only three organisations (Literacy Aotearoa, NAEHTS and MCLaSS) provided some information about tutors because they receive training-related funding; these responses form the basis of this section. In addition, and in the absence of other national data, this section draws on three other sources:

· A survey (as yet unpublished) by the Adult Literacy Practitioners Association (ALPA), conducted late in 2003, with responses from 65 tutors

· The responses from 80 tutors from 32 organisations (including PTEs, TEOs, Literacy Aotearoa and Workbase) to questions asked as part of the trial of the draft Adult Literacy Achievement Framework (ALAF) (Sutton, 2004)
· The results of a survey of 29 bridging education programmes in 2002, representing data from 195 tutors (Benseman & Russ, 2003).

1.6 Size of the LNL workforce and nature of employment

Having some idea of the size of the LNL workforce is important when considering professional development needs in the sector. The only reported data on the scale of the LNL workforce comes from ACE-based OTEPS where the great majority of tutors work part-time and (except for MCLaSS) most work voluntarily. In 2003, over 5,000 tutors were on the books of the three LNL-focused community based OTEPS (although not all tutors were necessarily actively working with learners throughout the year) (Table 13).

To fill out the picture for other contexts we have speculated on what the LNL tutor-base might be, based on provision statistics. There are 344 literacy-focused TO/YT programmes, 25 of which provide intensive literacy. It would be reasonable to assume one specialist literacy person per programme for the latter, and all the others having at least at least one (full-time) vocational tutor mandated to develop some LNL teaching skills.
 The actual number of specialist literacy staff working alongside them is unknown. It would be useful if the TEC could do further investigation into this particular aspect of the LNL workforce.

The 2003 Profiles & Trends report (p. 218) reports that in 2003 the total TEI sector employed almost 14,000 academic/tutorial staff.
 It is difficult to calculate how many would be employed on foundation learning, yet there are almost 80 providers, and over 2,000 programmes providing for over 100,000 learners in FL programmes per year, so the tutor workforce must be substantial. The ratio of a full time equivalent (FTE) staff member to EFTs quoted in that report is 19.3:1. Using the EFTS data of 27,407 suggested in Table 2 as a guide, there may be 1,402 FTE staff in foundation learning. However, the ratio of 19:1 learners to staff is much higher than actually occurs in FL classes where a ratio of say 15:1 is more common. On that basis, Fl related staffing may be more in the vicinity of 1,800.
 
The ACE literacy and numeracy provision (i.e. non-ESOL, non-Maori) involves approximately 3,000 learners. Assuming typical ACE funding that requires 12 learners per class, there may be approximately 250 opportunities for paid part-time teaching in that context. 

Using the same formula of 12 learners per class, there may be over 1000 classes to cater for the 13,500 ESOL learners accessing ACE, and 75 classes to provide for the approximately 900 people learning Maori. Nothing is reported to the MoE or TEC about who teaches these classes. 

Table 12. Estimates on the scale of LNL workforce, 2003 

	Organisation
	Tutor numbers

	Reported 
	

	Literacy Aotearoa
	1,795

	NAEHTS
	3,495

	MCLaSS
	21

	Subtotal (predominantly part-time)
	5,311 

	
	

	Estimates
	

	TO/YT EFT estimate lit specialist
	25?

	TP/YT vocational tutors with literacy responsibility
	300?

	TEI EFT estimate
	1,800?

	ACE estimate
	1,300?

	
	


The workforce could therefore be anything from 5-8,000 (but the actual number of FTEs can’t be identified from the data available). There will be some (small) duplication in these estimates because tutors in this field often work for more than one organisation. 

It would be very helpful if in any future investigation of the workforce, surveys asked clearly the hours tutors work and whether they are paid or voluntary, the numbers of learners tutors work with per week and year, the type and number of organisations they work in and the types of professional organisations they look to for support and information.

1.7 Socio-demographic characteristics of LNL tutors

The workforce in adult education in New Zealand typically has been female and Pakeha and the LNL figures that are available reflect this pattern (Table 14). 

Table 13. Gender of LNL tutors, 2003 

	Data source
	% Women

	Literacy Aotearoa
	84%

	NAEHTS
	80%

	ALAF trial
	85%

	Bridging Educator survey (2002)
	59.5%


Of the approximately 5,000 tutors for whom some ethnicity data was available, 65% were Pakeha (Table 15). The 2002 results of the bridging education survey were similar with 67% Pakeha. Interestingly, Maori bridging educators made up 20% of those surveyed. 

Table 14. Ethnicity of Literacy Aotearoa & NAEHTS tutors, 2003

	Ethnicity
	NAEHTS 
	Literacy Aotearoa 
	Total
	% Total

	Pakeha
	2,384
	1,077
	3,461
	65%

	European
	382
	NA
	382
	7%

	Asian
	305
	NA
	305
	6%

	Maori
	104
	180
	284
	5%

	Pasifika
	59
	27
	86
	2%

	Other
	261
	511
	772
	15%

	Total
	3,495
	1,795
	5,290
	100%


While MCLaSS does not report on the ethnicity of tutors as such, the organisation has a policy of employing tutors that speak the main language groups of their clients, so their ethnicities are likely to be very varied. In 2003, tutors were able to work in Mandarin, Urdu, Cantonese, Swiss German, Croat, Assyrian, Kurdish and Arabic.
There has been a common perception that voluntary tutors are retired people, however this is not the case for ESOL home tutors who were more likely to be employed than retired in 2003 (Table 16). There is no other similar data from other providers.

Table 15. Employment status of NAEHTS tutors, 2003

	Employment status
	Tutor numbers
	%

	Working
	1,804
	52%

	Retired
	559
	16%

	Not in the workforce
	653
	18

	Other
	283
	8

	Student
	196
	6

	Total
	3495
	100%


The historical pattern has been for adult education tutors to be mature-age adults who enter the sector after work experience elsewhere (as yet there is no clear career path to attract young people). This pattern also applies to the LNL workforce. In the sample of 80 tutors in the ALAF trial, 65% were aged over 40. We did not find any other data on tutors’ ages. 

1.8 Professional qualifications

The absence of a formal specialist qualification structure for LNL tutors is well known. The Adult Literacy Educator unit standards that are due to come on stream in 2005 will go some way towards correcting that situation, although in themselves they will not be sufficient and degree and postgraduate options will be required if the field is to become more skilled. 

People make their way into LNL tutoring through diverse routes. One route is classroom teaching - in the survey of bridging tutors, 55 had either primary or secondary training and 59 had some sort of adult education qualification (some may have had both). Others will have a variety of professional qualifications, as illustrated in the ALPA survey results (Table 17) which shows that in the absence of formal university level adult literacy study, tutors draw on an eclectic mix of qualifications, on-job experience and continuing professional development that is often ad hoc. Approximately half of the ALAP survey respondents had university degrees; 29 (45%) had primary or secondary teacher training and 24 (37%) have a qualification in teaching adults. Individuals also held a range of other non-education related qualifications. 

Table 16. ALPA survey tutor post school qualifications 

(Multiple responses)

	Type of qualification
	Number of tutors

	Degree
	32

	Certificate in Adult Teaching 
	24

	Primary Teaching 
	20

	Post Graduate qualification
	15

	Trade Qualifications
	10

	Secondary Teaching
	9

	Undergraduate university qualification
	7

	SPELD
	4

	TESOL/ESOL
	3

	Certificate in Counselling
	3


Literacy Aotearoa and NAEHTS provide nationally available qualifications specifically for literacy/numeracy tutors and ESOL home tutors respectively. The two national membership organisations have always had to train large numbers of people to meet the constant turnover of volunteers. During 2003, 1,470 new tutors were given initial training by these two organisations; 316 literacy tutors (18% of the Literacy Aotearoa workforce) and 1,154 ESOL home tutors (33% of their workforce). These are entry-level qualifications only. NAEHTS make the point that their organisation is funded for initial tutor training rather than tutor retention, which they argue is more costly to the organisation as a whole. Tutors who start as volunteers may make their way into employment in the sector, but there is no data as to the extent of that transition.

Thirty six tutors who completed the ALPA survey (just over half the respondents) said they had some adult literacy–specific training provided by Literacy Aotearoa/ARLA. Conversely, and of some concern, 17 tutors who appeared to have an LNL-related role (26%) said they had no adult literacy training (although some of these people may be primary teachers who use the literacy teaching skills gained with children).
In the data from the ALAF trial, the skills and experiences of participating tutors were grouped into ‘most’ and ‘least qualified’. The ‘most qualified’ group had three elements - primary teacher training, Literacy Aotearoa training and other literacy training specifically related to LNL teaching. Of the 80 tutors who took part, only 14 (17%) had all three elements. 

ESOL have been able to access formal qualifications specific to working with adult learners more readily than literacy tutors, and in many situations applicants for jobs will be expected to have formal qualifications. To illustrate the range of options for ESOL tutors, MCLaSS had seven paid ESOL tutors with qualifications including: Diploma in Teaching English as a Second Language; Certificate in English Language Teaching; a B.A. in teaching English as a Foreign Language; and an M.A. in Applied Linguistics. It would be interesting to take a similar-sized literacy/numeracy programme and compare the qualifications of tutors with these.

1.9 On-going professional development 

Literacy Aotearoa and NAEHTS have a mandate to run professional development for their own members. Workbase also plays a key role in professional development activities for LNL nationally. ALPA also has begun to offer PD opportunities.

Over 100 nationally-funded professional development events involving over 1,700 tutors took place in 2003 (Table 18) involving over 2,500 tutors, including over 800 vocational tutors. It is highly probable there will have been other locally-funded training opportunities not captured in this data. 
Table 17. Professional development activity, 2003

	Focus
	Number PD session
	No participants

	Literacy Aotearoa
	4
	333

	NAEHTS
	112
	Approx 1,000


	Workbase
	14
	373

	Skill New Zealand/TEC
	
	1,037

	Totals
	130
	2,743


1.10 Nature and length of employment and hours of work

As has been said earlier, tutors may work in more than one context. In the ALAF trial, less than 42% of tutors had full-time jobs and therefore a number worked in more than one organisation to create the equivalency of a full time job. For example, a tutor may work part-time running a community literacy group; provide contract 1:1 tutoring for WINZ clients and be a part-time literacy support tutor for a PTE.

The only data available on hours of work came from the ALPA survey, which showed the majority of respondents worked 20 hours or less per week (Table 19). 

Table 18. Average hours of work by ALPA survey respondents, 2003

	Average hours per week
	Number of respondents

	<5
	12

	5-10
	8

	10-20
	12

	20-30
	11

	30+ 
	7


This doesn’t show whether tutors were in full or part-time roles and whether they combined tutoring with other related activities i.e. resource development or project coordination. The 20 respondents to the bridging educator survey collectively had an average of 6.9 teaching staff per programme and 4 FTEs, indicating a high use of part-time staff.  

Table 20 below shows the range of contexts in which the 65 tutors who answered the ALPA survey have worked (over their careers rather than specifically in 2003) and something of their roles. No attempt was made to collapse the categories because it cannot be assumed that community literacy for example means the same as working for Literacy Aotearoa (it could mean working in a local church programme). The data shows that almost 60% had worked in TO/YT programmes and about 50% had worked in PTEs.
 Almost 30% had worked in workplace provision. 

Table 19. Contexts in which ALPA survey respondents had worked in their LNL careers

	Contexts
	Number of tutors

	TO/YT
	38

	PTE
	32

	ARLA/Literacy Aotearoa
	25

	WINZ
	19

	Workplace
	18

	Polytechnic
	15

	Marae
	8

	Prisons
	8

	Tutor Training
	4

	Community
	4

	Whanau Development
	3

	Private tuition
	3

	University learning  support
	2

	Roving Specialist Service
	1

	ESOL
	1

	CCS
	1

	Workbridge
	1

	SPELD 
	1

	MoE
	1

	Research & Evaluation
	1


(Multiple responses)

Table 21 below presents the limited 2003 data available on the length of time tutors have been employed in LNL teaching, with 33% having worked in the field for two years or more. Thirty-one percent of those completing the ALPA survey had been working in the field for more than 10 years.
 The high numbers of ESOL home tutors being trained reflects the consequence of a volunteer workforce. 

Table 20. ALPA survey results on length of LNL-related employment as at 2003

	Length of involvement (paid or voluntary) 
	NAEHT
	%  NAEHTS workforce
	ALPA survey
	% ALPA respondents

	<1 year
	1508
	43%
	12
	20%

	1-2 
	806
	23%
	6
	10%

	2-5
	814
	23%
	12
	20%

	5 + years
	367
	11%
	30
	50%

	Totals
	3,495
	100%
	60
	100%


Discussion 

The complexity and scale of provision and the limitations of the data presented above means this analysis of adult literacy, numeracy and language provision has to be viewed as a work in progress. The discussion below suggests ways in which future data gathering and research may be directed, to get a clearer picture of adult literacy, numeracy and language provision.

1.11 Increasing the knowledge base 

As the foundation learning sector matures and initiatives such as the Unique Student Identifier come on stream, better quality data will become available. However, making sure that all departments and providers have a common definition of foundation learning, and that the methods, categories and extent of the data collected is standardised would make comparisons across the sector both easier to do and more useful. 

Given how significant foundation learning has become, an SDR coding system that made it easier to identify courses with a foundation learning focus would be helpful.

Also, more analysis needs to be done on the data from TEOs, identifying the characteristics of learners accessing ESOL provision, te reo Maori and more general adult literacy and numeracy teaching. This would enable a more accurate analysis to be carried out of the proportions of learners in each of those component parts of the sector.  

To get a more complete picture of what happens in TEOs, there needs to be more understanding of how much and what type of LNL teaching takes place in bridging programmes, and the extent of the learning support offered to students in TEIs, which students access it and the impact it has. Also, it would be useful to know more about which types of programmes recruit learners at Levels 1 and 2, and which screen for higher literacy levels on recruitment.  

The data available does not do justice to the diversity and complexity of ESOL provision, which warrants a mapping exercise in its own right, taking into account the IELTS levels at which provision occurs. 

A study is warranted into the actual hours of LNL provision learners receive across all contexts and in particular those where LNL provision stands alongside other content, such as in bridging education, learning support and TO/YT integrated programmes. 

A survey of tutors would enhance our understanding of the tutor workforce and the professional development needs of staff.

1.12 Data on learner outcomes 

There is singularly little useful data to tell us what learners are progressing towards and even less to demonstrate what has been achieved in terms of literacy skills gain. More standardised processes for assessing and recording progress are needed.

However, any initiatives to clarify achievement need to take into account the diversity of contexts, the extent to which learners are involved in setting goals; the diversity of goals sought by learners at different life stages and the very different amounts of teaching available to support learners to improve.

Learner outcomes such as meeting learner goals or even attendance records are fairly limited in their usefulness and may well be better explored using in-depth, independent evaluative studies or other forms of research such as longitudinal studies.

It is interesting to note for example the insights that are provided into the quality of provision in Britain that come from the Adult Learning Inspectorate’s annual report (2003). This report utilizes a range of data sourced from the ALI’s inspection of LNL programmes throughout Britain, including learner interviews, exam results and teacher observation.

1.13 Retention and withdrawals

Overseas, providers and researchers discuss the great problems of student retention and many programmes have withdrawal rates of more than 50% (Comings, 2003; Quigley, 1997). We were not able to find any data on withdrawals from programmes for this project.
 Anecdotally, some providers and tutors report that poor attendance – arriving late and missing sessions (‘no shows’) – are more important issues than formal withdrawal per se. This is a topic worth pursuing for example through future longitudinal research.

On a related topic, the barriers to completion of low-level qualification need to be identified. The data presented in this report does not refer to non-completion, but the recently published MoE report on retention, completion and progression raises very relevant concerns (Scott, 2004). These include that despite needing the shortest time to complete, certificate completion rates are the lowest of any level; this is where most FL participation commences. Also, international research suggests part-time students and those combining work and study are less likely to complete. These types of learners make up the bulk of the FL cohort. 

For years among LNL tutors and providers concern has been expressed anecdotally that students ‘churn’ through a variety of courses at similar levels, without making much skill gain, but at the moment the data can’t tell us anything about pathways to learning or the extent to which learners repeat. A more detailed tracking study is needed to investigate to what extent learners progress up through programmes, gaining skills as they go.

1.14 Variations in funding

There appear to be significant variations in funding. MSD funded their programmes approximately $800 per learner for a 60-hour individualised programme. The funding rate for an MCLaSS place was $600 per learner (who might get 25 hours group tuition per week or 450 hours per semester). The average subsidy under the WBSDF fund was approximately $2,900 per learner for typical provision of just under 50 hours per year, while the range of funding variation for providers accessing ALLP appears very large but needs to be analysed with better quality data relating to total provision per learner. 
At this point, intensity and duration and total hours of provision or costs per learner cannot be determined confidently because the quality of the data is insufficient to allow a meaningful analysis. 

PART TWO – DESCRIPTIONS OF CONTEXTS

Introduction

Part Two presents a description of the different contexts or funding arrangements in which foundation learning occurs.

Chapter Five discusses Training Opportunities and Youth Training Programmes, which are full time pre-employment programmes. Chapter Six presents data submitted to the Ministry of Education by Tertiary Education Organisations (TEOs) within their Single Data Returns (SDR). Learners in TEOs range from full time students to occasional short course participants. 

Chapter Seven discusses foundation learning in the context of the workplace; there are three major funding streams within this section - the Industry Training Fund and two much smaller funds related specifically to literacy and basic skills, the Workforce Basic Skills Development Fund and the Workplace Literacy Fund. Chapter Seven also includes information on other work undertaken by Workbase. Learners in these contexts are all in work and studying part-time, including on the job training.

Chapter Eight contains data on the Adult and Community Education sector (ACE) including discussions on the two national specialist foundation learning bodies - Literacy Aotearoa and the National Association of ESOL Home Tutors (NAEHTS). Information on other nationally funded providers of ESOL is also provided in this chapter, together with data on community education funded through schools, Rural Education Activities Programme (REAP) and Te Ataarangi, a specialist provider of te reo Maori. Participants are usually part-time in the ACE context.   

The recently established Adult Literacy Learning Pool (ALLP) funds initiatives in all contexts except the workplace, and covers a variety of types of provision. Data on the ALLP is presented in Chapter Nine. 

Chapter Ten contains information on provision funded from other government departments including Work and Income New Zealand (Ministry of Social Development) and the Department of Corrections.

Training Opportunities and Youth Training 

Foundation level pre-employment programmes that aim to achieve sustainable employment are a key component of the Government’s foundation learning strategy. Training Opportunities (TO) programmes target people 18 years and over, who are unemployed, looking for work and have no or low school qualifications, while Youth Training (YT) programmes are a bridge for young people under 18 years of age with low qualifications toward employment, further education and training.

A prime function of both TO and YT programmes is the provision of foundation skills (TEC, 2003, p. 62). The TEC estimates 85% of learners in TO/YT may need to improve their literacy skills to be able to fully participate in the workforce. During 2003, the total number of trainees was approximately 35,000, of whom (using the 85% as a guide) approximately 28,000 will have foundation learning needs.
From 2000 Skill New Zealand and later the TEC has increased the focus on literacy and numeracy skill development, encouraging TO/YT providers to increase their awareness of literacy issues and to develop their capability in line with the draft Adult Literacy Quality Mark. Between 2001 and 2004 some professional development has been provided and a small amount of funding made available to support provider's own efforts to better address literacy and numeracy needs.
 
This section begins with a discussion of general TO/YT programmes, followed by a description of the subset of those receiving supplementary funding or with funding specifically tagged for literacy. 

1.15 Nature and extent of TO/YT provision

To illustrate the scale of provision, Table 22 shows the number of providers offering programmes in each region as at June 2004.
 Some providers offer both TO and YT courses and work in more than one region. Approximately 90% of providers are PTEs. 

Table 21. Active TO/YT providers by region, June 2004

	Region
	No. TO providers
	% total providers
	No. YT providers
	% total providers

	Bay of Plenty
	30
	8 %
	25
	8 %

	Canterbury
	27
	8 %
	26
	8 %

	Central
	45
	13 %
	33
	11 %

	Eastern
	22
	6 %
	21
	7 %

	Manukau
	38
	10 %
	33
	11 %

	Nelson-Marlborough-West Coast
	24
	7 %
	21
	7 %

	Northland
	17
	4 %
	16
	5 %

	Otago/Southland
	31
	9 %
	30
	10 %

	Tamaki Makaurau
	50
	13 %
	38
	12 %

	Waikato
	37
	10 %
	35
	11 %

	Wellington
	31
	9 %
	32
	10 %

	Totals
	352
	100%
	310
	100 %


During 2003, those providers offered 1,271 TO/YT programmes in 11 Skill New Zealand/TEC regions
, 59% of which were TO courses (Table 23).

Table 22. Regional distribution of TO/YT programmes, 2003 

	Region
	TO programmes
	% of Total
	YT programmes
	%  Total
	Total programmes

	Bay of Plenty
	48
	6 %
	37
	7 %
	85

	Canterbury
	113
	15 %
	91
	18 %
	204

	Central
	92
	12 %
	55
	11 %
	147

	Eastern
	60
	8 %
	39
	8 %
	99

	Manukau
	93
	12 %
	55
	11 %
	148

	Nelson-Marlborough-West Coast
	37
	5 %
	26
	5 %
	63

	Northland
	30
	4 %
	24
	5 %
	54

	Otago/Southland
	44
	6 %
	36
	7 %
	80

	Tamaki Makaurau
	122
	16 %
	69
	13 %
	191

	Waikato
	66
	9 %
	49
	9 %
	115

	Wellington
	46
	6 %
	39
	8 %
	85

	Totals
	751
	100 %
	520
	100 %
	1,271


There were almost 18,000 funded places in TO/YT (Table 24), of which 5,507 (30%) were allocated in the greater Auckland region (Tamaki Makaurau and Manukau). On average, there are 14 learners per programme. Programmes last 37 weeks on average and learners attend full-time (approximately 30 hours per week). Approximately two learners go through each place per year. 

Table 23. Places in TO/YT programmes by region, 2003 

	Region
	TO places
	% TO places
	YT places
	% YT places
	Total places

	Bay of Plenty
	834
	8%
	584
	8%
	1,418

	Canterbury
	1,345
	12%
	926
	13%
	2,271

	Central
	988
	9%
	603
	9%
	1,590

	Eastern
	781
	7%
	525
	7%
	1,306

	Manukau
	1,620
	15%
	976
	14%
	2,595

	Nelson-Marlborough-West Coast
	506
	5%
	285
	4%
	791

	Northland
	518
	5%
	319
	5%
	837

	Otago/Southland
	699
	6%
	491
	7%
	1,190

	Tamaki Makaurau
	1,830
	17%
	1,082
	15%
	2,912

	Waikato
	876
	8%
	619
	9%
	1,495

	Wellington
	951
	9%
	620
	9%
	1,571

	Totals
	10,947
	100%
	7028
	100%
	17,975


1.16 TO/YT learner characteristics

Eligibility for TO and YT programmes is increasingly related to a lack of foundation skills assessed by a range of criteria that include:

· fewer than three School Certificate (SC) passes or less than 40 Level One NQF credits 

· registered as an unemployed job seeker with more than two SC passes or 40 credits, but assessed as lacking foundation skills (e.g. fewer than eight credits in English and/or Mathematics)

· referred by WINZ as needing basic English language skills, basic literacy and/or numeracy skills; or lacking basic work skills (TEC, 2003).
In 2003, a total of 35,418
 learners went through the approximately 17,000 places; 13,692 young people in YT programmes and 21,456 in TO programmes.
 A very small majority (18,141 or 51%) were men. 

Table 25 shows ethnicity results for all TO/YT learners. The majority of learners were Maori (43%, a similar figure to 2002). Approximately 6,800 were Pasifika, Asian or ‘Other’ ethnicities (a total of 20%). It is highly likely that many of those (including some Pasifika learners) will have ESOL issues that need to be addressed as part of mainstream TO/YT delivery. 

Table 24. Ethnicity, TO/YT learners, 2003 

	Category 
	Pakeha
	Maori
	Pasifika
	Asian
	Other
	Unknown
	Total

	TO
	7,604
	8,881
	2,443
	1,159
	1,341
	28
	21,456

	YT
	5,563
	6,483
	1,543
	130
	235
	8
	13,962

	Total
	13,167
	15,364
	3,986
	1,289
	1,576
	36
	35,418

	% total 
	37 %
	43 %
	11 %
	4 %
	4 %
	0 %
	100 %


1.16.1 Educational qualifications of learners on enrolment

More than 13,000 learners on TO programmes (63%) had no school qualifications (Table 26); another 26% had a small number of School Certificate passes.

More than 10,000 YT learners (73%) had no school qualifications and 24% had between 1-3 School Certificate passes or a small number of NCEA credits. 

Table 25. Qualifications of TO/YT learners on enrolment, 2003

	Category
	No School Quals
	1-2 SC Passes
	3 + SC or <39 L1 credits
	6th Form Cert + 40+ L1 passes
	U.E./ Higher SC
	Other*
	Totals

	TO
	13,373
	4,486
	1,226
	890
	881
	449
	21,305

	YT
	10,256
	2,766
	561
	264
	127
	29
	14,003

	Totals
	23,629
	7,252
	1,787
	1154
	1,008
	478
	35,308

	% of total 
	67 %
	21 %
	5 %
	3 %
	3 %
	1 %
	100 %


*Includes trades qualifications and degrees

1.16.2 TO/YT outcomes 

Two types of outcomes are expected from Training Opportunities: a) employment or b) entry into further education or training plus educational achievement (i.e. gaining of qualifications or credits towards qualifications). The national targets for 2003 for Training Opportunities include:

· a minimum of 60% of learners will go into employment and/or further training within two months of leaving Training Opportunities 

· overall, learners participating in the programme will gain on average at least 20 credits on the National Qualifications Framework (Ramasamy & Pusch, 2004).
The Tertiary Education Commission negotiates specific outcome targets with each provider based on local labour market opportunities and the focus of the training provided. 

While TO and YT learners achieve employment outcomes, there is no way of knowing to what extent their acquisition or lack of foundation skills impact on employment opportunities. Table 27 shows outcome data for 2003 and illustrates how there is more success (and perhaps more programme focus) on achieving employment rather than moves onto other programmes or further training. Fifteen percent of TO trainees and 24% of YT trainees go on (in the period after their programmes) to further training. 

Table 26. Outcomes from TO/YT, 2003

	 Region
	Training Opportunities
	Youth Training

	
	Employment
	Further training
	TO Total
	Employment
	Further training
	YT Total

	Bay of Plenty
	53%
	16%
	69%
	51%
	24%
	75%

	Canterbury
	46%
	10%
	56%
	47%
	17%
	65%

	Central
	52%
	20%
	72%
	47%
	30%
	76%

	Eastern Coast
	57%
	15%
	72%
	42%
	28%
	70%

	Manukau
	46%
	19%
	65%
	44%
	26%
	71%

	Nelson/Marlborough/West Coast
	49%
	8%
	57%
	60%
	16%
	75%

	Northland
	54%
	12%
	65%
	47%
	17%
	65%

	Southern
	58%
	11%
	69%
	58%
	20%
	78%

	Tamaki Makaurau
	41%
	19%
	60%
	43%
	25%
	68%

	Waikato
	54%
	16%
	70%
	48%
	26%
	75%

	Wellington
	45%
	16%
	61%
	36%
	29%
	65%

	Averge
	50%
	15%
	65%
	47%
	24%
	71%


There is a limited amount of information on the credits achieved by learners. Table 28 below shows the average credit achievement per learner, incorporating any foundation learning–related credit achievement. Whereas the credit data shows national targets are being met, it is not possible to establish the fields in which the credits are being achieved and therefore the extent to which skills in foundation learning have been achieved. 

Table 27. Average credits achieved by TO/YT learners, 2003 

	Region
	Average credits - TO learner
	Average credits - YT learner

	Bay of Plenty
	17.79
	19.69

	Canterbury
	17.00
	18.17

	Central
	20.67
	23.03

	Eastern Coast
	19.70
	16.73

	Manukau
	22.68
	22.99

	Nelson/Marlborough/West Coast
	26.41
	27.60

	Northland
	18.88
	17.55

	Southern
	18.47
	20.10

	Tamaki Makaurau
	20.16
	18.72

	Waikato
	14.58
	17.83

	Wellington
	17.15
	19.81

	Totals
	19.22
	19.96


1.17 Explicit foundation learning delivery 

In the last three years, there has been an increasing emphasis on enhancing the capacity of providers to address the literacy levels of learners. From 2001-2004 programmes that had a focus on literacy were identified in three ways:

· Literacy programmes in which almost all of the content is designed to improve literacy skills. It is expected that the literacy teaching/learning is contextualised and that the context is meaningful to, and purposeful for, the learner. The programmes are expected to have a vocational orientation but for some learners the starting point may be a personal rather than a vocational goal. 

· Integrated programmes in which the vocational or generic skills tutor is integrating literacy into the vocational or generic programme. The literacy components are those related to the programme and are taught alongside and interrelated with the vocational or generic components.

· Integrated programmes with specialist assistance in which the vocational or generic skills tutor is integrating literacy, plus assistance from a literacy tutor is available as required, where it is recognised that the level of need of some learners is beyond the resources of a tutor alone. All the literacy teaching is to be strongly linked to the programme, but may be provided in various ways including:

withdrawing an individual or small groups of learners from the vocational/generic learning space 

working alongside learners in the vocational/generic learning space 

a specialist literacy tutor teaching the whole group the literacy components; the vocational/generic tutor then reinforces the skill through context-specific practice

the specialist literacy tutor supports the tutor to assist the learner. 

The fact some programmes are identified as having a literacy focus does not automatically mean that other providers are not addressing the literacy needs of learners, but there is no way to ascertain what sort of literacy support is going on in the non-targeted programmes. Providers are required to help learners meet the literacy demands of their course. This may mean some providers attempt to reduce the literacy demands by oral assessments, rewriting material to simplify it etc. and not necessarily that learners are being taught literacy skills. However, the intention of Skill New Zealand and now the TEC has been to increase the engagement of providers with meeting the literacy needs of learners sufficiently to enable them to move to employment or further education and training; these needs may be broader than those needed to handle course material and assessments. 
1.17.1 Nature and extent of literacy-focused provision

A small amount of supplementary funding per learner ranging from $5-$15 (most commonly $5-10) was made available to those vocational/generic programmes where literacy was given explicit emphasis. In 2003, 344 programmes received supplementary funding or funding linked to a literacy focus. Table 29 below shows that those programmes were funded for just over 4,500 learner places, 25% of the almost 18,000 total places. For historical reasons, there were considerably more places with an identified literacy focus in Central and Canterbury regions than elsewhere. Approximately 25 providers offered the intensive literacy programmes.

The international literature review that accompanies this study points to the need for learners to have specific literacy teaching to increase the likelihood of literacy skills gain (Benseman et al., 2005) and yet a large number of TO/YT trainees may be getting no specific literacy skills training at all.

Table 28. TO/YT learner places funded for literacy support by region, 2003

	Regions
	Literacy
	Integrated
	Integrated with specialist
	Total literacy places
	Total regional places
	LN places as % of regional total

	Bay of Plenty
	9
	
	
	9
	1,418
	0.6 %

	Canterbury
	102
	
	1,329
	1,431
	2,271
	63 %

	Central
	56
	
	1,530
	1,586
	1,590
	100 %

	Eastern
	37
	
	
	37
	1,306
	3 %

	Manukau
	37
	
	
	37
	2,595
	1 %

	Nelson/Marlborough/West Coast
	63
	
	
	63
	791
	8 %

	Northland
	9
	
	196
	205
	837
	25 %

	Otago/Southern
	75
	
	
	75
	1,190
	6 %

	Tamaki Makaurau
	50
	621
	362
	1,033
	2,912
	35 %

	Waikato
	21
	
	
	21
	1,495
	1 %

	Wellington
	39
	
	
	39
	1,571
	2 %

	Totals 
	498
	621
	3,418
	4,537
	17,975
	25%

	% total TO/YT places
	3%
	3%
	19%
	25%
	
	


Assuming full time attendance is approximately 30 hours per week
, a learner on a 37-week literacy programme may receive an estimated 1110 hours of literacy-focused provision in a year.

The extent of deliberate literacy teaching that takes place in integrated programmes is not known, so it is not possible to estimate hours in that context at this point.  

During 2003, 9,343 learners went through literacy-focused programmes, just over 25% of the total trainee pool (Table 30).

Table 29. TO/YT learner numbers by region in literacy programmes, 2003 

	 Region 
	Literacy
	Integrated
	Integrated with specialist
	Regional total
	Learner numbers as % of total

	Bay of Plenty
	28
	
	
	28
	0.3%

	Canterbury
	186
	
	2,359
	2,545
	27.2%

	Central
	124
	
	3,267
	3,391
	36.3%

	Eastern
	63
	
	
	63
	0.7%

	Manukau
	69
	
	
	69
	0.7%

	Nelson/Marlborough/West Coast
	137
	
	
	137
	1.5%

	Northland
	14
	
	669
	683
	7.3%

	Otago/Southern
	159
	
	
	159
	1.7%

	Tamaki Makaurau
	82
	1,046
	1,029
	2,157
	23.1%

	Waikato
	56
	
	
	56
	0.6%

	Wellington
	55
	
	
	55
	0.6%

	Totals
	973
	1,046
	7,324
	9,343
	100 %

	% of total learners
	3 %
	3 %
	21 %
	26 %
	


 (as at August 7, 2004)

Table 31 below details the level of expenditure on both literacy-focused and general TO/YT programmes, showing that the expenditure on literacy-focused programmes is proportionate to the places allocated. Three quarters of TO/YT expenditure is spent in general programmes. Of the literacy-focused programmes, most is spent on integrated programmes with specialist assistance, with 3% only on programmes that have a prime focus on literacy skills acquisition. As yet, there has not been research to investigate where the greatest skill gain takes place.

Table 30. TO/YT expenditure per course by type of literacy focus, 2003

	Region 
	Literacy
	Integrated
	Integrated  with specialist
	Subtotal
	% of  reg. totall
	$ Totals

	Bay of Plenty
	$105,750
	
	
	$105,750
	1%
	$14,682,756

	Canterbury
	$854,646
	
	$9,922,871
	$10,777,517
	63%
	$16,990,370

	Central
	$531,130
	
	$14,135,507
	$14,666,637
	100%
	$14,671,437

	Eastern
	$362,716
	
	
	$362,716
	3%
	$12,628,530

	Manukau
	$205,536
	
	
	$205,536
	1%
	$15,338,642

	Nelson/Marlb/West Coast
	$606,424
	
	
	$606,424
	8%
	$7,577,187

	Northland
	$103,680
	
	$2,082,265
	$2,185,945
	24%
	$8,986,590

	Otago/Southern
	$820,880
	
	
	$820,880
	6%
	$12,839,735

	Tamaki Makaurau
	$528,210
	$5,773,452
	$3,922,170
	$10,223,832
	39%
	$26,503,891

	Waikato
	$231,840
	
	
	$231,840
	2%
	$14,870,734

	Wellington
	$440,640
	
	
	$440,640
	3%
	$16,006,623

	Totals
	$4,791,452
	$5,773,452
	$30,062,813
	$40,627,717
	25%
	$161,096,495

	% of expenditure
	3 %
	4 %
	19 %
	25 %
	
	100%


1.17.2 Learner characteristics in literacy-focused TO/YT programmes

In 2003, 4,476 of the learners in LNL focused programmes were men (48%) and 4,867 were women (52%) in these programmes, similar proportions to those for total TO/YT learners. 

It would appear that the distribution of ethnicity of learners in literacy-focused programmes is similar to that of the total TO/YT cohort, with only a slightly higher proportion of Pakeha and a slightly smaller proportion of Maori  (Table 32). Only small numbers of Asian learners appear to be in literacy-focused programmes. 

Table 31. Comparison of ethnic distributions of literacy focused and general programmes, TO/YT, 2003

	Literacy Focused Programmes
	Pakeha
	Maori
	Pasifika
	Asian
	Other
	Total

	Literacy
	458
	342
	98
	27
	47
	973

	Integrated
	342
	314
	277
	45
	66
	1,046

	Integrated  with specialist
	3,398
	3,032
	529
	161
	198
	7,324

	Total
	4,198
	3,688
	904
	233
	311
	9,343

	% of total in literacy-focused programmes
	45%
	39%
	10%
	2%
	3%
	100%

	% of total TO/YT learners
	37%
	43%
	11%
	4%
	4%
	100%


The majority of learners accessing LNL-focused programmes are under 20 years. Of the 5282 people under 20, 3,836 (41%) were in YT programmes. 

Figure 1. Age distribution of TO/YT learners, 2003
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The educational history of learners in literacy-focused programmes is almost identical to the complete cohort i.e. no or very low school qualifications.

1.17.3 Outcomes data from literacy-focused programmes

The literacy-focused programmes have not been required to report nationally on specific literacy outcomes, in addition to the employment and further education outcomes required of all providers.

There has been some regional requirement to report on literacy activity when providers have received additional funding for this purpose or when such provision had been agreed in their Statement of Agreed Provision. For example, in Northland in 2003 and 2004 providers received an extra $5 per trainee per week to assist with literacy provision and were required to report by 31 May each year against a number of heading linked to the elements outlined in an internal TEC report on good practice (Tertiary Education Commission, n.d.) including literacy needs assessment,  learning resources and environment, literacy assistance delivery, relevance to the workplace and tertiary study environments, learner progress and alignment of delivery to the draft Adult Literacy Quality Mark (dALQM).

1.17.4 English for Speakers of Other Languages (ESOL)

In 2003, 586 places (3% of the total TO/YT) were designated for ESOL learners in seven regions. The greatest numbers of places were in Tamaki Makaurau, Manukau and Canterbury (reflecting refugee / immigration distribution patterns). Expenditure on ESOL courses totalled $5.3 million (Table 33).

Programmes are usually 18 weeks long. Very beginning (often pre-literate) learners may repeat those programmes before moving on to more vocationally-oriented courses. The TEC estimates approximately three learners per general place for each year, but allowing for course repeats with ESOL learners, approximately 1,200-1,500
 trainees would participate in focused ESOL programmes in a year. Any data on learners’ specific literacy levels would be kept only at provider level.

Table 32. Expenditure on TO/YT ESOL and places by region, 2003

	Region
	Places
	% places by region
	ESOL place expenditure

	Canterbury
	116
	20 %
	$940,675

	Eastern
	28
	5 %
	$318,660

	Manukau
	116
	20 %
	$1,106,115

	Otago/Southland
	12
	2 %
	$106,560

	Tamaki Makaurau
	192
	32 %
	$1,533,150

	Waikato
	57
	10 %
	$577,392

	Wellington
	65
	11 %
	$722,656

	Totals 
	586
	100 %
	$5,305,208


These places do not represent the full picture of ESOL issues in TO/YT. Learners from these designated programmes may progress onto other courses, but English language competence takes years to acquire and will continue to be an issue. Additionally, there are many learners with ESOL language characteristics who go straight into general or literacy specific programmes. As Table 25 showed, a much larger number of learners in general programmes have ESOL issues that need to be catered for than the designated ESOL places and learner numbers would suggest.
1.17.5 Future provision of literacy-focused TO/YT programmes

From 2004 all providers must state explicitly what they will do to meet the literacy
 needs of all learners in their Summary of Agreed Provision (SoAP) with the TEC (Tertiary Education Commission, 2003a). The discrete supplementary funding that was directed to the integrated programmes and those with specialist assistance will not continue into the 2005 funding round. There is an expectation that all providers will be able to meet the literacy needs of learners sufficiently for them to meet the literacy needs of the courses in which they take part and the possible literacy requirements of entry level jobs in industry or moving into further education or training. But it cannot be assumed that that translates into transferable literacy skills that learners can use in other contexts. 

It is likely that the literacy courses will remain and it is anticipated that more providers will adopt the integrated approach. However, under the current course data collection system there will not be any way of identifying those programmes in the future.

If these programmes were to continue, more research is needed about the comparative LNL achievement of learners in literacy-focused programmes compared to general programmes, to both understand what kind of progress learners make in both and whether the focused approach is more or less beneficial in bringing about LNL skills gain that can be transferred into employment or further education. In the event that they go out of existence, other approaches will need to be found to identify what sorts of programmes enable learners to make progress in LNL. 

2. Tertiary Education Organisations 

The majority of foundation learning is funded through the student component of the Integrated Funding Framework (Ministry of Education, 2004a, p. 42). Data on foundation learning in this section comes via the Single Data Return (SDR), which records information about student enrolments in recognised qualifications - the Equivalent Full-Time Students (EFTS) system.
 All public providers, and any private providers (including OTEPS) that receive EFTS funding or are approved for loans and allowances return data to the Ministry of Education via the SDR.

To create a broad and inclusive list of foundation learning courses for 2003, the SDR database was sifted on a range of parameters:

· Include only the codes for Mixed Fields Programmes (programmes providing multi-field education) plus those fields that would seem to logically include literacy, numeracy and language.

· Exclude certain funding sources related to foreign students, STAR students and teacher trainees.

We then refined that data set in a number of ways
:

· Deleting all courses above NQF Level Five (L5) (L1-4 were the MoE’s parameters for foundation learning).

· Searching L5 course titles to ensure we were not eliminating bridging courses.

· Hand searching all 7,000+ course titles to identify those incorrectly coded as Level 0 (as a proxy for Level 10).

· Removing all L5 and above te reo Maori courses at Colleges of Education or Polytechnics. For the remainder, where we were unsure about a course title, because it was in te reo Maori (coded as 91502), by default they were included. This means there may be some tikanga and other types of courses included.

· Deleting other courses that were broadly foundation learning, but that would probably not have literacy, numeracy or language components, after discussion with MoE staff.

The broader categories of communication, social and life skills, employment were retained within this cluster because the titles of courses in many of the categories are similar and it is not possible to identify which are LNL-focused and which are not.

A full description of our sorting process is described in Appendix A.

Additional data has been drawn from the MoE’s recent publication New Zealand’s Tertiary Education Sector Profiles and Trends 2003 and the accompanying Appendix (Ministry of Education, 2004a, 2004b). 
2.1 Nature and extent of foundation learning provision in TEOs

The initial broad sift of data shows there were 4,017 L1-4 foundation learning-related courses provided by 95 tertiary institutions in 2003. Table 34 shows the categories of courses by their NQF level. Almost half the courses are coded ‘0’, (which we have assumed to be low level courses by the nature of their course title).

Approximately 35% of courses were for ESOL, 17% for te reo Maori and only 10% were specifically coded as literacy and numeracy.

Courses have generic titles and a course coded as one category contains elements of a variety of these categories. For example Mahi Ora, categorised as social/life skills (and delivered by Te Wananga o Aotearoa) contains literacy, numeracy, communications and learning skills. 

· Produce a CV (curriculum vitae)
· Write letters
· Read and interpret information presented in tables and graphs
· Read and assess texts to gain knowledge
· Use standard units of measurement
· Solve problems using calculations with numbers expressed in different forms
· Solve problems which require calculation with whole numbers
· Apply listening techniques
· Communicate information in a specified workplace
· Communicate with people from other cultures
· Demonstrate knowledge of problem solving and apply a problem solving technique
· Manage own learning programme.

In all, 25% of courses were at Levels 3 and 4. Communications, Maori and employment all had more than 30% of courses at these higher levels.

Those courses are associated with 250 L1-4 certificates, of which 111 are coded ‘mixed fields’. 

Table 33. TEO courses by NZSCED code and NQF levels, 2003

	 
	 
	NQF level  
	 

	Course category 
	NZSCED code
	0
	1
	2
	3
	4
	Grand Total
	% total
	% at L3+

	Literacy /numeracy
	100705/120103
	167
	131
	45
	29
	17
	389
	10%
	12%

	Basic maths 
	10101/10103
	153
	73
	26
	24
	24
	300
	7%
	16%

	Te reo Maori
	91502
	232
	124
	73
	124
	115
	668
	17%
	35%

	ESOL
	91501/91506
	548
	108
	122
	172
	134
	1,084
	27%
	28%

	School subjects
	120101
	96
	21
	14
	3
	 
	134
	3%
	2%

	Employment
	120501/120503/120505/120599
	125
	34
	118
	101
	16
	394
	10%
	30%

	Communication
	100707/100799
	151
	18
	39
	100
	23
	331
	8%
	37%

	Learning skills/general 
	120105/120199
	201
	65
	13
	17
	12
	308
	8%
	9%

	Social/Life skills 
	120301/303/304/120399
	139
	64
	91
	47
	20
	361
	9%
	19%

	Mixed field 
	129999
	27
	2
	9
	5
	5
	48
	1%
	21%

	 
	Grand Total
	1839
	640
	550
	622
	365
	4017
	100%
	25%

	 
	% total
	46%
	16%
	14%
	15%
	9%
	100%
	 
	


In total there were 665,524 enrolments in those foundation-learning related courses (Table 35). 
 The greatest number enrolled in social/life skills courses (40%) followed by te reo Maori (33%). 

Te reo Maori provision generated 52% of foundation learning related EFTS, ESOL 13% and the broader literacy / numeracy subjects 35% of total EFTs. 

Appendix B contains a list of the 95 TEOs with learner and enrolment numbers.

Table 34. Enrolments in TEO FL courses NQF L1-4, 2003

	NZSCED Codes
	Course categories
	Enrolments
	% Enrolments
	EFTS
	% EFTS

	100705 / 120103
	Literacy & Numeracy 
	63,813
	10%
	1,396
	5%

	10101 / 10103
	Basic maths/stats
	32,814
	5%
	972
	4%

	91502
	Te reo Maori
	219,557
	33%
	14,158
	52%

	091506 / 091501
	ESOL  
	17,912
	3%
	3,537
	13%

	120101
	School subjects 

	29,508
	4%
	766
	3%

	120501 / 120503 / 120505 / 120599
	Employment
	15,110
	2%
	1,306
	5%

	120105 / 120199
	Learning skills/ General
	10,497
	2%
	740
	3%

	100707/ 100799
	Communications
	9,858
	1%
	638
	2%

	120301 / 120303/ 120304
	Social / Life skills
	264,923
	40%
	3,249
	12%

	129999
	Mixed field
	1,532
	0%
	432
	2%

	 Totals
	
	665,524
	100 %
	27,193
	100 %


In total, 252,591 domestic students were enrolled in all courses at NQF level 4 and below, 219,583 in L1-3 certificates and another 33,008 in L4 certificates.
 

Of those, using our data set, 111,569 learners (44%) participated in the foundation learning courses shown above (Table 36). 
 

Just over half of learners were enrolled in wananga, the great majority of whom (53,788) were in Te Wananga o Aotearoa. Wananga also accounted for 85% of foundation learning-related enrolments in the TEI sector.  

Table 35. TEO FL learner numbers by provider type, 2003

	Provider Type
	Learner numbers
	% of learners
	Enrolments
	% of enrolments

	College of Education
	55
	0%
	78
	0%

	Other Tertiary Education Provider
	800
	1%
	2,981
	0%

	Polytechnic
	36,425
	33%
	65,234
	10%

	University
	9,668
	9%
	15,359
	2%

	Wananga
	57,625
	52%
	567,816
	86%

	Subtotal, TEIs
	104,573
	94%
	651,468
	99%

	 
	 
	 
	 
	 

	Private Training Establishment

	6,996
	6.27%
	9,554
	1%

	Total
	111,569
	100%
	661,022
	100%


Table 37 shows the regional distribution of learners. A significant proportion of learners are not categorised by region (which may represent learners studying by distance through Te Wananga o Aotearoa judging by the figures in Table 36). There are more learners in the Waikato accessing foundation learning in TEOs than in Auckland and there appear to be only slightly more in Auckland than in Wellington. 

Table 36. TEO FL learner numbers by region, 2003

	Region
	Total
	%

	Auckland Region
	14,186
	13%

	Bay of Plenty Region
	5,274
	5%

	Canterbury Region
	5,970
	5%

	Gisborne Region
	1,546
	1%

	Hawkes Bay Region
	9,705
	9%

	Manawatu-Wanganui Region
	5,035
	5%

	Marlborough Region
	374
	0%

	Nelson Region
	602
	1%

	Northland Region
	2,424
	2%

	Otago Region
	1,777
	2%

	Southland Region
	676
	1%

	Taranaki Region
	534
	0%

	Tasman Region
	43
	0%

	Waikato Region
	19,421
	17%

	Wellington Region
	13,198
	12%

	West Coast Region
	931
	1%

	Not Applicable
	29,742
	27%

	Missing
	131
	0%

	Total
	111,569
	100%


2.2 Learner characteristics in foundation learning in TEOs 

The majority of learners in SDR-recorded foundation learning were women (67%) and learners aged between 20-40 (Table 38). Approximately 40% of learners were aged over 40 years. Foundation learning in TEOs attracted only small numbers of learners under 20 years of age. 

Table 37. Gender and age of FL learners in TEOs, 2003

	Gender
	< 20 yrs
	20 - 29 yrs
	30 - 39 yrs
	40 - 44 yrs
	45+ yrs
	Total
	% total

	Female
	3,887
	20,174
	20,715
	9,751
	19,792
	74,319
	67%

	Male
	2,837
	10,247
	9,237
	4,477
	10,452
	37,250
	33%

	Total
	6,724
	30,421
	29,952
	14,228
	30,244
	111,569
	100%

	% of total
	6%
	27%
	27%
	13%
	27%
	100%
	


Maori made almost half of all learners and Maori learners aged over 40 make up almost 20% of the total TEO learner numbers (Table 39). Asian learners aged over 40 make up 48% of their cohort, while only 22% of Pasifika learners are aged over 40. There are only 2% of Asians aged under 20 years and young Maori learners make up only 4% of their cohort. However, for Pakeha and Pasifika, young learners make up about 10% of their group.

Table 38. Ethnicity of TEOs FL learners by age, 2003

	Ethnicity
	< 20 yrs
	20 - 29 yrs
	30 - 39 yrs
	40 - 44 yrs
	45+ yrs
	Total
	% total 

	Asian
	371
	3,095
	5,331
	2,664
	5,591
	17,052
	15%

	European
	2,889
	8,607
	6,142
	3,146
	8,073
	28,857
	26%

	Maori
	2,432
	14,418
	15,817
	7,348
	14,647
	54,662
	49%

	Other
	504
	1,892
	1,193
	533
	1,179
	5,301
	5%

	Pacific Is
	528
	2,409
	1,469
	537
	754
	5,697
	5%

	Total
	6,724
	30,421
	29,952
	14,228
	30,244
	111,569
	100%

	% Total 
	6%
	27%
	27%
	13%
	27%
	100%
	


Approximately half of all learners were wananga-based, and of those 57,000 63% were Maori (Table 40). The next largest group of learners are Pakeha, half of whom are enrolled in polytechnics. Pasifika learners are more likely to be in polytechnic courses. There are three times more Asian than Pasifika learners and surprisingly, the majority of Asian learners are also enrolled in wananga.
Table 39. Ethnicity of TEO foundation learning students by provider type, 2003

	Provider 
	Pakeha
	Maori
	Pasifika
	Asian
	Other
	Total
	% total

	Colleges Ed.
	20
	6
	23
	3
	3
	55
	0%

	OTEPS
	7
	627
	95
	67
	4
	800
	1%

	Polytechnic
	15,263
	14,446
	2,322
	2,785
	1,609
	36,425
	33%

	PTE
	1,652
	1,781
	913
	2,036
	614
	6,996
	6%

	University
	3,514
	991
	677
	2,419
	2,067
	9,668
	9%

	Wananga
	8,401
	36,811
	1,667
	9,742
	1,004
	57,625
	52%

	Total
	28,857
	54,662
	5,697
	17,052
	5,301
	111,569
	100%

	% of total
	26%
	49%
	5%
	15%
	5%
	100%
	


Providers are only required to collect data on the educational qualifications and employment status for Type D students
 (92,730), with Type A students accounting for most of the blanks/unknown.
 Over 35% of these learners have no school qualifications (Table 41). Another 21% have low-level school qualifications.  

Table 40. Educational qualifications of TEO foundation-learning students on enrolment, 2003 

	Quals
	No school quals
	1-2 SC passes or ≥12 L1 credits
	6th Form Cert, UE or L2
	Bursary/L3 credits + above
	Oseas Quals
	Not known/ other
	Total

	No. learners
	41,262
	15,701
	10,381
	13,286
	15,403
	15,536
	111,569

	% totals
	37%
	14%
	9%
	12%
	14%
	13%
	100%


The proportion of learners in the older age groups was surprisingly high, given the under-representation of these age cohorts in most participation research studies. Further analysis of these cohorts (Table 42) showed that Maori women made up 52% of the approximately 30,000 female students over 40 years of age; of this group approximately 8,800 have no formal secondary school qualifications (or the equivalent of less than 12 credits at Level 1). 

Table 41. Educational qualifications of women in TEO FL courses over 40yrs, 2003

	Ethnicity
	No school quals
	1-2 SC passes or ≥12 L1 credits
	6th Form L2
	Bursary  /L3 credits +
	Overseas quals
	Not known
	Grand Total

	Pakeha
	2,470
	1,246
	1,372
	534
	402
	1706
	7,730

	Maori
	8,821
	2,194
	1,244
	317
	9
	2650
	15,235

	Pasifika
	400
	167
	88
	25
	71
	125
	876

	Asian
	363
	105
	114
	139
	3,687
	228
	4,636

	Other
	161
	42
	101
	58
	415
	289
	1,066

	Total
	12,215
	3,754
	2,919
	1,073
	4,584
	4998
	29,543

	% total
	41%
	13%
	10%
	4%
	16%
	17%
	100%


The largest single group of students were wage or salary workers before they enrolled in foundation learning (29%), closely followed by non-employed and beneficiaries (Table 43).

Table 42. Main activity or occupation prior to formal enrolment
,TEO foundation learning students, 2003

	Activity/occupation
	Numbers
	% 

	Working
	35,731
	32%

	Non-employed or Beneficiary
	25,294
	23%

	House-person or Retired 
	9,532
	9%

	Secondary School Student 
	9,159
	8%

	Tertiary Education Organisations Student
	7,412
	7%

	Overseas 
	6,358
	6%

	Private Training Student
	2,217
	2%

	Other
	1,898
	2%

	(blank)
	13,968
	13%

	Total
	111,569
	100%


2.3 Outcomes data 

Outcome data on literacy, numeracy and language is problematic and seems very limited for the size of the sector. Data on successful foundation learning course completion could not be collated as it “would take years to run.”
 Anecdotally we know low literacy, numeracy and language skills play a role in non-completion of courses, but the extent of this issue is unknown. It was not possible to do a data run that ties completion dates with enrolments. 

2.4 Te Wananga o Aotearoa

Te Wananga o Aotearoa dominates foundation learning provision. Therefore some additional information about their students and programmes is provided below. 

There are more women than men (71% / 29%), similar to the proportions (67% / 33%) of overall foundation learning cohort; there are proportionally fewer young people (Table 44).

Table 43. Age and gender of Te Wananga o Aotearoa learners

	Gender
	<20
	20-29
	30-39
	40-44
	45+
	Grand total 
	% total  

	Female
	371
	9,102
	12,365
	5576
	10552
	37,966
	71%

	Male 
	256
	2,663
	4,802
	2530
	5571
	15,822
	29%

	Total
	627
	11,765
	17,167
	8106
	16123
	53,788
	100%

	% total 
	1%
	22%
	32%
	15%
	30%
	100%
	

	Overall % 
	6%
	27%
	27%
	13%
	27%
	100%
	


The majority of foundation learning participants at the wananga are Maori; very few Pasifika participate (Table 45). 

Table 44. Gender and ethnicity of Te Wananga o Aotearoa learners, 2003 

	Gender
	Maori
	Pasifika 
	Pakeha 
	Asian
	Other
	Grand Total

	Female
	24,714
	1,166
	6,074
	5,401
	611
	37,966

	Male 
	8,509
	475
	2,121
	4,336
	381
	15,822

	Grand Total
	33,223
	16,41
	8,195
	9,737
	992
	53,788

	% total 
	62%
	3%
	15%
	18%
	2%
	100%


Table 46 below shows the dominance of low- level courses and Te reo Maori in that institution. 

Table 45. Te Wananga o Aotearoa courses by NZSCED code and level, 2003 

	  
	NQF level
 

	
	NZSCED code
	1
	2
	3
	4
	Grand Total
	% total

	Basic maths
	10101
	
	19
	
	
	19
	3%

	ESOL
	91501
	
	3
	
	
	3
	0%

	Te reo Maori
	91502
	120
	66
	112
	66
	364
	57%

	School 
	120101
	13
	
	
	
	13
	2%

	Literacy
	120103
	82
	17
	
	
	99
	15%

	Learning skills
	120105
	16
	
	
	
	16
	2%

	Social/life skills 
	120301/120303
	48
	44
	5
	3
	100
	16%

	Employment 
	120501/120503/120505/120599
	1
	13
	5
	11
	30
	5%

	 
43%
25%
19%
12%
100%

	Grand Total
	280
	162
	122
	80
	644
	100%

	
	% of total
	44%
	25%
	19%
	12%
	100%
	


The dominance of Te reo in the wananga’s delivery is even more marked when EFTs proportions are considered. 

Table 46. Te Wananga o Aotearoa EFTS by course category and NQF level, 2003

	Course categories
	NZSCED
	1
	2
	3
	4
	Grand Total
	% of total 

	Basic maths
	10101
	 
	466
	 
	 
	466
	3%

	Literacy/numeracy
	120103
	525
	242
	 
	 
	767
	5%

	ESOL
	91501
	 
	2
	 
	 
	2
	0%

	Te reo Maori
	91502
	5,480
	3,490
	1,445
	1,295
	11,710
	71%

	School subjects 
	120101
	591
	 
	 
	 
	591
	4%

	Learning skills
	120105
	19
	 
	 
	 
	19
	0%

	Social/life skills 
	120301/120303
	1,655
	1,276
	2
	10
	2,942
	18%

	Employment
	20501/120503/120505
	0
	3
	4
	5
	13
	0%

	
	Grand Total
	8,270
	5,479
	1,451
	1,310
	16,512
	100%


3. Foundation skills development in the workplace

The Government contributes to foundation skills in the workplace via three different sources:

· The Industry Training Fund that focuses on industry-specific skill development for people in the workforce, some of which will be foundation learning-related.

· Specific workplace literacy development for employed New Zealanders is primarily funded by companies, but subsidised through two sources:

the Workplace Basic Skills Development Fund (WBSDF) administered by Workbase

and the Workplace Literacy Fund (WLF) administered by the TEC. 

There are additional workplace literacy-related activities delivered by Workbase, which are also included in this section. 

This section discusses publicly funded delivery for workplace delivery only. There is no way of knowing how much workplace LNL provision is taking place funded from sources other than the WBSDF and the WLF. Workbase believes that very few companies will meet the full cost of provision themselves and look to the two funds for support.
 

3.1 Industry Training Fund (ITF)

Industry training is intended to provide job-specific training for people aged over 18; in particular, the fund is intended to offer structured training to individuals, groups and industries that have had little or no access to systematic training in the past. The Government contributes to industry training through the ITF with industry contributing through cash or in-kind contributions.
 Industry Training Organisations (ITOs) are contracted each year to provide an agreed volume of training. 

3.1.1 Funding

In 2003 Government contributed $98.4 million to industry training, with industry cash contributions exceeding $41,645 in cash. An unknown proportion of that goes to LNL-related foundation learning.

3.1.2 Extent of workplace learning provision

It was estimated that in March 2004 there were 782,000 in the workforce with skills equivalent to less than IALS level 3.
 It would be reasonable to assume that a significant (but unknown) number of these employees have some degree of foundation skills needs.  

Industry training initially focused on NQF Levels 1-4, in which significant numbers of learners with foundation needs are likely to be found. However, it now encompasses all levels of the NQF, albeit retaining a strong focus on L1-4.

In many cases LNL components will be embedded in learning and assessment tasks (e.g. ‘read the manual’), without there being an explicit requirement for any deliberate skills teaching or gain. It is difficult to establish either demand for foundation learning or actual provision within the ITF when it encompasses all qualification levels and where data is not collected on the nature of the skills acquired. 

A total of 126,870 trainees participated in industry training during 2003, an increase of 19% over 2002.
 

Educational qualification data was only collected for 54,386 trainees (43% of the approximately 90,000 total trainees). Of those, 28% had no qualifications, compared with the 63% of those in pre-employment with no qualifications. 

The TEC supplied data on those trainees accessing qualifications at Levels 1-3, as those most likely to be having foundation skill issues. 

3.1.3 Characteristics of L1-3 industry-trainees

Of the 81,863 enrolled at L1-3 during 2003, 72% are male (Table 48). Of these, 45% are doing L2 and below, including 8% who were attempting Level 1 certificates. Proportionally, slightly fewer women than men are enrolled in L1 and slightly more in L3. 

Table 47. Industry trainee enrolment levels by gender, 2003

	NQF levels 
	Males
	Females
	Totals
	% totals

	L1
	5,363
	823
	6,186
	8%

	L2
	22,169
	8,355
	30,524
	37%

	L3
	31,421
	13,732
	45,153
	55%

	Totals
	58,953
	22,910
	81,863
	100%

	% total
	72%
	28%
	100%
	


Table 49 shows the age and gender distribution of trainees. Fifty six percent of learners are aged between 20-40 years.

Table 48. Age range of industry trainees by gender and NQF level, 2003 

	
	Females
	Males
	

	Age

Group
	L1
	L2
	L3
	F total
	L1
	L2
	L3
	M total
	Totals
	% of

total

	 <20  
	25
	1,156
	542
	1,723
	209
	2,549
	1,354
	4,112
	5,835
	7%

	20-29 
	172
	2,634
	4,172
	6,978
	1,201
	6,228
	8,309
	15,738
	22,716
	28%

	30-39  
	262
	1,997
	3,805
	6,064
	1,537
	5,790
	9,529
	16,856
	22,920
	28%

	40+ 
	364
	2,568
	5,213
	8,145
	2,416
	7,602
	12,229
	22,247
	30,392
	37%

	Total 
	823
	8,355
	13,732
	22,910
	5,363
	22,169
	31,421
	58,953
	81,863
	100%


Maori and Pasifika enrolled at L1-3 were in similar proportions to the overall make up of learners (not surprisingly since they make up 88%). However, Pasifika are over-represented in L1 and the ‘Not stated’ category has the lowest proportion in L3 (Table 50).

Table 49. Industry trainee level of enrolment by ethnicity, 2003 

	NQF level
	Pakeha
	Maori
	Pasifika
	Other
	Not Stated
	Total
	% total

	L1
	3,114
	1221
	899
	343
	832
	6,409
	7%

	L2
	17,254
	6358
	2362
	2,570
	3,282
	31,826
	37%

	L3
	32,246
	8491
	2407
	2,509
	2,322
	47,975
	56%

	Total 
	52,614
	16,070
	5,668
	5,422
	6,436
	86,210
	100%

	% of total
	61%
	19%
	7%
	6%
	7%
	100%
	


3.1.4 Outcomes data for L1-3 industry trainees

A total of 14,181 National Certificates were awarded in 2003 (Table 51) of which 7,751 (54%) were at L3 or below. There appear to be much higher rates of completion at higher NQF levels. It would be interesting to know if there is a higher non-completion rate for trainees attempting lower level certificates, and to investigate whether low literacy levels are related to these patterns. It appears that it is not possible to get any other data on achievement (in particular what component of achievement might be foundation learning-related) without surveying all ITOs, to determine what data they hold. 

Table 50. Level of National Certificate completion during 2003

	NQF Level
	Number of certificates
	% of total

	L1
	405
	3%

	L2
	3,221
	23%

	L3
	4,125
	29%

	L4
	6,242
	44%

	L5+
	188
	1%

	Total
	14,181
	100%


Appendix B lists the 36 ITOs where trainees are signed up to L1-3 agreements.

3.1.5 Modern Apprenticeships

Of the approximately 126,000 trainees, about 5% were Modern Apprentices who are predominantly young people aged 16-21 years, working to achieve qualifications L3 and above. In 2003, Modern Apprenticeships were overwhelmingly male and predominantly Pakeha (Table 52).

Table 51. Modern Apprenticeships by gender and ethnicity

	Modern Apprenticeships
	Pakeha
	Maori
	Pasifika
	Other
	Not stated
	Total
	% Total

	Female
	399
	108
	30
	10
	17
	564
	9%

	Male
	4,735
	910
	106
	136
	119
	6,006
	91%

	Totals
	5,134
	1,018
	136
	146
	136
	6,570
	100%

	% total
	78%
	15%
	2%
	2%
	2%
	100%
	


Only 1,021 (16%) of Modern Apprentices were enrolled in L1-3 training.
 Given the smaller proportions of Maori and Pasifika Modern Apprentices, and bearing in mind the over-representation of Maori and Pasifika in low levels of the IALS survey, it may be reasonably assumed that a smaller proportion of Modern Apprenticeships may have a need for foundation learning than other trainees at the moment.  

3.2 Workplace Basic Skills Development Fund (WBSDF)

The WBSDF provides a subsidy for workplace learning programmes that focus on literacy, language and numeracy skills development. The subsidy seeks to support quality, effective programmes for learners with low levels of literacy; in particular Maori and Pacific learners (who are over-represented in IALS low literacy scales) and also programmes in small and medium sized enterprises. 

Providers may make application to the WBSDF when employers with literacy issues approach them and Workbase is available to support and build the capacity of successful provider applicants.

Companies with smaller numbers of employees (20 and under) attract a higher rate of subsidy (75%) compared with 50% for those with staff numbers over 50. Programmes with more than 80% Maori or Pasifika attract higher subsidies (75%). Companies are required to contribute at least 20% of direct costs.

3.2.1 Funding 

The total value of the 2003 WBSDF pool was $662,222. There were two distinct funding pools: General ($462,222) and Pasifika ($200,000) in 2003. The latter was established from targeted social equity funding for three years and ended in 2003. 

3.2.2 Nature and extent of WBSDF provision

The 2003 WBSDF round funded 4 organisations to provide 13 programmes, 10 from the General Fund, two from the Pasifika Pool and one programme extension, involving a total of 125 learners.

There is often a delay between funding approval for programmes and the actual start of provision. Delays occur for a variety of reasons, including the need to ensure buy-in of all stakeholders within an enterprise and operational and production requirements. Therefore, programmes subsidised in one year may not be completed until the following year. To show a full picture of how much workplace literacy occurred during 2003, Table 53 shows new 2003-funded provision, provision funded earlier that took place during 2003, and new provision from the 2003 funding pool that did not actually start until 2004.
 During 2003 the WBSDF-subsidised provision for 337 learners, spread over 18 programmes in three regions. Workbase was the provider of 12 of the 18 programmes.
 

Table 52. WBSDF programmes in 2003 by year funded, region and industry

	Funding year
	Region & number of programmes
	Industry
	Estimated learner numbers
	Sub-totals

	
	
	
	
	

	2001
	Auckland (1)
	Retail
	15
	15

	
	
	
	
	

	2002
	Auckland (11)
	Plastics
	8
	

	
	
	Textile
	45
	

	
	
	Pharmaceuticals
	9
	

	
	
	Plastics
	14
	

	
	
	Seafood
	43
	

	
	
	Furniture
	6
	

	
	
	Manufacturing #
	4
	

	
	
	Manufacturing #
	15
	

	
	
	
	
	144

	
	Manawatu (1)
	Manufacturing
	1
	1

	
	Wellington (1)
	Furniture*
	52
	52

	2002 total
	3 regions, 14 programmes 
	10 new programmes
	
	197

	
	
	
	
	

	2003
	Auckland (9)
	Seafood
	12
	

	
	
	Plastics
	12
	

	
	
	Manufacturing**
	4
	

	
	
	Furniture
	6
	

	
	
	Food processing #  ***
	15
	

	
	
	
	
	49

	
	Taranaki (3)
	Food processing
	15
	

	
	
	Food processing
	20
	

	
	
	Manufacturing
	15
	

	
	
	
	
	50

	
	Wellington (1)
	Furniture#
	26
	26

	2003 total
	3 regions, 13 programmes 
	7 new programmes
	
	125

	Grand totals
	18 programmes
	
	
	337


# Funded from Pasifika Pool 

* Half  funded from General, half funded from Pasifika pool

** Extension to an existing programme funded in 2002

*** Phased programme, only 15 out of 50 learners started in 2003

Provision occurred in eight industries during 2003 (Table 54). The manufacturing, plastics and furniture industries had the most programmes while programmes in the furniture, seafood, and food processing industries involved the most learners. Manufacturing was one of the three broad industry groupings in the IALS survey where employees had the poorest literacy skills (Workbase, 1998). Although Table 54 shows a range of specific industries all of them other than food processing, seafood and retail could be considered ‘manufacturing’. 

Table 53. WBSDF Programmes and places per industry in 2003

	Industry
	Number of programmes
	% of total
	Number of learners
	% of total

	Food processing
	3
	17%
	50
	15%

	Furniture
	4
	22%
	90
	27%

	Manufacturing
	4
	22%
	39
	12%

	Pharmaceuticals
	1
	6%
	9
	3%

	Plastics
	2
	11%
	26
	8%

	Retail
	1
	6%
	15
	4%

	Textiles
	1
	6%
	45
	13%

	Seafood
	2
	11%
	55
	16%

	Totals
	18
	100%
	337
	100%


It is difficult to establish how much tuition a typical learner might receive in one calendar year because programmes run over so many funding years; i.e. of the 18 programmes funded, only two started and finished within the 2003 calendar year, seven ended part way through 2003, while nine were running on until 2004.

Workplace provision is usually one hour per week and 1:1 teaching predominates. All but one of the 18 programmes that took place in 2003 were part of year-long programmes (46+ weeks). Therefore, most learners will have received a maximum of 46 hours tuition per year. There was one exception – one programme was funded for 100 hours tuition per learner. 

3.2.3 Characteristics of WBSDF learners

Over 60% (205) of the 337 participants were Pasifika learners (Table 55).

Table 54. Ethnicity of WBSDF funded learners during 2003

	Ethnicity
	Number of learners
	% of total

	Pakeha
	37
	11 %

	Maori
	22
	6 %

	Pasifika
	205
	61 %

	Other
	12
	4 %

	Not stated
	61
	18 %

	TOTAL
	337
	100 %


Of those for whom gender data was provided (273 or 81%), 201 were men (74%). 

Learners aged between 36-45 made up almost 40% of the 262 learners for whom age was recorded (Table 56).

Table 55. Age of WBSDF funded learners during 2003

	Age Group


	Number of learners
	% of total

	16 - 25 yrs
	24
	9 %

	26 - 35 yrs
	60
	23 %

	36 - 45 yrs
	101
	39 %

	46 - 55 yrs
	66
	25 %

	56 - 65 yrs
	11
	4 %

	Total
	262
	100 %


3.2.4 Outcomes data

Learners in 14 of the 18 programmes were working towards a range of unit standards and three programmes focused on NQF Level 1 National Certificate in Manufacturing and Engineering. 

Seven programmes provided information on credits achieved, including four that estimated average credits achieved per learners (Table 57). The number of credits varied considerably; learners in a plastics industry programme had the highest average with credits per learner ranging from 8-37. 

Table 56. Total credits & average credits per learner, WBSDF 2003

	Programme number
	Total credits per programme
	Estimated average credits per learner

	A
	603
	14

	B
	357
	26

	C
	130
	9

	D
	81
	13.5

	E
	74
	

	F
	60
	

	G
	20
	

	Total
	1325
	


3.3 Workplace Literacy Fund (WLF)

The objectives of the Workplace Literacy Fund are to fund high quality workplace literacy learning, linked to real work requirements and, where appropriate, the NQF; to build the capability of workplace literacy providers and to raise the awareness of workplace literacy issues and quality solutions for them at ITO level.

ITOs and employers may make applications to the WLF; the fund differs from the WBSDF in that it does not include support for provider capability.

All data in this section has been taken from the Skill New Zealand publication Workplace Literacy Fund Interim Evaluation Report, September 2002 Funding as no 2003 data was available. Personal correspondence stated that 2003 figures were similar, and therefore we have used this data as indicative of 2003.

3.3.1 Funding 

Skill New Zealand contributed $323,000 to WLF projects during 2002. In addition, ITOs  contributed a total of $146,000 to seven projects and employers contributed a total of $116,000. 

Project costs varied from $20,000-$150,000. Per learner costs averaged out for a year (one hour per week either 1:1 or group)
 ranged from $2,500-$4,000. 

3.3.2 Nature and extent of WLF provision

A Skill New Zealand-conducted evaluation of the 2002 fund reported that the WLF had involved 10 enterprises (Table 58). The enterprises involved tended to be large, with only two projects being set in companies employing fewer than 20 employees. Seven different providers were involved in the delivery of these 10 programmes.

Table 57. Number of learners by enterprise size, WLF, 2002

	Scope of project
	Number employees

	Size of projects
	> 500
	100 - 200
	20 - 100
	< 20-

	Number of learners
	52
	52
	112
	4


3.3.3 Characteristics WLF learners 2002

In total for 2002 there were 220 learners; 70% of whom were male. Only 11 % of learners were under 25; the balance was evenly spread between those aged 25-45 and those over 45 years of age.  The majority of learners (41%) were Pasifika (Figure 2) and the evaluation reported that 37% of all learners spoke a Pacific language as their first language. The majority had no formal school qualifications. 

Figure 2. Ethnicity of WLF participants, 2002 

(N=220)
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3.3.4 Outcomes data for WLF

One third of the learners had training agreements and were working toward 20 credits on the NQF. In total, that group achieved 1,500 credits. Another third were aspiring to 10 credits each. For the third group, enterprises were seeking non-NQF related skill gains including improved English, or gaining in-house qualifications. 

The evaluation report states that employers reported an improvement in overall communication skills, and team leaders said that team communications and work quality improved. 
3.4 Workbase
Workbase is a specialist provider of workplace literacy programmes, undertakes workforce literacy research and development projects and provides practitioner and provider support and information on effective provision. Much of Workbase’s provision to companies is subsidised through the Workplace Basic Skills Development Fund, which Workbase administers. This section of the report discusses those aspects of provision not reported on under the WBSDF 
and a summary of all non-WBSDF data from Workbase can be found in Table 59 below. 

3.4.1 Additional provision to learners

Workbase undertook a number of other projects, 
: funded by a variety of mechanisms

· The Pasifika Literacy project was a TEC funded pilot project to develop a Pasifika literacy provider to take on workplace provision and to support them through to delivery to learners; 12 learners took part as a result of the pilot.  

· In 2003 Workbase ran one other programme that was fully ITO-funded for 18 learners. 

3.4.2 Sector development

Workbase has a significant role in the professional development of the sector. Activities in 2003 included: 

· Nine one-day workshops around the country to introduce new adult literacy curriculum resources, attracting 282 people from 171 providers.

· A day-long seminar on technologies and digital stories attracted 40 practitioners 

· Three introductory workshops were run for providers interested in undertaking workplace literacy delivery; 38 participants from 25 providers attended. Of these, six have started or are about to start provision.

· A two day training to enhance the capacity of providers to deliver in the workplace was run, involving 13 tutors from five diverse organisations from around the country.

Table 58. Non-WBSDF delivery by Workbase, 2003

	Focus
	Number of participants
	Number of providers involved

	Learners 
	
	

	ITO funded programmes estimate
	18
	

	Pasifika development project 
	12
	1

	Learner numbers subtotal
	30
	1

	Tutors & providers
	
	

	Introduction to workplace delivery
	36
	25

	Workplace delivery training
	13
	5

	Digital stories
	40
	

	Use of new curriculum resources
	282
	171

	Tutor & provider numbers subtotal
	371
	201

	Totals
	1,101
	202


4. Adult and Community Education 
The Adult and Community Education sector is very diverse. This chapter discusses the specialist national literacy organisation Literacy Aotearoa and its counterpart in ESOL provision, the National Association of ESOL Home Tutor Schemes, together with data from two other ESOL specialist providers. The chapter then discusses school-based foundation learning provision and the work of the Rural Education Activities Programme (REAP).

4.1 School-based ACE provision

School-based ACE programmes play an important role in foundation learning provision. Courses are funded in three ways:

· where the tutor fees and other costs are covered by TEC ACE funding; participants may pay a modest fee
· community group enrolments, where schools are required to pass on 15% of their funding to community groups to run ACE programmes; often these programmes are free to participants

· self-funded enrolments where participants pay full fees e.g. computer courses or ESOL for non-NZ residents.

The MoE estimate that about $40 million from Vote: Education is spent on ACE. Of this, about $16 million is managed through the school-based funding system; an unknown proportion of this funds foundation learning programmes.

4.1.1 Nature and extent of school-based ACE provision

Data on school-based ACE provision is taken from the RS44 form ‘Annual Return of School Community Education programmes’.  There were 3,751,979 ‘total student hours’ in ACE in 2003, across 21 categories of programmes, involving 201,671 learners.
We analysed the course categories under which providers must code their programme to determine which may be taken as foundation learning and retained two groups of subjects. The first group contained four subjects that relate specifically to our study (Literacy - Basic; ESOL; Mathematics – Basic Numeracy; and Maori Language).
  The second grouping includes: school subjects Y7- Y10 level, communication skills, computing, acquiring transport licences (which we understand to be drivers’ licences) and life skills. The programme category ‘School subjects to Year 7 to 10’ has been included because adults learning these are likely to be doing so for academic catch-up.  These subjects were retained because of their similarities with courses retained from the SDR data and because they are LNL related, even if LNL may not be their main focus.

Taking all of those subjects, there were 54,317 learners doing LNL-related foundation learning subjects (36% of whom were enrolled in core foundation learning programmes). Of the broader total, 30% were learning computing and 15% ESOL.

There were 19,439 learners enrolled in the core foundation learning categories, approximately 10% of the total 200,000 learners in school-based ACE (Table 60).
 

Of the almost 20,000 learners in the core LNL subjects,
 69% were enrolled in ESOL programmes. As would be expected, the greatest numbers of ESOL learners were in Auckland. Te reo Maori was the second largest category, with 15% of learners. 

Table 59.  Learner numbers in school-based ACE foundation skills courses by region, 2003 

	Region
	Core FL subjects
	Broader FL subjects

	
	Literacy  - basic
	ESOL
	Maths /

numeracy
	Maori
	Subtotal
	School subjects

 Y7-Y10
	Comm. skills
	Computing
	Transport Certs.
	Life skills
	Grand Totals

	Northland
	241
	69
	53
	274
	637
	1
	112
	573
	386
	24
	1,733

	Auckland
	901
	10,484
	97
	853
	12,335
	34
	1,129
	6,309
	2,091
	3,038
	24,936

	Waikato
	220
	208
	194
	73
	695
	122
	187
	1,106
	1,223
	873
	4,206

	Bay of Plenty
	72
	59
	242
	92
	465
	0
	77
	757
	152
	318
	1,769

	Hawkes Bay
	0
	33
	8
	127
	168
	361
	112
	327
	8
	580
	1,556

	Taranaki
	6
	33
	0
	56
	95
	29
	54
	197
	30
	55
	460

	Manawatu-Wanganui
	71
	172
	2
	149
	394
	2
	179
	392
	173
	236
	1,376

	Wellington
	148
	1,694
	285
	684
	2,811
	2
	485
	1,690
	735
	611
	6,334

	West Coast
	0
	0
	0
	69
	69
	0
	6
	183
	60
	172
	490

	Canterbury
	314
	690
	20
	222
	1,246
	7
	708
	3,739
	307
	3,000
	9,007

	Otago
	67
	50
	1
	168
	286
	0
	72
	389
	159
	222
	1,128

	Southland
	9
	0
	0
	43
	52
	0
	24
	103
	68
	31
	278

	Tasman
	34
	0
	0
	66
	100
	0
	20
	165
	63
	86
	434

	Nelson
	8
	0
	0
	78
	86
	0
	35
	183
	68
	17
	389

	Marlborough
	0
	0
	0
	0
	0
	0
	0
	95
	126
	0
	221

	Totals
	2,091
	13,492
	902
	2,954
	19,439
	558
	3,200
	16,208
	5,649
	9,263
	54,317


Table 61 below shows the distribution of the LNL related hours by region.
 Almost 20% of total ACE school based provision hours (739,111 hours) were in these four core categories.  The dominance of ESOL funded provision is clear. ESOL programmes claim by far the greater proportion of hours allocated to foundation learning categories, almost 82% (and 16% of the total school-based ACE hours), with most of these being in the Auckland region. Interestingly, more hours are allocated to Maori than to literacy in school based ACE. Numeracy was surprisingly strong in Wellington, with over 11,000 hours, but taken overall there is limited numeracy provision,

These hours were provided through 148 schools; 87 provided core literacy and numeracy courses, 74 provided ESOL tuition and 96 offered te reo Maori courses.

Table 60. Student hours in core LNL categories, school-based ACE, 2003 

	Regions
	Literacy - Basic
	Maths/- Numeracy
	Maori
	ESOL
	Totals
	% Total

	Northland 
	4,422
	1,620
	8,119
	1,153
	15,314
	2.1%

	Auckland 
	20,573
	1,976
	16,762
	490,040
	529,351
	71.6%

	Waikato 
	2,987
	3,273
	2,202
	4,892
	13,354
	1.8%

	Bay of Plenty 
	2,234
	4,637
	1,718
	854
	9,443
	1.3%

	Hawkes Bay
	
	528
	2,770
	1,320
	4,618
	0.6%

	Taranaki
	396
	
	2,478
	550
	3,424
	0.5%

	Manawatu-Wanganui
	1,462
	36
	6,772
	8,028
	16,298
	2.2%

	Wellington 
	2,946
	11,424
	12,037
	66,836
	93,243
	12.6%

	West Coast
	-
	
	1,372
	
	1,372
	0.2%

	Canterbury 
	8,243
	150
	5,846
	26,984
	41,223
	5.6%

	Otago
	580
	5
	4,776
	1,059
	6,420
	0.9%

	Southland
	72
	
	220
	
	292
	0.0%

	Tasman
	928
	
	1,083
	
	2,011
	0.3%

	Nelson
	160
	
	1,708
	
	1,868
	0.3%

	Marlborough
	0
	
	0
	880
	880
	0.1%

	Totals
	45,003
	23,649
	67,863
	602,596
	739,111
	100%

	% total
	6%
	3%
	9%
	82%
	100%
	


Intensity and duration data is not asked of providers. School-based classes have been typically two hours per week for an 8-week term; therefore the most tuition a learner may have had would be approximately 64 hours.  However, estimates of the average hours per learner, by region (Table 62 below) suggest considerably less may be actually received. There is a large range, with averages from 6 hours per learner in Southland to 43 hours in Auckland.

Table 61. Learner numbers and average hours per learner, LNL school-based ACE, 2003 

	Region
	Number of learners
	Learner hours
	Estimated average hours per learner

	Northland
	637
	15,314
	24

	Auckland
	12,335
	529,351
	43

	Waikato
	695
	13,354
	19

	Bay of Plenty
	465
	9,443
	20

	Hawkes Bay
	168
	4,618
	27

	Taranaki
	95
	3,424
	36

	Manawatu-Wanganui
	394
	16,298
	41

	Wellington
	2,811
	93,243
	33

	West Coast
	69
	1,372
	20

	Canterbury
	1,246
	41,223
	33

	Otago
	286
	6,420
	22

	Southland
	52
	292
	6

	Tasman
	100
	2,011
	20

	Nelson
	86
	1,868
	22

	Marlborough
	
	880
	

	Totals
	19,439
	739,111
	38


If the same formula is used to estimate average hours per learner across categories, it appears learners enrolled in ESOL programmes may receive around 45 hours, whilst literacy, Maori or maths learners average 22-26 hours. Within each category there is quite significant variation: Basic Literacy ranging from 8 to 66hrs; ESOL 14 to 47 hrs; Maori 5 to 45 hours per learner; Basic Mathematics has the largest range - 5hrs in Southland to 66hrs in Hawkes Bay. 

4.1.2 School-based ACE learner characteristics

There were 19,439 learners enrolled in core foundation learning courses in 2003. 
  The majority of these enrolments are by women (13,768 or 71%), and this is the pattern across the core categories (Table 63).

Table 62. Gender of school-based ACE learners, by course, 2003

	Course Category
	Male
	Female
	Totals
	% Total

	Literacy - Basic 
	672
	32 %
	1,419
	68 %
	2,091
	11%

	Maths / Numeracy 
	205
	23 %
	697
	77 %
	902
	5%

	Maori
	964
	33 %
	1,990
	67 %
	2,954
	15%

	ESOL 
	3,830
	28 %
	9,662
	72 %
	13,492
	69%

	Totals
	5,671
	29 %
	13,768
	71 %
	19,439
	100%


Table 64 shows that the largest individual grouping is learners aged between 30-39 years; however, over 7,500 learners (45%) are over 40 years of age. School based ACE does not recruit many learners under 20 years of age.

Table 63. Age of LNL-related school-based ACE learners by course, 2003

	Course Category 
	16-19 yrs
	20-29 yrs
	30-39 yrs
	40-49 yrs
	50-59 yrs
	60+ yrs
	Totals
	% Total

	Literacy - Basic
	141
	368
	524
	387
	182
	138
	1,740
	10%

	Numeracy
	95
	158
	121
	101
	136
	215
	826
	5%

	Maori
	111
	454
	698
	745
	362
	213
	2,583
	15%

	ESOL 
	288
	2,632
	3,955
	3,172
	1,150
	942
	12,139
	70%

	Totals
	635
	3,612
	5,298
	4,405
	1,830
	1,508
	17,288
	100%

	 % Total
	4%
	21%
	31%
	25%
	11%
	9%
	100%
	


The RS44 form only requires providers to supply limited data on ethnic identity i.e. just the numbers of Maori, Pacific and Asian learners. Therefore ethnicity data is only available, in 2003, for two thirds of the total enrolments (13,189 learners). Asian learners made up 83% of those for whom ethnicity is known. Most Maori learners were in Maori language courses, Pasifika were divided reasonably evenly between ESOL and literacy/numeracy, while Asian learners made up 93% of those in ESOL courses.

Table 64. Ethnicity of LNL related school-based ACE learners by course, 2003 

	Course category
	Maori
	% per subject
	Pasifika
	% per subject
	Asian
	% per subject
	Totals

	Literacy 
	264
	16%
	189
	35%
	473
	4%
	927

	Maths/numeracy 
	204
	12%
	47
	9%
	200
	2%
	451

	Maori 
	1,141
	68%
	35
	7%
	40
	0%
	1,217

	ESOL 
	81
	5%
	263
	49%
	10,252
	93%
	10,597

	Totals 
	1,690
	100%
	534
	100%
	10,965
	100%
	13,192

	% total  
	13%
	 
	4%
	 
	83%
	 
	100%


4.1.3 Outcomes data

Traditionally, ACE provision has not been linked to formal assessment, so no outcome data is available.

4.2 Literacy Aotearoa (LA) 

The adult literacy movement started in the 1970s with the work of the Adult Reading and Learning Assistance Federation (ARLA) that evolved to become Literacy Aotearoa, the main provider of community-based literacy that is free to learners.

Literacy Aotearoa is a federation of 50-member poupou (independent organisations) offering foundation learning throughout the country. During 2003, 47 poupou had contracts for provision with their national body. Literacy Aotearoa supported five associated providers, three iwi, three PTEs and a number of schools and community groups in literacy-related activities.

Poupou numbers have declined - down from 63 in 2001 - particularly in rural areas. Overall student numbers have also declined in recent years (from a total community provision of 8,166 in 2001). 

Poupou provide literacy teaching in a variety of contexts and learning environments including: community, prison, whanau, and workplace contexts, through English for Migrants programmes, Youth Training and Training Opportunities programmes, and Work and Income contract. Data is collated nationally so at this stage it is not possible to identify which poupou work in which contexts.
4.2.1 Funding Sources

For the financial year ended 31 December, 2003, income from Government grants totaled $2,291,247.00. This figure forms 75.7% of the national organisation’s income, with the remainder being earned through Department of Corrections, contract and consultancy work (23.6%) and other grants (0.7%).

Literacy Aotearoa’s poupou also contract their specialist services to government departments and other local organisations. The funding data in this report is not able to take this work into account because the data is not collected nationally.

4.2.2 Nature and extent of provision

In 2003, Literacy Aotearoa assessed 7,535 learners for literacy needs, the majority of whom (6,320 / 84%) were then taught in a community literacy programme (Table 66). 

Table 65. Literacy Aotearoa learners by category, 2003

	Category
	Number of learners

	Assessed and taught 
	6320

	
	

	Special contexts and contracts
	

	Referrals to TO/YT
	41

	Work & Income funded programme
	200

	Whanau literacy
	429

	Prisons
	442

	Workplace
	100

	English for Migrants
	3

	Subtotal
	1215

	Total
	7535


(Literacy Aotearoa 2003 Annual Report)

4.2.3 Characteristics of Literacy Aotearoa learners

Data was available for both community learners and for some aspects of whanau provision, 6,749 learners in total. Proportions of women and men were roughly similar in both groups of learners - 55% were women.

In community literacy programmes (the bulk of provision), Pakeha and Maori learners make up 38% and 32% respectively, with only small numbers of Pasifika learners. The picture is very different in the whanau programmes where the 179 Pasifika learners make up 46% of learners (Figure 3). 

Figure 3. Ethnicity of Literacy Aotearoa learners, 2003
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(Literacy Aotearoa 2003 Annual Report)

Twenty percent of community programmes learners are under 21 years of age and just over 50% are aged between 21-40 years (Figure 4).

Figure 4. Age of Literacy Aotearoa learners, 2003
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(Literacy Aotearoa 2003 Annual Report)

4.2.4 Outcomes data

The outcomes sought by each learner are established and monitored by way of negotiated individual learning plans; achievement is based on self-report. Of the 6,320 learners in community literacy, 86% met all or some of their goals (Table 67). In the whanau literacy programmes, the percentage meeting all their learning goals was even higher, at 93%.

Table 66. Outcomes of Literacy Aotearoa learners in community and whanau programmes, 2003

	
	Outcomes sought
	Achieved

	Community

(N=6320) 


	Goals fully met

Goals partly met
Goals not met
	45%

42%

14%

	Whanau 

(N=429)
	Goals fully met

Goals partly met

Goals not met
	73%

20%

8%


4.3 National Association of ESOL Home Tutor Schemes (NAEHTS)

The NAEHTS was established to provide English language skills and social support for the effective resettlement of adult refugees and migrants. The data below incorporates information from the 25 member schemes throughout the country. 

4.3.1 Funding

TEC funding for NAEHTS was $2,947,863.00 for 2003.

4.3.2 Nature and extent of provision

In total, the service provided at least one tutoring session per week (at home and/or in a group) for 7,870 learners (Table 68). Typically, a home session runs for two hours per week while social English language groups run 2-4 hours per week.

Ten schemes were involved in running ESOL literacy classes for learners with low levels of literacy in their own language. In total, 22 groups were run for 10 hours per week for approximately 35 weeks of the year, involving over 300 learners. Where possible, these programmes involve bi-lingual teachers and/or tutor assistants. In a year, learners in those classes may have received up to 350 hours of provision. 

Table 67. Numbers of NAEHTS learners by type of provision

	Type of provision
	Number of learners

	
	

	Number of learners
	7870

	
	

	Learning sessions provided
	

	Individual (2hrs x 35 wks )
	4412

	Group sessions (av. 3 hrs)
	2607

	Literacy group (22 x 35 wks)
	770

	Both 1:1 + group
	1224

	Total hours of provision 
	9013

	
	

	Referred other agencies
	81

	Students waiting for tutoring
	982


4.3.3 Characteristics of NAEHTS learners

Asian students made up 66% of learners (5,662), with nearly half of these coming from China (Figure 5). Almost 72% of learners were women.

Approximately 60% of the learners are refugees, family reunification or asylum-seeking category migrants.

Figure 5. Ethnicity of NAEHTS learners, 2003
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4.3.4 Support and other services

The Association acts as a broker for an ‘English for Migrants’ service, matching qualified ESOL tutors with migrants who have pre-purchased English tuition as part of their residency application. In 2003, 609 contracts were established. 

Local schemes also assist a number of non-permanent residents who are socially isolated through lack of English, but no funding is available for them. 

4.3.5 NAEHTS Outcomes

The principal outcome measures for NAEHTS are learners’ self-report regarding personal goals and satisfaction (Table 69). Data is collected from surveys of learners. Learners report being very satisfied with their provision.

Table 68. NAEHTS learner outcomes, 2003

	Learner Outcomes 
	% of learners

	Satisfied with language support 
	95%

	Met goals and/or gone to other classes 
	99%

	Satisfied with literacy support (literacy support)
	98%

	Demonstrated literacy gain  (in literacy programme)
	100%


4.4 The Multicultural Centre for Learning and Support Services (MCLaSS)

MCLaSS was established to provide education and support for refugees and migrants and their communities in the Wellington area. 

4.4.1 Funding 

Total 2003 funding was approximately $330,000 (Table 70).
 The bulk of MCLaSS’s funding supported 402 learner places at a cost of approximately $640 per place.

Table 69. MCLaSS Expenditure, 2003 

	Function
	$

	ESOL literacy places
	$256,176

	Transport subsidy
	$14,096

	Mother tongue maintenance
	$9,403

	Migrant job service
	$50,207

	Total
	$329,882


4.4.2 Extent and nature of provision

Provision occurs at the Multicultural Services Centre in Central Wellington, at three sites around Newtown, and at Strathmore Primary School.

In 2003, MCLaSS delivered 25 classes (Table 71). There are five levels of provision depending on learners’ abilities, ranging from Level 1 Orientation ESOL classes that run daily, catering for beginners, through to ESOL for job seekers. 

Table 70. MCLaSS courses, 2003 

	Type of course
	Number

	Orientation ESOL Literacy courses 
	15

	Part-time bilingual ESOL literacy courses
	3

	Part-time ESOL courses for Older Refugees
	2

	Community language / teacher training / curriculum development workshops
	3

	Parenting education courses
	2

	Total courses
	25


The 2003 programmes included a variety of other initiatives including: 

· Orientation sessions for refugee families 

· Supporting Mother Tongue Maintenance programmes through the work of a Mother Tongue Education Facilitator and programmes for Assyrians and Hindi speakers.

· Training for parenting education facilitators and an Islamic parenting programme.

Learners can enrol in more than one course, which results in a discrepancy between student places and actual learner numbers. Many students stay at MCLaSS for a year but there is a turnover of students as they progress to higher level courses, find work, withdraw or are withdrawn because of poor attendance.
  MCLaSS provided places for 467 learners, significantly more than the 370 places for which they were contracted (Table 72).

Table 71. MCLaSS Learner numbers, 2003

	Category of students
	Number

	ESOL places
	402

	Short course places
	65

	Enrolments during year
	467


The extent of provision varies on the course level and funding e.g. typically Level One programmes run for 2.5 hours per day for an 18-week semester and Level Three courses for three hours a day (225 hours in total).  Job seekers can have two hours per day in the morning and a two hour programme is also available to them in the afternoons. MCLaSS provided an example of a learner progressing fairly typically through their programme.  

[A learner} attended beginner summer ESOL, 15 hours per week for 3 weeks, then a first semester Level 2 A course which was 12.5 hours per week, and now attends Level 2 B which is 15 hours per week.

Given 18-week semesters, that learner may have received almost 600 hours over a year. The total hours of delivery to learners were significantly above the contracted target of 3,226 (Table 73).

Table 72. MCLaSS total hours of provision, 2003.

	Programme
	Courses
	Hours provided

	Semester 1
	10
	1,629

	Semester 2
	10
	1,746

	Other courses
	5
	103

	Totals
	25
	3,478


4.4.3 Characteristics of MCLaSS learners

Of the 402 learners who went through ESOL places, 270 (67%) were women (Figure 6). The largest group of students were Assyrian (from Iraq - 38%), with significant numbers from China (19%) and from Somalia (10%). The total mix of students is very diverse, with learners from at least 22 nationalities.

Figure 6. Ethnicity of MCLaSS ESOL learners, 2003 
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Sixty-nine percent of learners were between 20-49 years of age (Table 74).

Table 73. Age distribution of MCLaSS learners, 2003

(N=402)

	Age in years
	Number
	%

	>20
	8
	2%

	20>30
	89
	22%

	30>40
	85
	21%

	40>50
	102
	25%

	50>60
	68
	17%

	60+
	41
	10%

	NK
	9
	2%

	 Totals
	402
	100%


(MCLaSS ESOL stats for Gender, ethnicity, age) 

4.4.4 Outcomes data

The organisation’s targets are that 60% of learners graduate from their course i.e. are able to move to a higher-level course or on to employment. Refugees and migrants often have resettlement difficulties and problems with physical and emotional health, which affect their ability to make progress; additionally, Level 1 learners usually have very little prior schooling and are often not literate in their mother tongue (Table 75). 

Table 74. Outcomes achieved by MCLaSS learners, 2003 

	Outcomes sought
	% Learners graduating semester 1
	% Learners graduating semester 2

	Orientation Level 1
	55%
	47%

	Level 2
	51%
	65%

	Level 3
	43%
	68%

	Job seekers
	61%
	76%

	Average
	52%
	64%


(MCLaSS mid and end of year reports 2003)

4.4.5 Support services and additional programmes

A transport subsidy is available for student attending three days per week. A childcare subsidy is available and there is a job brokering service for migrants and refugees.

4.5 The Correspondence School (TCS)

TCS, nationally funded for aspects of tertiary education delivery, has developed a beginner/elementary adult course for learners working with a tutor in their own homes. Most of these are refugee and new migrant learners who are working with a tutor from an ESOL Home Tutor scheme, adult literacy organization, and/or friend or family member. Most of them are women who choose distance learning because there is no suitable local class, childcare responsibilities or preference for one-to-one tuition. 

The main focus of the beginner course is on oral communication but these learners have a range of language profiles and literacy needs are met through individualized programming. Opportunities are offered for some ESOL unit standard assessment at Levels One and Two
. Learners working independently at pre-intermediate and intermediate levels have individual programmes based on needs and interests designed within the constraints of available resources. 

Currently (as at September 2004) there are 41 enrolled; 63 have participated since the start of 2004. Exact figures are not available for 2003 but staff reported students numbers were similar. Typically students work one hour per week with the tutor on the programme. 

4.6 Rural Education Activities Programmes (REAP)

The Rural Education Activities Programme (REAP) is a community-based, flexible education resource, providing formal and non-formal education services for defined rural communities i.e. rural populations, within geographical districts, excluding any urban areas with populations greater than 20,000. REAP aims to encourage lifelong learning and improve the access rural communities have to quality education and appropriate learning opportunities. There are 13 REAPs; each is a community-based incorporated society with an independent board, directly funded through an annual contract with the Ministry of Education. Total funding for REAPS for 2002/3 was $5.277 million. 
 

The characteristics of the areas served by REAP point to foundation learning being an issue: limited access to education and high costs because of rural isolation; higher rates of unemployment and lower rates of school and post-school qualifications. 
REAP programmes offer foundation learning related programmes but we were not able to access data that quantified it. Relevant courses or interventions offered in 2002/3 included:

· support for local providers of adult and community education that meets employment needs and access to tertiary education

· providing mobile portable resources with outreach workers acting as HR and resource centres;

· courses and programmes improving literacy, numeracy, and second chance education, plus life-skill courses such as basic budgeting, driving and other licence courses

· support for Maori through te reo

· basic ICT and Internet skills and accessibility, advanced ICT courses, and mobile IT education

· courses to support entry and re-entry into the workforce, career counselling and building up work related skills and confidence. 

In the absence of any other data on REAP provision, the extract below provides an illustration of the LNL –related education they provide and an example of the participants

An example of REAP sponsored foundation learning provision

Eastern Bay of Plenty REAP: Literacy and Driver Education
· Developed a pre-school Home Reading Programme in association with a Maori trust, with activities that parents can use to develop oral language and early reading skills;

· Run Parent Tutor Reading Programmes in 20 decile 1 schools. Parents trained to help children with reading and oral language; teachers helped to undertake regular testing and to maintain running records

· Piloted a Parent Tutor Writing programme in one school which will be refined and offered to other schools

· Trained volunteer adult literacy tutors (in association with Eastbay Adult Literacy) in several rural towns

· Applied for funding to support volunteer literacy tutors in rural communities

· Taken the first steps in developing a qualification for parent tutors

· Become the major facilitator of driver education in the EBOP. REAP put a group of 15 Maori Driver Educators through a Certificate In Adult Teaching course and these tutors now run marae-based programmes in the greater Bay of Plenty.  
5. Adult Literacy Learning Pool

The Adult Literacy Learning Pool is a fund to which providers (other than those in the workplace) can apply to fund projects that will result in additional or innovative LNL provision to learners, in English and/or te reo Maori.
 

5.1 Funding 

Total funding for 2003 was $ 2,878,884,
 up from just over $965,000 in 2002.

Applications to the 2003 pool were projected to involve 67 projects in six different categories run by a total of 61 different providers (Table 76). Data is not available regionally. 

Table 75. Funding applied for by category for Adult Literacy Learning Pool, 2003
 

	Category 
	Number providers
	Number Programmes
	$ Value

	General pool 
	41
	42
	$1,700,418

	Family
	4
	4
	$199,270

	Maori
	6
	7
	$345,900

	Refugee/migrant
	2
	3
	$123,174

	TEI
	7
	9
	$418,037

	Other
	1
	2
	$92,085

	TOTALS 
	61
	67
	$ 2,878,884


5.2 Nature and extent of provision

At the time of writing this report, the TEC had not completed an analysis of the 2003 year. In its place, we endeavoured to understand what had been completed and accomplished by taking data from paper-based reports ‘Concluding report for total programme – 2003’ that 45 providers had sent in. 

Our ability to understand the data was restricted because we did not have the initial applications and the quarterly project reports. For example, we could not match the final reports to the categories in Table 76. Nevertheless, the 45 reports do illustrate something of the size and scope of projects within the ALLP. 

The 45 projects involved 2,334 learners.
 The number of learners per project ranged from 253 to 5; however, the majority of projects involved fewer than 50 learners. 

Table 76. Number of learners per ALLP project, 2003

	Size of projects 
	Number of projects.
	Number learners

	200+
	3
	673

	100-199
	3
	398

	50-99
	6
	364

	25-49
	19
	689

	1-24
	13
	210

	Not stated
	1
	

	Totals
	45
	2,334


There was understandable data about provision hours per week from 37 projects (Table 78). Most programmes were offering between 1- 4 hours per week. 

Table 77. Learner hours per week per project, ALLP 2003

(N=37)

	Hours per week
	Number of projects

	10+ 
	2

	5-10
	7

	3-4
	13

	1-2
	13

	<1
	2


There was so much missing data on duration in weeks that analysis was not possible.

The question on total hours was not always answered clearly either and the responses sometimes did not seem congruent with the information on hours of delivery per week and therefore must be regarded with caution. Of the 30 programmes where data were presented in a form we could understand, total hours reportedly ranged from more than 400 per programme to less than ten. Ten programmes offered more than one hundred hours. Sometimes similar levels of funding appeared to be providing markedly different total hours per learner. However, all of this information would need to be more carefully checked and incorporated with other reports and project applications to draw a more authoritative picture. 

Table 78. Estimate of hours per ALLP programme, 2003 

	Total hours of provision
	Number of programmes
	Estimate of learner numbers

	400+
	2
	87

	201-400
	5
	353

	101-200
	3
	63

	51-100
	7
	262

	21-50
	2
	219

	11-20
	7
	232

	10
	4
	277

	Total
	30
	1,493


The focus of programmes had to be drawn from the comments about the strengths and weaknesses of programmes and included:

· 10 programmes appeared to be offering additional 1:1 literacy support

· 9 were offering ESOL-related small groups

· 4 were providing academic literacy support for ESOL learners

· 4 mentioned whanau literacy

· 7 appeared to be funding either staff or a process to enable integrated literacy to take place in TO/YT programmes. 

Twenty one projects were providing both group and 1:1 provision, six offered 1:1 only and seven offered group tuition only.
5.3 Characteristics of ALLP learners 

Data was not provided on age and gender.

Table 80 shows the ethnicity of learners in the sample of 45 projects. A third of the participants were Maori, while Pakeha, Asian and Pasifika learners were in roughly similar proportions. Approximately 5% (108) were refugees. 

Table 79. Ethnicity of learners in 45 ALLP projects, 2003

	Ethnicity
	Number
	% 

	Maori
	778
	34%

	Pakeha
	483
	21%

	Pasifika
	412
	18%

	Asian
	413
	18%

	Other
	204
	9%

	Totals
	2,290
	100%


5.4 ALLP outcomes data

It appears that programmes were not been required to keep systematic records of LNL related gain. 

6. Provision funded by other government departments

A number of other government departments fund LNL provision. 

6.1 Ministry of Social Development

The Ministry of Social Development has developed a dedicated fund to purchase Adult Literacy Programmes (ALPs) for the most disadvantaged job seekers, who are most likely to have significant literacy issues. The intention is to provide individualised tuition that both increases literacy levels and leads job-seekers to employment.

6.1.1 Funding 

A total of $900,000 (incl. GST) was allocated to the Department of Work and Income (W& I) to purchase literacy programmes for job seekers in the 2002/3 financial year. 

The W & I purchasing guidelines
 suggest a notional figure of $800 per ALP participant, based on an assumed 10 hours of individual tutoring and 60 hours of small group (6 persons) tutoring at a cost of $40 per hour.  
6.1.2 Nature and extent of provision

The MSD monitoring report (Ramasamy & Pusch, 2004) lays out the expectations of W & I funded programmes: 

· to involve an initial assessment

· 1:1 followed by small group training (groups with approximately 6-8 participants)

· to involve a final assessment

· take into account diverse contexts 

· a maximum of 5-10 hours spread over a week, with a total of 60 hours provision (i.e. at least six weeks long).

· ideally tutors should have the same cultural background as the course participants

· ideally classes should take place in a culturally appropriate environment (e.g. at a marae) (p5).

The monitoring data showed that programmes were more diverse than anticipated and operated somewhat differently from the suggested guidelines: programmes ran from 1-5 hours per day, involved from 20-60 hours per participant and ran anywhere from 3-12 weeks.

In the 2002/3 financial year, 15 providers delivered ALPs; the majority of providers were Private Training Establishments, specialist literacy organisations or ACE organisations. 

The participation numbers quoted in the monitoring report are based on administrative data and there is no way to confirm if job-seekers actually attend or complete their course. MSD staff also suggested that these figures could underestimate participation, given the variance with participation numbers providers cited while compiling information for the 03-04 monitoring report. 
 Table 81 shows the modest growth in participation from the 2001/02 financial year with a total of 345 learners enrolled in 2003. The report says although data was not available for two regions, ALPs did take place.

Table 80. Learner numbers in MSD LNL programmes by regions, 2001- 2003

	Region

	Number of learners enrolled  in FY 2001/02
	Anticipated targets 2003
	Number enrolled in FY 2002/03

	Auckland Central
	3
	78
	30

	Auckland North
	12
	282
	52

	Auckland South
	22
	98
	38

	Bay of Plenty
	0
	119
	16

	Canterbury
	12
	79
	29

	Central
	22
	25
	24

	East Coast
	11
	NA
	0

	Nelson
	10
	8
	10

	Northland
	0
	84
	34

	Southern
	38
	NA
	NA

	Taranaki
	16
	175
	86

	Waikato
	42
	45
	26

	Wellington
	60
	NA
	NA

	Grand Total
	248
	993
	345


The anticipated targets were based on the contract value for the region divided by the notional figure of $800 per ALP participant. The actual number of learners enrolled, 345, appears to be just over a third (34%) of the intended recruitment number for this period. The evaluation report (p.10) suggests this can be attributed to a number of factors:

· Supply issues: “problems faced by the regions in enlisting appropriate providers” and an inadequate supply of “suitable tutors.”

· W& I staff issues: “not trained to identify literacy issues, no standard process or tools for assessment” and “ case managers were not sufficiently informed about literacy programmes and did not refer enough clients to ALPs”.

· Client issues:” transport to literacy services venue, childcare, unable to communicate by phone, low self-esteem, case managers had to follow up to help with course completion.”

Providers reported on the general features of programme content
, which included:

· reading, writing and numeracy 

· using IT to interrelate, communicate, complete exercises, access various websites 

· ESOL type curriculum comprising familiarisation with the alphabet, greetings, and basic labour market information

· exploring training options involving literacy and numeracy 

· interactive exercises involving role-playing and videos

· communication skills for the workplace

· work towards achieving NZQA unit standards

· standard driver’s license with intense literacy support

· Maori language

· vocational curriculum e.g. CV writing, job search skills.

6.1.3 Characteristics of MSD learners 

In 2002/3, there were 218 male learners enrolled (63% of total). Just over half of the enrolled learners were aged between 20-39 years of age (52%) Table 82 shows that Maori learners made up the greatest proportion of those in the programme. 

Table 81. MSD learners, by ethnicity 2002 - 2003

	Ethnicity
	Number  of learners
	% Total

	Maori
	135
	39%

	Pakeha
	104
	30%

	Pacific Island
	33
	10%

	Other
	70
	20%

	Unknown
	3
	1%

	Total
	345
	100%


The monitoring report shows 63% of enrolled learners had no school qualifications, with only 7% having qualifications above School Certificate and 6% having post school qualifications. However, despite this profile, only 18.5% of jobseekers recruited to ALPs had literacy identified as a barrier to employment on the W & I SOLO database. 

6.1.4 Outcomes data

The report does not provide evidence of literacy gain by jobseekers and reports that providers had not collected this information in a systematic form or in a form that enables comparability. A standard reporting template for providers has been developed for 2003-04 to get a better description of programme reality. However, the Centre for Social Research and Evaluation expects difficulties with analysing learning outcomes to persist until a standard framework for measuring literacy gain evolves.

6.2 The Department of Corrections

All inmates undergo the Inmate Education and Employment Assessment (IEEA); part of which is the Burt Reading Test
, used to assess their LNL levels. There are four strands of education: literacy and numeracy; National Certificate in Employment Studies (NCES); general education (of which ESOL is part); and secondary school level. The first three strands are discussed below. 

Hours of provision vary according to age, with greater intensity for younger people. On average, inmates under 16 years of age are expected to be in educational programmes 20 hours per week; 16-19 year olds may receive 10 hours per week while those 20 and over receive approximately 4 hours per week (although this will vary between prisons).
6.2.1 Funding 

There are no figures on how much is allocated by the Department of Corrections to language, literacy and numeracy programmes.
6.2.2 Nature and extent of provision 

Literacy and numeracy programmes
Those with low literacy are offered a specific literacy/numeracy programme. Literacy provision is undertaken by either prison staff or contracted literacy tutors, using resource material prepared by The Correspondence School (TCS). TCS also mark assessments.

At any one time, there are likely to be about 700 inmates with very low literacy and numeracy skills but only about 50% are likely to take up the offer of literacy and numeracy programmes.
 Corrections staff estimate about 450 inmates took part in literacy/numeracy programmes in 2003 but the provider recorded data on 669 learners.

Table 83 shows that Maori inmates enrolled in LNL programmes made up 50% of the total.

Table 82. Ethnicity and gender of inmates in TCS literacy programmes as at November 2003

	Ethnicity
	Number
	% total

	Maori
	337
	50%

	Pakeha
	153
	23%

	Pacific Island
	117
	17%

	Asian
	17
	3%

	Other
	20
	3%

	Unknown
	25
	4%

	Total
	669
	99


There is no data available regarding the age distribution of inmates enrolled in these programmes. Generally, to qualify for entry into a literacy and numeracy programme, an inmate must be aged 19 or over. If between 16 and 19 then they must have chosen literacy/numeracy as a priority over employment. 

Outcome data collected by the TCS is in the form of Standard Award Grades. No more information was available.
National Certificate in Employment Studies (NCES)

Students with higher-level skills may work towards the NCES. The eligibility criteria for NCES participation are similar to those for TO/YT trainees i.e. fewer than three School Certificate passes or less than 40 NCEA L1 credits. There are a significant number of literacy and numeracy components in NCES including reading, writing, English oral language, English written language, English for speakers of other languages, measurement, and number.

Four providers offer the NCES: Workforce Consultants, Literacy Training Ltd, Literacy Aotearoa and Southern Skills. The NCES is delivered for 48 weeks per year  (NCES takes between 2-3 years to complete, according to NZQA). Typically a learner will receive four hours per week (16-24 hours over a 4-6 week period, per Unit Standard). The planned size for classes is 12. There is no data available on learner numbers. 

In the Annual Report 2004, the DC states that inmates spent 115,644 hours 
attending NCES modules. 
No information was available on learners.

Seventy three percent of inmates who began an NCES module, completed it. No other outcome data was available.

ESOL provision to inmates

Assessment of ESOL needs is the responsibility of individual prisons. ESOL was included in The Correspondence School contract for the first time in 2003/2004.
 As a guideline, an ESOL programme is delivered ten hours per week to motivated offenders with an identified need. Budgeted class size is 12, TCS reported the average class size as five learners. 

As at July 2004, 75 prisoners enrolled for ESOL at a range of levels:  34 beginners, 35 post-beginner and 6 doing the advanced course - English for Academic Purposes (EAP).  This course includes preparation for the International English Language Testing System (IELTS), a practical English language assessment. 

There is no data available on ESOL learner characteristics or outcomes. 

Te Reo Maori provision 

There are two avenues for inmates to learn te reo Maori. Te reo classes are part of the weekly programme in the five Maori Focus Units around the country. If an inmate is in a ‘mainstream’ prison, te reo Maori may be offered as part of ‘constructive activity’. No data is available about the numbers of learners involved in either of these or data on learner outcomes. 

Appendix A: Description of data sifting from the Single Data Return
The main sift of the Single Data Return (SDR) database was on the basis of the field of study that is provider-defined, using the using the NZSCED Fields of Study codes.  We requested a run on the following NZSCED Fields of Study: all the codes for Mixed Fields Programmes (programmes providing multi-field education) plus those fields that would seem to logical include LNL. 
 This was received as a spreadsheet ‘Foundation Data by NZSCED for Josie Lander - with Region’ with 7583 rows of data.

	120101 General primary and secondary education
	120103 Literacy and numeracy

	120105 Learning skills
	120199 General education n.e.c.

	120301 Social and interpersonal skills
	120303 Life skills

	120304 Family/whanau education
	120399 Social skills n.e.c.

	120501Career development
	120503 Job search skills

	120505 Work practices
	120599 Employment skills

	129999 Mixed field n.e.c.)
	010101 Mathematics, 010103 Statistics

	091501 English language
	091502 Te reo Maori

	091506 ESOL
	100705 Written communication

	100707 Verbal communication
	100799 Communication n.e.c.


The data was then filtered according to the course’s NQF level. At Level 9 there were three thesis courses, at Levels 6-8 they were special topics and research, advanced maths courses (like algebra and modelling) and reading papers at a university. We deleted all of these, and saved the workbook as ‘Foundation Data by NZSCED for Josie Lander - with Region WORKING COPY v1’.

While some may argue that there may be components of a Masters degree that are foundation learning (e.g. a need for academic writing computer skills) we used a narrower definition that was more pragmatic for this project. 

We then took Workbook v1, and looked through all the level 5 courses as they may have included some bridging courses (such as Introduction to Nursing, or Pre-engineering). Only one possible was found and retained –Introduction to Mathematics (at WIT).

All other level 5 courses were deleted i.e.: 

· NZSCED codes at 010101 and 010103 were advanced maths and statistics courses; at 091501 and 91506 courses were English language and ESOL for business/academics/professionals;

· At 091502 they were advanced te reo and treaty courses (exceptions noted below)

· at 100705, 100707 and 100799 courses were about written/verbal communication, often for business/ academics/ professionals

· at 120101,105 and 199 there were a few communication courses, but they were mostly research and study skills courses

· at 120301 there were courses on interpersonal skills, working in and with groups, oral presentations

· at 120501 there were career development courses specifically for certain fields like maths or religion

· at 120505 which is about work practices, courses included interpersonal skills, team work and communication courses on the whole

·  at 129999 as mixed field level 5 courses).

A few courses were in te reo Maori, however most were confirmed through providers’ websites as being level 5 language courses and not bridging courses. 

Courses at levels 0-4 specifically labelled as ‘academic writing, research skills’ etc have been kept on a separate sheet within the workbook  ‘Foundation Data by NZSCED for Josie Lander - with Region WORKING COPY v2’.)
The next problem with the SDR is that NQF data is not strictly validated on the way into the database.
For example, some providers had coded some courses at a beginner level (given their title) were coded as ‘0’, which is a proxy for level 10, while there also appeared to be some courses coded ‘0’ to mark that they were below L1. Level 10 courses were deleted.

We then saved a version 4, and continued to sift through the levels 0 - 4. On investigation of provider websites, the level 0 courses to do with creative writing at Polytechnics turned out to be level 5 and above diploma courses and so were deleted.

As per MoE instructions, where a te reo course was at a university and stage one it was removed.  Where it was clear that a te reo course at a College of Education or Polytechnic was also at level 5 or above (even though coded as 0) it was removed.
The next step was to get rid of any obviously not relevant programmes ( i.e. not LNL), and due to time and resource constraints we needed to make decisions according to their titles rather than approaching providers, or examining the Framework. After discussion with the MoE the following types of courses were deleted: 

· university exchanges, campus experience

· poetry and creative writing ( as these are courses on writing for children, getting yourself published etc that assume a certain level of literacy before you start)

· arts courses, flax/weaving courses, art therapy

· cooking courses, dancing, leisure, music

· sports/exercise/yoga type courses, personal wellness/good health, quit smoking

· driving courses

· personal development type courses like assertiveness, management of conflict /anger /drug and alcohol / time /grief and loss, interpersonal skills

· treaty of Waitangi and bicultural awareness courses

· first aid and OSH related courses

· sexual harassment and personal safety

· group participation, team building, leadership

· parenting courses

· consumerism/consumer problems
· career planning and development courses, work placement or work experience, employment law and employment rights, describe an apprenticeship employment contract, describe the employment relationship

· courses pitched at independent living such as using leisure time, crossing a road, dressing, housework, caring for plants, awareness of body parts, recognising a traditional occasion, using touch and sound, discriminating between familiar objects.

 

Courses with the words kawa, kaupapa, tikanga or protocol; haka, poi and waiata; karakia; cultural /awareness /Maori studies; and treaty/tiriti were removed. For the remainder, where we were unsure about a course title, because it was in te reo (coded as 91502), by default they remained. 
Appendix B: TEOs offering foundation learning 

Ninety five institutions had a total of 665,524 enrolments involving 111,569 learners enrolled in L1-4 foundation learning related courses (Table 84). This tentative list of TEOs and their learner numbers was taken from the SDR workbook. It shows the great disparity in enrolment numbers across the sector, the small-scale nature of much of the provision and the dominance of Te Wananga o Aotearoa in both enrolments and learner numbers.

Table 83. Foundation learning course numbers by institution, 2003 

	Institution Name
	Learner Numbers
	Enrolments

	Te Wananga O Aotearoa
	53,788
	560,655

	Eastern Institute of Technology
	9,683
	11,170

	Whitireia Community Polytechnic
	4,547
	8,925

	Unitec New Zealand
	
	6,232

	The Open Polytechnic of New Zealand
	3,486
	5,821

	Auckland University of Technology
	3,005
	5,298

	Manukau Institute of Technology
	2,707
	4,166

	Te Whare Wananga O Awanuiarangi
	2,501
	3,895

	Christchurch Polytechnic Inst of Tech
	2,464
	3,887

	University of Waikato
	2,202
	4,119

	Universal College of Learning
	2,086
	5,521

	Waikato Institute of Technology
	1,998
	3,384

	University of Canterbury
	1,794
	1,930

	Bay of Plenty Polytechnic
	1,580
	1,961

	Waiariki Institute of Technology
	1,451
	3,194

	University of Auckland
	1,416
	2,177

	Te Wananga O Raukawa
	1,336
	2,141

	Tai Poutini Polytechnic
	1,326
	4,717

	Otago Polytechnic
	1,212
	2,407

	Best Training Auckland (Head Office)
	1,159
	1,168

	Victoria University of Wellington
	892
	920

	New Zealand Institute of Education
	842
	1,460

	Wellington Institute of Technology
	723
	1,337

	Te Kohanga Reo Trust - Wellington
	643
	2,598

	Nelson Marlborough Inst of Technology
	586
	798

	Lincoln University
	
	563

	Academy Group (NZ) Limited
	555
	586

	Southern Institute of Technology
	537
	2,228

	NZ Physical Training College
	527
	561

	Northland Polytechnic
	518
	1,905

	Western Institute of Technology Taranaki
	497
	649

	Tairawhiti Polytechnic
	393
	1,389

	Aoraki Polytechnic
	347
	808

	AIS St Helens
	335
	349

	Telford Rural Polytechnic
	284
	388

	Academy of Diving Trust
	271
	271

	NZ Institute of Fashion Technology Ltd
	245
	310

	Advance Training Centres Limited
	242
	242

	NZ Institute of Sport
	233
	277

	Etc Learning Centre
	226
	265

	Wellcare Community Education
	221
	435

	University of Otago
	192
	254

	Massey University
	167
	452

	Pasifika Education Centre
	157
	382

	Taupo Employment Support Trust -Training
	141
	142

	Carich Training Centre
	125
	352

	Turanga Ararau
	103
	165

	Case Boreham Associates Ltd (PTE)
	102
	102

	Business Management School Limited
	96
	96

	Active Institute
	95
	95

	Matapuna Training Centre
	95
	95

	Target Education
	93
	95

	Nelson Technical Institute Ltd
	89
	89

	Apostolic Training Centres
	76
	77

	Pacific International Academy NZ Limited
	76
	411

	Canterbury College of Natural Medicine
	74
	74

	New Zealand Management Academies Ltd
	67
	67

	Netcor Campus (NZ Education & Tourism)
	60
	93

	Northern Business College (Head Office)
	60
	60

	Auckland College Of Education
	55
	78

	Te Ata Hou Trust
	55
	55

	Institute of Applied Learning Limited
	54
	60

	Bible College of New Zealand
	51
	64

	Advanced Training Academy Limited
	49
	82

	Anamata
	46
	99

	Be My Guest Ltd
	46
	80

	National College of Security Personnel
	46
	46

	EDU-COL 2004 Ltd
	42
	42

	Murupara Community Learning Centre Inc
	37
	37

	Patrick's Hairdressing Training School
	35
	35

	Community Colleges New Zealand Ltd
	33
	33

	Te Wananga Takiura O Nga Kura Kaupapa Maori
	30
	150

	Tectra Limited
	24
	24

	Insight Learning Academy
	23
	31

	NZ School of Outdoor Studies Limited
	23
	23

	Kaat Trust
	22
	22

	Ruarangi Kokiri Trust
	21
	42

	Manawatu Education Academy (PN) Ltd
	18
	18

	Whitecliffe College of Arts and Design
	14
	14

	Ames Training & Resource Centre Limited
	13
	13

	Maru Whenua Trust
	13
	37

	YMCA - Tauranga
	12
	12

	Horowhenua Learning Centre
	11
	11

	Land Based Training Ltd
	11
	22

	Ministry Training College of NZ
	10
	37

	NZ School of Food & Wine
	9
	9

	Frontline Training Consultancy (Dee St)
	8
	64

	Kyrewood Equestrian Centre
	8
	8

	The College of Future Learning NZ Ltd
	8
	8

	International Pacific College NZ
	4
	4

	Masters Institute H/o
	4
	4

	Phlair International Colleges
	4
	42

	Learning Post Limited
	2
	2

	National College of Cybertechnology
	1
	3

	The World Gospel Bible College
	1
	5

	Grand Total
	111,569
	665,524


Appendix C: ITOS where Industry Trainees are seeking L1-3 qualifications

Thirty six ITOs had trainees signed up to agreements at L 1-3 as at December 31, 2003 (Table 85).

Table 84. ITOs with trainees enrolled in NQF certificates L1-3

	8102 BSCITO (Cleaners)

	8103 Electro-Tech. ITO

	8104 Competenz

	8106 Forest Industries Training

	8115 Furniture ITO

	8118 Local Government New Zealand

	8119 Painting ITO

	8122 Plumbers ITO

	8123 Sports Turf ITO

	8126 Plastics ITO

	8127 Printing and Allied Industries

	8128 Retail Meat ITO

	8129 Sport, Fitness and Rec ITO

	8132 Horticulture ITO

	8133 Joinery ITO

	8134 Hairdressers ITO

	8135 Public Sector

	8136 Electricity Supply ITO

	8137 Agriculture ITO

	8140 Boating Industries

	8141 Building & Construction ITO

	8142 Road Transport

	8143 NZITO

	8144 CSSITO

	8145 Equine ITO

	8146 Extractives ITO T/as EXITO

	8148 Fire & Rescue Services

	8150 Leather  ITO

	8152 Retail ITO

	8153 Te Kaiawhina

	8159 Power Crane

	8165 Infratrain

	9006 Hospitality Standards T/as HSI

	9013 Motor ITO

	9031 Seafood ITO

	9202 Apparel & Textile

	9856 Aviation (ATTTO)
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� A ‘best available evidence’ literature review on teaching practices that lead to literacy gain; this study to map provision; and a set of case studies involving foundation learning teaching practice in a variety of contexts. 


� No data was available


� Te Ataarangi has been a long-standing community-based provider of te reo Maori courses. Recently Te Ataarangi has become a faculty at Te Whare Wananga o Awanuiarangi. Data on learners in the community was not available and data about more intensive courses is incorporated into the wananga’s SDR.


� Gateway offers structured workplace learning programmes for school students from Decile 1-5 schools. Secondary Tertiary Alignment Resource (STAR) is additional funding provided to schools to purchase non-conventional or tertiary courses for senior students. It is not available to resource unit standards in writing, ESOL, reading etc; nor is it available to adult students. Both of these programmes are considered part of foundation learning in the 2003 Profiles and Trends report � ADDIN EN.CITE <EndNote><Cite><Author>Ministry of Education</Author><Year>2004</Year><RecNum>430</RecNum><MDL><REFERENCE_TYPE>10</REFERENCE_TYPE><REFNUM>430</REFNUM><AUTHORS><AUTHOR>Ministry of Education,</AUTHOR></AUTHORS><YEAR>2004</YEAR><TITLE>New Zealand&apos;s tertiary education sector: profiles &amp; trends 2003</TITLE><PLACE_PUBLISHED>Wellington</PLACE_PUBLISHED><PUBLISHER>Ministry of Education</PUBLISHER><PAGES>296</PAGES><DATE>November</DATE></MDL></Cite></EndNote>�(Ministry of Education, 2004a)�. 


� There may be a degree of double-counting, if students are enrolled in a year with more than one provider or at more than one NQF level.


� See Table 3.3, 2003 Profiles and Trends report � ADDIN EN.CITE <EndNote><Cite><Author>Ministry of Education</Author><Year>2004</Year><RecNum>428</RecNum><Suffix>, p.15</Suffix><MDL><REFERENCE_TYPE>10</REFERENCE_TYPE><REFNUM>428</REFNUM><AUTHORS><AUTHOR>Ministry of Education,</AUTHOR></AUTHORS><YEAR>2004</YEAR><TITLE>New Zealand&apos;s tertiary education sector: profiles &amp; trends 2003 appendix</TITLE><PLACE_PUBLISHED>Wellington</PLACE_PUBLISHED><PUBLISHER>Ministry of Education</PUBLISHER><PAGES>161</PAGES><DATE>November</DATE></MDL></Cite></EndNote>�(Ministry of Education, 2004b, p.15)�


� The distribution for document and quantitative domains were broadly similar; New Zealand’s results were strongest for the prose domain.


� Our current 15-65 year age population is estimated to be 3 million people. � HYPERLINK "http://www.dol.govt.nz/PDFs/work-insight-issue-5-rlms.pdf" ��http://www.dol.govt.nz/PDFs/work-insight-issue-5-rlms.pdf�


� Our figure differs from the 81,900 figure used in the latest Profile and Trends report � ADDIN EN.CITE <EndNote><Cite><Author>Ministry of Education</Author><Year>2004</Year><RecNum>430</RecNum><Suffix>, p. 42</Suffix><MDL><REFERENCE_TYPE>10</REFERENCE_TYPE><REFNUM>430</REFNUM><AUTHORS><AUTHOR>Ministry of Education,</AUTHOR></AUTHORS><YEAR>2004</YEAR><TITLE>New Zealand&apos;s tertiary education sector: profiles &amp; trends 2003</TITLE><PLACE_PUBLISHED>Wellington</PLACE_PUBLISHED><PUBLISHER>Ministry of Education</PUBLISHER><PAGES>296</PAGES><DATE>November</DATE></MDL></Cite></EndNote>�(Ministry of Education, 2004a, p. 42)�. See Section � REF _Ref96489708 \r \h ��6� for an explanation of our methodology.


� Different data sets use different terms (e.g. TO/YT use ‘Eastern’ which may correlate (or not) with ‘Gisborne’, ‘Hawkes Bay’, and ‘East Coast’). Taking a common sense approach, rather than attempting to ensure exact coverage, we collapsed the data into 10 regional groupings.


� Statistics New Zealand 2001 Census (used as a crude indicator of LNL)


� Figures based on our assumptions are followed by a question mark.





� Where a range of hours is presented, the estimate of total hours is based on the lowest figure.


� Typically a learner repeats this programme, so the calculation is based on 36 weeks. 


� Other examples include: 1273 – Express own ideas in writing; 1291 Participate in conversations with known people; 2970 Read independently texts about life experience; 2976 Read independently texts for practical purposes; 2987 Read independently texts to gain knowledge; 3485 Write presenting information. 


�Usually measured as by the International English Language Testing System (IELTS)


� Which may or may not be foundation-learning related


� The TEO data distinguishes between 40-44 years and 45 + years. Their numbers are significant but the difference only occurs in two age bands and the majority of learners are in other bands.


� Data was presented for 16-25 years, 26-35, 36-45, 46-55 and 55+ years; results were included in the band below (i.e. 16-25 years is shown as +20) 


� Literacy Aotearoa’s data is structured <21 years, 21-30, 31-40, 41-50 and 50+ years 


� There may be some double counting as some tutors may have participated in more than one of these studies.


� With the increased expectation that all TO/YT programmes meet the literacy needs of learners, over time a further 900 programmes may have PD requirements in LNL teaching (assuming 1 person per programme).


� Interestingly, in the 2001 Census 13,941 people identified themselves as tertiary teaching professionals.


� These figures are speculative and must be viewed with caution. 





� NAEHTS annual report said 46% of trained tutors; therefore we estimated a percentage based on the active total (3495) minus the 1247 who left tutoring during the year.


� There will be overlap in those responses, but the wording of the question means the data cannot be clarified.


� A similar level of stability of employment was shown in the survey of bridging educators, where nearly half of the staff for whom responses were received had worked in those programmes for more than four years.


� From 2004 the TEC requires providers receiving Adult Literacy Learning Pool funding to report on the reasons for student withdrawal (private correspondence, 14/02/05).


� This additional funding for LNL will not continue; there is an expectation that all providers will meet the LNL needs of learners within agreed funding. 


� Data for this section comes from a TEC Excel file ‘Foundation Learning for Critical Insight ‘ 6/7/04 


� The system was reorganised into 14 areas in 2004.


� The TEC’s database is ‘live’, allowing data to be entered retrospectively. Queries generated on different days may generate slightly different results. 


� Data taken from a TEC spreadsheet ‘Programmes, Age, Ethnicity, Educational history.xls’ sent 07/09/04


� Data taken from TEC Excel file ‘Foundation Learning for Critical Insight ‘ 6/7/04


� Data for this section has been taken from TEC Excel file ‘Programmes region’ 1/09/04


�. Actual attendance may be considerably lower but records on this are kept only at provider level.


� TEC’s database is ‘live’, adjusted retrospectively as new labour market outcome data is added. Therefore the data changes depending on the date of the data run.


� A conservative estimate of 1,200 learners has been carried forward to Part One of the report. 


� Presumably also ESOL and numeracy needs.


� A student enrolled in a programme of study full-time for the full-year generates 1 EFTS. A student enrolled full-time for a semester generates 0.5 EFTS.


� The fine sort we attempted means our figures may differ from those presented in the 2003 Profiles and Trends report. Also, the Profiles and Trends report separates out figures on te reo Maori courses, while ours incorporates them.


� These social/life skills courses would have been excluded by the 23/09/04 TESMon analysis referred to earlier.


� When a further run was done on enrolments to obtain learner characteristics,  the total number of enrolments had decreased by 4,502 to 661,022. The SDR is an active database, and numbers may change between run requests, because a provider may have resubmitted an SDR or data has been cleaned up by the provider/TEC/MoE.


� Retained on the assumption that adults enrolled in school subjects (including primary) for academic catch up 


� Data from Table 3.3, page 15, Profiles and Trends Appendix. Students who studied at more than one level were counted in each level. 


�There are no type A students included in this data on learners (those in notional EFTS community education courses) only Types B, C and D i.e. students enrolled in a formal qualification or module with an EFTS value ≤0.03, those enrolled in non-formal education, and those enrolled in a formal qualification or module, with an EFTS value >0.03.


� Almost 30,000 higher than the 81,900 identified in the Profiles and Trends report (op cit., p 42).





� Those enrolled in a formal qualification or module, with an EFTS value >0.03.


� There are 18,839 Types B and C learners enrolled in a formal qualification or module with an EFTS value ≤0.03, or those enrolled in non-formal education. A small number of providers voluntarily add this information to the database if they have it. 


� As at October 1 in year prior to enrolment


� Personal correspondence 8 and 11 June, 2004.


� Workbase also commented that companies are frequently surprised by the length of time literacy programmes takes and how much a literacy intervention costs.


�Interim data from a 2004 telephone survey of over 400 businesses employing more than 50 employees suggests 12% of employers have invested in literacy-related training for staff. It is not known what form that training took , how many employees were involved or if the businesses met all costs (personal communication, Workbase, 26/01/05). 


� Such as paying wages and salaries while employees undertake training.


� Information was included from: Industry Training 2002, 2003; MoE Profiles and Trends 2001.


�Based on applying IALS data to the March 2004 Quarterly Employment Survey; data provided by Workbase, July 2004.


� About 5,000 trainees participated in more than one programme. Multiple enrolments occur when trainees have registered agreements through more than one ITO (e.g. building and boat building), or because they shift employer or region, or because they sign up with a new agreement mid-year, after a completion. Approximately 146,000 enrolments occurred during 2003.  


� Data taken from ‘Foundation-Trainees by LA ITO pgmlevelgender ethnicity-SM’ 23/09/04


� Data taken from a TEC Excel file ‘Foundation –MA trainees by LA ITO pgmlevelgender ethnicity’ 23/09/04


� Workplace Basic Skills Development Fund, Information and Application Form. Retrieved on 03/05/04 from http://www.workbase.org.nz/Document.aspx?Doc=WBSDFApplicationForm.pdf


�Information taken from Workbase Annual Report, 2003; Workbase Statement of Service Performance, 2003: personal communication and Workbase’s website.


� In addition, three applications from 2002 and 2003 were subsequently withdrawn. 


�In 2003, Workbase was funded specifically to increase the capacity of workplace literacy providers outside Auckland, with an expectation that there will be more diversity of providers in due course. 


� We have assumed that this followed the typical workplace literacy model with learners having access to a maximum of approximately 46 hours per year. 


� Data for this section came from Workbase (2003) Annual Report – http://www.Workbase.org.nz accessed Aug 16; Workbase (2003) Statement of Service Performance to TEC.


� Workbase manage Te Whare Ako, an on-site learning centre at the Norske Skog Tasman timber processing plant in Kawerau. It is fully funded by participating companies and therefore is not included in the figures above. During 2003, Te Whare Ako supported 1,167 people with a wide range of educational needs including training for computer literacy and technology, gaining qualifications, and rehabilitation after accidents. It is estimated that 60% of that support is at foundation learning level, therefore involving approximately 700 learners. 


� From ACE - Policy Reform: Towards a Learning Society, retrieved 27/05/04 from � HYPERLINK "http://www.minedu.govt.nz/index.cfm?layout=document&documentid=8456&data=1" ��www.minedu.govt.nz/index.cfm?layout=document&documentid=8456&data=1�


� Excluded categories included for example: school subjects Y11-Y15 level; art, music crafts; humanities; other languages; training community volunteers; parent education; business/office skills; sciences; health; fitness, sport, recreation; home management/ maintenance.





� These figures are based on the original data set for student numbers from the TEC titled ‘sutton13_9_04’. This Excel data file had to be manually refigured.


� It is this group of learners that has been taken through to the analysis in Part One of this report.


� These figures are based on the original data set ‘asutton_studenthours_12_11_04’, which had to be manually refigured. Student hours are calculated by the provider for each course:  total number of students x (hours x weeks x terms); and then hours are totaled for each category. Where one student has done more than one course, they are counted for all courses in terms of calculating student hours but counted only once for the gender and ethnicity data.


� Unless otherwise specified, data has been taken from the RS44 Annual Return of School Community Education Programmes 2003. Excel data file from the TEC titled ‘community_education_jul03’


� Information taken from Literacy Aotearoa Annual Report 2003 � HYPERLINK "http://www.literacy.org.nz/" ��http://www.literacy.org.nz/�; Statement of Service Performance 2003 and personal communication with staff.


� A similar pattern may exist for NAEHTS members.





� Information taken from: NAEHTS Annual Report, 2003; Statement of Service Performance, 2003; personal communication.


� Information taken from: MCLaSS mid year report 2003, Annual Report, 2003; Statement of Service Performance, 2003; personal communication. 


� Refugees who have arrived recently are more likely to have health problems than other adult ESOL learners


� ‘Using ESOL’ included in every title below: 1281 Begin to communicate orally; 1282 Complete practical transactions using a small number of learnt language patterns; 1289 Participate in a conversation using a small number of learnt language patterns; 2967 Begin to read; 3473; Begin to write with assistance; 3481 Complete simple predictable forms; 17358 Talk about self and family using a small number of learnt language patterns; 17360 Participate in a conversation and give a short prepared talk.


� Data for this section has been taken from a MOE commissioned report The Rural education activities programme (REAP) A stocktake of REAP between May and August 2002


� Established by the Ministry of Education in 2001 as the Adult Literacy Innovations Funding Pool, the initial intention of this fund was to give providers the opportunity to develop new ideas. The TEC took over the fund in 2003 and it was renamed the Adult Literacy Learning Pool.


� Data from this section has come from the Adult Literacy Innovations Pool (2003).


� The 2003 Profiles and Trends (p. 36) report states the ALLP fund allocation as $3.6 million ($1.77 million for 43 projects, and $1.83 million for another 39 special group projects). 


� Data was taken from a MOE Excel spreadsheet Negotiated Funding Schedule 2003.





� We have assumed that these learners are not also represented in any other returns, e.g. in SDR returns. 


� Unless specifically noted, all information in this section has been taken from the MSD report ‘Adult Literacy Interventions FY 2002/03 Monitoring Report’.


� Work and Income NZ ‘Provision of adult literacy assistance: Purchasing guidelines’ (22 August 2001) still current. MSD staff said the guidelines were based on existing knowledge of adult literacy practices and sector consultation and were not expected to be prescriptive.


� Based on Feedback re literacy purchases – July 200’, a chart compiled by National Contracts office through the regional contract managers


� MSD reported that the 03-04 monitoring report due December 2004 will contain a more complete picture of the current state of the programme. 


� No mention was made of any impact from the decline in unemployment rates.


� Based on the ‘Feedback re literacy purchases – July 2002’.


� Personal correspondence 09/12/04


� The Burt Test is an untimed reading test where students read orally 110 selected words that are presented singly, printed in differing sizes of type and graded in order of difficulty. The student reads until 10 consecutive words are read incorrectly. It is not normed for adults and does not test for reading comprehension in context.


� Personal correspondence, DC and TCS, 8 July 2004


� Other fields include: business information processing, text and information management, self-management, work and study skills, interpersonal communication, and occupational health and safety practice. 





� Only 50% of the budgeted figure


� Unless otherwise stated information in this section is from the Inmate Education (Service Description), produced by the Department of Corrections and personal correspondence, DC, 2 April, 7 May, and 22 September 2004.


� 


� Personal correspondence  MOE 11 June 2004


� However where the course title indicated interpersonal communication it was retained


�. This meant deleting some YT and TOPS courses that had generic titles like ‘employment skills’, or ‘youth skills’; however these have been analysed in a previous section of this report. It was decided to retain any obviously LNL courses such as where the title was 'write a CV'.





� A few we did consider to be FL (like taking a message, using a phone) and these were retained.
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