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Briefing Note: Strengthening literacy and te reo matatini 

To: Hon Chris Hipkins, Minister of Education 

Date: 26 November 2020 Priority: Medium 

Security Level: In Confidence METIS No: 1245761 

Drafter: Anya Pollock DDI: 

Key Contact: Pauline Cleaver DDI: 

Messaging seen by 
Communications team: 

No Round Robin: No 

Purpose of Briefing 

This briefing provides an overview of work to strengthen literacy and te reo matatini to support 
a discussion on next steps in the development of a literacy and te reo matatini strategy. 

The purpose of this paper is for you to: 

 Agree to forward this Briefing to Hon Jan Tinetti as it covers part of her intended
curriculum delegations as Associate Education Minister, pending the Prime Minister’s
approval

Agree  /  Disagree 

 Note that, for ease of reading, the body of this briefing is written from the perspective
that Hon Jan Tinetti’s delegations have been confirmed

 Agree to forward this briefing to Hon Kelvin Davis and Hon Aupito William Sio due to
its relevance to their education portfolios

Agree  /  Disagree 

 Agree that this Briefing will not be proactively released at this time as decisions on
next steps for this work have not yet been made.

Agree  /  Disagree 

Summary 

 Being literate is vital to lifelong learning and wellbeing, but too many of our learners
are not receiving the support they need to succeed in their literacy and te reo matatini
learning. Public interest in our approach to literacy, and concern about learner
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outcomes, means that there is a need for us to articulate a clear strategy for putting in 
place a coherent suite of supports for literacy and te reo matatini learning. 

 

 We have taken a comprehensive look across system settings and supports for literacy 
and te reo matatini learning to identify opportunities to ‘shift the dial’ on learning 
progress along the pathways. This has informed a range of actions that are already 
being progressed, as they do not require significant change to system settings and can 
be delivered within existing funding constraints. 
 

 Before we begin sector engagement to develop a draft literacy and te reo matatini 
strategy (or strategies) for your consideration, we want to understand the scope of 
potential change that you would like us to explore as our work to date has identified 
that changes to some significant system settings may be needed. We would 
particularly like your direction on whether further work should be undertaken on: 
 

 Establishing systematic “safety net” assessments for every learner at key 
points in both the Māori and English medium pathways that trigger allocation 
of targeted and individualised support, as appropriate. 

 

 The mix of curriculum related roles in the system, such as whether there is a 
need for curriculum specialist teacher roles within primary schooling or 
dedicated roles within regional offices. This is a step further than the review of 
Resource Teachers Literacy already signalled in the Learning Support Action 
Plan. 

 

 

 
 
 
 
 

Ellen MacGregor-Reid Hon Chris Hipkins 
Deputy Secretary Minister of Education 
Early Learning and Student Achievement 
 
26/11/2020 __/__/____ 
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Background 

1. Being literate is vital to lifelong learning and wellbeing. Literacy includes more than
reading and writing – it is also oral language, critical thinking and digital literacies.
Globalisation, increasing diversity, new technologies, social media, and digitisation
have created both problems and opportunities and are changing how we live.

2. Te reo Māori is at the core of te reo matatini, alongside the ability to articulate the
stories, histories, art, and philosophies of Māori. Mātauranga Māori is also critical to te
reo matatini as a catalyst for the revitalisation and preservation of te reo Māori and
tikanga Māori. Recognising the place of whānau, hapū and iwi and the collective
responsibility required to realise ākonga potential is also important to a strategy for te
reo matatini and delivering effective te reo matatini pedagogy through te reo Māori in
Māori medium pathways.

3. Too many of our learners are not receiving the support they need to succeed in their
literacy learning: New Zealand has attained relatively good median scores in
international surveys for literacy for school learners, but these have significantly
declined in recent years. PIRLS (2015) showed a marked decline both in average
achievement and in ranking: New Zealand dropped to 33rd place. The NMSSA (2019)
found that fewer learners in Year 8 achieved at or above curriculum expectations
compared with Year 4 in all five modes of literacy learning. This decline between year
levels was worst in writing.

Percentage of learners in English medium settings meeting curriculum expectations 
(NMSSA 2019) 

writing speaking reading listening viewing 

Year 4 63% 56% 63% 76% 78% 

Year 8 35% 40% 56% 65% 65% 

4. We do not have equivalent evidence about te reo matatini attainment for ākonga in
Māori medium below NCEA, as data is not collected for these by any of the national or
international studies and programmes.

5. Additionally, we are not meeting the needs of all learners equally. There is a wide
range of achievement for several aspects of literacy among learners before school and
during primary and secondary schooling. These variations in achievement reveal
inequities in our system across and within sub-populations of learners such as those
defined by gender, race, ethnicity, disability and socio-economic advantage.

6. The need for this work is heightened by the potential impacts of the COVID-19
response on learning progress, which includes both lockdowns and social-economic
impacts on families while New Zealand recovers. It is too early to tell the level of
disruption to learning progress, particularly in Auckland which had a second lockdown.
However, exploratory analysis of e-asTTle data suggests that there may already be a
negative impact on writing progress at the system level and that we need to pay
attention to some groups of learners. At the individual level, there will be learners who
have been disadvantaged by COVID-19 and need additional support to ensure that
there is no lasting impact. We need an effective system of supports to help early
learning services, schools and kura.

7. This briefing provides an overview of work to strengthen literacy and te reo matatini to
support a discussion with you on next steps in the development of a literacy strategy
with you. An overview of our approach to this work is provided in Annex 1.

8. Note that new literacy and te reo matatini co-requisites for NCEA are intended to be in
place in 2023, alongside co-requisites for numeracy and pāngarau. The statistics
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above for English medium settings indicate that there are significant numbers of 
learners likely to not be well-placed to obtain the co-requisite, as they are not being 
supported to make sufficient progress earlier in their pathways. Until we address these 
systemic issues, we will need to provide additional supports and interventions at the 
upper end of the pathways to ensure that these learners do not miss out on an NCEA 
qualification. We also need to develop the national studies to include ākonga in Māori 
medium to ensure we have the evidence we need to provide appropriate support for 
ākonga throughout their learning pathway and the NCEA co-requisite. 

Shifting the dial on literacy and te reo matatini 

9. Public interest in our approach to literacy, and concern about learner outcomes, means 
that there is a need for us to articulate clear strategy for putting in place a coherent 
suite of supports for literacy and te reo matatini learning. As outlined in the separate 
briefing ‘Strengthening the national curriculum and its delivery’ [METIS 1245699 
refers], our curriculum and assessment, marautanga and aromatawai, systems leave 
learning to chance. In order to reduce the element of chance in literacy learning, 
achieve consistent quality of practice and address inequities, we need a system where 
there is: 

 

 
 

10. The priority and investment traditionally given to literacy and te reo matatini learning 
means there are areas of strength within each of the elements in the diagram above, 
but each of those elements also needs strengthening overall. This varies for different 
aspects of literacy and te reo matatini, and at different points along the learner 
pathways. Our current investment is heavily weighted to the first years of primary 
schooling in both English and Māori medium pathways and, overall, we cannot say 
that the system is fit for purpose. We also need to ensure that all elements work 
together to provide a comprehensive and effective system of supports based on the 
latest evidence about effective literacy teaching and learning practices that are 
effective for diverse learners, including English language or te reo Māori learners and 
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those with learning support needs. Coherent sets of supports are needed for both 
literacy and te reo matatini, appropriate to stages of literacy development and the 
different contexts of English and Māori medium pathways.  

 
11. While all elements of the diagram above are important, designing the system so that 

we have the right people and services in the right place at the right time to meet each 
learner’s needs is critical. Doing this well requires an effective three-tiered ‘Response 
to Intervention’ (RTI) model, which is well understood and consistently used across the 
system. The three RTI tiers in the tiered support model are: 

 
a. (Tier 1) ‘universal’ teaching provided to all learners in a class. This includes: 

 Use of high impact pedagogies that are effective for a wide range of learners  

 Early and ongoing assessments for differentiated and adapted learning  

 Effective and reliable screening and diagnostic assessments for learners who 
are not meeting curriculum expectations (either for progress and/or 
achievement)  

 
b. (Tier 2) targeted early interventions provided to small groups which need a more 

intensive and personalised intervention to succeed.  

 Goal is to help learners ‘catch up’ so they can succeed within universal teaching  

 30 – 60 minute sessions, 3 – 5 times per week, for several weeks or months  

 Rigorous assessments of progress and criteria for success to identify those 
learners who need a more intensive and personalised intervention to succeed  

 
c. (Tier 3) personalised interventions provided to individuals or very small groups: 

 Developed following detailed diagnostic assessment  

 Includes meaningful success criteria  

 Most intensive, lowest learner: teacher ratios; longer sessions, more frequent. 
 
12. For ākonga in Māori medium pathways, and learners whose first language is not 

English, the time it takes to develop academic language proficiency required to 
progress and achieve excellent educational outcomes adds another layer of 
complexity to developing literacy and te reo matatini skills. 

 
13. We have taken a comprehensive look across system settings and supports for literacy 

and te reo matatini learning to identify opportunities to ‘shift the dial’ on learning 
progress along the pathways. Annex 2 provides our preliminary advice as the result of 
this work in relation to literacy learning in English medium pathways. Annex 3 covers 
te reo matatini in Māori medium pathways. Our thinking to date has been informed by 
a range of research and other evidence, such as ERO, Stuart McNaughton’s life-
course work1, and other national reports (Massey University Early Literacy Research 
Project, 2015 – 2017, NMSSA, the independent  evaluation of Reading Recovery), 
international reports (PISA, PIRLS), and online sector surveys. We have also been 
listening to a range of literacy experts, academics, and practitioners about what works 
and what is needed.  

 
14. As a result of this work, we have a programme of work already underway to strengthen 

our literacy and te reo matatini supports, adding to earlier action under the Learning 
Support Action Plan to improve guidance on meeting the needs of dyslexic learners 
and the expansion of the Pacific Early Literacy Project (PELP).  Our immediate focus 
includes: 

 
a. Promoting use of a new online oral language resource for kaiako in early learning 

and early schooling called ‘Talking Together’. The oral language resource will 

                                        
1 The Literacy Landscape in Aotearoa New Zealand (Prof Stuart McNaughton, Chief Science Advisor 
to the Ministry of Education, available on the website of the Prime Minister’s Chief Science Advisor) 
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enable kaiako across diverse contexts to enhance children’s oral language learning 
and development. It is inclusive of monolingual, bilingual and multilingual learning 
and provide guidance about the use of te reo Māori in early learning services.  

 
b. Enhancements to the Ready to Read series for Y1-Y3 of primary school, to create 

opportunities to use a wider range of literacy teaching and learning pedagogies 
(including the explicit and systematic teaching of phonics) and thereby meet a 
wider range of learner need. The new books include comprehensive notes for 
teachers and parents to support their use. There are also accompanying online 
teacher support materials, which will be available to the sector during 2021, and 
professional learning and development based on the University of Canterbury’s 
Better Start Literacy approach. 

 
c. Strengthening of Reading Recovery in response to the 2019 evaluation. The 

provision is now called Reading Recovery and Early Learning Support. As a start, 
from 2021 it will include teaching small groups of children from a broader age 
range. Reading Recovery trainers, tutors, and teachers will access professional 
support to use the enhanced Ready to Read series with the updated phonics-
based texts. Teaching and learning approaches will impact the school-wide 
strategy for literacy. This is to broaden the impact of Reading Recovery and 
increase its sustainability across the child’s entire learning pathway. 

 
15. While these actions are a good start, a more comprehensive strategy is needed which 

aligns a range of system levers.  The preliminary advice in Annexes 2 and 3 has not 
yet been tested or discussed with sector representatives, and this is an important next 
step in the development of a comprehensive strategy. We also need to consider 
whether there is a combined strategy for literacy and te reo matatini, or whether 
separate strategies are developed. There are areas of commonality, but there are also 
important areas of difference. 

 
16. Before we begin sector engagement to develop a draft literacy and te reo matatini 

strategy (or strategies) for your consideration, we want to understand the scope of 
potential change that you would like us to explore as our work to date has identified 
that changes to some significant system settings may be needed. We would 
particularly like your direction on whether further work should be undertaken on: 

 
a. Establishing systematic “safety net” assessments for every learner at key points in 

both the Māori and English medium pathways that trigger allocation of targeted and 
individualised support, as appropriate. This could have implications for the level of 
investment needed in targeted and individualised support, particularly in Māori 
medium where there is a dearth of available targeted and individualised supports. 

 
b. The mix of curriculum related roles in the system, such as whether there is a need 

for curriculum specialist teacher roles within primary schooling or dedicated roles 
within regional offices. This would also need to consider what is appropriate in 
Māori and English medium pathways, the potential for specialist credentialing in 
support of te reo matatini and literacy-specific specialist teaching knowledge linked 
to the roles. This is a step further than the review of Resource Teachers Literacy 
already signalled in the Learning Support Action Plan. 

 

 
17. These are also matters which we anticipate will need to be considered to shift the dial 

on numeracy and pāngarau. Some of these sit outside of your delegations and will 
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need discussion with Hon Chris Hipkins, alongside Ministers Davis and Sio, if you wish 
to pursue them.  

 They need to be progressed in the context 
of wider work to strengthen progress across the national curriculum, so that actions 
are not perceived as a return to the narrow focus under Ngā Whanaketanga Rumaki 
Māori and National Standards. 

Next Steps 

18. We are meeting with you on Tuesday 1 December to discuss this advice and the next 
steps for development of a literacy and te reo matatini strategy (or strategies). 

 
19.  

 and some actions are already explicitly 
included in the National Education and Learning Priorities, Ka Hikitia – Ka Hāpaitia, 
Tau Mai Te Reo, and the Pacific Education Action Plan. This means you may wish to 
invite wider education ministers to participate in discussions. Note that potential 
actions include areas of substance for delivery of Te Marautanga o Aotearoa, so Hon 
Kelvin Davis has joint responsibility for decisions. 

 
20. Once we have direction from you, we intend to work together with the sector and other 

relevant groups to create an overall plan for a combined literacy strategy (or separate 
strategies for Māori and English medium) and next actions, which we expect to update 
you on by the end of term two 2021. 

 
21. Note that a similar piece of work is underway for numeracy and pāngarau, but initial 

advice will not be ready until the middle of next year. Although we anticipate some of 
the specific actions will be different, we also expect that some of the general themes 
uncovered through our work on literacy and te reo matatini will be equally relevant to 
numeracy and pāngarau. 

Proactive Release 

22. We recommend that this Briefing not be proactively released at this time as decisions 
on next steps for this work have not yet been made and it would be premature for the 
information in this briefing to be publicly available. 

Annexes 

Annex 1: Approach to developing a literacy and te reo matatini strategy 
 
Annex 2:  Shifting the dial on literacy (preliminary paper) 
 
Annex 3:  Te Reo Matatini - He tūāpapa mō ngā mahi ako kia angitu (preliminary paper) 
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Annex 1: Approach to developing a literacy and te reo matatini strategy 
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Annex 2: Shifting the dial on literacy (preliminary paper) 
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Annex 3: Te Reo Matatini - He tūāpapa mō ngā mahi ako kia angitu 
(preliminary paper) 
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Annex 1: Approach to developing a literacy and te reo matatini strategy

• Ongoing collaborative work with 
sector to design, implement and 
evaluate planned actions

• Insights from implementation, 
including impacts on practice and 
learner outcomes, inform 
adaptation of the strategy if 
needed

 
 

 
 

 

 
 

 

• Deepening the insights from Kōrero
Mātauranga

• Evidence Synthesis: How our education system 
is performing for literacy: Progress and 
achievement of New Zealand learners in 
English medium settings 

• Evidence synthesis: New Zealand school and 
classroom literacy teaching practice 

• The Literacy Landscape in Aotearoa New 
Zealand (Prof Stuart McNaughton, Chief 
Science Advisor to the Ministry of Education)

• Shifting the dial on literacy – preliminary 
paper 

• Te Reo Matatini - He tūāpapa mō ngā mahi 
ako kia angitu – preliminary paper 

• Innovative foundational learning pilots, 
including Better Start Literacy

• Evaluation of Reading Recovery

Co-design as partners: 

Work with unions, educators, iwi, community and 
ākonga to co-design the strategy and its implementation, 
in order to create the collective responsibility and 
commitment required for implementation

Make space for our sector to implement: 

Reflecting the Accord, provide time and space for sector 
to process the changes, think about what it means for 
their students, school or kura, plan with with colleagues, 
and then to act.

Connect to collaborate: 

Connect and collaborate at a regional level with 
iwi, whānau, aiga, ākonga, schools and kura to 
create and activate accessible networks.

Develop the right resources and supports:

Work with our sector to ensure the right supports, 
training and resources are in place at the right time to 
support implementation, through all stages of readiness.

Listen, iterate, test and learn: 

Deliberate and ongoing feedback loops will feed 
into the sustainable strategy implementation cycle, 
and evolution of next actions.

Transparency and trust:

A co-designed strategy and  implementation package will 
build community trust and contribute to the Accord’s 
vision for a high trust environment with the sector.

Principles for a successful change process

Implement, evaluate 
and evolve the strategy

Put in place early actions to 
start the shift

Understanding the system 
landscape and opportunities

• Initial advice to test scope for a 
strategy and work with the sector.

• Ministerial agreement to work with 
the sector to develop a strategy (or 
strategies).

Work together to develop a strategy 

• Advice on literacy and te reo matatini
strategy (or strategies).

• Ministerial agreement on the final 
strategy (or strategies) and actions, 

• Regular reporting on 
progress, opportunities 
and risks

• Further advice where 
ministerial decisions are 
needed to progress 
actions, 

 



Mātauranga and te reo
Māori: 

Recognising Māori as tangata
whenua and using te reo
Māori as the language of 
communication, and the 
place of iwi, hapū and 
whānau in knowledge 
development and creation by 
and for Māori..

We have already:
• Updated dyslexia guidelines
• Extended the Pacific Early Literacy 

Project (PELP)
• Released an online oral language 

resource ‘Talking Together’
• Included literacy as a priority in the 

NELP

We are now:
• Putting in place improvements to 

Reading Recovery and early literacy 
support.

• Releasing an enhanced Ready to Read 
series with guidance and PLD for its 
use, based on the Better Start Literacy 
Approach for building capablity.

• Developing a kete of tools for school 
entry assessment.

• Developing Te Reo Matatini Tīrewa
Ako.

• Updating Updated Ngā Kete Kōrero.
• Introducing NCEA co-requisites for 

literacy and te reo matatini.



Collaborative work with the sector and others to develop 
a literacy and te reo matatini strategy (or strategies), 
drawing on the Ministry’s preliminary work and weaving 
it with the knowledges, ideas and insights from 
practitioners, experts, families, and ākonga.

Developing a coherent strategy requires us to:

• Develop a programme of next actions that can be 
progressed within current funding and system settings, 
such as developing tier 2 and 3 supports which fill gaps 
in our current offering (eg for writing), enhancing 
assessment for learning tools to cover the full range of 
literacies, undertaking research, updating Literacy 
Online and developing an online te reo matatini portal 
on Kauwhata Reo, clarifying literacy and te reo 
matatini learning in the National Curriculum.

•  
  Subject to 

ministerial agreement on what is in scope, this could 
include: extending the review of RT Lits in the LSAP to 
a comprehensive review of literacy and te reo matatini
roles in the system; introducing systematic “safety net” 
assessments for every learner; reviewing the level 
and/or nature of investment in tier 2 & 3 supports.
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Annex 2: Shifting the dial on literacy (preliminary paper) 

Context: why are we doing this?  

Literacy skills are key to ensuring that children and young people can access curriculum content, 

progress and achieve in all learning areas, and are equipped for life after school (preferably with a 

qualification). Adults with baseline literacy skills are more likely to gain higher qualifications, be 

employed, have higher incomes, and report good health. Census data shows those with higher skills 

and higher education may be more likely to volunteer, trust others and to feel they have a voice in 

politics.  

New Zealand has attained relatively good median scores in international surveys for reading literacy 

for school students, but in recent years there have been significant declines in these scores. National 

and international research shows there is a wide range of experiences that can affect the 

development of baseline early literacy skills upon entry to school and during primary and secondary 

schooling. These variations in achievement reveal inequities in our system across and within sub‐

populations of learners such as those defined by gender, ethnicity and socio‐economic status. Some 

learners will identify with multiple of these sub‐populations and therefore are more likely to 

experience inequities than others.  For example, some ethnicities are more or less concentrated in 

areas of high socio‐economic advantage. We need to shift the dial on literacy so that our system can 

achieve more equitable outcomes in our early learning services and schools and ensure the next 

generation of learners can meet their potential and fully participate in New Zealand’s society and 

economy. 

From 2023 the assessment of literacy and numeracy for NCEA will become more explicit, focused, 

and consistent than before. An immediate concern is that a significant number of learners currently 

entering secondary school are a long way below curriculum expectations for literacy and will need 

additional support to ensure they are able to meet the new NCEA literacy requirements1. However, 

this immediate concern is underpinned by the longer‐term goal of equipping learners with the 

functional literacy they require to contribute to their well‐being and life opportunities. Unless we 

change what we are doing earlier in the pathway, the lack of functional literacy to meet both the 

qualification requirements and life goals will continue to be a problem.  

This paper is built upon findings from three other recently completed papers: 

 How our education system is performing for literacy: Progress and achievement of New Zealand 

learners in English medium settings (internal paper, available on request) 

 New Zealand school and classroom literacy teaching practice (internal paper, available on 

request) 

 The Literacy Landscape in Aotearoa New Zealand (Prof Stuart McNaughton, Chief Science 

Advisor to the Ministry of Education, available on the website of the Prime Minister’s Chief 

Science Advisor). 

 

1 The new literacy standards that are being developed as a co‐requisite for NCEA will be at levels 4 and 5 of the New 
Zealand Curriculum. Students achieving the co‐requisite should have mastered literacy at curriculum Level 4 and be on 

their way towards mastery at curriculum Level 5. The literacy standards will refer to reading and writing and will not 

include oral language. 
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Based on the current context and evidence‐base, this paper considers potential longer‐term system 

changes for improving literacy learning from early learning through to Year 13 in English‐medium 

education. It also looks at possible short‐term approaches to accelerate literacy learning for those 

who enter secondary school having not received adequate support to meet curriculum expectations 

and who will need to face more rigorous NCEA requirements.  

What do we mean by ‘literacy’? 

The curriculum documents, Te Whāriki: He whāriki mātauranga mō ngā mokopuna o Aotearoa Early 

childhood curriculum (Te Whāriki) and The New Zealand Curriculum (NZC), outline the broad 

expectations of teaching and learning in services and schools, including the important learning for 

literacy. 

Te Whāriki has a strand focusing on communication, which includes a focus on oral language and 

emergent literacy skills. Early learners are expected to develop their ability to use and understand 

oral language and to recognise and use print symbols and concepts. 

The English learning area of the NZC contains two interconnected strands, each encompassing the 

oral, written, and visual forms of the language. These are:  

 making meaning of ideas or information they receive (Listening, Reading, and Viewing); and  

 creating meaning for themselves or others (Speaking, Writing, and Presenting). 

Literacy knowledge, skills and capabilities are needed to access all learning areas in the curriculum. 

Learners need to develop subject‐specific literacy knowledge, skills and capabilities, as well as 

generic ones. In a growing digital world, the Technology learning area in the NZC, with its focus on 

digital literacy skills, is of particular importance. These digital literacy skills include being able to 

effectively interpret, critique, manage, share, and create meaning through a range of evolving digital 

communication channels.  

The picture of literacy teaching and learning in New Zealand 

There is huge variation in literacy achievement and this adversely impacts more ākonga Māori, 

Pacific learners and learners living or attending school in areas with high socio‐economic deprivation 

There are many learners doing well in our system in terms of aspects of their literacy outcomes, 

including: 

 Ākonga Māori, Pacific learners and learners from diverse ethnic communities 

 English language learners 

 Learners experiencing socio‐economic disadvantage 

 Learners with dyslexic‐type traits, hearing or sight impairments, language and communication 

challenges or other learning support needs.  

But learners in these groupings are disproportionately represented in the statistics of those who are 

not doing as well in aspects of their literacy learning – particularly those who can be categorised in 

more than one of these groupings.  Some of the underlying drivers for these inequities in 

achievement are explored in the section below about barriers to learning. 
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The variation in literacy achievement reflects opportunities to learn, starts early and persists 

Many learners do not get the opportunities to learn that they need in the early years, for a variety of 

reasons. If learners start with less developed literacy skills, they seldom get an opportunity to catch 

up – this means that inequities impacting from early years are compounded along the learning 

pathway.   

Barriers to learning faced by some students in the education system 

The New Zealand education system was originally established by a British colonial government and 

has been structured according to euro‐centric knowledge, values, and practices and ableist 

assumptions. While the system has evolved over time and there is great variability in current 

educational approaches, it largely continues to fail those learners from non‐European cultures; those 

who speak home and community languages other than English and; those with learning support 

needs. These learners commonly face unrecognised barriers to learning in a system that 

fundamentally has not been designed to meet their learning needs or engage with their aspirations 

and cultural context. 

Racism, bias, discrimination and lowered expectations 

Multiple research sources have found that Māori ākonga, Pacific learners and their whānau and 

families experience various forms of racism, bias and discrimination in the English medium education 

system. Experiences include: failing to respect culture, language and identity e.g. mispronounced 

names; deficit theorising; under‐assessment of learner capability; lowered expectations of 

achievement; teachers making racist comments (inadvertent or otherwise) or failing to intervene 

when others do.  

Māori ākonga have fewer positive and more negative comments from teachers with less teacher 

interactions overall than other learners. They are also more likely to feel underrated and 

undervalued at school.  

Research shows Pacific learners and their families are also more likely to receive negative teacher 

judgements. Different cultural expectations can also affect quality of relationships and teaching 

practice. For example, some Pacific learners and families may refrain from asking questions of 

teachers or looking them in the eye as a sign of respect. As a result, many teachers make incorrect 

assumptions that Pacific learners and their families are uninterested in education or are lacking in 

knowledge and capability.  

Lowered expectations, particularly when manifested through streaming, same‐ability grouping or 

ineffective pedagogies, can result in a ‘watering down’ of the curriculum thereby reducing 

opportunities to learn. 

Cultural bias and cultural continuity 

We have heard from many learners and their whānau and families that their identities are not 
reflected or esteemed in the English medium education system. This can cause disengagement from 
learning due to a lack of perceived relevance or can make learners feel they have to give up or 
devalue their own cultural world view in order to achieve in education. 
 
Many teachers have not developed critical consciousness about racism, bias and the culturally 
located nature of all teachers and learners. As a result, they may inadvertently design learning 
activities that privilege dominant forms of cultural knowledge, practice and identities over others. 
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Culturally responsive pedagogies require educators to be open to learning, understanding and 
valuing cultural knowledge and practices different from their own that learners bring to school or 
early learning. This involves educators developing trusting and respectful relationships with Māori 
ākonga, Pacific learners and their whānau and families and seeking to understand their home and 
community experiences and world views.  Educators can then design learning activities to value and 
build on the knowledge, language, strengths and aspirations that Māori ākonga and Pacific learners 
already bring with them to school.  
 

Building relationships and sharing power with learners, whānau, families and communities 

Culturally responsive pedagogies involve responding to learners in the context of their families. This 

means engaging with learners and their families and whānau in authentic, respectful and culturally 

appropriate ways. Building on these learning connections, family and whānau should be invited into 

the learning context to help develop class and local curriculum. This is particularly important for 

teachers of Māori learners. Due to rights and obligations flowing from Te Tiriti o Waitangi, mana 

whenua have tino rangatiratanga or right to equity, authority and agency in education so that Māori 

are enabled to enjoy and achieve education success as Māori.  Most importantly culturally 

responsive pedagogy involves teachers caring about the experience learners are having at school, 

listening to what they say and responding through changes in practice. 

Valuing linguistic diversity in literacy teaching and learning 

The competencies and developmental stages of linguistically diverse learners (i.e. bilingual and 

multilingual learners) are not well understood by many teachers.  Outdated educational research, 

combined with structural racism and colonialisation, has influenced some teachers and families to 

believe that learning or speaking more than one language is of little value and even harms the 

development of competency in English.  However, contemporary research indicates that maintaining 

or continuing the development of a home language, including within a school or early learning 

context, is highly beneficial for literacy development in English.  As the New Zealand learner 

population is growing in linguistic diversity and bilingual competency, there is a growing need to 

develop teacher competencies in working with these learners.  

Learners with learning support needs 

Learners with dyslexic‐like traits or other learning support needs face some similar issues in our 

education system as learners who are not from Pakeha European backgrounds.  Ableist assumptions 

have been embedded into the education system typically resulting in lack of flexibility in teaching, 

learning and assessment and a dominating focus on learners’ areas of struggle rather than on their 

strengths (e.g. focusing on misspelled words rather than on the vividness and creativity in a piece of 

descriptive writing). These unexamined assumptions can also result in lowered expectations for 

learners and a lack of full and rich opportunities to learn across the curriculum. 

Inclusive teaching pedagogies involve teachers developing critical consciousness about how ableist 

assumptions embedded in their teaching practice may be negatively affecting learners with support 

needs. Engaging with and listening to learners and their whānau and family is crucial to learn about 

and understand a learner’s strengths, struggles, interests and successful strategies for learning. It is 

also the responsibility of educators to modify systems and processes within schooling to allow 

reasonable accommodations that permit learners with disabilities to operate on a level basis. 
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Achieving equity in English medium education 

Many of the changes needed for equitable educational experiences go beyond the area of literacy 

learning.  They involve supporting teachers to develop critical consciousness, confront bias and 

racism in their own and others practice and to approach learners and families from cultural 

backgrounds different from their own with openness and regard. System supports are also needed 

to support educators and learning contexts to fulfil their responsibilities as Treaty partners by 

making te reo me ngā tikanga Māori an everyday part of education and by partnering with mana 

whenua in local curriculum design. 

Over the period from 2018 to 2020 the Ministry and government have launched the following new 

strategies and programmes that are intended to support these changes within the education system: 

 Te Hurihanganui – including a Mana whānau strand that supports whānau to engage with 

education services 

 Ka Hikitea – The Māori Education Strategy 

 Pae Aronui – strategy for supporting great partnerships between whānau and education services 

 Toikuranui – programme to develop local education initiatives with Māori 

 Tau Mai Te Reo – The Māori Language in Education Strategy 

 Action Plan for Pacific Education 2020‐2030 

 new PLD priorities focusing on cultural responsiveness and local curriculum development 

 Learning Support Action Plan 2019‐2025. 

However, there are some interventions that are specific to literacy that the government and Ministry 

could do more to support, involving the design and delivery of literacy teaching and learning 

activities. These are listed immediately below and are integrated through other sections of the 

paper;  

 culturally responsive local curriculum ‐ design learning to incorporate valued home and 
community literacy practices for Māori ākonga and Pacific learners, e.g. whakapapa and tikanga 
for Māori ākonga, memorisation for Pacific learners  

 text choice – sourcing and selecting texts that reflect the cultural identities and experiences of 
all the learners in a learning context 

 home/school partnerships ‐ programmes or strategies that support schools and early learning 
centres to build culturally appropriate learning‐focused connections with whānau and families 

 focus on literacy activities in homes and communities ‐ including supports for whānau and family 
and community and making texts (including bilingual texts) available 

 value home and community languages ‐ use home and community languages as ways to engage 
with curriculum including displaying print materials and bringing fluent speakers into the 
learning context 

 flexibility in modes of receiving and conveying information – ensure that learners are given a 
choice of modes to receive and convey ideas and information and that the thinking and ideas 
conveyed are assessed separately from aspects such as grammar, punctuation and spelling and 
weighted as more important. 

Other system issues contributing to the current literacy outcomes  

The Tomorrow’s Schools Taskforce Review has noted that the early learning and schooling systems 

are highly devolved with great autonomy within learning settings. This autonomy leads to teachers 

and leaders having to discover for themselves what works best for learners under which 

circumstances, and this can become onerous and overwhelming. Our key centrally‐funded 
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interventions have been implemented piece‐meal and have not been modified over time to meet 

changing needs or up‐to‐date research knowledge. We are currently missing opportunities to 

implement strategies and system shifts that, taken together, would likely have a significant impact 

on literacy learning outcomes in our education system.  

We do not sustain a focus on literacy development through the whole of the learning pathway 

The strongest focus on literacy learning occurs in the first two to three years of primary school and 

very little is available in the system to specifically support literacy learning beyond Year 8. Relatively 

few of the dedicated supports for literacy funded by the Ministry are focused in the early learning 

sector or beyond Y8 of schooling.  

However, literacy learning is based on a sequential acquisition of skills and knowledge that continues 

to develop from infancy through to adulthood. The pre‐school years are a crucial period for building 

emerging literacy skills in learning settings, homes and communities. As learners progress into upper 

primary school and early secondary school it is important for them to develop more subject‐specific 

vocabulary and literacies and to develop an independent reading habit.  

If learners have not been successfully supported to acquire foundational literacy skills and 

knowledge they will struggle to participate and progress across curriculum areas as they move up 

the curriculum levels. We know from the NMSSA that learner achievement in writing drops between 

Y4 and Y8 with 60% of learners moving onto secondary schools meeting curriculum expectations for 

reading and only 35% meeting expectations for writing.   

When literacy is taught in secondary schooling, the responsibility is often given to English teachers 

which may mean the generic literacy focus in lost among the disciplinary teaching and learning. This 

approach also ignores the literacy dimension that underpins all curriculum areas and fails to create a 

deliberate focus on disciplinary literacy within secondary schools for all class teachers.   

We do not provide enough of the right kind of support and infrastructure to enable early learning 

services and schools to use the most effective approaches and practices for literacy teaching and 

learning 

All developed education systems provide interventions in the early years for learners who are not 

progressing or achieving as expected. The body of research evidence shows that three‐tiered 

‘Response to Intervention’ (RTI) models for literacy learning are the most effective. RTI models are 

most commonly implemented in lower primary school and comprise a rigorous and efficient system 

for identifying and providing the kind of teaching and learning each learner needs to succeed.  

The three RTI tiers in the tiered support model are: 

 (Tier 1) ‘universal’ teaching provided to all learners in a class  

This should include:  

 use of high impact pedagogies that are effective for a wide range of learners 

 early and ongoing assessments for differentiated and adapted learning and  

 effective and reliable screening and diagnostic assessments for learners who are not meeting 

curriculum expectations. 

(Tier 2) targeted early interventions provided to small groups 

These have the goal of helping learners to ‘catch up’ so they can succeed within universal teaching 

and often involves 30‐60 minute sessions 3‐5 times per week for several weeks or months. They 
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should include rigorous assessments of progress and criteria for success to identify those learners 

who need a more intensive and personalised intervention to succeed.  

(Tier 3) personalised interventions provided to individuals or very small groups 

After detailed diagnostic assessment, an individualised intervention is developed for each learner 

including meaningful success criteria. These tend to be most intensive interventions with the lowest 

teacher: learner ratios and involving longer sessions that occur more regularly. 

The effectiveness of an RTI system relies: firstly on each individual component being effective, well‐

implemented and fit for purpose and; secondly, on all the components being connected and 

coordinated as a coherent and flexible system. In New Zealand we do have many components of an 

RTI system for literacy in early learning services and primary schools, although these do not extend 

to secondary school. However, there are problems with the design and/or implementation of 

components within each of the tiers, as will be detailed below. There is also a lack of coordination 

and connectedness for meeting the needs of learners who need more support than can be provided 

in universal teaching in order to progress and achieve. 

We do not provide support and guidance for the use of universal (Tier 1) pedagogical practices that 

are most effective for the full range of diverse learners  

Insufficient curriculum and pedagogical resources 

Research has identified a range of pedagogical practices that are effective for building literacy skills 

in early learning and schooling. However, a succession of ERO reports over the last decade has 

shown there is large variation in the literacy teaching and learning practices actually used in early 

learning services and schools.  

The Ministry has produced several print and digital resources to provide guidance and tools to 

support teachers to follow good practice. In many cases, these resources are not regularly updated, 

do not go into enough detail or omit important information or tools that teacher’s need to put 

quality teaching approaches into practice. Many have also been developed to work with National 

Standards and now need to be refreshed. 

Early learning teachers need further tools or resources to help them attend to individual children’s 

oral language progress and their own teaching practice, including by seeking additional support if 

needed.  

In schooling, many of the key pedagogical resources for literacy are 10 to 15 years old and do not 

incorporate contemporary research findings or directly connect with current curriculum resources 

such as the Learning Progression Frameworks (LPF). As ERO has noted a tendency for some new 

entrant teachers to provide a ‘one‐size‐fits‐all’ approach to literacy teaching and to rely upon ‘out of 

class’ interventions to address the needs of learners not succeeding in their class2, Y1‐Y2 of primary 

school is a critical area for increased guidance and support.   

Existing literacy resources miss key aspects of the curriculum  

The NZC defines literacy broadly, as including reading, viewing, listening, writing, speaking and 

presenting but pedagogical and curriculum resources focus on just one aspect of literacy, primarily 

 

2 ERO. Evaluation at a Glance: A Decade of Assessment in New Zealand Primary Schools – Practice and trends. 
April 2018. 
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reading and writing. This does not encourage teachers and leaders to have a balanced focus on all 

the key aspects of literacy learning. Often the importance of linguistic, visual, audio, spatial and 

gestural ways of meaning‐making and creating are missed in literacy instruction. There is also a lack 

of guidance for explicit teaching of literacy skills in digital contexts and for making connections 

between social‐emotional skills, metacognition and literacy learning. 

Not enough resources that focus on meeting the needs of diverse learners  

We do not currently provide enough guidance or supports to meet the specific literacy learning 

needs of some sub‐groups of learners, including ākonga Māori, Pacific learners, learners from 

linguistically diverse backgrounds and those with learning support needs.  

Our system fails ensure that all learners have access to texts and visual resources that reflect and 

value their identities, languages, and cultures, particularly for ākonga Māori and Pacific learners. 

Other gaps include resources to support early learning teachers to incorporate the diverse cultural 

and linguistic experiences of learners into their learning programmes.  

There is a range of good guidance on teaching and learning strategies for English language learners 

available for teachers but many are not using it, potentially because it is difficult to find or the 

support does not link guidance to teaching practice. Many teachers are creating their own resources, 

either because there are not enough appropriate existing resources, or they don’t have access to 

them.  

We provide little or no support to maintain and build  on first or home languages for literacy learning 

in early learning and schooling. This includes a lack of bilingual texts or texts in learners’ home 

languages. 

We know that there are differences in the way learners receive information, the way they engage 

with material, and the way they can act upon material and show what they know.  Universal Design 

for Learning (UDL) provides a well‐established framework that educators can use to plan and deliver 

programmes with all students in mind from the outset to better ensure all learners have equitable 

opportunities to engage in literacy learning and demonstrate what they know.  

The Ministry does provide some UDL resources but these are not inclusive of early learning settings 

and the framework is not used well enough in designing learning to ensure all learners have 

equitable opportunities to engage in literacy learning and demonstrate what they know.  

The intensive literacy interventions that we fund (Tier 2‐3) are not always fit for purpose and do not 

work for a significant proportion of learners 

Most primary schools choose to use a literacy learning programme to intervene with learners in the 

first year or two of primary school when the learners are not meeting curriculum expectations for 

reading3. About 55% of primary schools use the centrally‐funded Reading Recovery programme 

which is aimed at six‐year olds and provides a series of one‐on‐one sessions with a teacher trained in 

the programme.  

 

3 It is likely some schools are providing some kinds of targeted literacy interventions using class teachers or 

sufficiently skilled teacher aides. It is not known the extent to which this is happening, the quality of practice 

or the learning outcomes.  
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Reading Recovery does appear to have a benefit for the majority of participants, but some issues 

have been identified regarding its design and the way it is implemented in New Zealand. Firstly, 

Reading Recovery (and similar programmes resourced through a school’s operational funding) often 

involves withdrawing learners from their peers for short periods to work with a specialist teacher. 

This can result in stigma and loss of opportunities to learn literacy alongside their peers, as well as 

other curriculum content, which may be a learner’s area of strength and enjoyment. It also means 

that the adults involved are not always well connected to each other or the class teacher, resulting 

in the literacy learning experiences that happen in different settings not reinforcing or building on 

each other. The programme has also been found to use a limited range of teaching and learning 

strategies and has not been designed to meet the needs of learners with dyslexic‐type traits. The 

implementation model does not reliably ensure that resource is allocated appropriately, according 

to learner need. 

Resource Teachers of Literacy (RT Lits) are available to provide support for literacy to learners and 

their teachers from Y1‐Y8 of primary school. The number of RT Lits is capped at 109 and they 

support approximately 3,000 learners per year – less than 1% of all learners not meeting curriculum 

expectations for reading and writing in primary schooling. The practice model for RT Lits is loosely 

defined and RT Lits lack any form of regional or national oversight. As a result, RT Lits may not be 

using the most effective and high‐impact practices in their roles.  

Accessibility is also a significant issue and learner eligibility is determined on a school‐cluster‐by‐

school‐cluster basis. Around 30% of learners receiving RT Lit support each year are ‘discontinued’ 

without achieving close to expected curriculum levels. Ākonga Māori, Pacific learners, boys and 

learners from low socio‐economic schools are over‐represented in this group. 

An RTI approach to literacy learning was established for early learning relatively recently, in 2017. 

The Oral Language and Literacy initiative (OLLi) has been designed to provide a connected and 

coherent three‐tier RTI model but is currently  available to a limited number of early learning 

services.  A multi‐year impact evaluation process is underway but results are not yet available. There 

are very few, if any, Ministry‐funded intensive literacy interventions available to secondary schools.  

The school system4 is not designed to prevent learners from falling through the cracks, and does not 

provide for regional or national oversight of literacy learning 

Currently, individual teachers or school leaders have the responsibility for identifying when a learner 

is not making adequate progress in their literacy learning, and determining the additional support or 

interventions that may be needed. We lack a mechanism to monitor the progress of all learners in 

the system and to intervene where necessary to ensure learners have their literacy learning needs 

identified and adequately met.  This means it is possible for learners who are not making adequate 

progress to “fall through the cracks”.  The situation is particularly problematic as ERO research 

shows that teacher judgements about learners’ literacy skills are highly variable and even when 

assessment for learning is undertaken the results are often not used to drive changes in teacher 

practice. 

 

4 Currently, the early learning sector lacks agreed measures for literacy progress and achievement that would 
be needed to implement benchmark assessment. 
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Furthermore, our nationally‐developed assessment resources (e.g. PaCT) are not consistently used 

by all schools, limiting the system‐level information available to assist us to identify what works, for 

whom and under which circumstances to enable continual improvement at a system level.   

The roles that impact on literacy learning have been developed ad hoc and are fragmented and 

sometimes ambiguous 

A large number of roles in the education system play a part in literacy teaching and learning5. These 

roles have developed organically over time to respond to particular issues and needs and evolving ad 

hoc as the context has changed. Over time the objectives and priorities of some roles have become 

unclear and the boundaries between them ambiguous. Some roles have been stretched thin with 

too many tasks and responsibilities, often resulting in loss of fidelity to the original policy intention.  

Some of the essential functions we need to have in place to enable achievement and equity in 

literacy are not clearly assigned to any of the current roles, leaving gaps in our system. For example, 

a lack of roles with regional oversight has meant that resources to support literacy teaching and 

learning are not necessarily allocated according to greatest level of need within a region. A lack of 

roles with oversight across Learning Support, Early Learning and Curriculum resources available at a 

regional level reinforces allocation decisions being made inefficiently in silos.  

Overall, it appears that the current system roles have not been configured in a way likely to optimise 

excellence and equity in literacy learning. 

Opportunities for educators to continuously develop literacy capabilities are left to chance 

Teachers may not have had the opportunity to develop essential literacy content and pedagogical 

knowledge  

We do not ensure the education workforce has the capability to deliver the literacy teaching and 

learning our children and young people need.  

A large degree of discretion and flexibility is afforded to Initial Teacher Education (ITE) providers in 

designing their curriculum.  A similar approach is taken to identifying the level of knowledge 

capability needed for a provisionally registered teacher to attain full registration. The Ministry has no 

mechanism to ensure that essential content and pedagogical knowledge is embedded consistently 

across ITE programmes or that specific knowledge and skills are attained prior to full teacher 

registration. We do not have reliable system mechanisms to ensure that all teachers, leaders, and 

specialist teachers across early learning and schooling have the opportunities to continuously 

develop and update their knowledge, skills, and capabilities for literacy teaching and learning. The 

focus for formal and informal professional learning and development (PLD) is chosen according to 

school and/or Kāhui Ako priorities, which may or may not include literacy teaching and learning. The 

early learning workforce has particularly limited opportunities for consistently available national 

PLD. This is because there is no dedicated appropriation for nationally‐delivered PLD. The regionally‐

delivered Strengthening Early Learning Opportunities (SELO) has a number of broad focus areas, one 

of which can include early literacy. Regions determine which focus areas will be funded through 

SELO based on regional priorities. 

 

5 These include class teachers, school leaders, Reading Recovery Teachers, Reading Recovery Mentors, 
Resource Teachers Literacy, SENCOs, Learning Support Coordinators, Student Achievement Function Officers 
and ITE or PLD providers. 
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In secondary years there are very few programmes that support the teaching and learning of 

literacy. The Learning Progression Frameworks now include progression guidance for students in 

year 9 and 10 but there needs to be wider support for teachers to understand good literacy teaching 

and learning in relation to this. Literacy PLD and other literacy investments tend to be focused in 

earlier years, and rarely take place in secondary schools.  

Challenge to ineffective or outdated practice through teacher appraisal, coaching or mentoring is 

dependent on the existing capabilities of peers, colleagues and pedagogical leaders in a learning 

setting.  

The lack of mechanisms to ensure capability occurs in a context with demonstrated variability in 

quality of teaching and learning practice. Research has identified that a lack of deep understanding 

of literacy development and pedagogy is common among early learning and school teachers. It also 

appears that many school teachers lack the data literacy needed to use formative assessment to 

drive improvements in teaching practice. Specifically, ERO has found many new entrant teachers are 

not confident to differentiate strategies according to learner strengths and needs. 

ERO has also found that schools and early learning settings have variable knowledge and practice in 

promoting oral language development and supporting literacy development of linguistically diverse 

learners and how to scaffold development in the language of instruction with first language 

capability 

We do not provide enough support for school leadership and whole‐school (or Kāhui Ako) practices to 

raise literacy progress and achievement 

The Ministry provides few guides, tools and resources to support pedagogical leaders of literacy 

across the pathway. These ‘literacy leaders’ are likely to be experienced but they may have had 

insufficient opportunity to develop the necessary behaviour change and coaching skills as well as the 

pedagogical and content knowledge. 

The Ministry does fund several initiatives that support schools to run pedagogical learning inquiries 

and to raise teacher capabilities. Locally‐focused PLD, and Kāhui Ako, with the associated lead 

teacher roles, have broad uptake but only focus on literacy learning if this is the chosen priority of 

the school/Kāhui Ako (and for Kāhui Ako depends on existing capability of staff appointed to lead 

roles6).  

The Programmes for Students (PfS) Accelerated Literacy Learning (ALL) does have a literacy‐specific 

focus but is available to a limited proportion of schools and assumes that effective class teaching and 

actively supportive leaders are already in place.  

Further, there are no roles or programmes to develop school leader capability, with the exception of 

the Student Achievement Function. This is available to approximately 20% of schools and gives 

schools an option of choosing literacy as the context for any of five potential capability areas. 

However, we know that approaches that have focused on raising teacher capability for literacy 

learning tend to be unsuccessful without appropriate support from school leaders to consolidate, 

embed and sustain approaches and behaviours that support effective literacy teaching and learning.  

 

6 The funding for Expert Partners for Kāhui Ako, who may have helped support good literacy practice, has been discontinued. 
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OLLi is the only existing programme focused on raising teaching, learning and leadership practice for 

literacy in early learning services. As mentioned above, the initiative is active in only a small number 

of early learning services. 

We are not doing as much as we could to support home learning for literacy 

Particularly in the early years, the home environment plays an important role in learners’ 

development of language and early literacy skills. There is much more we could do to support 

parents and whānau to know what they can do to help their children develop communication and 

literacy skills along the pathway.  

There are small pockets of really good work to help parents and whānau provide support for 

learners to develop strong literacy skills, where early learning services or schools work together in 

partnership with families and whānau to help children and young people. However, many parents 

and whānau receive very little or no direct support and don’t know how to help their child. Although 

online supports are available, there is no systematic mechanism for sharing these and parents and 

whānau are expected to independently find and understand that this information.  

For some children, literacy activities such as reading with an adult  can be difficult or impossible, 

because of intergenerational literacy difficulties. We lack the data to know how large a problem this 

is, but we know there are adults who can’t read, as well as adults who don’t read. Children of these 

adults are unlikely to have reading modelled to them an enjoyable activity or have many books in 

the home. Although there are other things these adults could do to help their children develop 

communication and literacy skills along the pathway, they may not know how to do this.  

For families that do not use English as their home language, there is very little access to books in 

their home language or to dual‐language books in the education system. Many early learning 

services and schools do not communicate the importance of adults speaking to children in the 

language/s the adults are fluent in and of cultural practices that develop children’s language skills.  

Some families may even receive the message that speaking in their first or home language is not 

effective, is low value or harms their child’s development. 

Some work is already underway to improve literacy learning 

We have work in development and some tools and programmes already in place to address some of 

these issues. The reach of these tools and programmes is not as wide as is needed in some cases, 

and we are recommending some modifications.  

 The Pacific Early Literacy Project (PELP), which works with schools to provide best practice 

literacy teaching and learning to Pacific learners has recently been expanded to ten early 

learning services per year.  

 The Ministry has recently released the online oral language resource for kaiako in early learning 

called ‘Talking Together’. The oral language resource will enable kaiako across diverse contexts 

to enhance children’s oral language learning and development. It is inclusive of monolingual, 

bilingual and multilingual learning and provides guidance about the use of te reo Māori in early 

learning services.  

 We are enhancing the Ready to Read series for Y1‐Y3 of primary school, to create opportunities 

to use a wider range of literacy teaching and learning pedagogies (including the explicit and 

systematic teaching of phonics) and thereby meet a wider range of learner need. The new books 

include comprehensive notes for teachers and parents to support their use.  There are also 
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accompanying online teacher support materials, which will be available to the sector during 

2021. 

 As an outcome of our work with the University of Canterbury over the past two years piloting 

the Better Start Literacy approach, we have contracted them to deliver professional support to 

strengthen early literacy teaching and learning. The professional support will focus on the 

teaching, learning and assessment approaches that underpin the enhanced Ready to Read texts. 

As part of the early literacy approach, literacy specialists, including Resource Teachers of Literacy 

will be invited to participate in the professional support being offered. There will also be direct 

support for teachers through a range of web‐based resources and guidance, focusing on 

teaching and learning, leadership, working with whānau, working with diverse learners, and 

monitoring progress.  

 Work is underway in schooling to strengthening the clarity of curriculum expectations and 

providing support and tools for teaching and assessment for learning. The Learning Progression 

Frameworks (LPFs) and the Curriculum Progress Maps will both be key tools for improving 

understanding of literacy teaching and learning by providing benchmarking signposts to clarify 

the learning that cannot be left to chance and must be included in the class curriculum.   

 Work is also underway to develop a new School Entry Assessment kete (SEA) to help teachers 

know where learners are at in their early literacy journey. This information will enable more 

precise use of instructional strategies and associated texts for next learning steps, as well as 

identifying where they might need more specific development and support.  

 Reading Recovery is being strengthened in response to the 2019 evaluation. The provision is 

now called Reading Recovery and Early Learning Support. As a start, from 2021, it will include 

teaching small groups of children from a broader age range. Reading Recovery trainers, tutors, 

and teachers will access professional support to use the enhanced Ready to Read series with the 

updated phonics‐based texts. Teaching and learning approaches will impact the school‐wide 

strategy for literacy. This is to broaden the impact of Reading Recovery and increase its 

sustainability across the child’s entire learning pathway. 

 New PLD priorities are being used for regionally allocated PLD from Term 1 2021. These are likely 

to have some impact on literacy teaching and learning, particularly in terms of cultural 

responsiveness and assessment for learning. 

 Scoping is underway to revise the Ministry’s literacy guidance and resources, for example the 

Effective Literacy Practice series and Literacy Learning Progression Framework.  

We have identified the following strategic goals, with key actions to help bring them 

about 

We need to change our approach to literacy teaching and learning so that all learners have an 

opportunity to succeed. Shifting the dial in literacy will require more than an incremental 

improvement to the roles and tools currently in place.  It requires a coherent package of 

interventions and changes at a system level, which will require additional funding, and a sustained 

focus over coming years to embed changes.   

The section below contains our suggestions for intervention at varying degrees of scale, cost and 

complexity of implementation.  All of these would require further work and exploration.   
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Ensure universal literacy teaching in schools and early learning services (Tier 1) is evidence‐based 

and designed to meet the needs of a wide range of learners  

Provide guidance and tools for formative assessment and differentiated teaching and learning 

strategies 

As part of moving towards an effective and coherent RTI model, we propose moving towards a new 

model where the majority of targeted literacy support is provided through in‐class activities so 

learners can receive the benefits of learning from their class teacher and alongside peers as much as 

possible. This shift will require a step‐up of advice, resources and guidance, and opportunities to 

build capability for teachers and leaders.  

For schooling, we propose reviewing and, where needed, updating the core literacy teaching and 

learning supports, as well as pedagogical guidance and resources. The aim would be to create a 

package that explicitly connects the tools, resources and pedagogical guidance curriculum and 

progress frameworks. These progression and practice tools would be provided through to Year 13 

and will form a coherent package for teachers that supports the design of flexible, barrier‐free 

literacy learning environments.  

The guidance, tools and supports will have a different focus in different parts of the learning journey, 

due to differing curriculum goals at different stages. Particularly in the early years, these supports 

will facilitate schools to implement an effective RTI model with what would be an extended role for 

many class teachers. This would involve a departure from ‘one‐size‐fits‐all’ teaching and learning and 

a shift towards formative assessment used to drive differentiated teaching and learning approaches 

chosen according to learner strengths and needs.  

For early learning, we propose developing practice and progress tools help teachers attend to 

individual children’s oral language and literacy progress. These would be used to identify ways to 

deepen or strengthen children’s learning, including tailoring teaching practices to support positive 

learning trajectories and seeking additional support if needed.  We also propose developing 

pedagogical advice to enable teachers to meet the needs of learners with mild to moderate oral 

language delays. 

Provide guidance and tools to support a more balanced focus across all aspects of literacy  

Currently supports are weighted heavily towards reading. For schooling, we propose reviewing tools, 

resources, and guidance available for all aspects of literacy – reading, listening, viewing, writing, 

speaking, and presenting – with a view to identifying and filling gaps. The review should also cover 

tools, resources and guidance for: 

 developing digital literacy i.e. making or creating meaning through digital modes and channels 

 links with social‐emotional learning7 and metacognition and links to literacy teaching and 

learning.  

We propose, as a first priority, focusing on developing curriculum, assessment and pedagogical tools 

for oracy and communication up to Level 5 of the NZC. 

 

 

7 Supports for Social Emotional Learning (SEL) is part of the work in progress to provide clarity to the 
curriculum. The Ministry is about to pilot a resource for the Curriculum Progress Map work on SEL. 
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Provide curriculum and pedagogical guidance, tools and other supports to meet the needs of diverse 

learners 

We propose updating or developing new resources for teachers in early learning services and 

schools that can be used to ensure effective universal literacy teaching and learning for our diverse 

learners and those with a range of different learning needs.  

These would likely include: 

 providing learners with access to texts: 

o reflecting language, culture and identity (particularly for ākonga Māori and Pacific 

learners) 

o written in home languages of learners from linguistically diverse backgrounds (including 

those transitioning in or out of Māori medium education):  

 monolingually8 for use at home or within immersion programmes and; 

 bilingually for use in English medium contexts.  

 providing and curating pedagogical tools and resources for teachers of those who are learning 

English as an additional language9 including tools to support: 

o  progress along the English Language Learning Progressions 

o maintaining a learner’s literacy development in the home language. 

 providing additional resources and supports for teachers to use good teaching practice that 

recognises and accommodates other kinds of learner, including:  

o creating flexible opportunities for learners to access, engage with and demonstrate 

literacy learning through multiple modes (e.g. through Universal Design for Learning 

principles) (Priority 4, LSAP) 

o connecting to learners’ academic and lived experiences, including their diverse cultural 

experiences, and engaging with families and whānau. 

Review and reconfigure targeted and personalised literacy support (Tier 2 and 3) interventions for 

learners to improve accessibility and efficacy 

Even where effective and well‐implemented universal teaching is in place, there will always be some 

learners who will require more intensive targeted or personalised literacy support. Within an RTI 

tiered support model, the first step is to provide an intensive small‐group intervention targeted to 

the learners’ particular learning needs (Tier 2).  

For schooling, there are a wide range of potential programmes available to provide this kind of 

intervention, particularly for learners in the early years of primary. The Ministry specifically funds 

Reading Recovery (targeted to 6‐year‐olds). However, there are other effective programmes 

available that can be provided by a range of individuals with the right training, including teachers (to 

small groups) and teacher aides or volunteers (to individual learners). 

As mentioned above, the Ministry is taking steps to address identified issues in the Reading Recovery 

practice model. We also propose developing national guidance for teachers and schools to help 

 

8 As an example, we could reinstate the Tupu series. The Tupu series provided reading materials in Sāmoan, 

Tongan, Cook Islands Māori, Niue language, and Tokelauan, which included books and audio recordings 

suitable for early childhood, primary, and secondary school learners.  
9 Which will include some Māori and Pacific learners. 
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them choose proven and suitable intensive Tier 2 literacy interventions. This guidance will include 

the circumstances in which different interventions are indicated and suitable candidates for training 

to provide the programme.  

A small group of learners will need an even more intensive and personalised form of support (Tier 3) 

to succeed in literacy. These learners will generally need a tailored literacy intervention designed 

and provided by a specialist literacy teacher. This is currently, theoretically, provided by an RT Lit but 

the service is hugely over‐subscribed. We propose, reviewing and refocusing the RT Lit Service (or 

equivalent) to: 

 significantly expand numbers to meet current need and to extend the role into early learning 

services and secondary schools  so RT Lits would be available along the whole of the learning 

pathway  

 clarify the service model to ensure RT Lits are spending their time on effective and high impact 

practices including an emphasis on building teacher capability and good in‐class practice. 

The options for improving Tier 2 and 3 literacy interventions should be considered alongside other 

options for increasing the availability of specialist literacy teaching in our system, discussed below.  

For early learning, we propose investigating opportunities for expanding OLLi, which provides a 

three‐tier RTI model to a greater number of early learning services, depending on the results of the 

impact evaluation currently underway. 

Increase the depth and spread of literacy knowledge and capability in the education workforce 

To embed the proposed changes to universal teaching and learning for literacy, we propose creating 

new opportunities for developing specialist literacy knowledge and capability for teachers, leaders 

and teacher aides.   

Create credentialing programmes for teachers and pedagogical leaders 

To support the building of literacy capability in the workforce we propose creating a credentialing 

programme that would allow educators to gain specialist knowledge for teaching to meet the 

different needs of learners along the pathway.  

  

We propose the development of credentialing programmes for:  

 Early Literacy Teachers (Y1‐Y3 Primary) – to develop content and pedagogical knowledge so 

teachers can confidently use assessment for learning to provide  differentiated and adapted 

universal teaching and learning for literacy and to identify when a learner needs a more 

intensive and targeted approach. 

 Secondary Literacy Teachers (Y9‐Y10 Secondary) ‐  to develop subject specialist teachers’ 

content knowledge of language, and other literacy skills, specific to their learning area and 

pedagogies that systematically adapt to learner variation that they can use to support learners 

who have entered secondary school below the expected curriculum level for literacy. 

 Literacy leaders (Primary) ‐ to lead collaborative learning inquiries and facilitate decisions about 

learning and PLD priorities for literacy as well as developing specialist content and pedagogical 

knowledge for literacy teaching and learning. 
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Build workforce capability through PLD and ITE  

In early learning, we propose to grow teacher capability by extending the OLLi programme to more 
early learning services (subject to the findings of the current evaluation of the programme). We also 
propose facilitating and/or supporting access to emerging New Zealand programmes such as ‘Words 
can Spark’ (developed by the University of Canterbury), particularly to teachers in early learning 
services that are not eligible to participate in OLLi. 

We also propose establishing a whole‐school literacy professional development programme to 
support schools to follow an effective RTI model (similar to the successful Professional Literacy 
Development Programme (PLDP) of the 2000s) and make it available to the schools with the highest 
need. A particularly important component of this would be building teacher capability in designing 
programmes of teaching to be inclusive of diverse learners (a UDL approach).  

Research has shown that learning outcomes are negatively affected when learners spend time 

working with Teacher Aides, away from the teacher and the rest of the class. We propose access to 

PLD for Teacher Aides that is designed to ensure that can they support current best‐practice literacy 

teaching and learning for students alongside their peers. With the announcement of the new PLD 

fund for teacher aides,10 this will enable easier access to such courses. 

It is a specific skill to teach learners for whom English is not their home language. We propose PLD 

for class teachers who have learners such as these in their early learning service or class to ensure 

they can cater for their needs while the learners learn alongside their peers.  

Develop systematic checks as a ‘safety net’ for learners who have fallen through the cracks  

After examining similar initiatives in Canada, the United Kingdom and Australia, we are proposing 

regular system‐mandated checks on the literacy progress and attainment of learners at key 

transition points in the learning pathway (see below). The checkpoint assessments would arise from 

the curriculum progress maps and would form part of the record of learning to support the teacher 

to design future teaching and learning activities. 

These literacy ‘checkpoints’ would provide a safety net across the system. They would enable the 

system to ‘notice’ if a student’s literacy learning needs are not being addressed and to provide a 

pathway for support.  For the learner, this support could be more tailored and intensive literacy 

interventions and for the teacher and school it could be opportunities to build capability and receive 

support for developing and using effective literacy practices. 

 The relevant transition points we propose as checkpoints are: 

 Entry into primary schooling 

 End of Year 3/beginning of Year 4 – where learners usually begin the transition from learning to 

read and write to using reading and writing to learn. 

 Year 7 ‐ where most students encounter their first specialist teachers across other subject areas 

and may need literacy help to engage with subject specific literacies. 

 Year 9 – where learners may need literacy help to engage with subject‐specific literacies, if they 

have not developed them to the expected level earlier. 

 

10 https://gazette.education.govt.nz/articles/professional‐learning‐and‐development‐for‐teacher‐aides/ 
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We want learners to both make progress in their learning and to attain specific skills by certain 

points along the learning pathway. To best assess progress, assessments at different points in the 

pathway need to be able to be connected, so we propose linking the checkpoint assessments to the 

school‐directed School Entry Assessment that is under development.i  

The results from these checkpoint assessments (if either progress or attainment do not meet 

expectations for that child) would trigger access to specialist support if needed. For example, if 

progress is really good, even though attainment does not meet a benchmark, there might be no 

need for an extra intervention as the current process is deemed to be working well.  

Review and re‐design the roles in the system that impact literacy learning 

Roles, functions, mechanisms and supports in the system are not currently configured to support our 

equity and excellence in literacy teaching and learning. We propose a review and reconsideration of 

how the roles, functions and responsibilities in the education system are working to support quality 

universal literacy teaching and learning, targeted and personalised literacy interventions and 

workforce capability.11  

 

  

Goals of the proposed review would include: 

 developing clear role objectives and priorities, boundaries and best‐practice expectations 

 explicitly allocating responsibilities to specific roles or parts of the system  

 creating links between roles, including when they are located in different parts of the system. 

 

To assess roles and responsibilities, we must first consider what functions we want them to perform. 

In our preliminary analysis, looking at other jurisdictions making sustained improvements in literacy, 

we have identified a number of functions that need to be provided in the education system to 

support quality literacy teaching and learning and effective implementation of an RTI model. These 

functions include: 

 Teaching function ‐ designs and provides a class programme of quality universal teaching and 

learning for literacy, which meets the needs of a range of diverse learners, in schooling or early 

learning. 

 Literacy specialist function ‐ uses literacy expertise to: select and use formative and diagnostic 

assessment and selects literacy interventions for learners not succeeding in differentiated 

universal learning; and coach teachers for differentiated universal approaches to use with these 

learners.  

 Intensive intervention function ‐ delivers RTI tier 2 and 3 targeted and personalised interventions 

directly to learners across the pathway.12  

 Literacy lead function ‐ leads collaborative pedagogical inquiry for literacy learning across a 

school/early learning service/school cluster/kāhui ako (includes making/facilitating decisions on 

priorities, resource allocation for curriculum, assessment and PLD) 

 

11 This will need to occur alongside other key strategic initiatives, including the Learning Support Action Plan, 
the Education Workforce Strategy and the government response to the Tomorrow’s School Review. 
12 Depending on the specific literacy intervention the person responsible for this function could be a trained 
teacher, a trained Teacher Aide/volunteer or a literacy specialist teacher and they could be either employed 
within the education system or a consultant. 
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 Leader mentor function ‐ uses literacy expertise and leadership experience to support early 

learning and school leaders to select and implement high impact practices to raise literacy 

progress and achievement. 

 Regional/cluster oversight function ‐ oversees the benchmark checkpoints (see above) in schools 

and responsible for follow‐up to ensure individual learners are getting the support they need 

and that regional needs are identified and regional resources are allocated to the schools and 

learners with the highest need. 

 National oversight function ‐ collates and analyses information from the regions to inform policy, 

funding and operational decisions and facilitates national and regional networks. 

 

 

 

 

While all of the roles and functions will need to 

be available to teachers, leaders and learners at schools, many will also be useful for early learning 

services. (See Table 1: Functions (and roles) to support Literacy Learning Ideal future state vs what 

we have now for more details.)   

Further work, in conjunction with the sector, would be needed to develop specific proposals for 

changes to system roles. However, our early thinking has identified several issues and gaps in our 

system roles and functions that would need to be addressed in a review and has generated some 

initial ideas for further exploration.  

Extend, consolidate or re‐focus existing key roles and how they work together 

To follow the more effective RTI approach, we need to support class teachers (of  Y1 to Y3 in 

particular) to identify and use effective differentiated teaching within universal teaching and 

learning, and to more accurately identify when a student would benefit from a more intensive 

literacy intervention (Tier 2‐3). These practices need to be embedded as a core part of their role. 

(See above for more on possible options for building teacher capability through credentialing 

programmes.) 

We propose establishing new teacher and lead teacher roles for schools that recognise an advanced 

capability in literacy teaching and learning.   

 We envisage the following new roles:  

 Early Literacy Class Teacher (Y 1 to Y3) – with advanced skills and knowledge in pedagogies for 

early reading, writing and oracy 

 Literacy Leader 13‐ with responsibility for leading collaborative learning inquiries and facilitating 

decisions about learning priorities and PLD goals for literacy.  

 

 

13 Many early learning services and some schools are quite small and a specialist literacy lead would not be appropriate, so 

we would need to consider how this lead could be provided across services or schools. 
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We propose that RT Lits, (or another literacy specialist teacher role) could take the function of 

providing specialist advice to teachers and schools in providing more intensive literacy interventions. 

RT Lits could identify the learners’ strengths and needs and support the teacher, early learning 

service, or school to choose from the range of evidence‐based interventions available in the area. 

This would help to create a coherence for learners between their targeted (tier 2) and personalised 

(tier 3) literacy interventions and their in‐class literacy learning activities.     

Create new roles to provide regional and national oversight, connectedness and consistency 

We propose exploring the creation of new early learning and school cluster, regional or national 

roles. There would be several possible functions that these roles could providing including: 

 having oversight of the literacy checkpoints in primary school to ensure individual learner needs 

are being addressed across the region and identifying wider regional needs 

 having oversight of all regional resources that could be used to support literacy learning (across 

early learning, learning support, and curriculum) and ensuring that resources are being allocated 

in an integrated way and according to highest need  

 spreading good practice approaches and linking leaders with resources, tools and networks for 

developing capability across a region  

 having national oversight of literacy initiatives, ensuring fidelity to the design intention and 

receiving, collating and analysing information from the regions to inform national policy, funding 

and implementation decisions.  

 

Further detail and analysis about how existing roles map onto proposed new roles can be found in 

Table 1 below. 
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TABLE 1: FUNCTIONS (AND ROLES) TO SUPPORT LITERACY LEARNING   ̶ IDEAL FUTURE STATE VS WHAT WE HAVE NOW 

SPECIFIC 
FUNCTIONS 

Provides universal 
teaching and learning for 

literacy 

Provides targeted/ 
personalised programme 

Literacy Leader  Literacy Expert Teacher  Collaborator/  
co‐ordinator 

Leader Mentor  Regional/Cluster 
Oversight 

National 
Oversight 

IDEAL STATE: 
Description of 
functions we 
need to have in 
the system  
 

 

Designs and delivers 
universal teaching and 
learning programme in 
class (RTI: Tier 1), 

includes: 

 Regular assessment 
for learning and 
monitoring of 
progress  

 Adapting and 
differentiating 
learning  

 Identifies when 
universal approaches 
are not working and 
escalates  

 Developing home‐
school learning 
connections 

Works with small groups of 
learners to deliver intensive 
evidence‐based literacy 

programmes focused on 

foundational reading skills 

 

Collects monitoring data to 
determine progress  

Lead collaborative 
pedagogical inquiry for 
raising literacy achievement 
within school/ Kāhui Ako. 

Includes making whole school 

decisions about priorities, 

systems, resource allocation, 

curriculum and pedagogy  

 

Run monitoring and referral 
systems for RTI 2‐3 
interventions 

Coaches/trains class teachers in 
assessment for learning and 

adapted and differentiated 

instruction for learners, targeted 

small group instruction 

 

Makes or supports decisions 
about assessments and 
interventions (RTI Tier 2‐3) 

Works with other 
stakeholders to 
coordinate the approach 
to identifying and 
addressing  learner need 
and possible approaches 

and interventions 

Coaches/trains 
school leaders 
(e.g. principal, 

literacy leader) in 

leading 

pedagogical 

inquiry and 

determining PLD 

priorities across 

the whole school/ 

Kāhui Ako 

Oversees benchmark 
literacy assessment 
checkpoints and 
achievement at key 

transition points from Y1‐

Y8. Refer learners who do 

not meet benchmark to 

Literacy Expert Teacher 

 

Analyse regional data to 
identify level of need, 

type of need and schools 

with the highest needs 

 

Allocate/broker regional 
resources across schools 
with most need 

Uses regional 
data and 
analysis to 
inform national 
funding, policy 
and operational 
decisions 

EXISTING roles 
with core literacy 
focus currently 
performing these 
functions 

Class teachers (including 

teaching teams) 

 Class teachers 

 RT Lits 

 Reading Recovery 
Teachers 

 TAs 

Literacy Leader – a non‐

mandatory role that is not 

recognised in collective 

contracts, but may attract 

management units.  

 RT Lits 

 RR Tutors 

 RR Teachers 

 PfS ALL Mentors 

 RT Lits       

EXISTING roles 
with optional 
literacy focus 
currently 
performing 
functions 

       PLD providers 

 SCT (secondary) 

 Kāhui Ako Within School 

Teacher 

 LSC 

 SENCO 

 Learning Support 

Coordinator  

 Learning Support 

Facilitator ‘function’ 

 SAF 

Practitioner  

 Kāhui Ako 

Leader/ 

 Cross School 

Teacher 

 Learning Support 

Facilitator ‘function’ 

 Education Advisor 

 

ISSUES with 
existing 
roles/functions 

Research has suggested 

that a significant 

proportion of teachers 

lack necessary 

pedagogical and content 

knowledge  

 
Some evidence of 

inconsistent criteria and 

erroneous teacher 

judgement used for 

referral to RR or RT Lit 

Class teachers  ‐ a significant 

proportion may lack expertise 

and support to deliver a 

targeted intervention 

RT Lits – unclear how much 

time they do and should 

spend supporting learners 

directly vs supporting their 

class teachers  

RR Teachers – issues with 

appropriateness of approach 

to meet the needs of all 

learners  

Anecdotal evidence that role 

is widespread but no 

information about specific 

practices, outcomes, barriers 

and enablers 

RT Lits  ‐ number is capped at 109 

FTE making access difficult plus 

practices used are not 

standardised 

PfS ALL mentors ‐ only available 

to 20% of schools 

 

RR Teachers – limited evidence 

that RR teachers lead in‐school 

literacy professional development 

activities  

Not all schools have 

access to a SENCO, LSC or 

LS Facilitator  

No dedicated role 

or function for 

mentoring 

pedagogical 

leaders 

SAF practitioners 

only available to 

20% of schools 

New approaches to 

regional collaboration for 

identifying and 

addressing schooling 

issues are in early stages 

and not present in all 

regions 

No dedicated 

national role with 

regional 

oversight 
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Support pro‐literacy processes in the early and primary years  

We propose reviewing and developing our support for families and whānau to enjoy sharing reading, story‐telling 

and other verbally rich literacy experiences with learners at home and in the community. This includes supporting 

and encouraging learners whose families speak languages other than English at home to continue to read, speak and 

learn in their home language.  

Families with a home language other than English want their children to be successful in English language 

environments. Some families think the best thing to do for their children is to speak to them in English. This can be 

due to different values and priorities, conflicting messages on what is good for their child and experiences of racism 

and discrimination. If the English of the older family members is limited and the foundational development in the 

first language is disrupted, this limits the child’s language acquisition. We need make sure parents and teachers 

understand the importance of providing children with a wide variety of vocabulary in the languages their parents are 

fluent speakers of.  This benefits children’s English‐language learning while valuing and supporting identity language 

and culture.  

We propose a media campaign to promote the value of learning home languages, both intrinsically and for English‐

language acquisition.  

We also propose providing increased access to a range of engaging and relevant texts for reading with parents and 

whānau in early learning and early primary schooling, and to encourage a habit of independent reading for 

enjoyment for older children. We propose making training available to help parents know how to provide engaging 

and positive literacy learning experiences for children.   

As part of this, it may be possible to build on existing, evidence‐based programmes, such as Reading Together. We 

also recommend considering the development of wider programmes, drawing from previous successful programmes 

aimed at supporting processes in the home, such as Team Up, Te Mana, and Feed the Mind.  

Another example of a successful initiative, specifically for learners whose home or heritage language is not English, is 

the Arabic homework centre in Porirua. This is a community‐based programme to foster the Arabic language. They 

promote reading together in Arabic as well as sharing stories verbally.  

Support for summer schools and more successful transitions 

We propose working on how we might better support learners and families during the summer holidays (also see the 

section on research below), so that learners maintain or improve literacy skills over this period. This could take the 

form of programmes to: 

 help parents and whānau know what activities to do with their children during the summer break to support 

literacy development (preferably with associated resources to do so)  

 provide resources (e.g. learners are able to borrow and return books over the summer holidays)  

 provide tutoring to learners over summer. 
 

These programmes could be targeted and should be tailored to meet the differing needs of learners at different 

stages of schooling. 

In addition to direct support to learners over summer, we propose that we support teachers to better help learners 

during transitions. Here we are talking about both transitions from one institution to another, and transitions from 

one learning stage to another. During the transition from early learning services to schooling, we propose supporting 

teachers from both services to share information and making specific opportunities for teachers in schooling to get 

to know the child and their parents and whānau. Similarly, we propose making such opportunities available at other 

transitions in schooling such as from a primary school to a secondary school. The Records of Learning will help 
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facilitate the information sharing between institutions, but provision should be made for specific opportunities for 

teachers getting to know learners.  

Learners who transition between Māori‐medium settings and English‐medium settings will need a very specific type 

of support and this may differ depending on their prior experiences. We need to provide more support for schools to 

help these learners transition, both through guidance and facilitating opportunities for teachers to collaborate across 

settings.  

We propose the development of specific resources for teachers to help learners more successfully make the 

transitions between learning stages, for example from learning to read and write in the early years of primary 

schooling to using these skills for learning.  

Support targeted research on literacy teaching and learning 

In developing this analysis, we have identified a number of areas that would benefit from targeted research. 

Literacy development and teaching and learning in the pre‐school years is a relatively neglected area for research in 

New Zealand, especially given the potential for impact at this life‐stage. A second important area of focus is to 

extend some successful research approaches used in primary school into early learning, particularly, for oral 

language development. For example, Gail Gillon et al.’s research on a better start literacy approach, that focuses on 

the beginning school years, could be extended back into early learning years.14   

We currently lack information on how ITE programmes cover literacy content and pedagogical knowledge. We 

propose commissioning research to understand how ITE providers currently prepare trainee teachers for teaching 

literacy at all stages of the learning pathway, with a view to strengthening literacy knowledge, skills, and capability 

for teachers (both school and early learning) as part of their initial preparation. This would need to commence in 

2021 after the Teaching Council’s new ITE programme requirements become mandatory across the board. 

Relatively little is known about what is most effective for the group of learners who do not experience an 

acceleration in literacy learning from participating in Reading Recovery and the RT Lit Service. We propose 

establishing research trials to develop intensive literacy interventions that work for New Zealand learners who are 

currently not well‐served by those that are already available. 

We know that some learners would benefit from support to maintain literacy skills over the summer break. 

However, there is no specific research into the best way to do this in the New Zealand context. We propose 

investigation of a variety of programmes that would provide indications of both effectiveness and costs. 

Although Māori‐medium settings would prefer to retain ākonga, the reality is that many learners do swap into and 

out of English‐medium. Research into the factors that make this transition more successful would help us know 

better how to improve outcomes for these learners. 

 

 

 

14 https://www.canterbury.ac.nz/education‐and‐health/contact‐us/people/gail‐gillon.html 
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Annex 3: Te Reo Matatini - He tūāpapa mō ngā mahi ako kia angitu 
(preliminary paper) 
The purpose of this paper is to identify the role of te reo matatini, and a future work programme to 

strengthen te reo matatini learning outcomes for ākonga in te reo Māori learning pathways. It has two 

parts, part one summarises aspects of the current state for te reo matatini, and part two sets out a draft 

policy position and next steps. 

Part one content: 

• Māori aspirations for te reo Māori and te reo matatini 

• What we know about te reo Māori and Māori medium education 

• Te Reo Matatini: Māori Medium Literacy Strategy 

• What the Māori medium sector has told us 

• The key challenges for quality te reo matatini learning and teaching, and 

• What we know about effective te reo matatini learning and teaching strategies 

 

Part two content: 

• Te Rau Matatini: Māori Medium Literacy Strategy 

• Fundamental principles for shifting the dial on te reo matatini, and 

• Next steps. 

Māori aspirations for te reo Māori and te reo matatini 

Ko te reo Māori te kākahu o te whakaaro, te huarahi i te ao tūroa – The Māori language cloaks Māori 
thought and provides a pathway to the wider world. (Sir James Hēnare, 1984) 

He taonga te reo matatini ki tōku ao, hei ara rērere ki te ao whānui – The treasure of my world is literacy, 

a pathway to knowledge and understanding.1 

Under Article Two of Te Tiriti o Waitangi, te reo Māori is an inherited taonga. It is the vehicle for Māori 
cultural practices and thought, enabling the manifestation of all aspects of te ao Māori. Through te reo 
Māori the full range of Māori customs can be expressed, practised and explained.2 

Key drivers for Māori establishing kaupapa Māori-based education was, and continues to be cultural 

and linguistic revitalisation and maintenance of te reo Māori and mātauranga Māori, in accordance with 
tikanga Māori. Central to learning te reo Māori and learning in te reo Māori, is the critical link between 

oral language, body language and written language.3 

Te reo matatini supports the regeneration of te reo Māori and enables ākonga to develop attitudes, 
knowledge and skills to enable them to ‘live as Māori and participate as citizens of the world’. Learning 

te reo Māori and learning in te reo Māori and the development of te reo matatini skills are inextricably 

interwoven. Te reo matatini starts from quality oral language experiences then moves into reading and 

writing. Oral language is the foundation of te reo matatini no matter the age and stage of ākonga. 

                                                      
1 Te Reo Matatini: Māori Medium Literacy Strategy, 2007, pp.2-3 
2 Te Marautanga o Aotearoa (Whakapākehātanga), p.10 
3 Te Marautanga o Aotearoa (Whakapākehātanga), p.19 
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Te Marautanga o Aotearoa provides the framework for learning and teaching in the Māori medium 
pathway. It is founded on the aspiration to develop successful ākonga who will have the knowledge and 

skills to participate in and contribute to te ao Māori and the global world. It emphasises the socio-cultural 

aspects of learning and teaching and upholds the cultural identity of ākonga and their whānau. 

Te reo Māori is the language of instruction in the Māori medium pathway, and there is an expectation 
that ākonga are biliterate. Te Marautanga o Aotearoa outlines key language aspirations for ākonga – 

that they; achieve their te reo Māori potential, attain high educational levels through te reo Māori, and 
achieve their linguistic potential. The third aspiration seeks competence in both te reo Māori and 
English. 

The reo Māori wāhanga ako outlines the purpose of learning te reo Māori – it enables a child’s 

uniqueness and origins, whether linguistic, personal, cultural or practical to be exhibited and 

acknowledged. The reo Māori wāhanga ako articulates that language is the expression of thought, as 
such, thought and language are inextricably linked. It highlights the importance of developing the full 

range of linguistic competencies ākonga need to master. It describes the interrelated modes of learning 

– oral, written and paralinguistic language features that encapsulate the full breadth of language, 

including body language. There are three overarching aims, interwoven across the three strands to 

capture the holistic nature of language learning and teaching. The aims relate to language functions, 

understanding how words work, and language strategies and language learning strategies.4 

The reo Pākehā wāhanga ako sets out the expectations for learning English as a tool for communicating 
and expressing thought, social interaction, and academic learning. It supports an additive approach to 

language learning and teaching. Ākonga are guided to develop proficiency in English language in order 

for them to be able to participate and contribute to the global world. The reo Pākehā wāhanga ako 
acknowledges that ākonga have prior language knowledge and seeks to build on that base to develop 
bilingual learners. It identifies two major aspects for learning English – use in everyday settings and for 

academic purposes.5 

What we know about te reo Māori and Māori medium education 

The Māori medium education sector comprises kura and settings in English medium schools and are 

distinguished by the extent and depth of instruction in te reo Māori, and associated outcomes. Research 

shows that most effective bilingual education settings are those with the highest level of immersion – 

Level 1 immersion programmes where delivery is in the target language 81 – 100% of the time, and 

Level 2 programmes where delivery is in the target language occurs 51 – 80% of the time. This enables 

conditions for successful outcomes for the revitalisation and maintenance of te reo Māori, and positive 

learning outcomes for learners. 

The principle of ‘language interdependence’ enables beneficial learning outcomes in te reo Māori so 
long as ākonga remain in the Māori medium pathway for at least six years. Given te reo Māori is often 
the second language of ākonga, they require more time to develop cognitively advanced language 

proficiency (CALP) to succeed in academic learning, as research shows that it takes longer to learn an 

academic subject when it is taught in your second language. This ‘second language learning’ delay 

means ākonga te reo matatini progress may be lower for a period of time, but they ‘catch up’ to te reo 

matatini learning expectations when they reach academic language proficiency.6 

While the literature is limited for Māori medium education, it shows both positive and negative factors. 
2012 research highlighted success factors for effective teaching practice in Māori medium settings. 

These are founded in a te ao Māori worldview, and include the principles of tino rangatiratanga (principle 

of relative autonomy), taonga tuku iho (principle of cultural aspirations), ako Māori (culturally preferred 
                                                      
4 Te Marautanga o Aotearoa (Whakapākehātanga), p.19 
5 Te Marautanga o Aotearoa (Whakapākehātanga), p. 67 
6 Key findings from Bilingual/Immersion Education: Indicators of Good Practice, a summary of a research report by S. May, R. 

Hill and S. Tiakiwai, Ministry of Education, 2006, pp. 4, 6-7 
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pedagogy), kia piki i ngā raruraru o te kāinga (mediation of socio-economic factors), whānau (principle 
of extended family), and kaupapa (principle of collective vision). Innovative teaching practices in Māori 
medium education settings requires a view of ākonga that embraces their whānau, hapū and iwi.7  

These principles for effective teaching practice continue to underpin learning and teaching in Māori 
medium pathways.8 

Positive factors identified in other research includes, self-confidence, cultural identity, whānau 
participation and the development of both te reo Māori and English language abilities.9 These factors 

contribute to wellbeing that is interconnected with whānau, hapū and iwi wellbeing.10 

Overall, educational success is higher for tamariki that stay in the Māori medium pathway. There is a 

strong correlation between this success and ākonga identity, language and culture.11 Ākonga Māori 
school leavers in Māori medium education have higher rates of attainment compared to the rates for 
ākonga Māori school leavers in English medium education and for all learners. In 2018, the proportion 

of ākonga Māori school leavers in Māori medium education that attained NCEA Level 3 or above was 
59% compared to 34% for Māori school leavers in English medium education and 54% for all school 
leavers.”12 

We also know that for ākonga to be successful - iwi, whānau and community need to be involved in 

their children's learning, and te reo Māori needs to be embedded into all learning settings. 

We need to do more to promote all of the modes of te reo matatini, in particular whakarongo (listening), 
whakaatu (presenting) and mātakitaki (viewing). Each wāhanga ako of Te Marautanga o Aotearoa has 
its own corpus of language which is exemplified by te reo matatini, including te reo matatini of each 
wāhanga ako, for example te reo matatini o te pāngarau. 

Te Reo Matatini: Māori Medium Literacy Strategy 

Māori literacy experts say: 
 
“Being literate in Māori should also include having the capacity to ‘read’ the geography of the land, i.e. 
to be able to name the main land features of one’s environment (the mountains, rivers, lakes, creeks, 
bluffs, valleys etc.), being able to recite one’s tribal/hapū boundaries and be able to point them out on 
a map if not in actuality as well as the key features of adjacent tribal/hapū boundaries and being able 
to ‘read’ Māori symbols such as carvings, tukutuku, kōwhaiwhai and their context within the wharenui 
(poupou, heke etc.) and the marae (ātea, ārongo etc.).”  

“I’m not sure but even the ability to ‘read’ body language (paralinguistics) should not be outside the 
scope of a definition of ‘literacy’ in Māori terms. This is the sort of work that ‘the politics of everyday life’ 
structured in the nature of relationships has much to say about.” 

“Literacy in Māori terms should include the ability to read and write in both Māori and English, i.e. 
biliteracy and be able to use that ability competently, i.e. to be functionally biliterate in Māori and 
English.13 

                                                      
7 Literature Review: Innovative Teaching and Learning Practice for Māori Medium Education, Haemata Limited for Ministry of 
Education, pp. 7-8 
8 Te Reo Matatini: Māori Medium Literacy Strategy, 2007, Ministry of Education 
9 Stocktake Māori medium literacy: Final Report, 8 April 2016. Te Paetawhiti Ltd prepared for the Ministry of Education 
10 Child and Youth Wellbeing Framework, The Department of Prime Minister and Education (DPMC) 2019 
11 He Whakaaro Education Insights, The importance of identity, language and culture for ākonga Māori, Ministry of Education, 

March 2020 
12 Ngā Haeata o Aotearoa: Ka Hikitia 2019 Report, Ministry of Education, p23 
13 Te kāwai ora: Reading the world, reading the word, being the world, Māori Adult Literacy Working Party (2001).  Wellington, 

New Zealand: Office of the Associate Minister of Māori Affairs. 
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Launched in 2007, Te Reo Matatini: Māori Medium Literacy Strategy (strategy) is founded in a te ao 

Māori worldview. It confirmed te reo Māori as the official language of New Zealand, and the language 
medium by which success is to be measured for ākonga in Māori medium education settings. 

Te reo matatini is integral to achieving successful educational outcomes for ākonga in Māori medium 
education. The strategy aims to ensure students in Māori medium education are actively engaged in 
literacy experiences to reach their academic, cultural, social and developmental potential – as well as 

achieving biliteracy outcomes to succeed as Māori, in line with the vision of “mātauranga reo ki tōna 
taumata”. 

The strategy includes three principles to articulate literacy in the context of Māori medium education: 

1) Te Reo Matatini - the ability to articulate the words, stories, histories, images, art, dance, 

movement, politics and philosophies – using Te Reo Māori as the language of communication. 

2) Mātauranga - the importance of mātauranga and the role of whānau, hapū and iwi in Te Reo 
me ōna tikanga. 

3) Te Mahi Ngātahi – signalling the collective responsibility and commitment required across the 

sector to realise student literacy potential. 

The strategy proposes that strong and cooperative partnerships between tamariki, kaiako, whānau, 
hapū and iwi assure success. It identifies best practice for kaiako in delivering effective literacy 
programmes and recognises the roll of whanau, hapū and iwi in creating environments for literacy 

success, linking in with their kōhanga reo or kura. 

It also identifies six strategic priorities drawn from workshops with educationists, researchers, 

publishers, kaiako, academics and government representatives in the development of Te Reo Matatini: 

Māori Medium Literacy Strategy. The six strategic priorities are: research; knowledge management; 

professional development; resources; whānau, hapū and iwi engagement, and sector support networks. 

The Ministry began, and has continued to invest in some of the strategic actions, though implementation 

of the strategy was overtaken by the development and implementation of Ngā Whanaketanga Rumaki 
Māori. As part of the focus on shifting the dial on te reo matatini, we have an opportunity to review and 

refresh the strategy. 

What has the Māori medium sector told us? 

In 2020, we engaged people from the Māori medium sector to better understand their views on how we 

can shift the dial on literacy outcomes for ākonga. Their views reiterate the principles and strategic 

priorities articulated in the Te Reo Matatini: Māori Medium Literacy Strategy (2007). Their feedback 

suggests that reviewing the strategy may be timely. Their feedback included: 

• Developing a Māori medium education strategy that supports te reo matatini, with a long term 

focus that successfully shifts the system’s approach to te reo matatini - from a mainstream 

approach to one that is grounded in te ao Māori. 

• Acknowledging whānau as fundamental to the Māori medium education sector and te reo 

matatini. This includes whānau providing opportunity for greater depth in learning experiences 
for ākonga as well as strengthening their cultural identity. 

• Ensuring the system empowers ākonga to have a say about their learning aspirations. 

• Providing guidance on te reo matatini that responds to the diverse realities of ākonga and their 
whanau, dialectical differences, and their distinct learning and developmental needs including 

neurodiversity. 

• Undertaking focused effort on building kaiako capability and capacity in understanding of te reo 

Māori and language acquisition as well as the best practise approaches to teaching te reo 
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matatini. This includes training, standard setting and resourcing kaiako with dedicated 

programmes for professional development. 

• Providing more research to better understand biliteracy and bilingualism. 

• Developing research priorities that address the gap in our knowledge base about te reo 
matatini, and an appropriate set of measures for monitoring progress on outcomes. 

What are the key challenges for quality te reo matatini learning and teaching? 

We know that Māori medium education leads to positive outcomes for ākonga.14 While the evidence 

base about what works for ākonga who engage in these settings is limited, we know there is more work 

to do to progress our understanding and expand our capability for ākonga Māori to have access to 

quality Māori medium education services, from early learning through to tertiary. 

Some challenges are system-wide and include how policy, service design, curriculum, pedagogy and 

teaching models, knowledge base, funding and workforce are set up and supported to respond to the 

diverse needs of ākonga Māori, whānau, hapū and iwi. There are structural issues impacting on the 

sustainability and quality of long term provision of Māori medium education that impact te reo matatini. 

A deliberate and evidence based approach to providing quality Māori medium education across all 

levels is also limited. 

Other challenges for bilingual education include the inadequacy of appropriate teaching resources, 

trained and skilled kaiako and supportive leadership.15 

We are currently developing tools to support progress and achievement in te reo matatini founded on 

Te Tamaiti Hei Raukura, an holistic mokopuna-centred framework that embodies key characteristics of 

ākonga Māori learning in Māori medium education pathways. These are – Ipu Kōrero (reo ā-waha - 

communicators), Ako (hinengaro – critical thinkers and learners), Tangata (Mātāpono - principled) and 

Uri whakaheke (Tuakiritanga – cultural and linguistic confidence). 

Tools developed to guide aromatawai (Rukuhia Rarangahia) and effective leadership practice for 

ākonga Māori (Tū Rangatira) have not been taken up as widely as they could, because we have not 

provided the pedagogical support required to successfully implement these te ao Māori based 
resources. 

In order for learners to become bilingual and biliterate, we need to teach for the transfer of skills and 

understanding across te reo Māori and English. Ākonga can transfer some strategies from their learning 

of te reo Māori; however, they need to be shown explicitly how to use those strategies in English. 

Equally, strategies can be taught in English and transferred to te reo Māori. In this way, the Te Reo 

Pākehā wāhanga ako supports the teaching for transfer across te reo Māori and English by encouraging 
teachers to acknowledge the total language toolkit each ākonga brings.16 

We know of many of the reasons why ākonga Māori transition between Māori and English medium 
education pathways, for example geographical gaps across the Māori medium pathway, the breadth of 

subject choice in senior wharekura, misunderstandings about the value of staying long-term in the Māori 
medium pathway, and parental expectations. The education system as a whole does not support 

successful transitions. Systemically, the specific te reo matatini needs and skills of transitioning ākonga 

is unknown, and kaiako bear the brunt of transitioning ākonga, because there is a lack of system and 

                                                      
14 He Whakaaro Education Insights, The importance of identity, language and culture for ākonga Māori, Ministry of Education, 

March 2020 
15 Stocktake Māori medium literacy: Final Report, 8 April 2016. Te Paetawhiti Ltd prepared for the Ministry of Education 
16 Te Marautanga o Aotearoa, p.132 
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pedagogical supports. For whānau and kaiako, understanding and accessing quality bilingual and 

biliterate supports are a barrier to te reo matatini for ākonga Māori. 

What do we know about effective te reo matatini learning and teaching strategies? 

Research tells us that effective te reo matatini learning does not occur in isolation, rather within a 

culturally appropriate and responsive context for learning, created by kaiako through a range of personal 

and pedagogical characteristics. These include, using Māori ways of knowing, having an emphasis on 
oral language, and creating an oral rich language environment as oral language is the base used for 

reading and writing. Integrating oral language, reading and writing in their classroom curriculum are 

factors for tamariki for whom te reo Māori is their second language.17 

Other effective te reo matatini teaching strategies include: providing well designed instructional activities 

that provide mutually enabling language acquisition and te reo matatini learning;  high rates of questions 

focused on learning items such as letters and letter combinations in words; high feedback rates; 

enhancing tamariki awareness of concepts about print both in general and specific to pānui and tuhituhi 
in te reo Māori; core learning activities that provide large amounts of language input and repeated 
opportunities for language production with feedback; ensuring that te reo matatini and te reo Māori 
measures are intercorrelated, and having measures that assess the quality of te reo Māori oral 
language; especially during the first year in Māori medium education.18 

 

Section Two: Draft Policy Position 

Te Rau Matatini: Māori Medium Literacy Strategy 

Oracy is the foundational mode of communication in te reo Māori. Reo ā-waha provides the base for te 

reo matatini and te reo Māori learning and teaching. Learning through listening and speaking is the first 

mode mokopuna use to understand and make sense of the world. Learning from wānanga or rumaki 

are traditional fora that provide the oral transfer of knowledge among whānau, hapū and iwi, for 

example, matters relating to tikanga and whakapapa. Learning this way is inclusive of kōhungahunga 

and tamariki, as they sit among their whānau and their kaumātua, as everyone learnt through oratory 

together. Māori pathways of learning are lifelong – so, in this way, te reo matatini starts from the womb 

– it is cumulative and intergenerational. Through te reo Māori, ākonga can access te ao Māori and 
understand their role in it. 

Māori language was translated into written format (coded into English alphabet groupings) with the 

arrival of Pākehā voyagers, missionaries, and settlers, along with the introduction of English-based 

schooling. This included pedagogy based on a different values system to te ao Māori, a belief of 

superiority, and narrower concepts of literacy, being limited to reading and writing. 

Fundamental principles for shifting the dial on te reo matatini 

In order to shift the dial on literacy, te reo matatini learning and teaching must be underpinned by 

fundamental principles founded in te ao Māori, rather than those that currently underpin the concept of 

‘literacy’ in Aotearoa New Zealand and in our education system. These principles are set out in Te 
Marautanga o Aotearoa, Te Reo Matatini: Māori Literacy Strategy, and Te Hurihanganui, and inform 

our approach to te reo matatini. This set of principles, coupled with what the Māori medium sector told 

                                                      
17 Te Toi Huarewa, R Bishop, M Berryman and C Richardson, MoE, 2001, pp.vi-viii 
18 Ngā Taumatua – Research on literacy practices and language development (Te Reo) in Years 0-1 in Māori medium 
classrooms, Final Report, Auckland UniServices Limited for the Ministry of Education, 2004. 
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us in 2020, indicates that Te Reo Matatini: Māori Medium Literacy Strategy remains relevant, in terms 
of the thinking and approach to achieving quality te reo matatini outcomes across Māori medium 
pathways. 

In the context of ākonga Māori learning in te reo Māori, we promote, value and support the concept of 

te reo matatini in the following ways: 

a. Te reo matatini is grounded in te ao Māori – acknowledging the richness and legitimacy in a Māori 
worldview, where mātauranga Māori provides the foundational, and strengths-based knowledge for 

understanding and reinforcing te reo Māori, Māori culture and identity. 

• Including the important role that whānau, hapū and iwi play in knowledge development and 

creation. 

• Mātauranga is a catalyst for the revitalisation and preservation of te reo Māori me ōna tikanga, 
as well as the driver for the creation of original and evolving knowledges by and for Māori. 

b. Te reo matatini enables tino rangatiratanga – acknowledging that te reo matatini provides for Māori 
to exercise authority and agency over their mātauranga, tikanga and taonga. This includes valuing 

the prominent role of exceptional oracy skills in te ao Māori, particularly in ‘rituals of engagement’, 

and the foundation of learning where te reo matatini is achieved in such a way that: 

• Encapsulates the full breadth of language and the holistic nature of language learning and 

teaching. This includes in a Māori environment, learning through play/ experience/ exploration 

and context, and via kaupapa Māori approaches such as ‘Mārama, Mātau, Mōhio’, and ‘Te 

Tamaiti He Raukura’. 

o Ākonga develop a full range of linguistic competencies including functional language use, 

breadth of language use and linguistic strategies, supported through Rukuhia, Rarangahia 

and Aromatawai. 

o Learning and teaching of and in te reo Māori is based on approaches of learning that are 

effective for ākonga – that are evidence based, fully grounded in mātauranga, are mana 

enhancing, measured and assessed in such a way that supports ākonga to succeed 
through every phase. 

o Deliberately uses oral, written and paralinguistic modes for learning. 

o Acknowledges that te reo matatini is a life-long journey that starts from the womb and is 

intergenerational. 

c. Te reo matatini strengthens our connections and whanaungatanga – acknowledging that whānau 
relationships are an exemplar for authentic, meaningful, transformative and inclusive relationships 

in education, with actions between ākonga Māori, whānau and kaiako performed with aroha. 

d. Te reo matatini provides for Te Ira Tangata – where everyone can realise their greatness and 

potential through having the ability to articulate words, stories, histories, images, art, dance, 

movement, politics and philosophies and confidently participate in te ao Māori and the global world. 

e. Te reo matatini is part of Mana Ōrite – acknowledging that Te Tiriti o Waitangi provides the 

foundation for our education system, so that ākonga Māori experience equity and mana Māori, 
recognising Māori as tangata whenua, te reo as our taonga and as the language of communication. 

f. Te reo matatini is progressed by Te Hāngaitanga – collective responsibility to ensure that Māori 
enjoy and achieve education success as Māori, and to realise the potential of te reo matatini for 

successful ākonga Māori learning outcomes. 
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The overall framework – Te reo matatini: he tūāpapa mō ngā mahi ako kia angitu, is presented in 

diagram form, at Appendix 1. 

Next steps 

We know that ākonga who engage in the Māori medium education pathway are well positioned to 
achieve success and positive wellbeing outcomes. These positive outcomes provide the opportunity for 

intergenerational growth where whānau, hapū, iwi and Māori communities can achieve their aspirations. 

Shifting the system to better perform so that ākonga Māori excel in te reo matatini is an important step 

in our approach to changes to the Education and Training Act 2020 and the Public Service Act 2020 – 

both of which now require us to give effect to Te Tiriti o Waitangi. 

We propose the following strategic focus areas and key actions, to make the greatest difference for te 

reo matatini learning and teaching in Māori medium pathways. The intention is to fully develop the 

strategic focus areas and actions collaboratively with ākonga, whānau, hapū, iwi, communities of kura 
and Māori medium education settings, and Māori medium peak bodies: 

1. Strategy: 

• Agree to the draft policy position that sets out the fundamental changes required for te reo 

matatini, based on te ao Māori universal principles to ensure that the education system has 

a shared understanding of te reo matatini. 

• Refresh Te Reo Matatini: Māori Medium Literacy Strategy, based on the agreed position 

statement, the plan for te reo matatini that provides the basis for a work programme, as 

well as a position statement for te reo matatini. 

2. Research: 

• Address the findings of the Māori Medium Literacy Stocktake 2016. 

• Consult with Māori on research priorities for the future to inform a work programme and 
policy development. 

• Invest in a research programme that uses kaupapa Māori approaches, to ensure te reo 

matatini learning and teaching is evidence-based, and that the evidence base is founded 

on te ao Māori worldviews. 

3. Resource: 

• Develop an action plan for both bilingual and immersion settings, including the resourcing 

and capability of the education workforce in line with the legislative and policy frameworks 

that underpin this work.19 

• Address te reo matatini learning and teaching resourcing needs through the up-dated plan, 

in a way that promotes the revitalisation and maintenance of te reo Māori, sustainability of 

the Māori medium sector, life-long learning in kaupapa Māori education, with 

intergenerational benefits. 

4. Capability building: 

• Review and strengthen current approaches to learning, teaching, aromatawai and 

measurement of te reo matatini from early learning through to successful participation in te 

                                                      
19 The Public Service Act 2020, The Education and Training Act 2020, The Child and Youth Wellbeing Framework 2019 and 

action plan, Maihi Karauna, Ka Hikitia – Ka Hāpaitia, Tau Mai Te Reo, Te Marautanga o Aotearoa, Rukuhia Rarangahia, Te 
Hurihanganui: The Blueprint for Transformative System Shift 2018, and 2016 Stock take Māori medium literacy, Ministry of 
Education 
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ao Māori, Aotearoa New Zealand and global communities, focused on outcomes for ākonga 
Māori and their whānau, hapū, and iwi. 

• Address the capability and capacity of our workforce to provide quality educational services 

and effective te reo Māori language planning, where Ākonga Māori excel in te reo matatini. 
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Introduction 

Literacy has traditionally been thought of as reading and writing. Although these are essential 
components of literacy, today our understanding of literacy encompasses much more. Literacy 
refers to the ability to read, write, speak, listen, view, and present in a way that lets us 
communicate effectively and make sense of the world.  

Having strong literacy knowledge, skills and capabilities is key to ensuring our learners have the 
access to all learning areas in the curriculum and a lifelong development after school years.  

This paper has been developed to provide an overview of the latest key findings about 
achievement, progress, and teaching practices for literacy, across a range of large-scale data 
sources. These findings give us a broad picture of how our education system is performing for 
literacy learning, in English-medium early learning and schools. It also brings together information 
about the common practices New Zealand teachers use in teaching literacy skills.  

Data sources  
This paper is built upon findings from a range of national studies of student achievement, including:  

 Growing Up in New Zealand (GUiNZ) longitudinal study at age 4.5 
 National Monitoring Study of Student Achievement (NMSSA), conducted with Year 4 and 

Year 8 students, their teachers, and their schools 
 The electronic assessment tool for teaching and learning (e-asTTle), developed 

primarily for learners in Years 5 to 10 
 Data from the National Certificate of Educational Achievement (NCEA), for secondary 

students 
 Reviews conducted by the Education Review Office on literacy and assessment 

It also includes the following international studies to give us a view of how our learners perform 
compared to their peers in other countries:  

 The Progress in International Reading Literacy Study (PIRLS), conducted with Year 5 
students, their teachers, and their schools  

 Programme for International Student Assessment (PISA), conducted with 15-year-old 
students.  

References for the research used can be found at the end of this paper. 

Scope and limitations  
This is not a full and extensive review of everything we might know about progress and 
achievement in Aotearoa New Zealand, as it was intended to give a broad picture of literacy 
learning. There was also limited data and research available for literacy achievement in early 
learning and about learners with learning support needs. Literacy across the curriculum and 
learning subject-specific ways of presenting and speaking as well as subject-specific language are 
also not included in this paper.  

Evidence shows that doing well in reading is linked with children’s view of themselves as learners, 
their beliefs and values, and their abilities to regulate their own behaviours. As children progress 
through schooling, these personal attributes come to be very important. We have touched on this 
in the paper but haven’t gone deeply into the detail of this important area of influence.  

While data on differences across population groups has been included, it is important to note that 
much of the evidence represents associations and does not imply causations. The relationships 
between classroom, or early learning or family / whānau practices with learning and achievement 
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are associations (correlations) and not necessarily causal. Further research is currently underway 
to explore the role of wider social context in students’ academic outcomes.  

For this paper, we have focused primarily on information about two interconnected aspects of 
literacy. As defined in the New Zealand Curriculum, these two strands encompass the oral, written, 
and visual forms of the language. The two aspects are:  

 making meaning of ideas or information they receive (Listening, Reading, and Viewing); 
and  

 creating meaning for themselves or others (Speaking, Writing, and Presenting) 

Further research is needed to develop a better understanding of other aspects of literacy learning, 
including the development of digital literacy skills. 

Recommended reading 
This paper looks at the high-level messages in a range of research. For further details, we 
recommend reading the source material.  

In addition to the references in this paper, the Literacy Landscape in Aotearoa New Zealand by 
Prof Stuart McNaughton, Chief Science Advisor to the Ministry of Education, considers evidence of 
what works to lift progress and achievement for learners in early learning and schooling. It provides 
supplementary evidence for how best to improve children and young persons’ literacy development 
in Aotearoa New Zealand.  

A copy of the full Literacy Landscape report can be found here:  

https://cpb-ap-se2.wpmucdn.com/blogs.auckland.ac.nz/dist/f/688/files/2020/01/The-Literacy-
Landscape-in-Aotearoa-New-Zealand-Full-report-final.pdf   
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Summary of findings  

Overall  
Looking across several data sources, we can see that many New Zealand students are preforming 
well against national and international benchmarks of literacy achievement. Many students are also 
making good progress at an expected pace throughout year levels.  

At the same time, however, we also saw a wide variation in both achievement and progress within 
year levels, across sub-populations, and across aspects of literacy. This variation in achievement 
is broader than many other comparable countries. We have also seen some significant decreases 
in average achievement over recent years. Although many of our learners are progressing at a 
similar rate on average, it is of concern that learners who start at a lower point often do not catch 
up, and some learners make very little progress in a year. 

Many students liked reading and many were confident in their reading and writing abilities. 
However, there were a significant portion of readers who were not confident and did not enjoy 
reading and did not do well in reading. Evidence tells us that not all learners are getting sufficient 
opportunities to learn and improve their literacy skills. This is particularly the case for many of our 
Māori and Pacific learners who experience lower expectations than other learners, and therefore 
their opportunities to learn are often less.  

Across the education sector, teachers reflected regularly about their practice, and accessed 
relevant PLD and resources to support their teaching practice. Most teachers feel confident using a 
variety of assessment strategies, particularly experienced teachers. However, the methods and 
strategies used by teachers in lessons varied greatly across New Zealand classrooms.  

Achievement and progress  

 New Zealand performs relatively well on international measures of reading literacy, but there is 
a wide range of achievement on aspects of literacy among learners before schooling and in 
both primary and secondary schooling. Depending on the aspect of literacy learning (writing, 
reading, listening, or viewing), estimates put the disparities as wide as 4 years of schooling.  

 This variation is evident across sub-populations. Proportionately more girls than boys do well in 
aspects of literacy – that is, they perform at or above expectations for their year level. More 
learners from economically advantaged backgrounds, and more learners attending schools 
with higher concentrations of those economically advantaged learners do well in aspects of 
literacy. Proportionately more Asian and Pākehā European learners (proportionately more of 
whom attend higher socio-economic schools) do well in aspects of literacy.  

 Rates of progress appear similar across all subpopulations on average and differences in 
achievement appear to be due to different starting points. At a system-level therefore, those 
who start behind for literacy learning, or who fall behind early, often do not catch up. 

 The opportunities to learn vary for different learners and research shows that many Māori and 
Pacific learners experience lower expectations for outcomes than other learners, and therefore 
their opportunities to learn are often less.  

 In recent years we have seen declines in average reading literacy achievement in international 
studies at both the primary and secondary level. At the same time, we have seen increases in 
the proportions of learners achieving NCEA qualifications. However, despite the increase in 
NCEA attainment, many learners still lack the opportunity to learn and this is cause for 
concern.  Proa
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 We don’t have much data about learners with learning support needs. We could infer from the 
international studies that there is still unmet need that needs addressing. 

Student confidence and interest 

 Many children in New Zealand enjoy reading, but they were much less confident about 
themselves as readers compared with their international counterparts. As they grow older, they 
become less positive and less confident about reading. Many felt more confident in some tasks 
than others. Since 2009, fewer 15-year-olds enjoy reading and a large proportion of them do 
not read for fun.   

 More girls felt positive and confident in their reading and writing abilities than boys, but there 
was no consistent pattern when confidence in and liking of reading were examined for each 
ethnic grouping. More students from higher social-economic backgrounds enjoyed reading than 
those from lower social-economic homes. Year 4 and Year 8 students with special education 
needs felt less confident in their writing abilities, than those with no special education needs 

 Those who were less positive and less confident also had lower achievement. But achievement 
appears to be more closely linked to students’ confidence than their attitudes.   

 Students’ confidence in reading increased significantly as the frequency with which they read 
for fun increased and when they had access to more books at home. 

Teaching Practices 

The early years  

 Home environment plays an important role in a child’s literacy development. While PIRLS 
found that most parents in New Zealand frequently engaged in practices that promote 
children’s literacy development at home, the kinds of activities and frequency of those practices 
differed by the child’s ethnicity and level of socioeconomic deprivation.  

 Variation was found in the level of understanding regarding early literacy practice across the 
early childhood sector. ERO found that most early learning centres have at least some focus 
on supporting the development of oral language. However, there is room for improvement 
including review of internal practice and assessment for learning.  

 Many services did not cater for the diversity of learners in their literacy programmes in any way 
and where they did, it was mostly by age and ability rather than gender or ethnicity. Many were 
not capitalising on the home languages of learners, building strong relationships with parents 
and whānau or taking deliberate actions to help maintain home languages. 

Primary school – Years 1 to 3 

 Many schools used inexperienced teachers to teach in junior classrooms. ERO reported that 
just over two-thirds of schools had good or high-quality reading instruction, while just under 
two-thirds of schools had good or high-quality writing instruction. Two-thirds of schools had at 
least some focus on supporting oral language development, but this tended to be stronger in 
Year 1 than in Years 2 and 3. 

 Effective instruction requires effective assessment. ERO found that nearly one third of schools 
were using reading assessments ineffectively or not at all and fewer schools were effectively 
using writing assessments to improve teaching and learning.  

 Providing books for children to read over summer holidays can reduce reading learning loss. Proa
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Primary School - Years 4 to 8 

 Many children were found to be lacking a literacy-rich environment at home and one in five 
Year 8 students say they spend very little time reading in their own time. This was particularly 
true for boys, ākonga Māori, and students with special education needs.  

 New Zealand teachers of Year 5 students were using similar practices teaching reading to 
teachers in other countries but there were some significant differences: 

o they were more likely to teach reading to children in same ability groups and less likely 
to use whole class teaching; 

o they were more likely to explicitly teach decoding strategies than they were to teach 
new vocabulary and those frequently learning decoding skills had lower achievement; 

o they were more likely to ask their students to read silently on their own and much less 
likely to ask their students to read aloud;  

o they were mostly using short stories and were less likely to use longer fiction books 
than other English-language countries;  

o they assessed less frequently but gave individualised feedback more frequently than 
other countries.  

 Teaching children to summarise main ideas and how to skim or scan were common activities in 
New Zealand and other English-speaking countries. Almost all students in English-language 
countries were asked to practice their text-based comprehension skills at least weekly. 

 Where teachers had a higher emphasis on academic success, students tended to do better at 
reading comprehension. However, spending more time in reading instruction didn’t necessarily 
equate to higher reading achievement. Students were given more reading activities than writing 
activities. Teachers also reported feeling more confident about teaching reading than writing or 
viewing.  

 Teachers were positive about using digital technologies and used them often. But digital 
technology was used a lot for searching for information and frequent use of digital devices did 
not equate to higher achievement. 

Secondary school, particularly Years 9 to 11 

 As children become young people, they report less engagement and are absent from school 
more. Fewer 15-year-olds enjoy reading or read for enjoyment than used to. Many were not 
aware of effective strategies for understanding, remembering and summarising texts 

 Most New Zealand 15-year-olds reported their English teacher was enthusiastic and supportive 
and these experiences were associated with higher reading achievement. However, students 
who were economically disadvantaged were less likely to experience their teachers as 
enthusiastic and supportive. Many 15-year-olds observed that their teachers regularly adapted 
lessons to meet the needs of learners, but fewer Māori or disadvantaged learners reported this. 
Just over half of 15-year-olds were assigned long texts to read and they tended to have higher 
reading performance than those assigned shorter texts.  

 Few schools were found to be highly effective in both gathering and using achievement 
information to promote success in literacy particularly at the transition into Year 9. While more 
than half of 15-year-olds reported receiving frequent feedback in their English classes, boys 
and Pacific students reported higher levels of feedback than girls and non-Pacific students. 
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Te Whariki and the New Zealand Curriculum 

Te Whariki is organised around the five strands of wellbeing, belonging, contribution, 
communication, and exploration. The relevant strand for early literacy skills is communication 
where they are expected to (among other things): 

 develop verbal communication skills, both understanding oral language and using it for a range 
of purposes; and  

 experience stories and symbols of their own and other cultures and thereby being able to 
recognise print symbols and concepts and use them with enjoyment, meaning, and purpose.  

The English learning area of the New Zealand Curriculum is structured around two interconnected 
strands, each encompassing the oral, written, and visual forms of the language. The strands 
differentiate between the modes in which students are primarily:  

 making meaning of ideas or information they receive (Listening, Reading, and Viewing); and  

 creating meaning for themselves or others (Speaking, Writing, and Presenting). 
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Progress and Achievement  

Early learning 

The 4.5-year-olds in GUiNZ study were, on average, making good progress in developing 
their early literacy skills 

The Growing Up in New Zealand (GUiNZ) assessed literacy skills of 4.5 year-olds using tools that 
measure letter naming speed and the ability to write their name in a recognisable way. 1 Letter 
knowledge and naming speed, are simple early predictors of progress in literacy over the first one 
to two years at school. The ability to write words is a more complex measure of early literacy. It 
also predicts progress in reading and writing after entry to school. Lower assessment scores 
provide tentative indications of possible difficulties, or of potentially lower than expected progress 
and achievement following the transition to school.  

When assessed for letter naming speed (how many randomly arranged capital and lower-case 
letters could be named in one minute), the large majority of children performed at a level indicating 
they were well on the way to being ready for school. Within this group of children that had 
developed literacy ready for school were both girls and boys, children from all ethnic groups and 
children from all levels of socio-economic deprivation. Children correctly named 8.4 letters on 
average but there was large variation with some children not being able to name any letters of the 
alphabet while others rapidly identified many letters. 

More than half of the children (57%) could write their name in a recognisable way. However, this 
means that nearly half of the children (43%) were not able to write their name, suggesting some 
may make slow progress in learning to write at school. Differences in levels on entry to school in 
more complex measures, such as writing, tend to remain.  

But there were differences across gender, ethnicity, and level of socio-economic 
deprivation2 

Thirty-one percent of children could name no letters, indicating possible later difficulty, and this was 
unevenly distributed. The authors of the letter naming speed test suggest that there is no particular 
expected benchmark for this test but students in the lowest 20 percent should be considered at risk 
for poor outcomes. Of those students in this risk group there were:  

 more boys (22%) than girls (16%);  

 more children who identified as Māori (33%) or Pacific Island (37%) than Pākehā European 
(14%) or Asian (10%) children; and  

 more children from homes with the high levels of deprivation (30%) than children from 
economically well-off homes (i.e. with the lowest level of socio-economic deprivation - 11%).3 

 

1 Note that GUiNZ as a study repeatedly visited the mothers since before the birth of their child. Although light touch, it is likely to make 
the mothers more alert to their child’s developmental needs (an intervention of sorts), so findings are likely to be slightly more positive 
than might be found in the population.  

2 Note that proportionately more Māori and Pacific learners in this study come from low socio-economic homes.  

3 Note that the original analysis quotes odds ratios. For the OR values refer to the original source: 
https://www.educationcounts.govt.nz/__data/assets/pdf_file/0011/195185/He-Whakaaro-What-developmental-resources-do-our-pre-
schoolers-have.pdf  
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And there were similar differences for writing ability. Of those who could clearly write their name, 
there were:  

 more girls (68%) than boys (41%);  

 more Asian children (68%) and Pākehā European children (63%) than Māori children (39%) or 
Pacific Island children (41%); and  

 more children from economically well-off homes (i.e. with the lowest level of socio-economic 
deprivation - 68%) than children from homes with the high levels of deprivation (41%).  

About two thirds of mothers in GUiNZ believed their children had the pre-reading and 
writing skills necessary to start school.  

The percentage of mothers who were worried (38%) that their children did not have the literacy 
skills necessary to start school is similar to the percentage of children judged as possibly still at 
early stages of literacy learning. Mothers of Māori and Pacific Islands children and mothers from 
homes with the high levels of deprivation, rated their children as less well prepared in literacy than 
other mothers rated their children. 

This finding is similar to that of the Progress in International Reading Literacy Study (PIRLS) where 
around one-third of parents (31%) said their child could only do some of the early literacy tasks 
when they began school.4   

  

 
4 This measure summarises parents responses to a question about how well their child could do a series of literacy activities when they 
began school: see http://timssandpirls.bc.edu/pirls2016/international-results/pirls/home-environment-support/could-do-literacy-tasks/ 
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Primary School 

Overall New Zealand learners in Year 5 generally perform around the middle in reading 
when compared to their peers in other countries 

In the 2016 edition of the IEA’s Progress in International Reading Literacy Study (PIRLS), on 
average, New Zealand learners performed around the middle when compared to the 49 other 
countries and 11 jurisdictions that participated. The mean reading score for New Zealand was 523, 
which is significantly5 higher than the PIRLS scale centre point of 500, but significantly lower than 
29 other countries.   

A reasonable percentage of New Zealand children (41%) also reached the High Benchmark in 
PIRLS, meaning they demonstrated an ability to engage with increasingly complex texts and 
questions. However, this proportion was lower than the international median and most English-
speaking countries.  

New Zealand has a wider variation in achievement than many other comparable countries  

Compared to most other English-language countries,6 New Zealand had a very wide distribution of 
scores in PIRLS (over 300 points) which reflects the large range of abilities demonstrated by the 
children who participated. While one in ten New Zealand children (11%) demonstrated very strong 
reading comprehension skills, achieving at or above the Advanced International Benchmark, one in 
ten children did not reach the low benchmark (10%) which means they generally had difficulty with 
locating and reproducing explicitly-stated information and making straightforward inferences even 
when reading the simpler reading passages. 

And New Zealand’s overall reading performance for Year 5 dipped in 2015  

New Zealand’s mean reading score in PIRLS was stable from 2001 to 2010 but dropped a 
significant 8 points (from 531 to 523) from 2010 to 2015. New Zealand’s relative ranking among 
countries has also dropped since 2001.7  

The reduction in the average reading score for New Zealand was due to a decrease in 
performance across the board, with the whole distribution shifting. That is, on average, both the 
bottom 25 percent of students scored lower than previously and the 25 percent of highest 
performing students also scored lower, along with a downward shift in the centre of the distribution. 

The proportion of learners meeting curriculum expectations for literacy declines as they 
move through year levels in primary school in New Zealand 

In the second cycle of the National Monitoring Study of Student Achievement (NMSSA) most Year 
4 students (76% and 78% respectively) are meeting curriculum expectations for listening and 
viewing. By year 8, the proportion of learners meeting curriculum expectations for listening and 
viewing was smaller (see Table 1 below). Compared with listening and viewing, the findings for 
reading, speaking and writing were not as positive at the Year 4 level. While the decrease for 

 
5 Whenever we say ‘significant’ this refers to statistical significance. 

6 The countries where either all or the majority of students assessed in PIRLS are taught entirely or mostly in the medium of English, or 
receive most of their instruction in English. Some children in the 10 countries learn in another language. There were also Arabic-
speaking countries that assess in English but they weren’t included in this particular analysis.  

7 When compared with the other 18 countries who have participated in every cycle of PIRLS, from being around the middle in 2001 
(below 10 and above 8) it has dropped to being significantly below 15 countries. This puts it in the group of 4 countries performing 
significantly below the average for these 18 countries. Much of the change in ranking in early years was other countries improving while 
New Zealand remained stable. 
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reading was not as large as for speaking and writing, by Year 8, the majority of learners were not 
meeting expectations for speaking or writing. 

A large proportion of learners (approximately 40%) failed to meet curriculum expectations for 
reading at both Year 4 and Year 8 and nearly two-thirds did not meet expectations in writing at 
Year 8.  

Table 1: Percentage of students meeting curriculum expectations for aspects of English assessed 
by NMSSA, by year level 

NMSSA 
English 
learning area 

Year 4 (% of 
students meeting 
curriculum Level 2) 

Year 8 (% of 
students meeting 
curriculum Level 4) 

Percentage 
change 

Writing 63 35 -28 

Speaking 56 40 -16 

Reading 63 56 -7 

Listening 76 65 -11 

Viewing 78 65 -13 

 

An analysis of e-asTTle data from 2011 to 2016 (covering learners from Year 4 to Year 10) found a 
similar pattern of decline in proportions meeting curriculum expectation to that found in NMSSA for 
both reading and writing.8 The median reading achievement for students in Year 4 to Year 7 met 
curriculum expectations but declined below curriculum expectations for Year 8 to Year 10. Median 
achievement in writing was below curriculum expectations for students for all the years from Year 4 
to Year 10. 

These trends suggest that not enough progress is made between Year 4 and Year 8 to meet the 
demands of the curriculum by the end of Year 8. Analysis also indicates that even when some 
learners make the expected level of progress against the curriculum, they still fail to meet 
curriculum expectations for their year level, due to having started already behind. These students 
would need to progress faster than the pace of the curriculum to catch up.  

And there are wide variations of achievement against the curriculum within year levels  

Data from e-asTTle across school to Year 10 indicates that the overall achievement scores in 
reading and writing differ widely for students at the same year level and this starts right at Year 1.9 
This variation could be as much as two curriculum levels for reading, or four years of learning, 
between children at the same year level. The spread of achievement is wider for writing than for 
reading, with some learners in Year 8 still at curriculum level 2 and others achieving at curriculum 
level 5.  

 

8 Note that the main purpose of the tool is to support teachers in their teaching. It is not used evenly across different types of schools 
and it is used for different purposes throughout the year. The analysis only used subsets of the full data to ensure that it reflected 
achievement across the year. In addition, adjustments for bias in the data were made when computing national estimates of 
achievement or progress, particularly for Years 9 and 10 students.  

9 Some e-asTTle assessments only start at Year 4 but there is some data available from Year 1. 
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Average levels of achievement for reading and writing vary across sub-populations of 
learners  

Socio-economic factors and gender are strongly associated with achievement in literacy. While a 
student’s socio-economic status does not predetermine their performance in literacy, evidence has 
shown a clear positive relationship between average achievement at primary school and socio-
economic status, either of the learner or their school (for example analyses based on school 
decile).  

On average, learners from higher socio-economic backgrounds perform better than those 
from lower socio-economic backgrounds  

An analysis by socio-economic levels of the students in PIRLS, (using home resources as a proxy), 
showed a large difference in reading achievement between those from higher socio-economic 
backgrounds and those from lower socio-economic backgrounds (78 points between the top 25% 
and the bottom 25%). 

On average, learners who attend higher socio-economic schools perform better than those 
who attend lower socio-economic schools 

The difference in average NMSSA scores between students attending decile 1, 2 or 3 schools and 
those attending decile 8, 9 or 10 schools is equivalent to the average amount of progress 
measured over about two years of schooling. The differences are bigger for listening (four years 
difference at Year 8) than viewing, reading, or writing, with writing having the smallest differences 
(roughly equivalent to one and one-and-a-half years of progress at Years 4 and 8 respectively). 

The e-asTTle data shows a similar pattern, with the difference in average achievement between 
students in the low decile group and those in the high decile group being on average half a 
curriculum level, or 1 year of schooling in reading and writing. 

Other countries use different measures for socio-economic status of schools than New Zealand. 
So, to be comparable, the IEA created a measure based on questions to principals. PIRLS showed 
large differences in literacy achievement by the socio-economic level of the school that learners 
attended (67 points – 3 times the difference between boys and girls; see below). This gap was 
larger in New Zealand than for most other countries in PIRLS (the international average difference 
was 43 points).  

Socio-economic disadvantages impact more Māori and Pacific learners 

The differences between broad ethnic groupings have been demonstrated to be highly related to 
socio-economic circumstances, but do not explain all the differences. That is when comparing for 
example, Māori learners with non-Māori learners, some of the difference can be attributed to socio-
economic status. For example, the NMSSA, PIRLS, and PAT data show that average achievement 
in reading and writing is higher for Pākehā European and Asian students than for Māori or Pacific 
students. However, Māori and Pacific students, as a group, are more likely than other students to 
attend mid and lower-decile schools. In 2019 73 percent of students in deciles 1, 2 or 3 primary 
schools were Māori or Pacific while only 15 percent of students in decile 8, 9 and 10 primary 
schools where Māori or Pacific. We also know that some Māori and Pacific learners experience 
bias and discrimination that impact their opportunity to learn. Therefore, when reading any 
differences on the basis of just ethnicity, the reader should remember that some of that is the effect 
of socio-economic circumstances of the family and the school as well as the effect of differential 
opportunities to learn.  Proa
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Which is important because Māori and Pacific learners are an increasing part of the 
population 

The last few waves of census data show Māori and Pacific peoples are becoming a greater 
proportion of the population as are Asian peoples.  

Learning in a second language can help but only under certain circumstances 

Studies of literacy development in bilingualism have shown that language and reading 
comprehension can be enhanced by biliteracy. However, these positive outcomes are generally 
found when the learner has a good quality bilingual education, developing appropriately good 
competence in both languages. Where bilingual children are predominantly educated in their 
second language (in our case English), and where the first language skills aren’t maintained and 
improved, this can in turn negatively impact the acquisition of skills in the second language.  

Findings from PIRLS 2016 showed that for New Zealand Year 5 learners, those who predominantly 
spoke the test language at home had significantly higher achievement than those who sometimes 
or never did (533 and 505 respectively – a difference of 28 score points). About a quarter of 
learners sometimes or never spoke the language of the test at home. This differential in average 
achievement demonstrates that the New Zealand system may not be taking advantage of all the 
skills learners bring to the classroom.  

On average, girls do better than boys in literacy 

Boys’ and girls’ achievement is similar for most learning areas, however gender differences in 
literacy are common across jurisdictions, including New Zealand. Evidence from PIRLS shows that 
average reading comprehension achievement at Year 5 in New Zealand is higher for girls (533) 
than boys (512), and this difference is larger in New Zealand than many other countries (12th 
highest across the 49 countries).  

The difference in achievement in writing and reading between girls and boys is maintained over the 
years of primary schooling. NMSSA shows that the difference in average achievement between 
boys and girls in reading at both Year 4 and Year 8 is equivalent to about one year of schooling, 
while in writing it is about one and a half years.  

The variation in achievement observed in the e-asTTle data is broadly consistent with NMSSA 
results. For both reading and writing, the average achievement for girls is higher than for boys. At 
the end of Year 8 the average achievement score for girls in writing is within curriculum level 4, 
while almost half the boys are achieving below level 4. 

Some commentators suggest this finding may be indicative of gendered expectations of boys to be 
more active learners and girls to be more passive learners. Others argue that texts and tasks at an 
early age favour the interests of girls over that of boys. Whatever the reason, the outcome is that 
more boys than girls are labelled as poor readers and writers and have trouble using these skills to 
access other parts of the curriculum. 

Rates of progress appear similar across all subpopulations and differences in achievement 
are likely due to different starting points 

Both e-asTTle and NMSSA can tell us about rates of progress across primary schooling. While e-
asTTle shows us there is wide variation in the yearly progress made by students in the same year 
level, both e-asTTle and NMSSA data suggest that on average all student subgroups are 
progressing at similar rates. That is, regardless of grouping, New Zealand students are progressing 
more slowly against the curriculum in the upper years of primary school on average.  

The differences in achievement across subpopulations largely reflect different starting points when 
entering the school system and a systematic failure to accelerate progress for those who have 
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started behind. In these circumstances, even when a learner’s rate of progress meets curriculum 
expectations, their level of achievement may fall short of expectations.  

Secondary schooling – Years 9 to 13  

On average, New Zealand 15-year-old learners perform well in reading literacy 
internationally  

The Programme for International Student Assessment (PISA) is a survey that measures the 
reading literacy, scientific literacy, and mathematical literacy of 15-year-olds across multiple 
countries. In 2018, New Zealand learners scored an average of 506 points for reading in PISA, 
significantly above the OECD average of 487 points.  

The great majority of New Zealand learners (81%) attained at least Level 2 proficiency in reading, 
compared to an OECD average (77%). Level 2 is considered the minimum baseline at which 
students demonstrate the skills and competencies needed later in life. Thirteen percent of students 
in New Zealand were top performers in reading, compared to an OECD average of 9 percent.  

Nationally many students leave school with a qualification indicating a functional level of 
literacy 

NCEA Level 2 is considered an ‘upper-secondary’ qualification internationally and represents a 
basic minimum benchmark for literacy and numeracy needed to function in society. In 2019, 88 
percent of school leavers left with an NCEA qualification of at least Level 1, 79 percent had 
achieved Level 2 or above and 54 percent left with NCEA Level 3. Thirty-nine percent of school 
leavers achieved a University Entrance award. 10. 

Although New Zealand learners continue to have a large level of variation in achievement 
compared with other countries 

Data from PISA shows that, as for primary learners, secondary achievement in New Zealand has a 
larger variation when compared internationally, with high levels of both top performers and very low 
performers. The difference between high and low performers was large (278 points between top 
10% and bottom 10% of learners) compared to the OECD average (259). 

The strong association between socio-economic factors and achievement observed at 
primary level is still visible at secondary and is large when compared internationally 

PISA 2018 data showed a large, difference (96 points) in reading performance between New 
Zealand’s advantaged students (558) and disadvantaged students (462 points).11 The difference 
between these groups in New Zealand was larger than on average across OECD countries (88 
points).   

 
10 Questions have been raised about the reliability of achievement standards attainment as an indicator that required literacy levels 
have been reached and there are plans to increase the robustness of literacy assessment in NCEA. Therefore, attainment of NCEA 
Level 2 may also have limited reliability in indicating the baseline levels of literacy have been achieved. NCEA data sheets can be found 
at educationcounts.govt.nz/statistics/school-leavers. 

11 PISA’s measure of a student’s socio-economic status is the index of Economic, Social and Cultural Status. This index is created 
using information about the level of parent’s education and occupation, the number of home possessions that can be considered 
material wealth, and the educational resources available at home. Students are classified as socio-economically advantaged if their 
values on the ESCS index were among the top quarter in New Zealand, and socio-economically disadvantaged if their ESCS index 
were among the bottom quarter.  
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And this association can be seen nationally in overall NCEA data 

While we don’t have the evidence to demonstrate a direct causal link between lack of literacy and 
lack of qualification, many routes for obtaining a qualification require learners to be able to read 
and write to a sufficient standard. In 2019, 91 percent of students from schools in deciles 9 and 10 
left school with at least an NCEA Level 2 qualification compared to 65 percent for school leavers in 
deciles 1 and 2. This was a stark difference of 26 percentage points. While only one in every ten 
students in high socio-economic schools left school with less than the minimum desirable 
qualification, one in every 3 students in the low socio-economic schools left without this 
qualification. This lack of qualification would in turn affect their chances for both well-paid 
employment and continuing education.  

As at the primary level, we can see from the overall NCEA data that socio-economic 
differences impact more Māori and Pacific learners  

As mentioned in the primary section, socio-economic status partially explains ethnic differences. 
Although not literacy-specific, when looking at NCEA Level 2 attainment by ethnicity groups, we 
see a similar pattern to that observed for literacy at primary school. In 2019, Asian students had 
the highest percentage of school leavers attaining at least NCEA Level 2 or equivalent (90%), 
followed by Pākehā European (82%), Pacific students, (74%) and Māori (65%).  

Since 2009, there has been an 11 percentage point increase in those who attain at least NCEA 
Level 2 or equivalent, with 79 percent in 2019 compared to 68 percent in 2009. The largest 
percentage point increase in those attaining at least NCEA Level 2 or equivalent has been in Māori 
and Pacific school leavers, with an increase of 19 and 17 percentage points respectively between 
2009 and 2019. 12   

These changes indicate that the disparities between most ethnic groups have reduced over time 
but an achievement gap remains for Māori and Pacific students. The gap in NCEA Level 2 
attainment between lower and higher decile schools has also reduced (from 36 percentage points 
to 26). 

On average girls in secondary school outperform boys for reading 

In 2018, 15-year-old girls continued the trend observed in all cycles of PISA of achieving at a 
significantly higher level, on average, than boys (520 points compared with 491 points 
respectively).  

For female school leavers in 2019, NCEA Level 2 attainment (81%) was higher than for their male 
counterparts (76%). This may indicate the importance of literacy for overall performance in NCEA. 

But since 2000, New Zealand’s average reading performance internationally has declined 
significantly  

According to PISA, the average performance of New Zealand 15-year-olds for reading significantly 
declined between 2000 and 2018 (from 529 to 506 points). Most of the decline occurred between 
the 2009 and 2012 cycles (from 521 to 512 points). This decline was also observed in some other 
jurisdictions.13  

As was seen with the primary school cohorts, the proportion of advanced readers has declined 
(from 19% in 2000 to 13% in 2018). Meanwhile, the proportion of low-achieving students has 

 
12 There has also been a change in proportions attaining UE during this period, but the requirements for obtaining UE also changed 
during this time, so the proportions are not reported here. 

13 New Zealand is not the only country to see such a decline; Australia and Finland also had a large decline between 2000 and 2018 
(26 score points). However other countries improved during that same period. 
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increased (from 14% in 2000 to 19% in 2018). The decline occurred for both socio-economically 
advantaged and disadvantaged learners as well as for girls and boys.   

The average score for both advantaged and disadvantaged students has declined since 2009, with 
advantaged students declining slightly more (21 points), compared to the disadvantaged students 
(13 points). Similarly, girls have declined more (24 points) since 2009 than boys (8 points) thus 
closing the gap (from 45 points in 2009 to only 29 points in 2018).  

Disparities in access to literacy learning may persist in secondary schooling 

The Starpath project found unequal access to relevant NCEA subjects for Māori and Pacific 
learners and poor understanding of NCEA by them and their whānau. They found some teachers 
had lower expectations of Māori and Pacific learners, and even when there was a school-wide 
focus on high expectations, this didn’t necessarily translate into appropriate actions in the 
classrooms.  

In Phase 2 of the study, they attempted to increase the focus on subject-specific literacies. While 
they found an improvement in practice, they also found little evidence of a shift in the amount of 
‘critical’ literacy discussion or instruction, theorised to be important for attainment of UE and 
success in degree-level study. This may be one reason why there was not a systematic upward 
shift in the pass rates of ‘literacy rich’ NCEA Level 2 achievement standards across the time period 
where increased NCEA attainment has been observed.   

Learners with learning support needs 

We don’t have much data about learners with learning support needs 

We know that some children have more difficulties learning to read than others. Sometimes this is 
due to unidentified (and identified) conditions such as dyslexia; sometimes interventions such as 
reading recovery help the child improve to the stage where they no longer need additional help. 
However, we don’t have anything much in the way of system-wide data which would allow us to 
know what is working, for whom, under which circumstances. In particular, it has been identified 
that where there is data about learners with learning support needs, it is not as comprehensive as 
it could be. For example, we can find out about the number of learners receiving reading 
recovery14, but what this data can’t tell us is the level of unmet need. We could, however, infer from 
the PISA data that those nearly 20 percent of learners who aren’t achieving at or above level 2 
proficiency (the minimum benchmark considered necessary to function in society) have unmet 
need.  

NMSSA explicitly included some learners with high and moderate education needs in the 
assessments for reading, writing, listening and viewing and included their need assessment in the 
data. This enabled some analyses to be undertaken but the numbers of students were relatively 
small and the findings should therefore be interpreted with caution. This is particularly true with 
regard to the high special education needs group from which many of the special education needs 
student withdrawals are likely to have come. As such, this group cannot be considered a 
statistically representative sample. 

Some students identified as having special education needs met curriculum expectations. As could 
be seen with the population as a whole, more learners met curriculum expectations at Year 4 than 
Year 8 and more were achieving in listening and viewing than in reading and writing. Of these four 
aspects of literacy, writing for Year 8 students was the worst, with fewest students successfully 
performing at or above curriculum expectations.  

 
14 See https://www.educationcounts.govt.nz/statistics/schooling/reading-recovery. This data for 2017 suggests reading recovery was 
successful for about three-quarters of learners.  
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As shown in Table 2, a relatively large proportion of Year 4 learners with special education needs 
achieved at or above curriculum expectations in listening and viewing, but the proportion had 
decreased quite substantially by Year 8.  

Table 2: Percentage of students with special education needs meeting curriculum expectations for 
aspects of English assessed by NMSSA, by year level15 

NMSSA 
English 
learning area 

Year 4  
(% of students meeting 

curriculum Level 2) 

Year 8  
(% of students meeting 

curriculum Level 4) 

Listening 56 35 

Viewing 51 28 

Writing 26 7 

Reading 26 18 

Speaking 32 23 

 

Key takeaways about achievement and progress  

» Overall, many of our learners are performing well in literacy achievement and progress, in both 
national and international contexts. However, there are wide variations throughout all year levels 
and across gender, ethnicity and socio-economic status groupings. Our current system for 
literacy learning is clearly not working for a reasonably large group of students.  
 

» While data indicates that all student subgroups are progressing at similar rates, on average,  
those who start behind for literacy learning, or who fall behind early, do not always catch up. 
These findings indicate a need for additional and systematic support in order to accelerate 
progress.    

 
15 Note that as mentioned earlier, this table should only be read as indicative as the group is small and cannot be 
considered representative 
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Student confidence and interest 

Many children in New Zealand enjoy reading  

New Zealand children’s views about reading were ‘typical’ of children from other countries in 
PIRLS, with 44 percent reporting they very much like reading (43% on average internationally). Not 
all children were positive: 42 percent “somewhat liked reading”, but some did not like it (14%).  

The difference between the mean achievement scores for New Zealand children who said they like 
reading and those who do not was reasonably large; about 27 scale score points, which was 
statistically significant.  

But they were much less confident about themselves as readers compared with their 
international counterparts 

Compared with their international counterparts, New Zealand Year 5 students tended to have 
relatively low reading confidence. PIRLS found that New Zealand children generally did not view 
themselves as being good at reading. Only 35 percent of New Zealand children were found to be 
very confident compared with 45 percent on average internationally.   

PISA found that New Zealand 15-year-olds generally find reading more difficult than students in the 
OECD on average. In particular, compared to the OECD average proportions, slightly more New 
Zealand students find it difficult to answer a question about a text (33% in NZ c.f. OECD average of 
26%) and agreed they always had difficulty with reading (23% in NZ c.f. OECD average of 19%). 

As they grow older, they become less positive and less confident about reading  

NMSSA findings show that both Year 4 and Year 8 students had positive attitudes towards reading 
at school. The majority of students indicated that they enjoy reading. However, more Year 4 
students generally had positive attitudes to reading at school than Year 8 students, with 76 percent 
of Year 4 and 59 percent of Year 8 saying they enjoy reading.  

Generally, older children and young people were also less confident about reading than younger 
children. Year 4 students also scored higher, on average, on the Confidence in English Reading 
scale than Year 8 students by 6 scale score units.  

Many felt more confident in some tasks than others 

A large proportion of students at both levels also reported that they were good at ‘understanding 
the ideas and characters in stories’, but overall they were less confident about their ability to ‘make 
links between what they read and what happens in their lives’.  

Since 2009, fewer 15-year-olds enjoy reading and a large proportion of them do not read for 
fun   

In 2018, just over half of 15-year-olds who participated in the PISA test indicated that they do not 
read for pleasure by agreeing that they ‘read only if they have to’ or ‘only to get information they 
need’ (52% agree or strongly agree for each statement). Students’ enjoyment of reading has 
declined since 2009, when the proportions agreeing with these two negative statements was lower 
(38% and 40% respectively). Over the same period, the proportion of students agreeing that 
‘reading is one of my favourite hobbies’ decreased (from 38% in 2009 to 34% in 2018).  Proa
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More girls felt positive and confident in their reading and writing abilities than boys 

More girls than boys, at both the primary and secondary levels, were positive and confident in their 
reading and writing abilities. NMSSA found that more girls than boys were confident in their 
reading and writing abilities (differences of 2 to 4 scale score units on the respective scales at each 
Year level).   

PIRLS and PISA both found that more girls enjoyed reading than boys. Based on the data from 
PIRLS, there were more girls who very much like reading boys (50% of girls compared with 39% of 
boys), and more boys who do not like reading (9% of girls compared with 18% of boys). In PISA 
girls were more likely to say that they enjoy talking to others about books and that reading is one of 
their favourite hobbies. 

There was no consistent pattern when confidence in and liking of reading were examined 
for each ethnic grouping 

In PIRLS, more Pākehā European students (42%) were very confident readers than Asian (35%), 
Māori (23%) and Pacific students (21%).  

However, more Pacific and Asian students were positive about reading than their Māori and 
Pākehā European peers. About half of both Pacific (52%) and Asian (50%) students very much like 
reading compared with about two in every five Māori (41%) and Pākehā/European (43%) students.  

The relationship between reading achievement and students’ attitudes towards reading, as 
measured by PIRLS, was relatively strong for Pākehā European students but weak for Pacific 
students. The small proportion of Pacific students (8%) who did not like reading scored an average 
of 12 score points higher than their counterparts who very much like reading (492 compared with 
480). 

Students from higher social-economic backgrounds enjoyed reading more than those from 
lower social-economic homes    

In PISA, compared to socio-economically disadvantaged students, advantaged students reported 
greater enthusiasm, academic support, and engaging and adaptive instruction from teachers. 
Disadvantaged students tended to enjoy reading less, be assigned shorter texts, used digital 
devices less for schoolwork and were also less aware of effective reading strategies. 

Year 4 and Year 8 students with special education needs felt less confident in their writing 
abilities, than those with no special education needs 

There was limited data on confidence and attitudes towards literacy for students with special 
education needs. However, NMSSA found that students with special education needs expressed 
lower levels of confidence, on average, in their reading and writing abilities than students with no 
special education needs.  

Those who were less positive and less confident also scored lower  

Generally, children who enjoy and value reading are likely to read more frequently and read a 
wider range of material than those who get little pleasure from reading. It was evident from across 
the studies that those who were more positive and more confident on average scored higher than 
those who were less positive and less confident.  

The data from PIRLS and NMSSA showed that reading achievement was strongly related to 
confidence. NMSSA also demonstrated that students who reported not feeling confident in reading 
or writing tended to perform below expected curriculum levels at both Year 4 and Year 8 in those 
areas of literacy. However, there were also some students who were very confident who also 
performed below curriculum expectations.  
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In PISA, students who enjoyed reading had significantly higher reading scores. For every unit 
increase on the enjoyment of reading index, there was an average increase of 29 points in reading 
performance, after accounting for students’ socio-economic level and gender. Those who agreed 
or strongly agreed that they ‘read only to get the information that they need’ or they ‘read only if 
they have to’ scored about 60 points lower than students who disagreed or strongly disagreed with 
that statement. Students who agreed with the statement ‘reading is one of my favourite hobbies’ 
scored 45 points higher. 

But achievement appears to be more closely linked to students’ confidence than their 
attitudes   

Liking reading and writing, being confident in reading, writing and viewing were all associated with 
higher achievement in literacy. However, in PIRLS, the relationship between students’ reading 
confidence and their achievement after taking into account their sex, ethnic identity, language 
spoken in the home, the test language of the assessment, and socio-economic status appeared to 
be stronger than the students’ liking of reading. A one point increase on the liking reading scale 
corresponded to a two score point increase in reading achievement, whereas a one point increase 
on the confidence in reading scale corresponded to a 20 score point increase in reading 
achievement. 

Students’ confidence in reading increased significantly as the frequency with which they 
read for fun increased and when they had access to more books at home 

Both having access to books in the home, and regularity of reading for fun were related to student 
confidence. Greater access to books and greater frequency of reading for fun were both 
associated with higher student confidence. However, there was a much stronger relationship 
between students’ confidence in reading and reading for fun, even after taking into account an 
estimate of students’ reading ability, their sex, ethnic identity and the language in which they 
completed the PIRLS assessment. Additionally, having access to at least a reasonable size book 
collection at home meant children were more likely to read for fun than children with few books. 
The children surveyed in 2015 reported spending less time reading for fun than their peers in 2010.  

NMSSA data shows that students in high decile schools were more likely to report reading for more 
than five hours per week outside of school than students in mid or low decile schools at Year 4 and 
Year 8.  

Key takeaways about student confidence and interest 

» Enjoyment of reading and confidence in reading and writing were both strongly related to student 
performance on those aspects of reading. These aspects are mutually reinforcing in that 
confidence will increase as positive experiences increase. Having the ability to read for fun and 
the confidence to do so is more likely to engender that activity.  
 

» Areas for concern identified in this section included that compared with their international 
counterparts, New Zealand children and young people were moderately positive about reading, 
but less confident. Fewer students were reading regularly for fun than in the past and some 
groupings of students were less positive about reading than others. 
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Teaching in the Early Years  

Early learning occurs in a variety of settings 

From birth through to beginning school, children develop emergent literacy through engagement in 
both incidental and deliberate actions that support that development. Opportunities for learning can 
occur, both informally and formally, at home, in early learning settings, through events at social and 
cultural institutions, and using both human and physical resources. To be able to fully capitalise on 
these opportunities, it is essential that social and emotional skills are also developing within and 
across these contexts.  

Most children spend at least some of their early learning years in an early childhood centre 

Nearly all children in New Zealand (97%) attend an early childhood centre (ECE) of some sort 
(figures for June 2020) in the year before they attend school. However, more Pākehā European 
(98%) and Asian (98%) children attend than Māori (95%) and Pacific (93%).16 For some learners, 
this attendance did not consist of many hours. Nearly three quarters of 4-year-olds (74%) and 84 
percent of 5-year-olds attended for at least 10 hours in the previous year. The percentages of 
children attending early childhood education for 10+ and 20+ hours a week are lower for Māori 
children, Pacific children, and children who are located in low socioeconomic areas (68%, 74% and 
74% respectively). As shown later in this report, large variations in the quality of early learning and 
responsiveness to identities, languages and cultures can also be found which might influence 
uptake of early learning opportunities for these groups of learners.  

The IEA’s Progress in International Reading Literacy Study (PIRLS) gathered broad information on 
the number of years children in the study had attended ECE. Although only about half of the 
parents returned the questionnaire in the most recent cycle in 2015, the study demonstrated that, 
in general, those who attended an early childhood service for more than 1 year had higher 
achievement than those who didn’t attend at all (3%) or those who attended for only a short time 
(6% for 1 year or less).   

Literacy learning at home 

While we know that attendance at an ECE is important for development, so is learning at home, 
particularly for those learners who have few or no opportunities to attend ECE.  

Most parents frequently engaged in practices that promote children’s literacy development 

As well as through educational settings, children’s development reflects their socialisation through 
practices and activities in family/whānau and community settings such as Pacific church groups. 
Some family practices are known to promote children’s learning and development related to 
progress and achievement at school, including singing songs, using rhymes, telling and retelling 
stories, reading books, observing and exploring, and playing together.  

The Growing Up in New Zealand (GUiNZ) longitudinal study found that, most mothers (85%) read 
books, sung songs or played music with their child (at 54 months old) several times a week or 
more. Fifty-eight percent of mothers also told stories to their children several times a week or more. 
About a third of mothers also encouraged their children to print letters, words or numbers (35%), or 
to read words (35%), once or several times a day. 

 
16 Retrieved from Prior participation in ECE statistics found at https://www.educationcounts.govt.nz/statistics/participation 
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The last cycle of PIRLS, conducted in New Zealand in 2015, found that more than half (57%) of 
New Zealand parents and caregivers had often engaged with their child in a variety of literacy-
related activities such as reading books, telling stories, singing songs, playing with alphabet or 
word games and reading labels and signs aloud prior to them entering primary school.17 The 
benefit of these early activities persisted: those children whose parents had engaged with them 
often in these activities had higher reading achievement in Year 5 than those who sometimes or 
never engaged with them in this way, even when their attendance at an early childhood education 
programme was taken into account.  

But the kinds and frequency of activities differed by the child’s ethnicity and level of 
socioeconomic deprivation 

There were minimal differences between boys and girls in the types of early literacy activities they 
did according to GUiNZ, though there were marked ethnicity and socio-economic differences on 
some activities; especially for reading books to children.  

 Mothers of Asian children were more likely to print letters, words or numbers (48%), read words 
with their child once or several times a day (44%) and to tell stories to their child once or 
several times a day (33%).  

 Mothers of Māori (57%) or Pacific children (53%) were more likely to sing songs or play music 
with their children once or several times a day.  

 Mothers of Pākehā European children (72%) were more likely to read books to their child once 
or several times a day than mothers of Asian, Māori or Pacific children.  

 Mothers whose children were in homes with the high levels of deprivation (38%) were less 
likely to read to their child once or several times a day, compared with mothers whose children 
were in economically well off homes (74%).  

Literacy learning in early learning services 

The majority of early learning centres have at least some focus on supporting the 
development of oral language but there is room for improvement 

In 2015 ERO assessed 167 early learning services for their focus on supporting oral language 
development. ERO found that early learning services (and schools) varied in their positioning of 
oral language as a formal and intentional part of their curriculum and teaching programmes. In 
some, it was a central thread and a priority for teaching and learning; about one in five centres 
were considered well-focussed (19%). In others, it was not given sufficient formal consideration. 
ERO considered that half had some focus on oral literacy and just under a third had limited or no 
focus (31%).  

Those centres considered well-focussed:  

 had shared expectations for oral language development and had oral language as a 
curriculum priority as part of a literacy focus; implemented a responsive curriculum with 
opportunities for small group and one to one experiences; sustained rich vocabulary 
experiences; planned strategies targeted to individuals and groups; 

 gathered and recorded information about children’s oral language learning and 
development;  

 had PLD on a variety of topics related to oral language. 

 
17 They had the options of Often, Sometimes, and Never or Almost never. 
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Areas for improvement included review of internal practice and assessment for learning 

ERO found that across all the early learning services:  

 internal evaluation, research and reflective practice related to oral language was not strong 

 few were building a picture of oral language progress over time in assessment information 

 PLD was variable and often coupled with a poor understanding of oral language 
development including a focus just on speech concerns.  

ERO concluded that in general early learning services need additional guidance to 
implement a curriculum with a strong oral language focus 

Improvements were needed in many early learning services to support oral language learning and 
development. These included: 

 leadership capability to support teachers to design and implement a curriculum that: 

o gives priority to oral language and recognises oral language as an integral part of early 
literacy learning  

o is based on a shared and explicit understanding of children’s oral language 
development 

o includes deliberate teaching strategies to support all learners, making children’s oral 
language learning and development visible in assessment information 

 evaluating the impact of practices and strategies on improving oral language outcomes  

 capitalising on ‘home languages’ as a foundation for other language learning 

 being prompt and proactive where concerns are identified about children’s oral language 
learning and development. 

The level of understanding regarding early literacy practice varied widely  

ERO’s earlier review of literacy teaching and learning in early childhood services in 2009 and 2010 
highlights the wide variety of understanding of early literacy and accompanying practice across the 
early childhood sector. In services where educators had strong and in-depth knowledge of how 
children’s literacy learning develops, high quality literacy practices were evident. However, in 
services where ERO observed few or poor quality literacy practices, children were not well 
engaged with literacy learning.  

In most services, literacy teaching and learning was child-initiated through play, with children using 
resources in meaningful ways. However, the literacy teaching and learning in some services was 
inappropriate and did not reflect the socio-cultural framework provided by Te Whāriki, or did not 
align with what is known about good teaching and learning in early childhood education. In 
particular, practices in formal transition-to-school groups were variable, with some activities so 
poor, uninteresting, and inappropriate that they had the potential to create negative attitudes to 
literacy learning. They also found that early childhood pedagogy is often based on common 
practice rather than a deeper understanding of children’s learning progressions in literacy.  

Many services did not cater for diversity of learners in their literacy programmes in any way 
and where they did, it was mostly by age and ability rather than gender or ethnicity  

Research shows a disparity in achievement later in life between girls and boys and between 
different ethnic groupings. Attempts to reduce these disparities need to begin early. However, 
many services indicated that they did not differentiate their programme in any way. While these 
services said they catered for children as individuals and provided equitable access for all, many 
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did not plan for specific needs, or recognise that some activities did not appeal to particular 
children or groups of children, or were not appropriate for them.  

Services were most likely to differentiate instruction or cater for differing needs on the basis of age 
and ability, and less likely to cater for gender and ethnicity needs. Most services promoted literacy 
appropriately and in different ways to different age groups such as infants, toddlers and young 
children. In some services, however, boys were not well catered for and were often bored with the 
literacy activities provided. Most services with some differentiation provided books and resources, 
or planned different activities and environments, so both boys and girls had access to literacy 
learning that would engage them. This is not meant to imply there should be gender-specific 
activities available, but that teachers need to ensure that boys are engaged by literacy activities.   

While most services promoted literacy for children from different ethnicities, the quality of this was 
variable. Some services had a high percentage of Māori children but did not reflect this in the 
programme.18 ERO has previously found that over half the services were not implementing 
practices that supported Māori children as learners. Many services incorporated basic greetings 
and instructions in te reo Māori into daily routines, but did not extend further. Services that sought 
to promote literacy for Māori in more meaningful contexts and based on children’s interests did so 
through a wide variety of activities and contexts including:  

 waiata, karakia, mihi/pēpeha, whakapapa, pōwhiri, haka, poi, rākau  

 designing pounamu, moko, kōwhaiwhai  

 making piupiu  

 celebrating Matariki  

 noho marae  

 learning about local history, legends and spiritual contexts. 

Good leadership was crucial to educators developing a shared understanding of early 
literacy, and to implementing best practice consistently across the service.  

ERO found that effective leaders had a professional approach to reflecting on and drawing on 
current research about curriculum and assessment as part of the service’s self-review and 
development. Shared understanding in the service was developed through PLD and resulted in an 
expectation of including literacy throughout the curriculum on a daily basis, and the encouragement 
of ongoing reflective practice.  

Just over a third of centres were intentionally capitalising on home languages 

The early learning and schooling population in New Zealand is rapidly becoming more diverse. 
This trend is evident through the diversity of learners’ ethnicity, language, heritage, and 
immigration status. In 2018, ERO investigated how a group of early learning services (74) and 
schools (38) in Auckland responded to increasing cultural and linguistic diversity in their learning 
community.  

There is an overall need for services and schools to improve their response to culturally and 
linguistically diverse (CLD) learners. Most of the services and schools knew who these learners 
were and had, to some extent, taken steps to respond to their language and culture. However, only 
37 percent of services were intentionally promoting learning by using a home language or cultural 
lens to support the learner’s acquisition of the English language, and to promote engagement with 
the learner, their parents, whānau and communities. 

 
18 On page 32 of Te Whariki, the early childhood curriculum, it states that “All children should be able to access te reo Māori in their 
ECE setting, as kaiako weave te reo Māori and tikanga Māori into the everyday curriculum.” 

Proa
cti

ve
ly 

Rele
as

ed



 

 24 

 

Last saved: 4/05/2021 9:11:00 AM 

Those centres that were not as responsive tended to try to make learners fit into the existing 
system rather than adapting to the needs of CLD learners. They lacked clear direction and 
deliberate planning to promote and celebrate learners’ culture and language as well as integrating 
English as a second or subsequent language in the curriculum. 

In centres deemed responsive to culturally and linguistically diverse (CLD) learners, 
teachers prioritised building strong relationships with parents and whānau, and took 
deliberate actions to maintain home languages  

ERO found that the most responsive services prioritise building strong relationships with parents 
and whānau. Parents were comfortable to share their aspirations for their children and participated 
in centre activities (along with adults from the learners’ community). Strategically appointed staff 
were bilingual and understood the challenges of learning English.  

Studies of literacy development in bilingualism have shown that language and reading 
comprehension can be enhanced by biliteracy. But this only helps when the first language is part of 
the second language instruction. ERO found that teachers in responsive early learning services 
believe strongly in the importance of maintaining learners’ home languages, as it nurtured each 
learner’s identity and helped them develop a sense of belonging. Cultural displays and resources 
in the learners’ home languages were evident. Teachers designed a curriculum that was 
connected to the learners’ interests and strengths, and supported the rich and sustained use of the 
learners’ home languages. 

Transition to primary school 
As children transition into school they are usually moving from more informal learning to more 
formal learning. The difference between the two settings will vary depending on experiences and 
differences in the beliefs, capabilities and learning programmes (including differences in 
curriculum). The stress this creates and the ease of transition will therefore vary. Preparedness for 
transition is also dependent on literacy skills and knowledge as well as social and emotional skills. 
These also have been shown to vary greatly among learners. Schools and early childhood centres 
need to think of this transition as a process rather than a point in time and take deliberate actions 
to facilitate the transition. 

ERO found that just over half of early learning centres had practices that supported 
transitions 

In 2013, the Education Review Office (ERO) evaluated how well early childhood services and 
schools supported children through the transition to school. Just over half of the services were 
implementing a curriculum that supported children to develop the dispositions and strong sense of 
identity and belonging needed to support a successful transition. They collected relevant 
assessment information about children’s learning and progress. These services also had 
collaborative relationships with parents and whānau, schools and external agencies that focused 
on helping children experience a successful transition.  

In the least supportive services, neither the curriculum, nor assessment of learning and progress 
supported children to develop the strong learning foundations crucial to successful transitions. It is 
of concern that services with high numbers of Māori and Pacific children were disproportionately 
over-represented in the least supported group.  

And more than two-thirds of schools were either very responsive or mostly responsive to 
needs at transition 

ERO found that 29 of the 100 schools reviewed were ‘very responsive’, and another 41 were 
‘mostly responsive’ to the needs of children starting school. Most of the 29 ‘very responsive’ 
schools arranged a variety of opportunities for the child, parents and whānau to visit the school and 
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become familiar with the surroundings, meet key people and share expectations and aspirations. 
Leaders and teachers typically had strong partnerships with parents and whānau and used their 
input to improve curriculum and processes for settling into school.  

Sharing information through good relationships was key 

When transition worked best for children, early childhood and school leaders and teachers 
developed good relationships with each other, with parents and whānau, and with the children. As 
a result, school teachers gained a picture of the child as a learner, their interests, strengths, prior 
knowledge and dispositions for learning. They used this information to bridge from familiar 
experiences to ones that extended their learning. Teachers monitored progress and provided 
support as required. Children settled quickly, were engaged and confident in their learning. 

In just under a third of the schools, the curriculum had little relationship to early childhood learning. 
In these schools, communication of information tended to be one way (from the school). School 
leaders did not invite parents and whānau to talk about their aspirations for their child or their 
child’s culture, strengths and interests. These leaders missed the opportunity to develop true 
partnerships in learning with parents and whānau and the children. An inflexible curriculum meant 
that the child had to fit the school. 
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Teaching in Primary and Secondary Schooling  

Primary School - Years 1 to 3 
The beginning school years are crucial in a child’s development of literacy skills, particularly for 
reading and writing, but also for verbal and non-verbal communication. Fundamental literacy skills 
can be grouped into two categories: constrained skills, which are readily teachable because they 
are finite (e.g. letters of the alphabet or phonemic awareness); and unconstrained skills which will 
continue to grow throughout life (e.g. vocabulary and background knowledge). Both of these types 
of literacy skills need to be developed in conjunction with each other and initially in familiar 
contexts.  

Just over two-thirds of schools had good or high-quality reading instruction 

There is not a lot of recent large-scale research that focuses explicitly on literacy teaching and 
learning in the early years. In 2009, ERO evaluated the effectiveness of reading and writing 
instruction in Years 1 and 2 in 212 schools. They found a wide range in the quality of reading 
teaching across and within some schools, with 26 percent categorised as high quality and a further 
43 percent as good. The remaining 31 percent were categorised as of adequate quality (21%) or 
limited quality (10%). They did not define these categories explicitly, but did elaborate on what 
effective reading instruction looked like.   

The best schools had strong literacy leadership and used a range of strategies to meet the needs 
of their diverse learners. Reading lessons were deliberately planned and learning goals were 
clearly communicated to learners. Instruction combined approaches including whole language, 
emphasising meaning and strategy instruction, and phonics-based methods of teaching. Oral 
language development was part of reading instruction, including the exploration of the meaning of 
new words. Teachers used a range of varied resources, including games and digital technology, to 
give a wide range of experiences and to keep learners engaged. Parent helpers and teacher aides 
were given focused training from the class teacher or literacy leaders and reading goals were 
regularly communicated and clearly understood. 

But many schools used inexperienced teachers to teach in junior classrooms 

ERO found that it was relatively common for beginning teachers or inexperienced literacy teachers 
new to the school to be given responsibility for teaching in the critical Years 1 and 2 class levels, or 
for leading junior children’s reading programmes. This sometimes happened even when other 
teachers in the school had recently completed extensive literacy PLD. These teachers often did not 
know how to teach reading effectively and generally did not have a wide range of strategies. It was 
also common that while working with one group on reading, the rest of the class were given busy 
work to do, rather than tasks which extended or consolidated teacher-led instruction on reading. 

Just under two-thirds of schools had good or high-quality writing instruction 

In the same review, ERO also found a wide range in the quality of writing programmes, with 25 
percent categorised as high quality and a further 39 percent as good. The remaining 35 percent 
were categorised as of adequate quality (22%) or limited quality (14%). They did not define these 
categories explicitly, but did elaborate on what effective writing programmes looked like.   

Effective writing programmes coupled writing with reading and oral language activities. Teachers 
linked writing activities to children’s ideas, interests, experiences, and to objects, artefacts, visual 
images, and books. They helped children extend their vocabulary and improve their writing. They 
explicitly planned lessons and taught explicit writing skills. They provided resources such as simple 
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word dictionaries and computers for word processing to develop independent writing. Children 
were taught how to critique their own and others writing, including that of their peers. They were 
given lots of opportunities to celebrate and affirm their writing activities.  

Ineffective writing programmes lacked direction, didn’t link to children’s interests, ideas or needs. 
There was no explicit skill development and little or no feedback on how to improve. There were 
few or no resources or instruction to help children write independently.  

Effective instruction requires effective assessment 

Effective assessment enables teachers to modify instruction to meet the diverse needs of learners. 
This is particularly important in light of the findings that learners begin school with widely different 
literacy knowledge, skills, and experiences. Teachers with rich information about children’s 
knowledge, skills, and experiences can actively involve them in their learning by helping them 
understand what they need to do next to progress. They can also collect or share assessment 
information with parents and whānau to help children’s literacy learning at home and to link 
learning at home with learning at school in meaningful ways. 

But nearly one third of schools were using reading assessments ineffectively or not at all 

ERO found that teachers in just over two-thirds of schools made good (35%) or very good (32%) 
use of their assessments to plan and evaluate the impact of reading programmes on individual 
learner outcomes, and share information with parents and children. Just over a quarter of schools 
made some use of assessments they collected (26%), while seven percent made little use of the 
reading data.  

And fewer schools were effectively using writing assessments to improve teaching and 
learning 

Fewer schools were making good or very good use of writing assessments compared to reading 
assessments. ERO found that teachers in 60 percent of schools made good (33%) or very good 
(27%) use of their assessments to plan and evaluate writing programmes, and to share information 
with parents and children. Just over one-fifth of schools made some use of assessments they 
collected (21%), while 19 percent made little use of the writing data. 

In effective schools, teachers discussed achievement data together and used it to reflect on how 
well children were progressing. They used data to help decide on teaching objectives and adapt 
their teaching to the needs of their learners. Lead teachers used data and conversations about it to 
help other teachers decide on or modify instructional practices. Professional development and the 
use of research about good practice informed their practice. Individual teachers used data to 
provide feedback directly to learners.  

ERO observed the poor use of assessments in both reading and writing in some schools, noting 
that they were not used for diagnostic purposes. A ‘one-size-fits-all’ model of teaching was often 
used, even after assessment data showed that the children had different strengths and needs.  

Materials used were not always culturally appropriate, nor were they appropriate to the abilities and 
interests of learners. This limited some student’s success and enjoyment with early reading and 
writing, with students disengaged and unchallenged. 

Two-thirds of schools had at least some focus on supporting oral language development 
but this tended to be stronger in Year 1 than in Years 2 and 3 

In 2015 ERO assessed 104 schools for their focus on supporting oral language learning 
development. ERO found that most schools focused on getting to know children’s oral language 
strengths and needs in their first year at school. Some schools continued to respond appropriately 
to the range of oral language learning needs across Years 2 and 3 by providing a suitably 
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resourced language/arts curriculum, implemented by capable staff and suitably monitored and 
evaluated. They considered over a third of schools well-focussed (35%) and a further just over a 
third had some focus (36%). Just under a third of schools had limited or no focus on oral literacy 
(29%). 

Those schools considered well focussed on oral language learning:  

 had effective transition to school programmes; 

 had clear school-wide progressions for oral language and teachers were expected to have an 
oral language component as part of the daily literacy programme; 

 had both formal assessment and informal monitoring of oral language in early months at school 
and progress was clearly communicated to learners and their whānau; 

 assessment and monitoring was used for planning and to identify needs requiring specialist 
help; 

 had PLD related to oral language.  

Well-focused schools embed speaking and listening activities into the curriculum through 
Years 1 to 3 

The ‘well-focused’ schools identified key needs and provided a variety of planned speaking and 
listening activities for students across Years 1, 2 and 3. Teachers in these schools linked early 
literacy developments (reading and writing) with a rich oral language programme and developed 
the language capability of staff and students. They applied this to learning and teaching across the 
curriculum.  

However, some schools focussed on reading and writing more than oral language in Years 
2 to 3 and some only considered oral language development at school entry 

Schools with ‘some focus’ tended to focus on oral language in Year 1, with more attention paid to 
reading and writing in Years 2 and 3 than to oral language. These schools also gave less attention 
to systematically building capability of staff and students than the well-focused schools. The 
schools rated as having ‘limited’ or ‘no focus’ paid little attention to oral language learning needs or 
developmental possibilities after school entry. 

ERO concluded that improvements were needed in many schools to support oral learning 
and development 

These included:  

 giving greater attention to the oral language learning of new entrants (within a rich curriculum) 
developing formal expectations for monitoring oral language progress or development across 
Years 1 to 3 and beyond, across all key learning areas; 

 taking a formalised approach to identifying students’ oral language strengths (including 
capabilities in languages other than English), needs and concerns, rather than relying on 
informal observation and ‘gut feeling’; 

 systematically planning for interventions, where particular concerns or needs for oral language 
learning and development are identified; 

 teachers building on the advantage linguistically-diverse learners bring to language learning; 

 building and strengthening teacher capability to support oral language teaching and learning. Proa
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They also recommended that the Ministry of Education develop a more coherent and systematic 
set of curriculum expectations, assessment tools and resources for oral language in the early years 
(0-8 years) to support children’s learning across the curriculum. 

Just over half of schools were intentionally capitalising on home languages 

As mentioned earlier, in 2018, ERO investigated how a group of early learning services (74) and 
schools (38) in Auckland responded to increasing cultural and linguistic diversity in their learning 
community. They found that there is an overall need for services and schools to improve their 
response to culturally and linguistically diverse (CLD) learners. Most of the services and schools 
knew who these learners were and had, to some extent, taken steps to respond to their language 
and culture. However, just over half (58%) of schools intentionally promoted learning by using a 
home language or cultural lens to support the learner’s acquisition of the English language, and to 
promote engagement with the learner, their parents, whānau and communities. 

Those schools that were not as responsive tended to try to make learners fit into the existing 
system or used regular withdrawal programmes rather than adapting to the needs of CLD learners. 
Most teachers were generally unaware of available ESOL resources and had no specific PLD for 
teaching culturally and linguistically diverse learners. Expectations for learner success were 
insufficiently planned or articulated. 

Teachers prioritised building strong relationships with parents and whānau in schools 
deemed responsive to culturally and linguistically diverse (CLD) learners 

ERO found that the most responsive services had good relationships with agencies and networks 
who could support CLD learners, their parents and whānau to settle into the community. These 
schools encouraged learners’ use of digital technology and apps like Google Translate to support 
them to learn English and communicate with their teachers, peers, and parents. Home-school 
partnerships were a priority and parent workshops such as Reading Together and parent fono/hui 
were regularly organised.  

And they create a learning environment which promotes positive interactions between CLD 
learners, their teachers and other learners 

ERO’s findings suggest that all students learning English need opportunities to extend their 
language learning and apply language skills already in their repertoire. Therefore, teachers should 
create opportunities for students to try, use, and manipulate language, symbols, and information to 
make sense and create meaning for themselves. Teachers’ use of particular strategies, and the 
reorganisation of lesson formats, standards for behaviour, curriculum materials, and assessment 
practices can make the learning environment more inclusive and responsive to these children. 

Teachers reflected regularly about their practice, and accessed relevant PLD and resources 
to support their teaching practice.  

To better serve an increasingly diverse population, leaders and teachers need to have general and 
specific sociocultural knowledge and social identity theory19, know about second-language 
acquisition, and the ways in which socioeconomic issues shape educational achievement, as well 
as specific knowledge about the languages, cultures, and circumstances of particular learners. 
ERO’s research found that leaders and teachers in responsive schools valued the TESSOL 
qualification as it helped them to implement teaching strategies that supported CLD learners. 

 
19 Social identity is a person’s sense of who they are based on their group membership(s). See 
https://www.simplypsychology.org/social-identity-theory.html for a fuller explanation. 
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Boards and leaders expected ESOL teachers to have, or supported them to attain, an appropriate 
qualification such as TESSOL; they also employed bilingual staff such as teacher aides.  

ERO also found that there was a growing recognition for teachers to provide more in-class support 
to these learners. Teachers in responsive services and schools used relevant tools and resources 
such as English Language Learning Progressions and other specific PLD to support their 
assessment of CLD learners. A few schools delayed their assessment of learning the English 
language to allow teachers to get to know the learners better and for the learners to settle and feel 
comfortable in school. These learners knew what they were working on and were confident to ask 
questions or seek clarification. 

Teachers had high expectations  

Other important practices include teachers’ collective understanding about expected outcomes for 
CLD learners, and shared information about individual learner’s progress with each other and 
parents. Effective leaders and teachers recognised that to maximise learning, they must get to 
know each learner. They also recognised that the emotional wellbeing of the learner and whānau 
was critical for any learning to occur. It is critical for teachers to believe that all CLD learners can 
succeed in learning English, and to communicate this to the learners in a range of ways. Equally 
important is the personal commitment by teachers to work towards success for all learners, 
including those who are struggling to succeed. Leaders of the responsive schools understood the 
changing demographics of their school community and reviewed the curriculum in response to 
learners’ strengths, interests, and learning priorities as well as their cultural backgrounds.  

Providing books for children to read over summer holidays can reduce reading learning 
loss 

Although there is not a huge body of research about this in New Zealand, there is a documented 
summer learning loss. This means that students scored higher for their skills and abilities, such as 
those associated with reading literacy, before they start their summer break when compared to 
after the break. Overseas studies have shown that this loss is often larger for those from 
disadvantaged backgrounds. Giving Year 2 and 3 learners books to read over the summer 
holidays can reduce learning loss, particularly for poor readers. Turner and Tse found that even 
students who were given maths books improved in reading. Their process included home-liaison 
visits and introducing strategies for parents and family members to assist their children. They found 
that improved results could be achieved by starting summer reading programmes at a younger age 
and extending them for several years. 

Primary School - Years 4 to 8 
Through the middle to upper primary school years, children are transitioning from learning to read 
and write to needing to use their skills and abilities in reading and writing, listening and speaking to 
learn across the whole curriculum. At this point they should be mostly growing their unconstrained 
literacy skills, although this will depend on need. Two types of reading and writing are necessary at 
this level: generic literacy skills and content (subject) specific literacy skills.  

 Generic skills include strategies for comprehending and understanding features of text 
structure (oral and written). Critical literacy and collaborative reasoning become important 
generic skills. 

 Critical and creative thinking skills and literacy skills differ across subject areas and need to be 
taught explicitly in those subjects. Each subject has its own vocabulary. Writing for subject 
specific purposes will often have its own specific / expected style. 

Differences between learners in literacy abilities observed at younger ages persist and gaps can 
be revealed by the need to use literacy skills in other subject areas. This will restrict the level of 
access to curriculum areas for children who are falling behind on their literacy. 
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Many children lack a literacy-rich environment at home 

PIRLS asked both parents and children about the reading environment at home. Only about half of 
the parents responded in 2015, so where possible, student responses are used.   

One in ten learners estimated that there were 10 or fewer books in their home, and a further 21 
percent thought there were between 11 and 25 books. This is fairly similar to what the parents who 
responded reported. The average number of books in the home has been dropping since the first 
international study asked this question in 2001, but children can now use digital devices for reading 
if they have them. Parents were also asked if there was a digital device that could be used for 
reading available for their child and just under two-thirds (64%) said there was. Those with more 
books in their home had higher achievement, on average, than those with fewer or none.  

Modelling positive behaviours is one way for parents to help their children develop those 
behaviours. However, one in 5 parents reported that they read for enjoyment at most twice a 
month (8% never read for enjoyment; 13% once or twice a month). Thirteen percent of parents 
were categorised as not liking reading. This follows the trend of parent’s enjoyment of reading 
reducing for most countries, including New Zealand.  

One in five Year 8 students say they spend very little time reading in their own time 

NMSSA asked students in Year 8 how much reading they did in their own time, when not at school. 
Forty percent of students said they spend more than 2 hours a week, and a further 22 percent 
estimated they spend one to two hours per week reading in their own time. Nineteen percent said 
they spend up to an hour a week reading in their own time and a further 19 percent said they 
spend very little or no time at all reading. Those who indicated that they read for more than 5 hours 
a week in their own time had an average score that was 20 units higher than students who 
reported that they did little or no reading in their own time. 

More boys, more ākonga Māori, and more students with special education needs report 
spending very little time reading in their own time 

Year 8 boys were more likely than girls to report no or very little reading in their own time (23% 
compared with 14%, respectively). Māori students were more likely than non-Māori students to 
report that they did no or very little reading (27% compared with 16%, respectively). Twenty-nine 
percent of students with special education needs indicated they did little or no reading in their own 
time, compared with 18 percent of students with no special education needs.  

New Zealand teachers of Year 5 students were using similar practices teaching reading to 
teachers in other countries but there were some significant differences 

Using data from PIRLS 2016, Chamberlain examined the similarities and differences in practices 
used by New Zealand teachers compared to teachers in other English-language countries and 
jurisdictions when teaching reading comprehension at the primary level. This attempted to 
understand both the relatively lower average achievement of New Zealand Year 5 students 
compared with other English-language countries, and the overall weakening in reading 
performance from 2010 to 201520.  

 
20 Some languages are more regular than English and are therefore easier to learn, so comparing instructional techniques across 
countries where English is the language of instruction gives us a better base for comparison.  
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New Zealand teachers were more likely to teach reading to children in same ability groups 
and less likely to use whole class teaching 

Same-ability grouping was the preferred approach used by New Zealand teachers with 43 percent 
of Year 5 students taught in classes where this approach was ‘always or almost always’ used; a 
similar percentage (39% of students) were ‘often’ taught reading this way. On average 
internationally, just 10 percent of students were ‘always or almost always’ taught in same-ability 
groups (with 29% ‘often’). Only Northern Ireland recorded a higher percentage than New Zealand 
(55% always/almost always and 37% often). 

At the point where children are extending their unconstrained skills, whole class teaching has the 
advantage of allowing all the children to have shared opportunity to have the same instruction and 
extend their vocabulary. In contrast with New Zealand, whole class teaching was the preferred 
approach in many of the English-language countries (i.e. they were more likely to use whole class 
teaching always or often than same ability grouping or mixed ability grouping). Further to this, 
teachers in New Zealand were least likely among the English-language countries to regularly use 
whole class teaching. Only 2 percent of New Zealand Year 5 children were taught in this way always 
or almost always, with a further 11 percent taught this way often. Northern Ireland (46% - 6% always 
or almost always; 40% often) and England (51% - 12% always or almost always; 39% often) had the 
next lowest use of whole class teaching. 

The relationship between organisational practices and achievement was complicated. Teaching 
reading often, by any grouping method, was associated with lower achievement than teaching it less 
often by that method. There are two possible conclusions to this finding: either a mix of whole class 
and grouping by same ability and mixed ability is the optimal condition for higher achievement, or 
explicit teaching of reading at this age is more often done when learners are struggling to learn to 
read.   

One of the arguments for using same ability grouping is to meet differentiated needs of students. 
Teachers in NMSSA were asked to show which listed approaches they used to meet differentiated 
needs of the students in their class in the areas of reading and writing. Teachers used a range of 
approaches for both reading and writing including both whole class and grouping, both of which 
were common activities in both Year 4 and Year 8. Providing remedial writing activities outside the 
classroom was relatively common in these year groups though more common at Year 4 (37%) than 
at Year 8 (29%). In contrast extension writing activities outside the classroom was reported more 
often by teachers at Year 8 (36%) than at Year 4 (28%). The use of specialist advice to adapt the 
curriculum for learners with special needs was reported more frequently by teachers at Year 4 
(27%) than at Year 8 (15%). 

Learners need lots of opportunities to learn 

To get better at literacy, students need to have time to engage with all the different aspects: this 
concept is termed ‘opportunity to learn’. As explained in the New Zealand Curriculum, “Students 
learn most effectively when they have time and opportunity to engage with, practise, and transfer 
new learning. This means that they need to encounter new learning a number of times and in a 
variety of different tasks or contexts.” (Pg 34 NZC). 

New Zealand teachers were more likely to explicitly teach decoding strategies than they 
were to teach new vocabulary 

In each of the other English-language countries, the proportion of students being taught new 
vocabulary (systematically) at least weekly was higher than the proportion of students being taught 
decoding strategies. In contrast, in New Zealand, a higher proportion of students were taught 
decoding strategies (84%) than new vocabulary (81%). Proa
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There was a slightly greater emphasis in New Zealand on teaching decoding strategies in 2015 
(84%) than nearly 15 years earlier in 2001 (80%). Similarly, there was a higher emphasis on new 
vocabulary in 2015 (81%) than in 2001 (71%).   

And those frequently learning decoding skills had lower achievement 

There was a relatively strong relationship between how often Year 5 students were taught 
decoding skills and their reading achievement, with those taught them more often having lower 
achievement than those taught less often. Students who were taught daily (34%) had significantly 
lower achievement, on average than those taught weekly (50%), which was in turn significantly 
lower than the small group (2%) who were never taught these skills. There are two possible 
interpretations of this relationship: students who had gaps in learning were more likely to be taught 
decoding, or time spent on decoding wasn’t allowing enough time for extending the comprehension 
skills (possibly some of these learners didn’t need any more teaching on decoding skills). 

There was no statistically significant difference in reading achievement between learners taught 
new vocabulary daily and those who were rarely taught it.  

Teaching children to summarise main ideas and how to skim or scan were common 
activities in New Zealand and other English-speaking countries. 

About 80 percent of New Zealand Year 5 students were taught to summarise the main ideas at 
least weekly. Fewer students, just over 60 percent were taught skimming and scanning strategies 
at least weekly. Students in all English-language countries were taught this strategy less frequently 
than summarising the main ideas in a text. 

New Zealand teachers were more likely to ask their students to read silently on their own 
and much less likely to ask their students to read aloud  

New Zealand had the highest percentage of Year 5 students who were asked to read silently on 
their own daily (88%) across all 49 PIRLS countries, though this was also a relatively common 
activity in many English-language countries. NMSSA similarly found high levels of silent reading 
(91% at Year 4 and 87% at Year 8). In contrast, New Zealand students were least likely to have to 
read aloud as part of their daily instructional programme (29%).  

It was also relatively common for New Zealand Year 5 teachers to read aloud to their students 
daily (71%) and this activity varied widely among English-speaking countries. The teacher reading 
aloud was a less common activity at Year 8 (66%) compared to Year 4 (95%). 

Almost all students in English-language countries were asked to practice their text-based 
comprehension skills at least weekly 

Similar proportions of New Zealand teachers asked learners to practice their text-based 
comprehension skills, compared with other English-language countries. About the same percentage 
of New Zealand students were exposed to the strategy of making connections between the text they 
are currently reading and their own experiences (87%) or other reading material (76%) compared 
with other countries (around 75% to 90%). At least 90 percent of students in eight of the English 
language countries including New Zealand were asked to practice predicting at least weekly. 
Similarly, at least 90 percent of students in five of the English language countries, including New 
Zealand, were asked to practice inferring from their reading materials (at least weekly). Fewer New 
Zealand students were asked to describe the style or structure of a text at least weekly (70% 
compared with England 83%) or identify an author’s intent (66% compared with 85% in the US) than 
some of their peers.  Proa
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New Zealand teachers were mostly using short stories and were less likely to use longer 
fiction books than other English-language countries  

In PIRLS New Zealand students tended to be stronger in their literary reading than informational 
reading. Interestingly, teachers reported using fictional reading in similar proportions to non-fiction 
texts.  

Among the fictional texts, New Zealand teachers were more likely to use short stories at least 
weekly (77%) than longer fiction books with chapters (62%), poetry (24%), or plays (16%). 
Compared with other English-language countries, New Zealand teachers were less likely to use 
longer fiction books and more likely to use plays. The proportion using short stories was similar; 
poetry was not asked about in an international context. 

For informational reading, 80 percent of New Zealand students were working with non-fiction 
subject area books at least once a week, with fewer using articles (65%), non-linear reading 
material on websites (65%), or longer non-fiction books with chapters (38%). More New Zealand 
students were working with non-fiction subject area books and articles than higher-achieving 
English-language countries such as England (67% and 51% respectively) and Singapore (59% and 
45% respectively). Students in all English language countries were less likely to use longer non-
fiction books with chapters.  

Where teachers had a higher emphasis on academic success, students tended to do better 
at reading comprehension 

A relatively high percentage of New Zealand Year 5 students were taught by teachers who 
reported a very high emphasis on academic success (13%), compared to their international peers 
(8%). Two-thirds of New Zealand Year 5 students (65%) attended schools with teachers who 
placed a high emphasis on academic success, higher than the international mean (55%). On 
average internationally, there was a positive relationship between reading achievement and 
teacher’s emphasis on academic achievement. In New Zealand, this relationship was a little 
stronger than observed internationally (a difference between the lowest and highest categories of 
the scale of 44 scale points in NZ compared with 25 points on average internationally). 

Opportunity to learn through reading activities was higher than through writing activities 

Explicit writing instruction was not a common activity with this happening fairly irregularly for both 
Year 4 and Year 8 students (only around 10% of teachers did this weekly). Explicit reading 
instruction, on the other hand was much more common. Nearly all teachers reported they had the 
class critically analyse the texts they read in class at least once a week at both Year 4 and Year 8. 
Similarly, nearly all teachers at both Year levels reported having the class discuss the meaning and 
structure of the text at least once a week. Around one in five teachers reported doing these 
activities 4 to 5 days a week.  

Overall, Year 4 students in NMSSA reported more frequent involvement in writing activities than 
Year 8 students did. The activities most often rated as highly frequent (heaps) at both year levels 
were "sharing your writing with the teacher" and "writing about something your teacher has asked 
you to write about". A fairly large proportion of students in both year levels reported infrequent 
involvement in many of the writing experiences. One third of Year 4 students reported that they 
hardly ever or never wrote about things they found out for science, topic or inquiry and this figure 
was even higher for Year 8 (over 40%). 

Teachers were asked similar questions; they also reported teacher-directed writing as the most 
frequent activity, though they reported greater use of writing in a learning area other than English 
(the question differed slightly from that of the students).  Proa
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Attendance at school matters - students who reported a greater number of absences tended 
to score lower 

At both Year 4 and 8, students who reported greater numbers of absences (being away from 
school for a whole day) and instances of being late for school scored lower on average on the 
NMSSA reading assessment than students who reported fewer absences and instances of 
lateness. At both year levels, a greater proportion of students from low decile schools than from 
mid or high decile schools reported that they were absent from school three or more times during 
the previous 2 weeks.  

Though by no means the worst in an international context, relatively few Year 5 students had good 
attendance (61% reported they were never or hardly ever absent compared with 68% on average 
internationally; a range from 41% in Egypt to 89% in Hong Kong). Those who were absent more 
frequently than once a month (17% of New Zealand students) had lower achievement than their 
peers who were absent once a month or less.   

Spending more time in reading instruction didn’t necessarily equate to higher reading 
achievement 

In PIRLS, opportunity to learn was measured by how much time is allocated to teaching formal and 
informal reading and reading across the curriculum. New Zealand is one of several countries (e.g., 
both the French and Flemish Belgian systems, Norway, and Spain) that do not specify the number 
of instructional hours for any learning area or subject in their intended curriculum. New Zealand 
learners spent more time on average than their international peers on language or language-related 
instruction including reading, writing, speaking and other language skills (37% or 340 hours 
compared with 27% or 242 hours on average internationally). Similarly, New Zealand learners spent 
more time on average than their international peers on formal and informal reading, including reading 
across the curriculum (24 percent or 215 hours compared with 18 percent or 156 hours 
internationally). There was no obvious relationship between instructional time and reading 
achievement. Some higher-performing countries spent less instructional time on reading or language 
than New Zealand (e.g., Ireland, Finland) while other countries spent more time (e.g., the 
Netherlands, United States – the US spent more time on reading instruction and less on total 
language instruction). 

Almost all teachers at both year levels reported being confident about teaching English, but 
more in some areas than others  

Nearly all Year 4 and Year 8 teachers, who participated in the NMSSA survey, indicated some 
degree of confidence about teaching each of the modes of the English learning area. However, 
teachers are most confident in teaching reading, followed by writing, and then viewing.  

Teachers were positive about using digital technologies and used them often 

At both Years 4 and 8, the majority of teachers surveyed by NMSSA were positive about the 
effects of digital technology on students’ learning. According to the learners, the most common 
learning opportunities (not necessarily literacy focussed) at both Year 4 and Year 8 were to ‘search 
for information on the Internet’, ‘use online learning activities/games’, and ‘work with others on an 
activity using a digital device’ (at least 60% of learners reported doing these often or very often). 
This finding was generally similar across decile bands. Though the percentages of students 
reporting often or very often were generally lower than the teachers, the most frequent learning 
opportunities as reported by teachers were consistent with students’ reports.  

PIRLS asked similar questions with a focus on reading instruction. Asking students to read digital 
texts and asking them to write stories or other texts were activities that were more common in New 
Zealand and Australia than in other countries. More than half the New Zealand students were 
asked to do these two activities at least weekly (57% and 64% respectively, with the international 
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averages 19% and 17% respectively). Teaching students to be critical when reading was more 
common in New Zealand, Australia, and Israel (with just over 40% of students being asked to do 
this at least weekly), than all other countries (international average 17%).   

But digital technology was used a lot for searching for information 

The activity that digital devices were most commonly used for was to search for information. 
NMSSA found that searching for information on the Internet (general rather than literacy specific) 
was reported as being done often or very often by nearly three quarters of Year 4 learners (73%) 
and nearly all Year 8 learners (92%), Similarly, PIRLS found that New Zealand students were often 
looking up information (78% of students) and researching a topic (70%) during reading. Year 5 
students were more likely to be asked by their teachers to do these activities on at least a weekly 
basis than students in any other country.  

Frequent use of digital devices did not equate to higher achievement 

About 15 percent of Year 4 and Year 8 students indicated they spent more time reading on 
electronic devices (such as computers, iPads and cellphones) than reading books. Year 4 
students’ average scores on the NMSSA reading assessment increased with the relative amount of 
time spent reading from a book rather than an electronic device. However, a similar relationship 
was not found for Year 8 students.  

PIRLS found no statistically significant relationship between reading achievement and how often 
digital devices were used for reading or writing. 

New Zealand Year 5 students are assessed less frequently than other countries  

New Zealand schools design assessment in their classrooms so that teaching and learning is 
meaningful and meets the needs of their students.21 In New Zealand, Year 5 students are 
assessed formally less often compared with other countries. More than half (52%) of students’ 
teachers never (or almost never) have the students take a written test or quiz during reading 
compared with around one in ten on average internationally (13%). However, they use student 
work quite commonly to monitor progress (71% place major emphasis on this) rather than tests 
(12% a major emphasis).  

It may be that tests would be used more if there were ones that helped indicate to teachers specific 
targeted activities for learners to strengthen particular skills and enabled them to know when they 
should seek further help for the learner.  

But are more likely to be given individualised feedback frequently than other countries  

Teachers of most Year 5 students (79%) reported regularly giving individualised feedback to each 
student (about half the lessons or more often; c.f. 60% on average internationally), though the 
learners were less likely to recognise this was happening (65% reporting this happens about once 
or twice a week or more often).  

There was a negative relationship between regular feedback and reading achievement: the more 
regular use of feedback was associated with lower achievement in New Zealand classrooms. This 
doesn’t mean that feedback is bad. On the contrary, where it is used well it can help learners set 
next learning goals. This finding may well signal that teachers used feedback more commonly with 
learners who were struggling or that the feedback wasn’t working as intended.  

 
21 http://assessment.tki.org.nz/Assessment-for-learning 
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Few teachers have a specialisation in writing 

NMSSA found that only 8 percent of teachers at Year 4 and 12 percent of teachers at Year 8 had 
specialist qualifications in writing. Support in the classroom was received from a wide variety of 
sources. Most often the support was from a teacher aide, especially in Year 4, or from students 
assisting each other in a peer support role. 

Teachers, in general, were very positive about writing and were confident in their ability to teach 
writing. Over 80 percent of Year 4 and Year 8 teachers enjoy teaching writing. Nearly 80 percent of 
teachers at both Year levels felt confident in teaching writing.  

Most teachers had undertaken some form of literacy PLD recently 

Over 80 percent of Year 4 teachers and 75 percent of Year 8 teachers reported in NMSSA that 
they were involved in professional development and learning focused on writing in the last 12 
months. About 55 percent of teachers reported that they had received reading-focused PLD in the 
last 12 months. 

PIRLS showed that most teachers had had some formal reading-focused PLD in the last 2 years 
(only 7% had not). Some teachers had had quite a substantial number of hours of reading PLD, 
with 17 percent having between 16 and 35 hours and a further 24 percent having more than 35 
hours of reading PLD. 

About 85 percent of teachers at both year levels in NMSSA reported that they regularly (once a 
term or more) worked together to plan and prepare materials, discuss useful approaches to 
teaching writing to a diverse range of students, and discuss samples of students’ work.22  

Secondary school particularly Years 9 to 11 
As learners move into secondary school, they face quite a different learning environment. At this 
point, teachers expect their literacy skills to be developed and able to be used across subject 
areas. Learners will still be developing their generic literacy skills (critical literacy and collaborative 
reasoning) and subject-specific literacy skills and vocabulary. Differences between learners in 
literacy abilities observed at younger ages can persist, but without anyone obviously responsible 
for providing targeted support, there are limited opportunities for these skills to be grown 
deliberately. 

For most the learning environment changes physically too: new classrooms, new teachers, new 
peers, and for many they move from the oldest learners in the school to the youngest. Alongside 
this, the role of teachers is changing and assessments are becoming more significant. The 
learners are changing from children into young adults, and their responsibilities and independence 
grow. 

To cope with all this change, social and emotional skills of the learner and the strength of the 
emotional support provided by the home, the school, and their peers are important.  

As children become young people, they report less engagement and are absent from school 
more 

A number of studies have found a decrease in positivity about learning between mid-primary and 
early secondary. For example, NMSSA found more Year 4 students positive about reading at 
school than Year 8 (for example 87% of Year 4 agree at least a little that reading is their favourite 
subject compared with 75% of Year 8).   

 
22 This may have been driven by the context at the time of needing to collect reliable data for national standards reporting.  
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The percentage of students attending regularly increases from Year 1 to Year 6 and then tends to 
fall through intermediate and secondary years.23 Fewer students attended regularly in lower decile 
schools than in higher decile schools. 

A successful transition to secondary school is reliant on good relationships, culture, and 
curriculum 

In a review of research and their reports, ERO stated that a student’s transition can be complicated 
by the social, emotional and physiological changes that can negatively impact on their learning. 
Staff at both primary and secondary schools have important roles supporting transitions. Primary 
schools are responsible for preparing students academically and socially for secondary schools 
and sharing information with the student, families, whānau and the receiving school. The values, 
ethical orientation and culture within a secondary school is fundamental to how well it welcomes 
and supports students. Transition processes at effective schools include more than just orientation 
programmes and are accompanied by a responsive curriculum. 

Few schools were found to be highly effective in both gathering and using achievement 
information to promote success in literacy particularly at the transition into Year 9 

To be able to provide feedback, teachers need to be gathering information about how students are 
achieving. In 2011 ERO examined how effectively schools sought and used achievement 
information at key transition points. Only nine percent of schools were judged as having highly 
effective processes in terms of gathering and using information at these key transitions. ERO were 
looking for exchanges of information about learning needs and strengths with the students 
themselves, their families and whānau, and with other teachers and school leadership. They 
expected this information to be used to improve school and classroom practices, as well as for 
learners to improve and to plan learning pathways. Fifty-seven percent of schools were partially 
effective in these practices, with very few providing opportunities to students to set their own goals, 
assess their performance, and receive feedback on their progress. 

Most secondary schools sought information from contributing schools, but they often retested Year 
9 learners despite having this information (both on literacy and social development). They mostly 
commonly used this for class placement or to identify students with additional learning needs.  

Fewer 15-year-olds enjoy reading or read for enjoyment than used to 

Enjoyment of reading and regularly reading for pleasure are associated with higher reading 
achievement (around 40 to 60 points difference depending on the measure). What is most 
concerning about the 2018 PISA findings was that there was an increase in the proportion of 
learners who indicated they do not read for enjoyment (from 30% in 2000 to 43% in 2018). The 
proportion enjoying reading had also declined with about half of 15-year-olds indicating that they 
only read if they have to (up from 38% in 2009).  

And many were not aware of effective strategies for understanding, remembering and 
summarising texts 

Less than half of students demonstrated awareness of effective reading strategies for 
understanding, remembering and summarising text. There was a decline in awareness of all 
strategies since 2009. Awareness of effective reading strategies was strongly associated with 
increased reading scores.  

 
23 Retrieved from https://www.educationcounts.govt.nz/statistics/indicators/main/student-engagement-participation/1935 
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Most New Zealand 15-year-olds reported their English teacher was enthusiastic and 
supportive and these experiences were associated with higher reading achievement 

PISA found three aspects of enthusiasm and support provided by teachers were associated with 
higher reading scores of 15-year olds, even when gender or socio-economic profile was taken into 
account. These were that:  

 their teacher was enthusiastic about teaching them (80% or more agreed or strongly agreed 
with statements about their English teacher’s enthusiasm);  

 their teacher shows academic support frequently (in most or all English lessons – at least 75% 
agreed with statements about their English teacher’s academic support); 

 their teacher provides them emotional support (at least 75% agreed or strongly agreed with 
statements about their English teacher’s emotional support). 

However, students who were economically disadvantaged were less likely to experience 
their teachers as enthusiastic and supportive 

Disadvantaged students were less likely than advantaged students to report frequent academic 
support or to report that their teachers were enthusiastic. Māori and Pacific students reported lower 
teacher enthusiasm than their counterparts, though they reported similar or higher levels of support 
as learners in other ethnic groupings.   

Many 15-year-olds observed that their teachers regularly adapted lessons to meet the needs 
of learners, but fewer Māori or disadvantaged learners reported this 

Around half or more of New Zealand students, reported some form of adaptive instruction occurs 
regularly. That is, the teachers adapt the lesson (58%), change the structure of the lesson (48%), 
or provide individual help (70%) when students have difficulty understanding. Students who 
reported adaptive instruction more regularly were significantly more likely to achieve higher scores 
in reading. Māori and disadvantaged students were significantly less likely than non-Māori and 
advantaged students to report adaptive instruction from their teachers. 

Just over half of 15-year-olds were assigned long texts to read and they tended to have 
higher reading performance than those assigned shorter texts  

A larger proportion of New Zealand students (58%) had been assigned at least one text of at least 
100 pages in the past year, compared to the OECD average of 43%. However, just over one-
quarter of 15-year-olds had only been assigned texts of 10 pages or fewer in length. Performance 
in reading was strongly associated with the length of texts in English classes – generally, as the 
length of text increased so too did reading scores, even after accounting for gender and socio-
economic background. 

Teachers may not be giving all students sufficient opportunities to learn in English lessons; 
Māori, Pacific and disadvantaged learners have fewer opportunities 

While students in New Zealand were assigned longer texts than students in the OECD on average, 
four in ten had not been assigned a novel length text in that school year, and a half or more 
students were regularly assigned less challenging tasks in English such as summarising texts or 
giving personal opinions. Fewer ākonga Māori, Pacific learners, or economically disadvantaged 
learners were assigned longer texts.  

This set of findings, combined with the teacher behaviour findings, signals that teachers do well in 
supporting some (but not all) students, but are potentially not challenging students enough. Proa
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More than half of 15-year-olds reported receiving frequent feedback in their English classes 

Sixty-four percent of 15-year-old students reported frequently (many lessons, or every or almost 
every lesson) receiving feedback from their teachers in English classes on areas that need 
improvement, with 62 percent receiving feedback on how to improve. Feedback on strengths 
happened frequently for fewer students (56% reported this happened in many lessons, or every or 
almost every lesson). However, there was a sweet point with the quantity of feedback: those who 
reported feedback in ‘every lesson or almost every lesson’ scored significantly lower than those 
who reported they received feedback in many lessons (this grouping had the highest reading 
achievement). This relationship with reading achievement also signals that giving feedback 
matters, but it is likely that the quality of feedback matters most, not the quantity. 

Boys and Pacific students reported higher levels of feedback than girls and non-Pacific 
students 

This analysis was done by combining the questions about feedback, both areas for improvement 
(what and how) and feedback on strengths. We don’t know if boys and Pacific students had more 
feedback on areas for improvement, or strengths, or both.  

Teaching in general – primary and secondary schools combined  
There will be some aspects of teaching that are not literacy specific that will impact how children 
learn literacy, particularly but not limited to providing an environment where children feel happy, 
supported, and able to learn.  

Teachers believed that they take responsibility for their students’ wellbeing  

The Teaching, School, and Principal Leadership Practices Survey (TSP) is available for free use 
by schools for their own development. The teachers surveyed in 2018 and 2019 believed that they 
were able to improve the learning outcomes of all the students they teach (53% believe they do 
this very well - 2019) and take responsibility for their students’ wellbeing (65% believe they do this 
very well - 2019).  

However, fewer teachers believed they could use practices for teaching critical thinking or 
supporting learners’ culture  

Fewer teachers believed they could draw on students’ different languages, cultures, and identities 
as resources for the learning of all (20% believe they do this very well - 2019) and ensure that 
expertise held by whānau and members of the local community is used to support collective 
learning in class or other school activities (9% w.r.t. local community and 18% w.r.t. 
parents/whānau believe they do this very well - 2019). More decile 1 and 2 teachers reported that 
practices supporting Māori student learning and belonging are “very like our school” (a finding from 
the 2018 survey).  

Fewer teachers believed they could ensure students direct their own learning pace, content, and 
goals (16% believe they do this very well in 2019) or ensure that students interact with information 
to critique and create knowledge (12% believed they do this very well in 2019). 

New Zealand teachers reported more frequent use of cognitive activation practices than the 
OECD average 

Based on the most recent TALIS (2018) findings, New Zealand Year 7 to 10 teachers reported 
more frequent use of cognitive activation practices, such as giving tasks that require students to 
think critically, and having students work in small groups or decide on their own procedures to 
solve problems, than on average across the OECD. This type of practice requires students to 
evaluate, integrate and apply knowledge within the context of problem-solving. Teachers who 
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reported that they participated in professional development in the previous 12 months which had a 
positive impact on their teaching were more likely to also report that they often employed cognitive 
activation practices. 

New Zealand teachers also reported confidence in their use of instructional practices and their 
ability to engage students in learning. Teachers reported the most confidence in getting students to 
believe they can do well in their schoolwork (90%). A greater proportion of experienced teachers 
reported confidence in three of the four items of student engagement than novice teachers, but 
similar proportions of novice teachers (79%) and experienced teachers (83%) felt they could help 
students think critically.  

A high proportion of New Zealand teachers often have students use ICT for projects and 
class work  

A high proportion of New Zealand Year 7 to 10 teachers (80%) use ICT for projects and classwork, 
an increase of 25 percentage points since 2014, and much higher than the OECD average of 53 
percent. Three quarters (76%) of them felt confident that they could support student learning 
through the use of digital technology, which was higher than the OECD average (67%). The use of 
digital technologies was the one item of practice where greater proportions of novice teachers were 
confident (81%) than their more experienced peers (75%). This difference in confidence between 
novice and experienced teachers was also seen across the OECD but was much greater for New 
Zealand teachers. 

Most teachers feel confident using a variety of assessment strategies, particularly 
experienced teachers 

Most Year 7 to 10 teachers (79%) who participated in the 2018 TALIS survey felt confident in using 
a variety of assessment strategies, although experienced teachers (81%) more often agreed that 
they felt confident in using a variety of assessment strategies than novice teachers (72%). Most 
Year 7 to 10 teachers in New Zealand provide feedback to students based on observations. A 
greater proportion of primary teachers let students evaluate their own progress than secondary 
teachers. Teachers’ use of written feedback has increased by four percentage points since 2014 
but the use of student self-evaluation has dropped by five percentage points during this same 
period.  

Almost all teachers had engaged in some professional development in the 12 months prior 
to the survey and they felt it was impactful 

According to the 2018 TALIS findings, almost all teachers (98%) had engaged in some form of 
professional development activities in the 12 months prior to the survey. In comparison to the 
OECD average, New Zealand responses showed high proportions of teachers participating in 
professional development focused on ICT skills for teaching (73%), teaching in a multicultural or 
multilingual setting (47%), analysis and use of student assessments (58%) and communicating 
with people from different cultures (29%). Most teachers (87%) reported a positive impact on their 
teaching practice from at least one of their professional development activities during the previous 
12 months. 
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Key takeaways about teaching  

» Across the education sector, there are many areas where teaching and instruction of literacy 
skills in New Zealand classrooms are different from common international practices. This paper 
does not intend to identify the best practice and evidence for teaching literacy skills, nor does it 
suggest areas that need to change. However, it indicates areas of practice that we may wish to 
examine further.  
 

» Teachers’ confidence and preparation, along with their teaching methods, have an impact on 
students’ opportunity to learn and academic outcomes in literacy. Likewise, having a literacy-rich 
environment as well as sufficient opportunities to learn at both home and school, play an 
important role in the development of students’ skills, behaviours, and interests in literacy.  

 
» Currently, however, many of our learners and young people lack a literacy-rich environment at 

home and not everyone is given sufficient opportunities at school to learn, practice and engage 
with all aspects of literacy learning, which adds to our concerns. 
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