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Executive summary

Following the release of the New Zealand Adult Literacy Strategy, Budget 2001 included an annual funding allocation of $900,000 for the Ministry of Social Development (MSD) to purchase personalised literacy assistance for job seekers. This report contains monitoring of the funding use over the three ensuing financial years. It provides a much more detailed picture of the services provided by MSD than was previously available, although a process for comprehensively assessing and reporting the ultimate outcomes of literacy programmes has yet to be developed.

The provision of literacy programmes for job seekers contributes to MSD’s high-level outcome:

People achieve economic independence throughout their working lives. They are able to participate in and contribute to society and have a sense of belonging.

The purpose of literacy programmes is to equip people with foundational work-readiness skills, so that they can participate more fully in the labour market and in their communities.

Programme participation grew from around 250 participants in the 2001/2002 year to nearly 700 in the 2003/2004 year. Around two-thirds of programme participation took place in the Auckland, Taranaki and Waikato regions.

Case managers usually identified literacy needs through interaction with their clients or by using administrative information. Measures such as increased staff awareness and the development of robust screening tools could improve the likelihood of literacy needs being successfully recognised.

Literacy providers included a combination of private training establishments and community organisations. Programme staff held a good level of qualifications, and took part in ongoing training and professional development, consistent with the expectations of the draft Adult Literacy Quality Mark.

Programmes covered a wide range of literacy, communication, vocational and personal skills. Some of the programmes were employment focused, or had a specific functional focus such as obtaining a driver licence. In accordance with best practice principles, programmes appeared to be very much learner-centred, based on assessed need. Providers used a variety of strategies to ensure that learning was maximised, and to carry out programme review.

On average, participants spent 60% of course time in a one-to-one situation, and 40% in small groups. Course involvement averaged two hours per day or eight hours per week, although there was considerable variation between providers and participants. Total course hours ranged from 12 to 200. Around 80% of participants attended the course regularly.

Only 31% of participants were recorded in the Work and Income system as having a literacy issue as a barrier to employment. Two-thirds had no recorded qualifications. Males outnumbered females, but participants were evenly spread across age bands. Thirty percent were New Zealand European, and 38% were Māori. There was a 50:50 split between short-term and long-term unemployed.

Providers used a range of methods to assess the learning gains of participants, although there was insufficient consistency in recording/reporting methods to summarise or evaluate these gains. Information on programme outcomes across the sector is sparse. Providers gave anecdotal reports of participants experiencing increased confidence, motivation, community involvement, personal skills, and mental/emotional health. Data on participants’ pre- and post-programme labour market status showed a moderate increase in employment following course participation, although the cause of this effect is not able to be conclusively stated.

Purpose of report

This report provides consolidated monitoring and evaluation information on Adult Literacy Programmes (ALPs) purchased by the Ministry of Social Development (MSD) during the three-year period from 2001/2002 to 2003/2004.
The report is primarily based on monitoring. It begins with some background to the evaluation of ALPs, and presents the findings of the monitoring and evaluation, including information about programmes, providers, participants and outcomes.
Key recommendations and issues for consideration

In the current environment of low unemployment, productivity can be improved by equipping those outside the workforce with basic literacy skills and those inside the workforce with further literacy training. Programme supply needs to be strategically shaped so that it better caters to regional needs. 

Adult literacy programmes are diverse. Greater clarity needs to be developed about what constitutes an acceptable range of programme focus and content for purchase by MSD. It would be beneficial to better understand the likely effect of literacy interventions of various scale, and the role they play in the wider intervention context. These ideas need to be discussed at national and regional levels.

Processes for identifying and referring clients with literacy issues need to be enhanced. A tool for screening basic literacy need was trialled as part of the Literacy in Taranaki (LIT) project.

A tool for measuring pre- and post-programme levels of literacy has also been developed as part of the LIT project. It is expected that providers will progressively develop and implement tools that measure and link learning gains to frameworks such as the Adult Literacy Achievement Framework (ALAF). 

Background

Adult literacy: Developments in recent years

The adult literacy infrastructure has traditionally been fragmented, with considerable informal provision. 

The 1997 International Adult Literacy Survey revealed that significant numbers of New Zealanders – 40% of employed adults and 75% of unemployed adults – were below the minimum level of literacy competence for everyday life and work.
 

In 2000, three barriers to addressing this issue were identified: lack of strategic vision; fragmentation of the literacy sector; and inadequate funding.
 
The following year, the New Zealand adult literacy strategy More Than Words was released. This contained three key elements:

· developing providers’ capability

· improving quality systems

· increasing opportunities for adult literacy learning.
A draft Adult Literacy Quality Mark
 was also released in 2001. 

In July 2001, the Ministry of Education commenced implementation of the New Zealand adult literacy strategy.

Budget 2001 included funding targeted to adult literacy initiatives. The Ministry of Education received funding to develop the capability and quality of the adult literacy sector. MSD received funding to purchase personalised literacy assistance for job seekers. This funding has been ongoing since the 2001/2002 fiscal year.

Fieldwork for the MSD Literacy in Taranaki (LIT) research pilot took place in late 2004, with the objectives to:

· develop an operational tool to identify which clients have basic literacy needs

· establish an estimate of the prevalence of literacy needs among Work and Income clients within the pilot region

· examine the relationship between literacy levels and client characteristics.

A final report on the findings from the research will be available in 2006.

MSD’s literacy provision

In the past, MSD provided adult literacy interventions as an employment assistance option, offered to job seekers on an ad hoc basis. The literacy assistance provided to job seekers was not sufficient or appropriate in all cases. 

The extra dedicated funding was intended to avoid a “one size fits all” approach to job seeker literacy and to supplement the existing provision of ALPs.

Work and Income New Zealand’s Purchasing Guidelines
 outlined the purpose of the new dedicated funding and best practices to guide contracting of ALPs. The target group was the most disadvantaged job seekers – those most likely to have significant literacy issues. 

The programmes’ objectives were to:

· meet the individual needs of job seekers

· increase adult literacy levels

· lead job seekers into employment.

It was stated that, where appropriate, a programme should involve one-to-one training sessions starting with an assessment, followed by small group tutoring and concluding with a final assessment of learning gains. The interventions were expected to differ across various sites in course content, intensity, duration, delivery format and assessment methods. 

Evaluation objectives and scope of the report
The following evaluation objectives were chosen.
1.
To provide baseline information on participants/programmes and related contextual information and to describe the operation of the programme across all sites:

· how literacy deficit is identified among job seekers

· how the referral process is operated

· how the contracting process works

· what services are provided, by whom and how

· how many job seekers in each region receive literacy assistance

· how many hours each job seeker completes and in what format

· who participates and what their observable characteristics are.

2.
To examine outcomes for job seekers who participated in these adult literacy programmes:

· do job seekers reduce their learning deficits or demonstrate learning gains

· is there any change in job seekers’ labour market status after exiting from the programme?

3.
To examine the role of adult literacy interventions for job seekers from a theoretical and practical perspective:

· to analyse what role adult literacy interventions play within the totality of job seekers’ life experiences

· to articulate a theory of the role of adult literacy interventions in assisting job seekers in progressing towards employment outcomes.

4.
What works and what has been ineffective:

· to be able to explain which participants/sites perform well

· to assess pre- and post-training literacy of participants to identify learning gains

· to explain why some participants do well and others do not

· to assess which currently identified best practices hold true and what new ones emerge. 

These objectives have been addressed to varying extents, depending on data availability.

	Objective
	Extent to which objective is covered in this report
	Other comments

	1. Baseline information
	Good
	Focus of feedback questionnaires.

	2. Outcomes
	Limited
	Not collected consistently by providers or available in the administrative data.

	3. Role of adult literacy interventions
	None
	Covered in “Literature review” section.

	4. Effective/best practice
	Limited
	No comprehensive information on learning gains or best practice. Some background information in “Literature review” section.


Data sources and limitations
This evaluation uses information collected from two primary sources.

· Administrative databases
Programme information was sourced from MSD’s Information Analysis Platform (IAP). Participants’ demographic characteristics were sourced from the administrative databases SWIFTT and SOLO.

· Adult Literacy Providers
Additional information on programme referral, content and delivery was collected from providers and case managers through the regional offices. A feedback form was used, which evolved over the three-year monitoring period. In the final year, this was distributed by Regional Contract Managers to all providers in the form of a self-completion questionnaire. The template used for this is attached as Appendix 1.

No information was collected directly from participants to triangulate the findings.

Qualitative and quantitative data provided in this report relates in some cases to the three financial years 2001/2002–2003/2004, as a summary of three years’ monitoring, and at other times only to the 2003/2004 year. The relevant reference period is indicated throughout the report. 

The analysis of the available data provides a snapshot of how many and who participated in what programmes across the regions. This is the first step in developing baseline information on participation and outcomes for literacy services purchased by MSD. The information will provide the basis for gaining an overview of what programmes are purchased as well as for interpreting the outcome patterns that emerge.

The findings presented do not identify specific sites or the relative significance of one issue over the other. These aspects of the report are based on summary information collected from the regions and only provide a general overview of the issues. 

A key limitation of this report is that it presents no clear evidence on learning gains achieved by job seekers. Provider records on individual learning gains do not appear to have been compiled in a structured manner. Not many providers gave evidence of this, and even where recorded the information was not summarised against key learning dimensions such as reading, writing or numeracy. This probably has to do with the complex nature of assessing learning outcomes for adult learners, which is best achieved in a context-specific situation. This lack of records made aggregate analysis difficult. 

Further, this report provides information on the labour market status of job seekers both before and after participation in the programme. However, the analysis cannot attribute post-programme status to programme effect for the following reasons: 

· no information on the most immediate outcomes, ie learning gains 

· absence of consistent information on the nature and content of programmes accessed by learners

· absence of formative information on how these programmes assist job seekers to achieve outcomes such as employment.

It may be a big leap to make causal connections between these programmes and employment outcomes before testing the immediate outcome of learning gains, which is the key area of influence for contracted providers.

Literature review

As part of the evaluation, a limited literature review was conducted to synthesise understanding of adult literacy interventions from both the theoretical and practical perspectives. The review examines definitions of adult literacy, models of adult literacy provisions, practical issues with the implementation of ALPs, the assessment of learning gains, and the outcomes/impacts of ALPs. In this way, the review contributed to answering the questions raised in objectives 3 and 4. 

The review shows that government initiatives to redress low literacy levels need to ensure that programmes are relevant and appealing to learners. Contemporary theories of adult literacy have made a shift towards a perception of adult literacy as a dynamic, contextualised social practice. 

A comprehensive strategy to enhance adult literacy levels needs to include family, community and work-based models. To ensure the inclusion of these models, ALPs need to accommodate multiple and complex demands. This requires an intervention logic analysis that guides implementation practice. The research in best practice shows that the practice of management and teaching staff needs to be well-grounded in the theory of adult literacy. Similarly, the co-ordination of services, the integration of systems for assessment and quality assurance processes need to be improved. The research also identifies that there are shortages in professional skills and programme capacity, and in funding of ALPs.

In respect of the assessment of learning gains, the literature review presents the following findings. Overall, there is an increase in the effective use of performance-based assessment and frameworks of ALPs. The assessment of participants is crucial to the achievement and monitoring of standards. A mix of assessment procedures is recommended in order to capture the breadth of skills and strategies that an individual needs to accomplish a variety of literacy tasks. A multiple method assessment also helps the participant to live up to the challenge and to improve their literacy skills.

Traditionally, an analysis of outcomes/impacts of ALPs has relied on qualitative techniques. However, the review shows that successful evaluations draw on both qualitative and quantitative data as evidence. Further, research has shown that an outcome and impact analysis is most informative when it incorporates the prerequisites, goals and expectations of participants. Thus, the review recommends including the voice of participants in the form of qualitative data in the evaluation of ALPs.

Programme participation

National programme participation

Funding was allocated for the purchase of personalised literacy assistance in each financial year from 2001/2002 onwards. 

In the 2003/2004 year, contracts were made to a total of $1,329,460 (GST incl), although actual expenditure on contracts was recorded at $1,232,787.

There are discrepancies between the figures recorded on SOLO and information supplied by providers on course participation. For example, in the 2003/2004 year:
· SOLO recorded 693 participants in adult literacy programmes

· providers reported that 966 participants commenced literacy programmes
· providers reported that 776 participants completed literacy programmes.

Regional programme participation

Table 1 shows the number of participants recorded in the SOLO administrative system, by region and year.

Table 1: Regional participation by year, as recorded on SOLO

	Region
	2001/2002
	2002/2003
	2003/2004
	Total

	Auckland
	37
	120
	176
	333

	Bay of Plenty
	0
	16
	3
	19

	Canterbury
	12
	29
	23
	64

	Central
	22
	24
	31
	77

	East Coast
	11
	0
	13
	24

	Nelson
	10
	10
	10
	30

	Northland
	0
	34
	59
	93

	Southern
	38
	unknown
	18
	56

	Taranaki
	16
	86
	213
	315

	Waikato
	42
	26
	146
	214

	Wellington
	60
	unknown
	1
	61

	Total
	248
	345
	693
	1,286


Over the three-year period, participation has increased considerably. The cause of this increase – whether perhaps case managers have become more familiar with the literacy programmes, or the need to identify/address literacy issues has grown – is not known.

Around two-thirds of programme participation took place in the Auckland, Taranaki and Waikato regions.

Table 2 gives a comparison between participation figures in the SOLO administrative system and the number of participants reported by providers as starting programmes, for 2003/2004.

Table 2: Regional programme participation and contract values – 2003/2004

	
	Programme participation

	Region
	Number recorded 

in SOLO
	%
	Number reported 

by provider
	%

	Auckland
	176
	25
	330
	34

	Bay of Plenty
	3
	0
	3
	0

	Canterbury
	23
	3
	26
	3

	Central
	31
	4
	83
	9

	East Coast
	13
	2
	29
	3

	Nelson
	10
	1
	13
	1

	Northland
	59
	9
	62
	6

	Southern
	18
	3
	20
	2

	Taranaki
	213
	31
	265
	27

	Waikato
	146
	21
	131
	14

	Wellington
	1
	0
	4
	0

	Total
	693
	100
	966
	100


Referral and selection
Identification of participants
Self-selection to literacy programmes – the acknowledgement by clients of their literacy issue and request for assistance – would be the ideal situation. However, evidence shows that adults with low literacy skills are unlikely to recognise or acknowledge that they lack these skills or that this poses a problem for them.
 In the absence of self-identification, identification by case managers becomes more important.

Case managers frequently identified potential participants through their ordinary interaction with clients. Limited ability to communicate and/or difficulties completing required forms or documents were common indicators of client need. Observations were sometimes substantiated by formal assessment tools, or by reference to material supplied by programme providers.

Other indicators used to identify clients for referral included:

· record in SOLO of literacy skills as an employment barrier

· record in SOLO of leaving a job for literacy reasons

· incompletion of previous training programmes

· feedback from previous employers/programme providers.

Despite evidence of widespread need for literacy assistance, programme providers felt that (in some instances) case managers were not referring sufficient numbers of participants. They considered that there were more clients who could potentially benefit. Greater awareness of literacy issues, and increased training for staff in identifying literacy need, may contribute to an improvement of this situation.

Referral process

Referral to providers was initiated by service centres after initial identification of literacy need, as described in the previous section. The client met with the provider, usually undergoing some form of interview or assessment to confirm their needs and ensure suitability for the course. This typically comprised the following: collecting background information on participants (eg schooling, interests, family support), completing an oral questionnaire, and performing a mix of tasks to determine reading, writing and numeracy levels. Sometimes the assessment was specific to a vocational context or included computer skills or skills required for communication in the workplace and life in general. Some providers used formal tests, such as the Burt word reading test, Neale analysis of reading ability, Schonell spelling test, and PROBE reading assessment. An example of a written language screening tool is given in Appendix 2.

Providers indicated that the identification and referral process was enhanced by support from service centre managers and proactive liaison officers who promoted literacy intervention. Communication between providers and service centres in the form of literacy awareness workshops, programme promotion or supply of literacy information was also beneficial. 

Ongoing role of Work and Income staff

Some providers indicated that case managers had little role once clients had started their courses. Others, however, listed several functions carried out by case managers, eg:

· monitoring progress and attendance reports, and intervening when needed
· supporting and encouraging clients
· dealing with issues and concerns
· keeping the provider informed of changes in clients’ situations
· carrying out post-course case management and follow-up.
Providers

Provider profile

Twenty providers were used across the regions in 2003/2004 to deliver literacy training to clients. These providers comprised private training enterprises (PTEs) and community organisations. Appendix 4 lists the providers.

Philosophy

A programme’s philosophy forms the basis for policy decisions. Before managerial strategies are established, the educational philosophy upon which they will be based needs to be articulated and agreed upon by those responsible for programme development.

Almost all providers described the model/theory/philosophy of literacy that they held. These varied widely in content, but common elements included:

· definition of literacy and its benefits

· affirmation of service provision that 
–
is client-centred, empowering, flexible and contextualised
– 
fosters independent and life-long learning
– 
respects the cultural background of participants.

Staff

In the adult literacy sector, there has traditionally been large reliance on community-based providers staffed by volunteers who have varying levels of experience and qualifications. More recently, there has been increasing recognition that successful outcomes rely on high-quality providers with a professional and qualified teaching workforce.
 The New Zealand Qualifications Authority (NZQA) is in the process of developing unit standards for adult literacy tutors.

Programme staff on courses contracted to Work and Income in the 2003/2004 year seemed to have a good range of qualifications. Most had: teacher training in primary, secondary or adult education; adult literacy tutor qualifications; or teaching English as a second or other language qualifications. An assortment of related experience is evident. 

Two-thirds of providers said that their staff had (on average) 3–10 years’ experience in adult literacy teaching. The remaining third had more than 10 years’ experience on average.

Ongoing training and professional development are a component of the draft Quality Standard for Adult Vocational Literacy Providers.

All providers in 2003/2004 mentioned several types of professional development undertaken by their tutors in the previous year: workshops, diplomas, certificates, unit standards, discussion groups, in-house training, external courses, and literature reviews.

Programmes

Content

Programmes included varying combinations of the following aspects:

· writing/spelling

· reading/comprehension

· numeracy/problem solving

· computer literacy

· communication/listening skills

· driver licence

· Māori language

· vocational skills (eg CV writing, job search, and interview skills)

· personal skills (eg motivation, goal setting, and accessing social services).

One course focused on preparing participants for employment in the New Zealand Defence Forces, with literacy and numeracy being provided as one component of this broader delivery.

Assisting clients to achieve a driver licence seemed to be a very common aspect of courses: over half of the providers mentioned this in their responses. In some courses, high emphasis was placed on this, indicated by comments such as the following.

“This course was perceived as a driver licence course so referrals were made on that basis.”
“[The context of the course was] based on the number of clients coming through without licences.”
“In many cases, [the course] has been tied to obtaining a driver licence.”
One or two courses appeared to be targeted to new migrants at a pre-literate/ beginner level in English language.
Balance of one-to-one and group learning

Providers varied in the delivery of their courses. Some providers gave only one-to-one tutoring, while others gave a mixture of one-to-one and small group tutoring. Some providers varied their delivery depending on the needs of the individual learner.

On average, participants spent 60% of course time in a one-to-one situation, and 40% in small groups.
The distribution of time spent in a one-to-one situation, as reported by each provider, is shown in figure 1.
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Alignment of course with client needs

The Purchasing Guidelines recommended that generic “one size fits all” literacy courses should be avoided.
 All providers demonstrated that effort was made to ensure that course content and resources were aligned with the needs of individual learners. This was achieved in a variety of ways:

· programmes were based on learning plans developed for/by individual clients
· programmes were regularly reviewed, using discussion and feedback
· the building of relationships between tutors and students fostered understanding of student needs
· access was available to a wide range of resources
· the presentation mode was adapted to suit various learning styles (eg visual, auditory, kinaesthetic)
· course content was contextualised in a way that was appropriate for the learner.

In accordance with best practice principles, programmes appeared to be very learner-centred, based on assessed need. All but two of the programmes commenced with the creation of an individual learning plan, based on goals agreed between the learner and tutor. These learning plans were returned to regularly, and particularly at course end.

Use of resources outside of scheduled course time

Around two-thirds of providers indicated that students were able to access their premises and resources outside of scheduled course time. Common uses included:

· computer use

· library use

· self-directed study

· completion of assigned tasks

· extra tuition/support

· interaction with others.

Maximisation of learning

Providers listed a large number of strategies they used to ensure that clients got maximum learning from course participation. These are grouped and depicted in figure 2.

Figure 2: Factors influencing learning
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If it was possible to link these practices with information on outcomes, this type of model would have the potential to provide a basis for a framework on good practice. However, since information on outcomes is at present neither reported consistently nor able to be connected with programme practices, conclusions are able to be based only on anecdotal information supplied by providers.

Assessment of learning gains

The draft Quality Standard for Adult Vocational Literacy Providers mentions the need for ongoing assessment methods to be established.

Providers reported the use of a range of methods to assess the learning gains experienced by clients. These included:

· comparison of skills at the start and the end of the course

· comparison against learning objectives

· assessment against a checklist or scale

· achievement of NZQA unit standards

· collection of a body of work to demonstrate improvement

· completion of workbooks/tasks

· tutor observation of growth in abilities and confidence

· anecdotal evidence/feedback from clients.

Students were encouraged to reflect on their own learning, often as an integral part of the course. Feedback from self-assessment usually took the form of informal dialogue/interviews and formal end-of-module/course evaluations. Some providers encouraged students to consider how their learning gains had affected their life, and to describe their journey.

In some cases, assessment was linked to recognised frameworks, such as the draft Adult Literacy Achievement Framework (ALAF), NZQA’s National Qualifications Framework, the New Zealand Curriculum Framework, and the New Zealand Number Framework.

The lack of consistent recording/reporting of learning gains makes it difficult to summarise or evaluate learning gains achieved by clients.

Documentation of progress

Most providers had some method of documenting the progress of learners, including profile reports, regular updates of progress against objectives, or a collection of work samples.

Outcomes

Information on programme outcomes is sparse. Johnson (2000) called for improved collection of consistent outcome data in the literacy sector.
 In evaluating the programmes funded by Work and Income over the past three years, there is little concrete data available from which to draw conclusions. Some providers gave narrative reports on outcomes for individuals, while others described in general terms what the outcomes had been.

The intended overall outcome of the programmes was to improve literacy skills, enabling clients to move into further training, work experience or employment. This is discussed later, in relation to observed post-programme labour market status.

In addition to this outcome, though, providers reported observing a range of other outcomes for course participants:

· confidence, self-esteem and motivation

· positive attitudes 

· community participation

· personal skills (eg time management, communication)

· improvement in mental/emotional health

· ability to support children’s education.

Ongoing programme review

All providers in 2003/2004 described at least one mechanism, ranging from informal to formal, that they used to review their own performance and improve course delivery. These are shown in figure 3.

Figure 3: Mechanisms used by providers for programme review
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Use of evaluation forms completed by participants was the most common mechanism for programme review, but overall there was a balanced spread of methods from informal to formal. 

Course intensity and duration

The recommendation in the Purchasing Guidelines was for learning of one hour per day, five hours per week, to a total of around 60 hours.
 Large blocks of hours were not recommended.

Information on course duration was supplied for courses run during the 2003/2004 year, and is presented below. 
Hours per day

The average number of course hours per day, across all participants, was 2.2.
 
The actual number of hours ranged between providers, from one to six, as shown in figure 4.


[image: image4]
Hours per week

The average number of course hours per week, across all participants, was 8.2.

The actual number of course hours per week ranged between providers, from one to 26, as shown in Figure 5.
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Total hours
The average number of course hours per participant, across all participants, was 53.
 

The actual number of total hours ranged between providers, from 12 to 200, as shown in figure 6.
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The two providers with total course length of over 130 hours had services targeted to clients with English as a second or other language, who may be expected to require a greater amount of literacy tuition. 

Some providers with low total hours acknowledged that they were not able to make much impact on literacy levels in the time available, but suggested that their input provided a springboard to further training for clients. Other providers with low total hours had a narrow focus, eg to achieve a driver licence, and the course hours required to reach this goal were commonly low. 

There is broad agreement that significant literacy progress requires significant amounts of learning time. The New Zealand Adult Literacy Strategy cited a minimum of 100 hours’ learning for a “significant and lasting improvement” in adult literacy to be made.
 The Purchasing Guidelines suggested around 60 hours’ learning, in order that job seekers “progress into either further developmental training, job search programmes or other beneficial activities, as a result of having improved literacy skills”.
 This does raise questions as to the purpose of the courses purchased, given that many of them fell below these thresholds, some considerably so. 

It is desirable for a clear strategy for literacy interventions to be developed, where such small-scale interventions are sequenced as part of a series of interventions that progressively build on previous learning. 

Attendance

The following attendance information was reported by providers.
· An estimated 78% of all programme participants during 2003/2004 attended the course regularly.
 (Regular attendance is defined as attending 80% or more of the scheduled sessions.) 
· The percentage of regular attendees varied across different providers, ranging from 50% to 100%, as shown in figure 7.
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Reasons given for non-attendance include:

· childcare responsibilities

· domestic/family issues

· health issues

· work or training commitments

· access to transport

· moving away from the locality

· lack of motivation.

Participants

The demographic information presented here is based on the characteristics of participants at the time they began their participation in the literacy programme.

Literacy barriers

Only 31% of participants were identified as having a literacy issue as a barrier to employment. This highlights the need for more effective screening and recording of literacy problems at service centres.

Table 3: Literacy barrier

	Literacy 

barrier
	Number of participants

	
	2001/2002
	2002/2003
	2003/2004
	Total
	%

	No
	147
	281
	462
	890
	69

	Yes
	101
	64
	231
	396
	31

	Total
	248
	345
	693
	1,286
	100


Educational qualifications

Educational qualifications give an indication of literacy levels among participants, although educational attainment does not necessary preclude literacy need. Table 4 shows that two-thirds of participants had no recorded qualifications.

Table 4: Broad educational qualifications

	Qualifications
	Number of participants

	
	2001/2002
	2002/2003
	2003/2004
	Total
	%

	None
	180
	216
	465
	861
	67

	School Certificate/

NCEA level 1
	41
	81
	144
	266
	21

	Secondary above SC
	14
	25
	47
	86
	7

	Post-school
	13
	19
	37
	69
	5

	Unknown
	0
	4
	0
	4
	0

	Total
	248
	345
	693
	1,286
	100


Gender

More males than females participated in the programmes, with a female to male participation ratio across the regions of around 4:6 (table 5).

Table 5: Gender
	Gender
	Number of participants

	
	2001/2002
	2002/2003
	2003/2004
	Total
	%

	Female
	77
	127
	303
	507
	39

	Male
	171
	218
	390
	779
	61

	Total
	248
	345
	693
	1,286
	100


Age

Programme participants had a reasonable spread of ages from 15 to 60.

Table 6: Age group
	Age band
	Number of participants

	
	2001/2002
	2002/2003
	2003/2004
	Total
	%

	15–19 yrs
	36
	44
	122
	202
	16

	20–29 yrs
	82
	90
	210
	382
	30

	30–39 yrs
	73
	91
	139
	303
	24

	40–49 yrs
	43
	83
	119
	245
	19

	50–59 yrs
	14
	33
	101
	148
	12

	60+ yrs
	0
	4
	2
	6
	0

	Total
	248
	345
	693
	1,286
	100


Ethnicity

Thirty percent of programme participants were New Zealand European, 38% were Māori, and 23% were in the “Other” category, which is likely to include migrants with English as a second or other language.

Table 7: Participation by ethnicity
	Ethnicity
	Number of participants

	
	2001/2002
	2002/2003
	2003/2004
	Total
	%

	European
	118
	104
	169
	391
	30

	Māori
	75
	135
	279
	489
	38

	Other
	37
	70
	188
	295
	23

	Pacific
	17
	33
	54
	104
	8

	Unknown
	1
	3
	3
	7
	1

	Total
	248
	345
	693
	1,286
	100


Risk profile

There was a 50:50 split between short-term and long-term unemployed. (Long-term unemployed is defined as registered unemployed for six months or more.) Almost a quarter had been on the register for two years or more.

Table 8: Register duration
	Register duration
	Number of participants

	
	2001/2002
	2002/2003
	2003/2004
	Total
	%

	0–25 wks
	117
	161
	354
	632
	49

	26–103 wks
	62
	101
	190
	353
	27

	104+ wks
	68
	81
	145
	294
	23

	(blank)
	1
	2
	4
	7
	1

	Total
	248
	345
	693
	1,286
	100


The distribution of benefit duration in table 9 shows that around three-quarters of participants had been in receipt of a benefit for more than six months: a higher proportion than indicated by the register duration figures above.

Table 9: Benefit duration
	Benefit duration 
	Number of participants

	
	2001/2002
	2002/2003
	2003/2004
	Total
	%

	0–25 wks
	68
	87
	188
	343
	27

	26–103 wks
	59
	101
	195
	355
	28

	104+ wks
	114
	142
	286
	542
	42

	(blank)
	7
	15
	24
	46
	4

	Total
	248
	345
	693
	1,286
	100


Service Group Indicator (SGI) scores give a measure of clients’ work readiness. SGI scores between 0 and 3 indicate reasonable work readiness. SGI 99 denotes either unknown or hard to place. The Purchasing Guidelines recommended targeting clients with an SGI of 3–5 for adult literacy assistance.

Table 10 shows that the majority of clients had an SGI score in the recommended range of 3–5. About half of the participants had an SGI score of 4 or 5, which denotes a relatively low probability of gaining employment.

Table 10: SGI level indicating work readiness
	SGI 
	Number of participants

	
	2001/2002
	2002/2003
	2003/2004
	Total
	%

	0
	7
	13
	33
	53
	4

	1
	11
	13
	19
	43
	3

	2
	0
	6
	6
	12
	1

	3
	49
	67
	133
	249
	19

	4
	135
	173
	332
	640
	50

	5
	3
	2
	6
	11
	1

	99
	43
	71
	164
	278
	22

	Total
	248
	345
	693
	1,286
	100


Post-programme labour market status

This monitoring report provides an overview of the labour market status of participants six months prior to participation in the programme and six months after course completion. As mentioned earlier, in the absence of comprehensive information on learning gains it is not possible to attribute the post-programme labour market status to the programme.

How labour market status is defined

Labour market status for clients is defined through the data captured in the Work and Income administrative databases. This data details periods during which a client has received assistance (in the form of a benefit). When a client is no longer registered with Work and Income, exit information can be used to determine their status. This data was used to create a history of participants’ benefit receipt and participation in training and work. The outcomes for participants were monitored for the six months before and six months after participating.

While a client may be in receipt of a benefit, they may in fact be participating in a training programme, job search activity or some other MSD-related intervention that does not require the client to lose their benefit. In this case, days spent participating in that activity are recorded and their labour market status is defined as training rather than being in receipt of a benefit.

Pre- and post-programme labour market status

Table 11: Labour market status of participants on courses during the three-year period 2001/2002–2003/2004
	Month
	Training

Number

(Row Percent)
	Work

Number

(Row Percent)
	Other

Number

(Row Percent)
	Unemployed

Number

(Row Percent)
	Total Number

	–6
	125
	(10)
	100
	(8)
	413
	(32)
	650
	(50)
	1,288

	–5
	130
	(10)
	102
	(8)
	381
	(30)
	675
	(52)
	1,288

	–4
	159
	(12)
	97
	(8)
	356
	(28)
	676
	(52)
	1,288

	–3
	165
	(13)
	81
	(6)
	332
	(26)
	710
	(55)
	1,288

	–2
	312
	(24)
	52
	(4)
	249
	(19)
	675
	(52)
	1,288

	–1
	877
	(68)
	26
	(2)
	59
	(5)
	324
	(25)
	1,286

	0
	1,229
	(96)
	14
	(1)
	2
	(0)
	40
	(3)
	1,285

	1
	103
	(8)
	101
	(8)
	174
	(14)
	885
	(70)
	1,263

	2
	121
	(10)
	120
	(10)
	187
	(15)
	816
	(66)
	1,244

	3
	125
	(11)
	140
	(12)
	195
	(16)
	722
	(61)
	1,182

	4
	119
	(11)
	158
	(14)
	216
	(19)
	627
	(56)
	1,120

	5
	106
	(10)
	158
	(15)
	214
	(21)
	544
	(53)
	1,022

	6
	92
	(10)
	138
	(15)
	207
	(22)
	484
	(53)
	921


Month “0” (highlighted in table 11) indicates the programme end date for each of the respective years. At month “0” when the programme ends, most participants (1,229) are shown as participating in “Training”. This is a reflection of the fact that they are participating in the adult literacy programmes. The peaks of numbers in “Training” in months “–1” and “–2” represent those participants whose courses lasted longer than one month.

The number of clients recorded as employed is moderately higher in the months following the course than in the months prior to the course, although it is not possible to draw conclusions regarding the cause of this effect or whether it is sustained over a longer period.

Appendix 1 – Feedback template 2003/2004

	For Office Use only
to be filled out by Regional contract managers
Region

Provider Name

Contract value $

Actual expenditure on contract (if different to contract value) $

SOLO Opportunity ID(s) for the contracted course


PROVIDER INFORMATION

Organisation Type (eg PTE, community organisation etc)

Name of course/programme contracted with Work and Income

SOLO Client IDs (separated by a comma or you may wish to send a separate spreadsheet for these)

 

STAFF DETAILS

 

How many teaching staff are involved in the course referred to above (A16)?

Please list the relevant qualifications of your staff. (This includes all of your teaching staff, not just the teacher(s) of the course.)

On average, how many years of experience in adult literacy teaching do your staff have?

What professional development opportunities did your teaching staff undertake last year (FY 2002/2003)?

 

REFERRAL 

 

Do you know how Work and Income case managers identify clients with literacy needs?

What was the process by which case managers referred clients to you? What worked well? What did not work well?

What is the role of the service centre after participants start on the course?

 

COURSE DETAILS 

 

Do you have a specific model/theory/philosophy of literacy? If yes, please provide a brief description.

In what location was the course taught (eg community centre, marae, home, provider office etc)?

What is the intended outcome for participants in your contract?

 

Course participants

No. of Participants who started

No. of Participants who completed

On average, what proportion of the participants attended regularly (80% or more)?

What were the key issues for those not attending regularly?

On average, what proportion of participants was assessed as having learning disabilities, eg dyslexia?

 

Time and duration of course

Course Start Dates

Course End Dates

Average number of course days for participants

Average number of hours per day per participant

On average, what proportion of the course time is spent by learners in a one-to-one situation? Eg 25% of the time.

On average, what proportion of the course time is spent in small group learning? Eg 40% of the time.

Do participants have access to the premises and resources without the instructor and/or outside the set hours of the course? If yes, please advise what they did on the premises (eg computer research, individual learning etc).

 

Screening and assessment

How did you screen literacy needs and decide to accept referred participants? Please attach any document that is used by you for screening the client prior to the training.

Do you use a specific tool for assessing literacy levels of clients? If yes, please specify, eg WRAT and Bangor Dyslexia Test etc.

What are the usual literacy areas that you assess (eg reading, writing, numeracy etc)?

Is your assessment tool linked to a framework? If so briefly describe this framework.

 

Course delivery

How is the context for the course determined? Was the course linked to a specific industry or training area, eg drivers licenses/particular unit standards?

Do the participants have individual learning plans (outlining their goals)?

If yes, how are the learning plans developed? Please attach a sample.

If yes, do you review the individual learning plans at completion of the course and do you assess if the learning plan has been achieved?

How do you ensure course content and resources are in alignment with client needs? 

What did you teach, eg writing, numeracy, reading etc?

What strategies do you use to ensure clients get the maximum learning from course participation?

 

EVALUATION & MONITORING

 

How do you assess learning gains during the course and after the course? Eg how do you determine that a participant has improved learning after joining the programme?

Do you document the progress of learners? If yes, please describe how you document it and provide the proof and the Client ID.

Do you know how participants view their own learning gains? If yes, please describe.

Do you have a process in place to find out about participants’ self-assessment? If yes, please describe.

Besides learning gains, what other outcomes are evident in your learners? 

Do you have a process in place to improve your course delivery and to review your performance regularly? If yes, please describe.

 

MISCELLANEOUS

 

Is there anything else you wish to comment on?

Appendix 2 – Example of screening tool
Acknowledgement is given to River City Training Academy, Taranaki, for inclusion of their material in this report. It is reprinted here with permission.


Note to the assessor:  All questions may be read to the participant. (x2)

No other assistance is to be given to complete.

Name:

Address:

Birth date:  

Date today:

Name of this course:
Fill in the gaps to complete the alphabet
A
B


D
E




H
I

K
___
M


O
P
Q



T
U
V

 
X
Y



a


c
___ 
e
f


h


j
k


m
n


p
q


s
t


v
w



 
z

Which letter do these start with?
Circle the letter.
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Cross out wrong words
Eg 

sugar

suger
1.
up
upp

2.
tuday
today

3.
coming
comeing

4.
brite
bright


5.
ruff
rough

6.
whistle
wisel
7.
deside
decide

8.
ilegill
illegal

9.
occasion
ocashin

10.
embarrassing
embarassing

Plurals


Circle   the right word which means “more than one” of these things.

1.
leaf

leafes


leaves


leafs

2.
boy

boyz


boys


boyes

3.
lolly

lollys


lollees


lollies

4.   
fish

fishs


fishies


fish

5.
tomato
tomatos

tomatoes
Same meaning?

Circle the word in each line, which has a similar meaning to the first word.

Eg

cold

warm

chilly


hot




1.
mother

beautiful
mum

tall

2.
crying


sad

mad

happy

3.
home


shed

house

mall

4.
shout


talk

yell

say

5.
boat


ship

goat

swim
 Opposites


 Draw a line from the words in the box to the one that is the opposite (outside the box).


Short




near

Quiet


down

Far





low

high



hard

up


tall

soft



loud

Joining Words
In each of the following sentences, there is a mistake.  Fix the mistake.
A.

It were a good day yesterday.

B.

I rode my bike on work last week.

C.

“What is you doing?”  she asked.

D.

We is going to the movies tonight to see The Lord of the Rings

E.

Barbara with I were going shopping for some clothes.

Punctuation

Match up these punctuation marks with their correct name.

	.
	Exclamation mark

	?
	comma

	“”
	Full stop

	,
	Speech marks

	!
	Question mark


Punctuation!!??
Put in all the punctuation needed to make this story easier to read.

i tried to help sue with the shopping yesterday I hadnt been to the supermarket with her for ages and all the things i usually buy seemed to have been moved we couldnt find the soap we like and asked a shop assistant but she didnt know where it was either. 
Homophones

Homphones sound the same as each other, but have different meanings.

For example: to, two, and too.


Circle the right word in each sentence.

1. You go there/their/they’re to get pizza.

2. I went to/two/too the shop.

3. The axe was not sharp enough to cut the would/wood.

4. The car was going way/weigh too fast before it crashed.

5. When I don’t wear my glasses, it is hard to see/sea.

Tense


Circle  whether the statement has happened/ is happening/ will happen
I will be at the shop. ( has happened/ is happening/ will happen)

I was at the shop. ( has happened/ is happening/ will happen)

I am at the shop. ( has happened/ is happening/ will happen)

She runs away. ( has happened/ is happening/ will happen)

It is going to rain. ( has happened/ is happening/ will happen)
Note to the assessor: 

The following exercise uses words extracted from the 300 sight words list. This exercise aims to assess comprehension of meaning of the words.
Meaning

Put all of the following words into sentences.  Write the sentences on the lines provided.  Use refill if you run out of room.

remember



because



where

sometimes



every




laugh

enough



much




pick

were


Prefixes and Suffixes

Write the following words into the right box.

running


cleverness



misunderstood

impossible


incorrect



unrest

teaches


slowly




dislike

corrected

	Words with prefixes
	Words with suffixes

	
	


Nouns, verbs and adjectives

Write the following words into the right boxes. 

Remember, nouns are naming words, adjectives are describing words and verbs are doing words.


house




beautiful



drive
run




pretty




ugly
cat




computer



write
pen




dog




walk

	Nouns
	Verbs
	Adjectives

	
	
	


Comprehension 

Read this story and answer the questions.
It was the time of the year for fun! School was out. The teacher had told the class to have a great time.

At the beach, were Mum, Dad and the children. Even the baby was there, mostly having a sleep. There was a lot to do.  Most of the time, the girl and the dog played in the green sea.  Her brother sat under the tree, and played with his toys.  Their big sister went for walks with her friend to the shop to get milk, to town, and to the farm down the road, which kept horses. When it rained, they sat at the table and played something or read books.
1. What was it the time of year for?

___________________________________________________________________

2. What did the teacher tell the class?

___________________________________________________________________

3. Where were Mum, Dad, and the children?

___________________________________________________________________

4. What was the baby doing?

___________________________________________________________________

5. Where did the girl and the dog play?

___________________________________________________________________

6. Who played with toys?

___________________________________________________________________
7. Why did the big sister and her friend go to the shop?

___________________________________________________________________

8. When did they sit at the table?

___________________________________________________________________

9. Do you think it was winter or summer?

___________________________________________________________________

10.  Why do you think the big sister liked the farm down the road?

___________________________________________________________________


Appendix 3 – Example of individual learning plan

Acknowledgement is given to Canterbury Institute Ltd, Taranaki, for inclusion of their material in this report. It is reprinted here with permission.

[image: image17.jpg]capierhury




Individual Learning Plan

Client Name:

Contact No:

Tutor:
Date:
Client’s Goals: (e.g. Personal, Career and/or Progression Objectives)
Record goals of clients (e.g. further career/progression aspirations, education)

1.) __________________________________________________________________

_____________________________________________________________________
_____________________________________________________________________
2.) __________________________________________________________________

_____________________________________________________________________
_____________________________________________________________________
3.) __________________________________________________________________

_____________________________________________________________________
_____________________________________________________________________
4.) __________________________________________________________________

_____________________________________________________________________
_____________________________________________________________________
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Individual Goal Achievement
	Steps

(What will need to be learned to achieve goals)
	Learning Strategies

(What steps will be taken to learn)
	Resources
	Progress

Has it been achieved?

Yes/No, Comment
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Progress Reviews
Briefly describe the process by which these reviews will take place.

(e.g. type, reference, length of time, how many)

Review Dates:

Proposed Review Date:



Actual Review Date:

_______________________________
_______________________________


_______________________________
_______________________________

_______________________________
_______________________________

_______________________________
_______________________________

_______________________________
_______________________________

The above individual learning plan was agreed upon by the client and tutor.

Client Signature
________________________________

Tutor Signature
________________________________

for office use only:

· client

· case manager

· on file
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Assessment

Record the assessment arrangement for each component of the NZQA framework.
	Qualification/Unit Std.
	Assessor
	Assessment Location
	Assessment Methods
	Comment (Credit or non-credit)

	
	
	
	
	


Final Assessment
Briefly describe the process (e.g. methods, time, etc.).  

Include evidence of assessment.
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Skills Gained (Summary)
Client Name:

Tutor:
Date:
	Skills Gained
	Full details of specific skill demonstrated

(e.g. writing, speaking, numeracy, etc.)
	Reported/

Observed by
	Date
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Individual Learning Plan –

Agreed Changes

Client: __________________________

Date:  ____________
	Details of Agreed Change/s:

	

	Client Signature:  ________________________   Date:  _____________

	Tutor Signature:  _________________________   Date:  _____________


	Details of Agreed Change/s:

	

	Client Signature:  ________________________   Date:  _____________

	Tutor Signature:  _________________________   Date:  _____________


Appendix 4 – List of providers in 2003/2004, by region
	Region
	Provider

	Name of Activity

	Organisation Type


	Northland
	Advance Training


	S.M.A.R.T
	PTE

	Auckland 
	Waitakere Workers Educational Association Inc

	Adult Literacy Provision
	Community

	
	Literacy Aotearoa

	WordsWork
	Incorporated Society

	
	Personalised Education Ltd trading as Solomon Group 

	Adult Literacy Assistance
	PTE

	Waikato
	River City Training Academy Ltd

	Power Up to Employment
	PTE

	
	Georgina Graham International
	Bridge to Success
	Limited Liability Company

	
	Relax
	Workplace Communication Skills
	PTE

	Bay of Plenty
	Ko te Iwi te Taonga Trust


	Adult Literacy Programme
	Community –

Charitable Trust

	East Coast
	Te Haeata
	Communications@Work
	PTE

	Taranaki
	River City Training Academy Ltd

	Power Up to Employment
	PTE

	
	Bedford Avenue Developments Ltd
	Drivers Licence and Literacy Training
	

	
	Literacy Aotearoa
	Communication Skills Training
	Community/PTE

	
	Salvation Army Employment Plus

	Drivers Licence and Literacy Training
	PTE

	Central
	Literacy Feilding Inc

	Individual Literacy Numeracy Assistance
	Community

	
	Adult Literacy Palmerson North


	
	Community

	Wellington
	Literacy Aotearoa Wellington
	Te Kuru Pounamu
	PTE

	Nelson
	Golden Bay Work Centre Trust

	Communications Skills
	PTE

	Canterbury
	Canterbury Institute Limited

	Workplace Communication
	PTE

	Southland
	Literacy North Otago

	One to One Literacy Programme
	Community

	
	Literacy South Canterbury


	One-on-One Literacy Assistance
	Community/PTE
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Figure 1: Proportion of course time spent by learners in a one-to-one situation
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Figure 4: Delivery of adult literacy programmes (course hours per day)
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Figure 5: Delivery of adult literacy programmes (course hours per week)
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Figure 6: Duration of adult literacy programmes (total course hours per participant)
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Figure 7: Attendance of literacy programme participants
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� Ministry of Social Development, 2004.


� New Zealand Qualifications Authority, 2004.


� Workbase, 1998.


� Johnson, 2000.


� New Zealand Qualifications Authority, 2004.


� Work and Income New Zealand, 2001.


� SWIFTT holds benefit details. The SOLO database holds employment services details for Work and Income job seekers.


� Literacy programmes are known to have been utilised in the Southern and Wellington regions in the 2002/2003 year, but no participants were recorded in SOLO for these regions. Numbers are therefore unavailable, and have been treated as zero for the purpose of calculating percentages.


� OECD/Statistics Canada, 1995.


� O’Reilly, 2003. 


� Ministry of Education, 2001.


� Work and Income NZ, 2001.


� Johnson, 2000.


� Work and Income NZ, 2001.


� Average taken across all providers for whom data was available, weighted by number of participants at start of course. Almost all providers supplied hours per day information.


� Average taken across all providers for whom data was available, weighted by number of participants at start of course. Around three-quarters of providers supplied hours per week information.


� Average taken across all providers for whom data was available, weighted by number of participants at start of course. The total course duration was supplied, or could be inferred, for almost all providers. 


� Ministry of Education, 2001. 


� Work and Income NZ, 2001.


� Average proportion taken across all providers for whom data was available, weighted by number of participants at start of course. Almost all providers supplied summary attendance information.
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