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1. Introduction 

1.1. Te Hautū Kahurangi | Tertiary Education Union (TEU) welcomes this opportunity 
to respond to Te Pūkenga on the Draft Academic Regulations. 

1.2. The TEU is the largest union and professional association representing 10,000 
academic and general/allied staff in the tertiary education sector (in universities, 
institutes of technology/polytechnics, wānanga, private training establishments, 
and rural education activities programmes). 

1.3. The TEU actively acknowledges Te Tiriti o Waitangi as the foundation for the 
relationship between Māori and the Crown. We recognise the significance of 
specific reference to Te Tiriti o Waitangi in the Education Act and the emergent 
discourse resulting from this. We also accept the responsibilities and actions that 
result from our nation’s signing of the UN Declaration on the Rights of Indigenous 
Peoples. 

1.4. The TEU expresses its commitment to Te Tiriti o Waitangi by working to apply the 
four whāinga (values) from our Te Koeke Tiriti framework as a means to advance 
our TEU Tiriti relationship in all our work and decision-making – with members 
and when engaging on broader issues within the tertiary sector and beyond – 
such as our response to the Draft Academic Draft Regulations: 

Tū kotahi, tū kaha: We are strong and unified; we are committed 
to actions which will leave no-one behind; we create spaces where 
all people can fully participate, are fairly represented, and that 
foster good relationships between people. 

Ngā piki, ngā heke: We endure through good times and bad; we 
work to minimise our impact on the environment; we foster ahikā 
– the interrelationship of people and the land, including 
supporting tūrangawaewae – a place where each has the right to 
stand and belong. 

Awhi atu, awhi mai: We take actions that seek to improve the lives 
of the most vulnerable; we give and receive, acknowledging that 
reciprocity is fundamental to strong and equitable relationships; 
and we work to advance approaches that ensure quality public 
tertiary education for all. 

Tātou, tātou e: We reach our goals through our collective strength 
and shared sense of purpose, which are supported through 
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participatory democratic decision-making processes and 
structures. 

1.5. Our response to the Draft Academic Regulations stems from our commitment to 
the whāinga expressed above and our wish to see these enacted in the tertiary 
education sector and in our society and communities. 

1.6. We would like to acknowledge and thank the TEU members that provided input 
on this submission. 

2. Preamble 

2.1. The TEU commends Te Pūkenga and the initial draft of its Academic Regulations. 
However, there are certain issues throughout the document that require either 
elaboration or revising if Te Pūkenga is to encourage excellence and uphold the 
integrity and quality of teaching, learning, and assessment throughout the new 
network of vocational education provision. 

2.2. Whereas we recognise the voice of industry is a vital component for vocational 
education, there is a clear imbalance between that voice and the voice of 
educators throughout the draft Regulations. 

2.3. Additionally, many sections of the draft Regulations refer to documentation 
surrounding Programme Regulations and/or Procedures. Without having these 
documents available, our capacity to provide a comprehensive response to the 
draft Regulations is constrained. 

3. Introduction 

Purpose of the Regulations (p.4) 

3.1. Beyond being fit for the future, the Regulations need to be fit for purpose for 
those that teach. The opening paragraphs of the academic regulations illustrate 
the lack of consideration given to the role, expertise, and interests of teaching 
staff throughout the remainder of the draft document: 

As fit for the future regulations, [the Academic Regulations] address national 
standards whilst empowering regional needs to be met, engendering the 
confidence of Te Tiriti partners, community, industry, professions, employers, 
and learners in the qualifications and educational outcomes achieved through 
Te Pūkenga (p.4) 
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3.2. Here, there is no mention of teaching staff. In order to ensure the integrity and 
quality of teaching, learning, and assessment, and the qualifications and 
educational outcomes of learners, it is our view that “engendering the confidence” 
of teaching staff should be of prime significance if Te Pūkenga is to realise its 
aims. Moreover, being ‘fit for purpose’ includes the requirements that the 
Academic Regulations are ‘fit’ for the educational and institutional context in 
which teachers and learners operate. As we describe below, there appears to be 
a significant lack of understanding about the teaching, learning, and assessment 
context in what is proposed in these Regulations. 

3.3. Additionally, most students are not generally mobile, so it seems a false premise 
that this should be a major factor in designing the Academic Regulations. Unless, 
of course, there is research that shows this is a factor and demonstrates the 
regional variations. 

Scope of the Regulations (p.4) 

3.4. Clarification is needed pertaining to the scope and function of training 
agreements and whether or not training agreements either form part of a 
qualification or, alternatively, lead to the attainment of a qualification. The second 
paragraph notes that not all Regulations will apply to workplace learning. The 
following paragraph, however, states that a ‘programme’ includes workplace 
learning – clarification is needed regarding whether there will be separate or 
additional Academic Regulations for those learners involved in training 
agreements. 

3.5. The regulations note that “the term ‘programme’ includes all Te Pūkenga 
education offerings including programmes leading to qualifications, training 
schemes, micro-credentials, workplace learning, and short courses” (p.4) thereby 
implying that the Regulations apply to higher-level qualifications such as bachelor 
and master’s degrees. However, members have questioned whether the draft 
Regulations are fit for purpose within the context of these higher-level 
qualifications. For example, Recognition of Prior Learning (RPL) and assessment 
turnaround times may be quite different at these higher qualification levels. 

Te Pae Tawhiti – Te Tiriti Excellence Framework (pp.6-7) 

3.6. TEU commends the integration of mātauranga Māori and its rightful place at the 
outset of the Regulations. 
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3.7. However, under the goal of ‘Stronger Māori participation,’ we think the critical 
importance of face-to-face teaching for many of our learners needs to be 
explicitly recognised in conjunction with the prioritisation and provision of 
“culturally appropriate and safe learning environments” (p.7). 

3.8. Added to this, stronger Māori participation will require proactive recruitment and 
development of greater numbers of Māori staff. 

3.9. Additionally, where the ‘Stronger responsive practices’ goal alludes to staff being 
“competent, culturally responsive, and reflective” (p.7), we think it is necessary to 
understand that, in order to ensure these capacities are achievable throughout 
the network, staff need sufficient time and resourcing to engage in training where 
appropriate. 

Learner Rights and Responsibilities (p.8) 

3.10. The regional variations need to be clearly identified for learners to access 
culturally appropriate support. Te Pūkenga will need a robust understanding of 
the different ways in which “culturally appropriate” is understood by different iwi 
throughout the country. 

Responsibilities (p.8) 

3.11. The bullet point ‘being self-motivated and self-directed’ seems to be written from 
a Western industrial perspective. It is important to understand that education is 
not a level playing field in terms of capacity, time, and energy that students have 
available to study. For example, a young Pākehā student, without children, living 
at home with parents is not in the same situation as an older Māori woman with 
children and multiple cultural demands on her time. The conflation of Māori and 
Pasifika into one group is not useful or respectful of either group. As such, we 
think that notions of ‘self-direction’ and ‘self-motivation’ should be encouraged in 
conjunction with an understanding of learners’ cultural backgrounds and general 
life circumstances. 

3.12. The Regulations state that learners need to take responsibility for their behaviour 
in relation to avoiding “language (verbal or written), body language, and imagery 
which is offensive” (pp.8-9). Because of the difficulty tied to codifying what 
constitutes “offensive, we think that this sentence could be altered in the 
following way: “[…] language (verbal or written), body language, and imagery 
which creates offense.”  

4. Recognising Learning 
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General (p.10) 

4.1. Approving programmes for which RPL accounts for more than ~80% of a 
qualification is questionable. RPL often requires learners and staff to adequately 
align fragmented, partial, and dated prior learning with the depth of learning 
achieved through a well-planned, rigorous, and current learning programme. 

4.2. TEU member have noted that as some students who have been awarded RPL 
progress through a programme, the lack of understanding of the theory or 
foundational building blocks that underpin their practical skills becomes evident. 

4.3. Decisions will need to be made as to what type of qualification can be awarded 
via RPL processes and at what proportion, as it is not suitable for all qualifications. 
Moreover, if it is deemed impossible to RPL for a whole qualification, the 
programme of study for that qualification should be reviewed in terms of the 
apparent limited quality of learning it offers. 

4.4. Awarding RPL is an intensive and time-consuming process for both learners and 
staff to undertake. Assessment for a complete qualification via RPL would need 
significant additional investment of time allocation and additional moderation 
checks. The RPL process would need to be precisely outlined, and should involve 
more than one academic staff member. 

4.5. RPL as an essential assessment tool will need to have parameters as to 
application and processing timeframes if it is to be used as a prerequisite. There 
will need to be prescribed methods that will deal with the inevitable workload 
issues associated with this type of assessment (e.g. the examination of an 
evidence portfolio takes time). Learner would need to ensure they evidence the 
learning outcomes to the expected standard, and time would need to be allocated 
into assisting learners gather, collate, and present their evidence in an effective 
manner, so that their skills, knowledge, and attributes are easily determined. 

4.6. Experience has shown that RPL can create a problematic situation because of the 
restrictions of regulatory bodies. Due to a variety of factors – i.e., regional 
variation, iwi, climate, environment (etc.) – some current programmes are unique 
in their delivery. This means that CRT and RPL from other providers may be 
problematic as staff working within particular regions may be better placed to 
assess certain forms of prior learning. 

5. Awards 

Informal Awards (p.11) 
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5.1. Standardised criteria for these informal awards would need to be outlined in 
order to maintain consistency across the regions. 

5.2. Clarification is needed pertaining to why Certificates of Proficiency are classed as 
informal awards. 

Entitlement to Awards (p.11) 

5.3. The Regulations state that “Te Pūkenga may refuse to grant or may revoke any 
award if satisfied that a learner made a materially untrue or misleading statement 
related to gaining the award or is guilty of a serious breach or dishonest practice 
in relation to the award [...]” (p.11). Considering the potential implications of an 
award being refused or revoked, we think greater detail needs to be provided 
regarding what constitutes “a serious breach.” 

6. Programmes of Learning 

Programme Regulations (p.13) 

6.1. As noted in the Preamble of this submission, without having the Programme 
Regulations and Procedures documents available, it is difficult to envisage how 
the Regulations will fare in practice. 

6.2. We understand that the Programme Regulations and Procedures documentation 
will be consulted on at a later date, and we would welcome the opportunity to 
provide feedback in due course. 

7. Enrolment 

Entry (p.14) 

7.1. As noted above, the role of training agreements needs to be clearly defined 
relative to whether they constitute either a programme, part of a programme, or 
if they contribute to achieving a qualification, and where this sits in relation to the 
Academic Regulations. 

7.2. The commitment to achieving greater access for, and stronger participation of, 
Māori is an important commitment and needs to be supported by research as to 
what best works for Māori. 

Additional Requirements for Prospective International Learners (p.14) 
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7.3. The Regulations state that “Prospective learners may be admitted to any 
appropriate point of a programme with Credit Recognition and Transfer or 
Recognition of Prior Learning” (p.14). For the health and safety of learners and 
staff, health and safety regulations need to be strictly adhered to, including 
considerations of workload. For example, the number of learners enrolled in a 
welding course must relative to the number of available welding bays and other 
equipment. 

7.4. As such, we recommend that this sentence if altered to include explicit 
recognition that admission will be contingent on available space on a programme: 
“Prospective learners may be admitted to any appropriate point of a programme 
with Credit Recognition and Transfer or allowable Recognition of Prior Learning if 
a place is available.” 

Enrolment (p.14) 

7.5. TEU members have noted that many prospective learners that enrol directly 
online without any guidance or advice do not show up. Specific programmes may 
need to involve additional enrolment processes, including numeracy and literacy 
tests, interviews with the co-ordinator of the learning programme, submission of 
portfolios, and other written submissions. 

7.6. For example, direct online enrolment has been inadequate for some nursing 
programmes and learners need a more involved enrolment process. A successful 
practice which has developed over time includes the teaching team processing 
the application form, ensuring all the paperwork and entry criteria have been 
met; subsequently interviewing applicants and pre-testing for numeracy, literacy, 
comprehension and IELTS has contributed to ensuring learners have the capacity 
to study this programme at this level, and are more likely to be successful. 

7.7. It is often after a self-enrolment, during the initial phases of the course that the 
need for pastoral care and literacy and numeracy support becomes apparent. 
The process as it is outlined in the Regulations could be setting learners up to fail, 
and it puts huge pressure on the teaching staff to support someone who does 
not have the capability. Appropriate guidance before enrolment would mean that 
learners may be directed to a foundation or bridging programme ahead of time 
where necessary. 

7.8. Many of the low-level programmes are open entry so an online enrolment does 
not pose any issues. The Apprentice Boost Subsidy has revealed the potential for 
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problems as employers have taken on learners who are not suitable, and this has 
created both pastoral care issues and high withdrawal rates.  

Limitations on Learner Numbers (p.15) 

7.9. The Regulations state that “Te Pūkenga may at its discretion limit places on a 
programme” (p.15). Any limitations on places need to be based on an agreed 
number in relation to health and safety requirements and staff workloads. In 
other words, limited numbers of placements should not result in situations 
where, for example, there are more learners than equipment, as is the case in 
some current situations. In some circumstances, the number of places are 
restricted by practicum placements; in other cases, numbers are restricted by 
resources (e.g., number of welding bays). 

7.10. In view of over-subscription, selection processes are applied but there needs to 
be a very clear timeline for this to happen with a connection to the late enrolment 
process. The timeliness of this process is crucial to ensure learner success, and 
that they are involved and included from the beginning. Following this, 
clarification is required pertaining to the processes which will be in place if 
enrolments have accepted agreed number of students, yet late applications 
enhance the potential diversity of a student cohort. 

Refusal or Cancellation of Enrolment (p.15) 

7.11. The Regulations state that “Te Pūkenga may refuse or cancel the enrolment of 
learners who are not of good character” (p.15). Given the implications 
surrounding this clause, further detail is required pertaining to what constitutes 
“good character.” For example: will previous convictions lead to refusal of 
enrolment and, if so, is the time at which a potential learner was convicted taken 
into consideration? 

7.12. Likewise, explicit parameters surrounding what constitutes “insufficient progress” 
(p.15) need to be in place as this may differ relative to the nature of different 
programmes and levels of study. 

Cancellation of Programme or Course (p.16) 

7.13. The Procedures documentation surrounding the cancellation of a programme or 
course will need to outline when learners are notified of cancellations. If there is 
an opportunity for a learner to transfer to another programme, the learner needs 
to be supported in this. For example, timetables may differ, which will directly 
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impact on, among other things, childcare and transport arrangements. Such 
issues require time if they are to be addressed adequately. 

8. Learning and Teaching 

Learner Workloads (p.18) 

8.1. The Regulations state that “[…] flexibility is granted with regard to assessments if 
workloads become overwhelming” (p.18). ‘Flexibility’ in relation to assessments is 
open to wide interpretation and needs to have very specific parameters. For 
example, all assessment needs to be completed within the ‘term’ of the course. 
When a course is governed by professional regulation requirements, tight 
timetables, and high workloads, it is difficult to make changes, and it is not easy 
to be flexible. 

8.2. Regarding the move to acknowledge work-based experience and learning: if the 
learner has not applied for RPL but can meet the learning outcomes in less time 
than is scheduled, clarification is required surrounding, firstly, whether this is 
considered as acceptable in relation to ‘flexibility’ and, secondly, what the 
implications will be in relation to staff workload and their ability to manage 
marking, teaching, administration, and pastoral care responsibilities. 

8.3. This flexibility becomes even more significant as we move to a more work-
integrated learning model where the learner is in fulltime work. There will be a 
demand for teachers to be flexible to maintain pass rates, especially in times of 
worker shortages. 

Learner Support (p.18) 

8.4. The monitoring of learner progress and wellbeing is a core component of 
teaching and learning but demands a high level of engagement and time from 
staff. In short, it is a large part of the workload of staff. In order to be included in 
workload arrangements, this increased pastoral care and administration needs 
to be quantified. Further considerations include the fact that pastoral care is often 
carried out by female staff, and that learner wellbeing is related to their success 
and their ability to achieve and this needs to be connected firstly to the enrolment 
process. These factors also need to be considered in relation to staff workload 
allocations. 

8.5. The Regulations state that “Learners are encouraged to disclose their particular 
support needs before starting their programme” (p.18). Learners may not want 
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to do this until they are enrolled, familiar with the environment, and have 
established a relationship with their tutor. 

8.6. There is often pressure from parents and organisations to enrol high-needs 
learners without any extra support. If they disclose information, the system needs 
to provide adequate support from the outset. 

8.7. The Regulations state that “Learners are referred to external support services if 
Te Pūkenga is unable to provide a particular service required for the learner’s 
wellbeing and/or success” (p.19). Clarification is required here surrounding who 
decides, and based on what criteria, whether or not Te Pūkenga is in a position to 
provide appropriate support. 

8.8. It needs to be acknowledged that there will be a range of learning support 
provided and that the learning support needs to be appropriate for the situation. 
Also, increased monitoring of learner progress and wellbeing will increase 
workloads. It needs to be recognised that learner support for Māori, Pasifika, and 
other underserved learners may require alternative options. 

Dealing with Harassment, Discrimination, and Bullying (p.19) 

8.9. Regarding harassment, discrimination, and bullying, the protocol of Te Pūkenga 
should be underpinned by relevant legislation, as doing so would provide more 
stringent protections for both staff and learners. 

Learner Misconduct (p.19) 

8.10. There needs to be clear descriptions of what is deemed to be ‘learner misconduct’ 
so that learners and teachers have a definitive understanding of what is 
unacceptable. The consequences of cheating need to be clearly laid out – e.g., 
single instance of cheating, multiple instances, sharing of notes, submitting work 
of others (etc.). Not all learner work can be submitted through plagiarism 
detecting software. 

Healthy and Safe Learning Environment (p.20) 

8.11. Providing a healthy and safe working and learning environment is the 
responsibility of Te Pūkenga. There are many examples of ITPs creating unsafe 
working environments and knowingly continue this practise. Having more 
students enrolled in a course than the available equipment allows is unsafe both 
for learners and teachers – for example, overcrowding in welding workshops. 
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8.12. Timetabling is crucial and needs to be set in place before the programme starts 
so that learners can coordinate and manage their lives outside of study. Last 
minute changes have huge impacts on learners. It is not ideal to have one teacher 
teaching a practical skill across two classrooms, or on two different levels of a 
building. This would need significant investment in technology to enable this to 
work better for our learners. 

8.13. Both the oversubscription to classes and understaffing has a huge impact on 
workloads. Learners who feel they miss out want more time outside of class 
hours to have questions answered and support provided. There is a high 
expectation that teachers will be always available. 

8.14. In connection with learner workloads, teachers also need to have equitable, 
reasonable, and safe workloads, as well as mental health support. 

9. Assessment 

General (p.21) 

9.1. There needs to be some explicit guidelines about submitting group work for both 
learners and teachers as well as guidelines to address non-performing group 
members. 

9.2. The Regulations state that “Learners are honest when undertaking assessments” 
by way of, among other things, “Acknowledging contributions from other sources, 
using APA referencing as appropriate” (p.21). The use of APA as a referencing style 
is unique to particular disciplines. Following this, we think referencing and 
citations should be implemented using the referencing style that is prescribed by 
any given programme of study or discipline – for example, a creative writing 
programme will likely use the Modern Language Association (MLA) referencing 
style. 

Availability of Marked Assessments (p.22) 

9.3. This clause does not consider the myriad of different assessment types used in 
the sector or the conditions of teaching and learning in the sector. It is impossible 
to mark, for example, one hundred 2,000-word essays in 10 working days whilst 
carrying out normal teaching, research, and administration duties. Added to this, 
time allowance for intra-assessment moderation with colleagues and the 10-day 
requirement for the return of written work is completely unrealistic. 
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9.4. In some cases, students are submitting 6,000-word literature reviews each on a 
different topic. It would be unacceptable to force staff to breach health and safety 
conditions to achieve this deadline. Where students’ assessments include critical 
thinking and analysis, this is usually completed outside ‘test’ conditions. It is 
critical for many professions that employees both write well, think well, and 
analyse a variety of situations. TEU members endorsed the opinion that the 10-
day turnaround for all types of assessment is unachievable. We recommend that, 
in order to allow for the array of types and levels of study, there should be a 15-
20-day turnaround time. 

9.5. It is common in current practice for degree level programmes and higher to have 
a 21 day deadline for return of assessment. For some programmes, even meeting 
a 21-day deadline means staff are working inordinate hours in their week nights 
and weekends to complete the marking. A 10 day requirement for return of 
assessment would likely mean more outsourced marking. Because learning 
around assessment and 1:1 feedback is such a key teaching activity, this 
possibility carries negative implications for the quality of the kaiako-ākonga 
relationship and the ability of kaiako to provide guidance and support that meets 
individual learning needs. 

Notification of Results (p.22) 

9.6. A 10-day turnaround time for final course results will also place undue pressure 
on large pools of teachers and administrative/allied staff. Not only does the 
marking have to be completed and moderated, but a complex set of 
administrative processes are required to record and approve results. These 
factors need to be considered in determining a reasonable turnaround time for 
the notification of results. 

Resubmission of Individual Assessments (p.22) 

9.7. The Regulations state that “Opportunities for further assessment or resubmission 
of assessments in the event of a not achieved may be available if provided for in 
the Programme Regulations or unit standard assessment conditions” (p.23). Here, 
what constitutes ‘opportunities’ needs clarification, particularly within the context 
of unit standards (competency-based assessment). Similarly, the terms ‘further 
assessment’ and ‘reassessment’ need to be clearly defined and take into 
consideration factors such as whether or not: further assessment will apply if only 
one learning outcome is not met; reassessment implies that a completely new 
piece of assessment will be set for the learner; and how scheduling such further 
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assessments and reassessments will impact on either the learner of staff 
involved, including the implications for meeting marking turnaround times. 

Reassessment of Courses (p.23) 

9.8. This applies to achievement-based courses, and again the term ‘reassessment’ 
needs to be clearly defined. Our commentary on Resubmission of Individual 
Assessments applies to Reassessment of Courses. 

Competency Based Assessment (p.24) 

9.9. Clarification is required surrounding whether or not learners are in a position to 
achieve either an AD or AM result when the credit is being awarded by APL or 
RPL. It is particularly difficult to define the criteria for AM grades for higher level 
practicums. 

9.10. Further distinction is required between the A and CC results – i.e. if a learner has 
completed a process that means they obtain a credit for the course, why is that 
considered CC rather than A? 

Achievement Based Assessment (p.25) 

9.11. TEU members question the removal of ‘+’ and ‘-‘ grades and, instead, assert 
retaining the current grading system. This is because learners appreciate the 
nuance between, for example, an A and an A+. As such, the +/- grading system 
rewards exceptional work and encourages learners to strive to improve their 
grades. 

9.12. The criteria for the Advanced Standing grade will need to be specifically outlined 
for each relevant qualification. The ‘block of credit’ requires some classification as 
to how many credits, what level, and where this can be applied. Again, the 
administration for awarding this grade is potentially time-consuming and needs 
to be factored into workloads, or assigned to an assessment panel. 

9.13. Additionally, clarification surrounding whether or not the term ‘Advanced 
Standing’ is interchangeable with ‘Unspecified Credits.’ TEU members working 
across a variety of disciplines advised that they were unfamiliar with the 
Advanced Standing grade and held the view that use of the term ‘advanced’ within 
the Advanced Standing grade could be seen to infer that a particular level of 
expertise is tied to the grade, despite this not being the intention of this particular 
grade. 
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10. Conclusion 

10.1. TEU appreciates the opportunity to provide feedback on the draft Academic 
Regulations. 

10.2. Where much of our feedback relates to how the Regulations will be implemented, 
we anticipate further engagement during consultation on the Programme 
Regulations and Procedures documentation. 


