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EXECUTIVE SUMMARY

Competent Children is a longitudinal project with two main aims: to describe and analyse
variations and changes in children’s cognitive, social, communicative and problem-solving
competencies from the time they begin school, at the age of 5; and to see what impact children’s
early childhood education experiences, family resources, home activities, and school resources
have on these competencies. Competent Children at 5 (1996) covered the first phase of results from
the project, when the children were aged 5. This report covers the second phase, when the -
children were aged 6, at the end of their first year at school, and it compares the data for age 5
with the data for age 6. ' '

Between the ages of 5 and 6, children made the most competency gains in Mathematics
and in reading (an aspect of Literacy). Only around 10 percent of the children could read at age
5; only around 10 percent could not read at age 6. Use of the hands for cutting and tracing became
more precise. Overall scores for Social Skills, Communication, Perseverance, and Curiosity stayed
the same or declined slightly. :

The first year at school also resulted in a marked closing of the gaps in scores for Mathematics
and Literacy which had existed between children at mainly low income early childhood education
centres, and children at mainly middle income centres, and also between Pakeha/European and
Miori children, before they came to school. This first year also narrowed the gaps between
children who had English as a second language, and others.’

Individual children’s scores at age 5 were not good predictors of their scores at age 6, with the
exception of their performance in Mathematics, and, to a lesser extent, Literacy and Logical
Problem-Solving. However, it was common for children who scored in the top quartile of most
of the competencies at age 5 to remain in the top quartile at age 6, and it was unusual for children
who had scored in the lowest quartile at age 5 to shift into the top two quartiles at age 6. For
children who had scored in the two middle quartiles at age 5, movement could be either up or
down.

Our analysis raises some questions about whether it is possible to predict children’s
competency levels after their first year of school from their competency levels a year earlier. Only
the Mathematics competency showed what seemed to be a reasonable level of predictability. Our
suggested reasons for this lack of predictability include a change in criteria for the teacher ratings,
changes in our measures for literacy, and the malleability of children’s development at this young
age. This lack of predictability between scores at age 5 and scores at age 6 matters if crucial
decisions are being made for the children (such as selection for school or class), or if school or
teacher performance is being gauged by the “value” they add to children’s performance over the
initial school year. Our data suggests caution about the use of children’s initial achievement data
for these purposes. _

Our work in finding and devising appropriate competency measures at this age also convinces
us that it is unreal to expect to be consistently able to find repeatable measures for children at
different ages. In the real world, therefore, comparing children’s assessments is likely to be
“messy”. This may encourage concentration on the traditional areas of Literacy and Mathematics,
at a time when there is general acknowledgement by educationalists, parents and employers, that
while these competencies are certainly necessary, they are insufficient in themselves to produce
competent citizens.

Children’s Mathematics scores at age 5 were the best predictor of their overall
performance at age 6. Yet parents seemed to use reading book level as their main indicator of
their child’s performance. Their satisfaction levels with their child’s initial school performance
also reflected the child’s ease in the school situation, and how well he or she had settled into
school. The children whose progress most concerned parents were those who were on the lower
reading book levels, had been unenthusiastic about starting school, had taken a while to settle into
school, had changed schools during the year, were unhappy or lacked confidence, were not being
sufficiently extended, and/or were boys. There was evidence of the need for better
4
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communication between teachers and parents about children’s progress.

There was more dissatisfaction among the parents of children attending private or decile 9-10
schools (that is, schools with a concentration of children from families at the upper end of the
socio-economic scale). Yet private school children scored as well as others on all measures bar
one, where they scored better, and decile 9-10 school children scored as well as others on most
measures, and higher on some measures. Levels of parental satisfaction therefore appear to be
shaped by parental expectations as well as by children’s levels of competency.

A year after the children had left early childhood education, it continued to make a
contribution to children’s competency levels. Indeed, we found new associations appearing, as
well as the continuation of some which were evident at age 5. The associations with Mathematics
and Literacy remained, and the associations with Perseverance, Communication, and Logical
Problem-Solving were more likely to emerge as “lag” or “sleeper” effects. Some associations which
had been present at age 5, particularly those related to Social Skills, were no longer evident at age
6. We conclude that the full impact of early childhood education can be evaluated only by
collecting both current and longitudinal data.

Children who had at least 3 years early childhood education experience scored higher
than others on the competency measures for Mathematics, Communication, Word Recognition,
Fine Motor Skills, Individual Responsibility, and Logical Problem-Solving. Children who had
attended early childhood education centres which scored well on our rating of the quality of
interaction between staff and children did better than others on the measures of Perseverance,
Word Recognition, Invented Spelling, and Individual Responsibility. Playcentre attendance helped
children’s Perseverance, as did attendance at early childhood education centres which regularly
allowed children to complete their activities. Children who attended early childhood education
centres serving a mainly middle income community did better than others on 6 of the project’s
original 10 competencies.

Small class sizes could make up some of the difference in scores for children who had
attended early childhood education for less than 3 years, or had experienced low quality
staff:child interaction.

Children’s responses to difficulties encountered in their schoolwork indicated the importance
of the strategies they learn from teachers. Their responses were not generic, but specific to each
curriculum area. For example, a child might sound out the letters of a new word encountered in
reading, but not use the same approach in trying to spell a word when writing.

We found that the socio-economic mix of the school also made a difference for chlldren,
even in their first year of school. Children attending schools serving a mainly middle income
community were advantaged compared with children attending schools serving a mainly low
income community. However, children from high income families did well no matter what the
socio-economic mix of their school was.

There are a number of implications here for early childhood education and primary school
policy, and also for programme emphases. Literacy skills benefit from the quality of staff:child
interaction in early childhood education centres, and from the length of time spent in early
childhood education. They also benefit from the early childhood centre’s socio-economic mix.
This may seem less amenable to policy change: obviously, it is not possible for every centre to
serve mainly middle income communities, unless we have a more egalitarian society. However,
policy can aim to keep the social mix of early childhood education centres and services as broad
as possible, through making access to services independent of family income. It can also aim to
provide more support to early childhood education centres serving low income families, in order
to ensure that all such centres can offer high quality staff:child interaction.

This would mean improving staff:child ratios in kindergartens and ensuring that all early
childhood education staff are well trained. It would also mean providing resources and
programmes which encourage mathematics, literacy, communication, logical problem-solving, and
perseverance. Perhaps the Books in Homes scheme should be tried out in early childhood
education centres serving low income communities, and extended to Games at Home, but without
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requiring services and centres which are already financially hard-pressed to match the level of
external support required of schools. )

Our findings relating to school socio-economic mix confirm for the very start of school
experience what others have recently documented for later school years. It is the low decile
schools which stand in most need of external support if they are to be able to close the gap
between the performances of their students, and other students.

Prior family experiences and resource levels also had an impact on children’s
competencies—and this was sometimes greater than the impact of current family resources and
home experiences. Family income levels at age 5 had a greater impact than family income levels
at age 6. Family computer ownership at age 5 showed many associations with children’s
competency levels a year later, but current family computer ownership did not. Prior reading and
mathematical activities showed a greater level of association with children’s current competency
levels than current activity, but prior writing activities did not show this association.

Children’s current home activities also mattered, particularly those that did not focus on
practising skills or knowledge in an isolated way, but instead put these to work in practical ways
or in social contexts. The activities which do this appear to have wider benefits for children,
enhancing their competency levels generally, even if some of the benefits—for example in Social
Skills and Perseverance—take time to show up. There are implications here for the support
children and parents can be given at home.

Family income levels continued to be a dominant contributor to children’s competency
levels, and to underlie some of the differences which initially appeared in association with family
type, ethnicity, and source of family income. Thus we can say that such differences are only
apparent, and it is the level of family income which really matters.

Low levels of family income while children are preschoolers appear to have enduring as well
as current impacts on children’s competency levels. There are implications here for social policy,
in terms of the importance of adequate incomes, through the availability to families with young
children of sufficiently well-paid employment, or in its absence, sufficient government support,
as well as adequate and affordable housing.

A fundamental question is also raised by the range in family incomes, against a background
of widening income inequality in New Zealand. The low income families in the Competent
Children project had available to them a third to a quarter of the incomes available to families in
the highest income bracket. They were also more likely to be paying half or more of their income
for housing. If such gaps in income remain, or widen still further, it will be difficult to close the
associated gaps which are evident in children’s competency levels even from an early age. Thus
children from low income homes will not approach later life on a “level playing field”, but will
find their opportunities more circumscribed than those of others. Society will also draw on a
narrower range of abilities and talents, because of the constraints on the development of this
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PART 1
CHAPTER 1

INTRODUCTION

Background to the Study

The Competent Children project’ is designed to focus on the contributions which early childhood
education, school resources, family resources, and children’s activities make to the development
of New Zealand children’s competencies. We use the word competency to refer to combinations
of knowledge, skill, and, sometimes, attitude, which can be seen at work in everyday practice, or
gauged through specific tasks.

We explore 10 realms of competency in this study. They cover 6 “being” competencies:

Communication, Curiosity,’ Perseverance, Social Skills with Peers, Social Skills with Adults,
Individual Responsibility’

and 4 “doing” competencies:

Literacy, Mathematics, Logical Problem-Solving, Motor Skills.

This set of competencies by no means exhausts the spectrum of capabilities which are valued in
New Zealand.* It does provide a reasonably comprehensive grasp of competencies which have
been linked with successful learning (in a society which is putting more emphasis than previously
on the role of education and learning in employment), and with satisfying social and economic
participation.

Having such a range of competencies also allows us to see how usual it is for one individual
to be competent in all of them, and, as we follow the study children over the years, to see whether
patterns of achievement and prowess over time are different for different competencies.

Our data-gathering began in 1993-1994, when the 307 children then in the study were almost
5 years old, and were still attending early childhood education. The children’s teachers rated them
for the “being” competencies, which required a more extensive knowledge of the child than a
researcher could gain quickly. The children themselves carried out tasks related to the “doing™
competencies. We also gathered material about the quality of the early childhood education
services attended by the children, and observed their activities there. We spoke with parents about
the family, the child’s activities at home, their history of early childhood education from birth,

' The project has been funded by the Ministry of Education, and NZCER.
Figure 1 opposite sets out the work undertaken so far, and the resulting reports. By the end of 1997, data
had been collected for Phase III, when the children turned 8, and analysis had begun. We expect the draft
report on Phase III to be completed by July 1998.

In the first report we used the term Inquisitiveness for this competency.

In the first report we used the term Independence. We made the change because Independence suggests some
* aspects which are not covered by the items included in our measure of this competency.

Two other aspects have since been suggested to us by participants in the study: risk-taking, and security.
Q Lo .
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the parents’ perceptions of their child’s first and final early childhood education services, and their
choice of school for the child.

We reported the results of this first phase in Competent Children at 5: Families and Early
Education, published in 1996. We found that the length and quality of early childhood education
did make a positive difference in relation to children’s competency levels.

Family resources and children’s home activities were also important. Level of family income
was particularly important. It overrode several of the associations initially found between
children’s competencies and a number of other factors, such as ethnicity and family type.

The Children at Age 6

We returned to the children in 1995-1996, a year after they started school, when they were aged
6 or nearly 6. Of the 307 children who took part in the first phase, only 8 (3 percent) did not take
part in the second phase. Sadly, one child died just after turning 5. Four parents declined consent,
and 4 could not be located. The final sample comprised 298 children (and 297 parents, because 1
parent became unable, for personal reasons, to complete the parent interview).’

The sample children attended 121 schools. Close to half (44 percent) attended the same school
as at least one other child who had attended their final early childhood education centre. Three
families moved overseas, 2 to Australia and 1 to the USA. Five families left the Wellington region,
2 moving to Auckland, and 1 each to North Auckland, Te Kuiti and Dunedin.

Parents told us about their child’s transition to school, parents’ satisfaction with initial school
progress, the child’s home activities, family activities and resources, and parent’s proposed choice
of secondary school.® Teachers gave us information relating to class size, each child’s overall
progress, and the teacher’s contact with the child’s parents.

For this study, teachers also summed up the socio-economic profile of the community served
by their school. Their summaries corresponded fairly well to the Ministry of Education’s decile
rating.” All the children attending schools described as serving a predominantly low socio-
economic community were in decile 1-4 schools; the children at schools serving low to middle
socio-economic communities were mainly (77 percent) in decile 3-6 schools; the children at
schools serving middle class communities were mainly (85 percent) in decile 7-10 schools; and the

children at schools serving a wide range of socio-economic levels were mainly (77 percent) in
decile 3-8 schools.

Measuring the Competencies

As at age 5, we asked the children’s classroom teachers to rate them on the “being” competencies.
We asked the children to undertake a set of tasks related to the “doing” competencies of Literacy,
Mathematics, Logical Problem-Solving, and Motor Skills.

Of those who withdrew, 3 children had attended family daycare, 2 the same childcare centre, and 2 each a
private pre-school or kindergarten. The child who died had attended a childcare centre. All but 2 of the
families were Pakeha/European. Three of the families came from the lowest income bracket, 1 from the mid
to high income bracket, and 1 from the highest income bracket. Family income data was not given by the
remaining 3 families.

S The 3 research instruments used can be found in Appendix 2.

7 The Ministry of Education uses school decile as an indicator of the socio-economic composition of state and
integrated school catchment areas. The decile rating is based on census data for households with school-aged
children, together with ethnic data taken from the school’s roll returns. Each decile includes 10 percent of

* the state schools. Private schools are not rated. Deciles run from 1 (lowest socio-economic catchment area)
to 10 (highest socio-economic catchment area). The rating is used to allocate a sliding scale of additional

funding for schools in deciles 1-9. l



When the children were 5, we had found that very few ready-made tests, recently standardised
for New Zealand, were available for that age group. There were also few available tests to assess
the full set of competencies used here, particularly within the time-cost constraints of research.
So we had to develop some assessments from scratch, and modify others through trialing existing
tasks. (For an account of our search for appropriate and meaningful measure of competencies to
use at near age 5, see Competent Children at 5—Technical Appendices.)

Children’s development in their early years is well known for its plasticity. When we returned
to the children at age 6, we confronted a difficulty which besets many attempts to compare
children’s progress over time. Some assessments can be made on the same basis and in the same
form as at an earlier age. But others cannot, because the tasks are no longer appropriate.

We were able to keep consistency between the assessments done at age 5 and age 6 for all but
one of our competencies, Literacy. However, we did need to modify or extend some of the
measures for the other competencies.

The “Being” Competencies

These 6 competencies are the ones most appropriately assessed over a period of time, by adults
close to the children. The teachers had known the individual children for an average of 6 months.
The shortest period was 1 month (5 percent), and the longest 12-14 months (16 percent). The
average age of the children when their teachers were interviewed was 6 years, 1 month.

For these 6 “being” competencies, teachers rated children by matching 3 or 4 statements
related to each competency area to the child, using a 5 point scale which we then converted to a
numerical rating: always (4); often (3); sometimes (2); hardly ever (1); never (0).° Most of the
measures’ used to get teacher ratings of the children’s Communication, Curiosity, Perseverance,
and Social Skills competencies at age 5 were used again at age 6, with only a few adaptations to suit
the shift from early childhood education to school, and the change in what is expected of children
at age 6. For example, one of the three questions on Individual Responsibility at age 5 asked about
dressing, washing and going to the toilet. At age 6 this questions asked about going to the toilet,
and “keeping track of her/his things”.

The "Doing” Competencies
Literacy

For age 5, we had used Literacy tasks which focused on emerging reading—knowledge of letters,
words, and how to read—rather than reading itself. Most children start reading in their first year
at school.

In our pilot, we gathered the results for each child of the “6 year net” (as Clay’s Diagnostic
Survey is commonly known). However, for various reasons, we decided that it was not a suitable
measure for our study.’

In our first report, the numerical rating we used was from 5 to 1.

The measures used can be found in Appendix 2, in the “Adult Perceptions of Children’s Competencies”
interview. '

The 6 year net has not been normed since 1978. Three of the 6 different measures it includes showed the
ceilings were being reached. It is also possible that the results of the text reading task can reflect the text given
to the child by the teacher, as much as the child’s prior knowledge of the world. What is more, the 6 year
net has 6 different measures which cannot be summed into a single measure. Although most schools do carry
out this test, not all do it for every child (particularly if the child’s reading and writing is regarded as very
~ good), and it would be time-consuming for the researchers to do the whole 6 year net for all the children for
whom we had no or incomplete school results. As well, the 6 year net is regarded primarily as a diagnostic
assessment for teachers to use in shaping their work with children, rather than a summary assessment of the
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We also asked teachers in the pilot for the children’s reading book levels. Some schools gave
the reading book level; some gave the colour code for the level; and some gave the name of the
book most recently read by the child with an accuracy rate of at least 90 percent. This
inconsistency signalled problems for our purposes. In addition, reading book levels could reflect
teacher judgments (e.g. Glynn et al. 1989 found a sizeable number of children misplaced after they
finished Reading Recovery), or teachers’ time and availability to check each individual child in
their class, rather than a child’s actual capability. So we decided not to use reading book level for
our Literacy measure. But we did ask teachers for each child’s reading book level, so that we could

- see how the levels related to the measures we used, to teacher assessments of children’s overall

school progress, and to children’s access to Reading Recovery.

We turned instead to the Burt Word Recognition test. It was standardised for New Zealand
children aged 6 to 11 in 1980, and had correlations with the widely used PAT tests at the standard
2 level."! It could also continue to be used in future phases of the Competent Children project.
Another task which could provide a good indicator of Literacy was Tunmer’s Invented Spelling
measure. It assesses children’s phonological (spelling) awareness, and this has been found to be a
good predictor of children’s initial reading progress (Snider 1997, Stuart 1995).

We used both the Burt Word Recognition test and the Invented Spelling measure to measure
Literacy. But we found that the children’s scores on these two measures were only reasonably
rather than strongly related to each other (r=0.64), and the two sets of scores had quite different
distributions. So we did not try to amalgamate them. ’

Mathematics

All our 5 year old items remained in the tasks set for 6 year olds, with extensions to the tasks of
numeral identification, rote counting, and sequence forwards, and the addition of 5 mental
computation items."?

Logical Problem-Solving

For age 5, we assessed Logical Problem-Solving through a selection of items from the Ravens’
Coloured Progressive Matrices. Through trials with New Zealand children, we were able to
choose items which gave good discrimination between children (high scorers overall were correct
on the item, and low scorers were incorrect), and high correlation between scores on different
items (those who scored highly on one item were likely to score highly on others too).
However, we found that scores at age 5 tended to be high across the board (a “ceiling” effect).
To counter this at age 6, 16 additional items were trialed with 20 6-year-olds. We chose these items
on the basis of their high difficulty (less than half the children got them correct), and their good
discrimination. We decided to include 6 of these items, but this gave us a total of 17, which was
too many to include in the children’s interview. So we removed 3 of the original items, all of low
difficulty (over 80 percent of the children got them correct), giving a total of 14 items.

kind which is amenable to the statistical analysis we would carry out.

These correlations were r=0.71 for the PAT Reading Comprehension test and r=0.79 for the Reading

Vocabulary Test (Gilmore, Croft and Reid, 1981).

2. For age 5, the Mathematics tasks were derived from the SENS instrument designed by Jenny Young-
Loveridge (1991), and tasks used in the Ministry of Education’s evaluation of the Beginning School
Mathematics (BSM) programme (Visser and Bennie 1996), some of which extended SENS. For age 6, we were

* fortunate to be able to draw again from the BSM evaluation. As at age 5, our selection of tasks was guided
by Heleen Visser’s advice on which items showed greatest differentiation, and which were correlated with
performance on other items in the evaluation test.

: <1
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Fine Motor Skills

We assessed both Fine and Gross Motor Skills at age 5. For age 6, we decided to continue only
two of the four fine motor skills tasks, and none of the gross motor skills tasks”. We were
concerned not to make our interview with the children so long that they lost interest of
concentration on the tasks. We also concluded that Fine Motor Skills were more important in
relation to continued learning and much paid work.

The two Fine Motor Skills tasks we dropped both showed a “ceiling” effect, with 60-64 -
percent achieving the maximum score at age 5, indicating that there would be little differentiation
among children at age 6. By contrast, few of the children scored the maximum on tracing and
scissor use, the two tasks we retained.

Analysing the Data

In this report we provide a description of the children and their experiences, and the main results
of our statistical analysis. We have endeavoured to report our analysis in non-technical language,
so that these results will be accessible to a wide audience. The full detail of our analysis is
contained in Competent Children at 6—Technical Appendices (NZCER 1998). However, some
technical language is necessary. We outline below the main forms of analysis which are used in
this report, and our approach to the data.

Analysing the Competency Scores

In this report, the scores for the tasks or ratings making up each competency measure have been
added and converted to a percentage. The median gives the “half-way” score: half the children
scored above this, and half below. Upper quartile group refers to the top 25 percent of scores, and
lower quartile group to the lowest 25 percent of scores.

We then looked at how well individual children’s scores on one item within a competency
measure matched their score on other items, how well their score on one competency measure
matched their scores on other competency measures, and how well their scores at age 5 matched
their scores at age 6. We wanted to see whether the relationship between the two scores was a
linear relationship. Where there is a linear relationship, an increase or decrease in one score would
be matched by an increase or decrease in the score being compared with it.

Correlation

Linear relationships are measured by looking at the correlations between two variables—in this case,
the two scores. The correlations show the spread of scores around the linear relationship between.
the two scores.

We worked out the correlations by using a measure called the correlation co-efficient. This
measures the strength of the linear relationship by taking into account the variation within each
of the two variables being compared, as well as the variation between the two variables. This is
reported as r. When r=1, there is the strongest possible relationship-that is, the two variables
match perfectly. When r=0, there is no linear relationship between the two variables. A
correlation of below about 0.3 suggests that there is almost no match between the variables being
compared. '

For example, we found a correlation of r=0.69 between children’s Mathematics scores at age
5 and at age 6. This is a reasonably high correlation. By contrast, the correlation between their
scores for Communication at age 5 and age 6 was only r=0.33.

3 The measures used to assess children’s competencies in Literacy, Mathematics, Logical Problem-Solving, and

Fine Motor Skills can be found in Appendix 2, “Child’s Interview and Tasks”.

+
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Analysing Factors Relating to Children’s Experiences

We used simple cross-tabulation to see what associations exist between different aspects of
children’s experience—for example, between school type and parental satisfaction with their child’s
initial school progress. Cross-tabulation tells us whether the proportions of the groups of parents
whose children attended different types of school expressing satisfaction, qualified satisfaction, or
dissatisfaction are the same. '

We found that 25 percent of the parents of children attending private schools expressed
dissatisfaction, compared with only 6 percent. of the parents of children attending state or
integrated ‘schools. The difference between these proportions suggested that parental
dissatisfaction was more strongly associated with having a child at a private school.

Probability

We then tested this association, and all the others we found, to see how strong they really were.
To do this, we measured how likely or probable it was that each association was occurring merely
by chance. This is reported as p.

We found that the probability of the association between parental dissatisfaction and having
a child at a private school occurring by chance was only 5 in 1000, or p=0.005. So this association
was a strong one.

In our description of children’s experiences, we report those associations which have a
probability of occurring by chance of no more than 1in 20 (p=0.05). We also report some of the
associations with a slightly higher probability of occurring by chance, where these associations
are consistent with other findings.

Analysing Associations Between Competency Scores and Factors Relating to the Children’s
Experiences at Home, School, and Early Childhood Education

One-Factor Modelling

We tested any differences we found in the average scores of groups of children with different
factors, or different amounts of a factor such as income, in their lives. This enabled us to see
whether the differences could be partly due to the specific factor we were looking at. This is called
one-factor modelling. It shows how probable it is that the association seen between differences in
scores and differences in that factor has occurred merely by chance.

For example, Table 1 below shows that 6 year old children who read library books have
higher average scores on all competencies than 6 year old children who do not. For 7 of the 10
competencies, it is extremely unlikely or improbable that the association between reading library
books and higher scores has occurred merely by chance.

The association between reading library books and higher scores on Curiosity and Social Skills
with Peers has a higher probability of occurring by chance, but it is still only 1 in 100 (p=0.01).
But the association between reading library books and higher scores on Logical Problem-Solving
has a 6 in 100 probability of occurring by chance (p=0.062).

In our analysis, only those association which have a probability of occurring by chance of less
than 1 in 100 are reported as significant. Where the probability of the associations occurring by
chance is between 1 and 5 in 100, they are reported as indicative. However, in many cases we are
confident that they would be significant if our sample had been larger, especially where other
evidence points to the same thing.



Table 1
Reading Library Books and Children’s Competencies

Curiosity 64.4 511 0.011
Perseverance 67.9 53.9 0.00000002
Independence 81.8 : 70.4 0.0000008
Social Skills with Peers 66.4 617 0.011
Social Skills with Adults 76.2 64.8 0.000001
Communication 74.2 62.9 0.00000009
Mathematics 78.4 70.0 0.0002
Fine Motor Skills 53.1 41.1 0.00005
Word Recognition 203 12.0 0.00000002
Invented Spelling 61.8 44.9 0.00002
Logical Problem-Solving 55.5 51.0 0.062

The highest scores for each competency are in bold type, the lowest in italics.

Two-Factor Modelling

Where we found that these associations have an indicative or significant level of probability, we
explored further the relationship between the competency and the factor in the child’s life by
introducing another factor into the model.This was usually family income. We had found in our
first report that family income showed powerful associations with a broad range of competencies,
and that a number of the apparent associations shown by one-factor modelling were no longer
there after we allowed for family income. In other words, family income could be.considered to
be the main factor behind the apparent differences.

In the example above, we found that library book reading continued to make a difference to
children’s scores after we allowed for differences in family income. However, when we included
family income into our modelling of the differences in scores related to differences in family type,
these differences disppeared. In this case, the two-factor modelling showed that family income,
not family type, was the factor which was in fact associated with the differences in scores.

BEST COPY AVAILABLE




CHAPTER 2

DESCRIBING THE CHILDREN’S COMPETENCIES

Individual Competency Levels

In this section, we look at the scores for each of the competencies in turn. The results show what
could be expected of New Zealand 6 year olds. However, it should be noted that our sample has
more children from high income homes and fewer from very low income homes than the country
as a whole. As we found family income to be strongly related to children’s competency levels at
age 5, our sample’s competency levels are likely to represent a higher level of performance than
would be found nationwide.

We also compare scores at age 5 and age 6, explore some of the reasons for the different
patterns of progress in different competencies, and look at how well the 5 year old scores on a
particular competency predicted the 6 year old scores on the same competency, and on other
competencies.

The “Being” Competencies

Commumcauon Cunosny, Perseverance
Social Skllls w1th Adults Soc1al Skllls Wlth'.Peers, Ind1v1dual Respons1b1l1ty

Scores on these 6 competencies were closer to each other than they were to the scores for
Literacy, Mathematics, and Logical Problem-Solving.

We look first at scores on the individual items used to measure each competency. Here we
focus mainly on those items where more children scored at the top end of the scale, and those
items where more children scored at the lowest end of the scale. We then compare the children’s
overall performance at age 6 with their performance at age 5.

Finally we look at how well a child’s score on 1 item matched their score on another item.
This is called the correlation. If each child in the study had the same individual score on each of
the 2 items being compared, that would give a correlation of 1 (written as r=1). This would be
the strongest possible correlation. A correlation of below 0.3 means that there is almost no match
in the scores on the 2 items being compared.

Communication

Most teachers thought the children in their class understood the stories they read to them, and
most children’s speech was easily understood by the teacher.

Scores were lowest for the item “experiments with language”, and low for the items “asks for
something not understood to be repeated or explained again”, and “varies speech according to the
situation”. At age 6 fewer children received the highest ratings for 6 of the 9 items than at age 5.
The scores which remained unchanged between the two ages were for the items: “follows a
conversation and remains on the topic”, “understands a story read to the class”, and “easily
understood”.

The overall median rating for Communication was 72 percent at age 6, down a little from 78
percent at age 5.

The range of matches or correlations between the items making up the Communication
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measure at age 6 (r=0.18 to r=0.54, with most around r=0.45) was similar to the range at age 5.
However, the matches between experimenting with language and the other items were generally
stronger at age 6.

Table 2
Communication

Receptive
Able to remember and carry out simple instruction heard once 31 42 2 5 0 297
Asks for something not understood to be repeated or

explained again 17 36 29 14 3 2.50
Follows conversation and stays on same topic 31 45 20 3 0 3.02
Understands story read to class 56 36 7 0 0 3.47
Can pass on simple messages 27 43 2 7 1 2.87
Expressive _
Easily understood 54 32 10 3 0 3.36
Varies speech depending on situation 16 41 28 14 1 2.56
Experiments with language 7 32 40 18 2 2.24
Gives clear explanations 24 45 23 7 1 2.84

Curiosity

The item on which children scored most highly was “likes to play with things that fit together”.
The two items on which children were least likely to score well were “explores and asks about
people, animals, plants”, and “asks a lot of questions and/or likes to take things apart”.

The overall median score on Curiosity at age 6 was 63 percent, compared with 69 percent at
age 5. Only 1 item, “explores and asks about people, animals, plants”, showed much the same
pattern of scores at both ages.

Looking at scores of individual children on the various items measuring Curiosity, we found
a high match between only two items:“asks a lot of questions”, and “explores and asks about
people, animals, plants” (correlation r=0.75, with the other correlations between the 4 items
running from r=0.29 to r=0.55). The item that had the lowest score match with other items was
“likes to play with things that fit together”. “Getting excited about new experiences” had a fair
but not high score match (r=0.55 and r=0.54) with other items.

This pattern was much the same as that at age 5. It suggests that one cannot assume that a
child who likes to play with puzzles and things that fit together is curious about the world, or
enjoys new experiences. A child who shows curiosity in one situation, however, is likely to show
it in other settings, and to be alert to new experiences.

Table 3

Curiosity
iy 2 e Mean':
N ST YO % % ratmg

‘ : v S e . for.item
Asks a lot of questions and/or likes to tike thingsapart 17 26 42 14 1 2.43
Explores and asks about people, animals, plants 11 27 39 20 3 221
Likes to play with things that fit together 15 50 32 3 0 2.77
-Gets excited about new experiences 18 37 37 7 0 2,65
Perseverance
BEST COPY AVAILABLE
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The one item which stands out here is “good concentration span on things of interest”. Most
children achieved a score of 4 or 3 for this item.

The overall median rating for the 69 percent, the same as at age 5. However, there were some
changes on individual items. At age 6, compared with age 5, more children scored low on “good
concentration span on things of interest”, and “keeps trying till resolves a problem with a puzzle
or toy”, and fewer children scored low on “makes an effort, even if unconfident.”

The matches of scores between items were very similar (all between r=0.48 and r=0.59). But "
between age 5 and age 6 more individual children scored similarly on both “good concentration
span on things of interest” and “makes effort, even if unconfident” (the correlation moved from
r=0.31 to r=0.48). Perhaps this increase reflects the more structured environment of school
classrooms in comparison to early childhood education centres. The reasonable match of scores
between “keeps trying till resolves problems with puzzle/toy” and “persists in problem-solving
when creating” suggests that perseverance in problem-solving is a competence which is not
confined to one domain.

Table 4

Perseverance

Keeps trying till resolves problem with puzzle/toy 9 50 26 14 1 2.50
Persists in problem-solving when creating 11 36 39 10 3 241
Good concentration span on things of interest 37 42 15 6 0 3.09
Makes effort, even if unconfident 9 35 42 12 2 2.35

Social Skills with Adults

Again, one item stands out: “accepts adult explanations about acceptable behaviour”. Most
children scored highly on this at age 6, and more highly than they did at age 5. But at age 6, fewer
children than at age 5 scored highly on the other 2 items in this measure. The overall median was
75 percent for both years. _

The correlations ranged from r=0.21 to r=0.54. The highest was between “holds confident
conversations with adults”, and “asks for help and information when needed.” The item “accepts
adult explanations about acceptable behaviour” had the lowest correlation, suggesting little
relationship between skills requiring some child initiative in their communication with adults, and
those requiring receptivity or obedience.

As with scores on the Individual Responsibility measure, there is a downward shift at the
upper end of the scale. This may reflect adjustment to the school environment, which is more
structured, and also more demanding, in terms of increased numbers of routines. It may also
reflect differences between primary and early childhood education teachers in the criteria they use
to assess Individual Responsibility and Social Skills with Adults. Or it could reflect the fact that
the children’s primary teachers had known them for a shorter time than their early childhood
education teachers (an average of 6 months, compared with 2 years). However, primary teachers
generally saw the children for a longer time each day than their early childhood education
teachers. But as the next set of measures shows, there was little difference between primary and
early childhood teachers in their overall rating of the study children’s Social Skills with their
Peers.
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Table 5
Social Skills with Adults

Holds confident conversations with adults 24 38 27 9 2 2.73
Accepts adult explanations about acceptable behaviour 46 40 12 1 0 331
Asks for help and/or information when needed 24 43 26 7 1 2.82
Table 6
Social Skills with Peers

Takes turns, shares, understands rules and fair play 29 47 21 3 0 3.01
Can sort out differences with other children 21 47 26 4 0 2.85

Can see another point of view 5 33 4 13 2 221

Social Skills with Peers

There were fewer high ratings for Social Skills with Peers than for Social Skills with Adults, or
Individual Responsibility. The item that stands out is “can see another child’s point of view”. This
was still something that very few children did always at age 6, and only a third were able to do
often.

There were reasonable matches between scores on “can see another point of view” and the
other 2 items (r=0.57 and r=0.53), but the highest match was between taking turns and being able
to sort out differences with other children (r=0.73). This last correlation is higher than that found
at age 5 (r=0.57). It may reflect greater emphasis on children working in groups in the primary
school.

Our measure of Social Skills with Peers combined teacher ratings with children’s responses
to a social problem-solving task. The children were shown two cut-outs of identical children of
the same gender and ethnicity as themselves, and a picture of a bicycle. They were told that one
child has bad the bicycle for a long time. Now the other child wants to play with it. What can the first
child say or do so that s/be can have a turn with the bicycle? After they had given an answer to this
question, they were asked what the child could say or do if the first response was unsuccessful.
In devising the overall measure of Social Skills with Peers, we gave equal weights to each of the
3 items rated by teachers, and to each of the 2 stages of the social problem solving task given to
the children.

In their initial respounse, most children (84 percent) were polite, giving answers such as “say
please”, or “I'd like a turn”, compared with 77 percent at age 5. Another 5 percent would ask an
adult to help them, twice as many as at age 5. At age 6, only 1 percent had no idea how to respond
(6 percent at age 5), and 3 percent would now negotiate (1 percent at age 5). Only 1 percent of
the children at age 6 would respond with verbal or physical aggression, and 2 percent with
passivity—much the same as at age 5. Finding something else to do also showed a similar pattern
at both ages (2 percent).

Most children do not try the same response twice. Only 23 percent of the children would
keep making a social request if their first overture did not work. This is much the same as at age
5. The proportions of children who would find something else to do (7 percent), be passive (6
percent), or aggressive (5 percent) were also much the same at both ages.

What changed between age 5 and age 6 in the children’s responses if their first action did not
work was the reliance on adults. Thls was 36 percent at age 6, compared with 20 percent at age
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5. The proportion of children who could not think what they would do halved (from 24 percent
to 12 percent), and there was an increase in negotiation at age 6 for the second effort (8 percent).

Scores for the social problem-solving task showed very little correlation with teachers’ ratings
of general social skills with peers.

Individual Responsibility

One item stands out in our measures of Individual Responsibility: more children scored highly -
for “individual responsibility in keeping track of her/his things, going to toilet, etc” than for the
other 2 items. This was also the highest scoring item at age 5, when more children scored highly
than at age 6. Yet the overall median scores were much the same for both ages.

Matches between items were higher at age 6 than at age 5 (r=0.24-0.56 compared with
r=0.16-0.24). The highest match (r=0.56) was between “individual responsibility in keeping track
~ of his or her things”, and “follows class routines without having to be reminded”. But these two
items had little correlation with children’s expression of their own needs and feelings.

Table 7
Individual Responsibility

Individual responsibility in keeping track of her/his things,

going to toilet, etc. 54 32 11 2 1 - 337
Clearly conveys needs and feelings 3 38 20 6- 0 3.04
Follows class routines without having to be reminded 39 39 17 5 0 3.18

Changes in the “Being” Competencies between Age 5 and Age 6

Our measures for these “being” competencies were the same at age 5 and age 6, except that 3 items
were adapted to take account of children’s development. None of the median scores on these
competency measures increased between age 5 and age 6. Three remained the same, and three
shifted slightly downwards.

Looking at the median only gives a slightly more favourable picture, since fewer children
received the highest scores at age 6 for 16 of the 26 items used for these competencies, and only
1 item showed more children being given the highest score at age 6 than at age 5.

This lack of progress between ages 5 and 6 contrasts with the marked progress shown in the
next section for the three “doing” competency measures which stayed consistent between age 5
and age 6. Why are the two patterns so different?

The first possible reason is that these items are rated by teachers, and there are some
differences between early childhood educators’ experience and primary teachers’ experience which
may explain why primary teachers tended to give lower ratings. For example:

o The primary teachers in this study had less experience of the study children—an average
of 6 months, compared with 2 years for the early childhood educators.

o Primary teachers have a wider knowledge of children of the same age and older to draw
on. Early childhood educators draw on a more limited range of children, and 4 year olds
are the oldest children they work with.

o Primary teachers have had more experience of assessing children, and their training has
been more uniform than that of early childhood educators. However, their training to date
would not cover formal assessment of communication and social skills."

-

'* Burgon and Thompson (1997). BEST copY AVAILABL E
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Another possible reason is that the transition to school itself makes demands on the children’s
competencies. A certain level of competence enables a successful adjustment to the new
environment, with its new activities, responsibilities, and usually greater number of adults and
other children. But the effort of adjustment may also lead to the “being” competency levels
remaining much the same for the first year or two of schooling.

We will be able to test these interpretations as we analyse the results of our next phase, when
the children are 8 years old. If there is no decline in overall scores, or some improvement, then
it seems likely that the lack of change in the first year is mainly due to differences between early
childhood educators and primary teachers, and/or the effort of adjusting to a new environment.

On the other hand, lack of improvement or decline in scores between the ages of 6 and 8 may
mean that we cannot expect continued improvement in overall levels of these “being”
competencies as children grow older and have wider experiences. However, as the results of our
analysis of individual changes between ages 5 and 6 suggest (see p. 17), competency levels are not
fixed, or always generalisable. They reflect each individual child’s environment and comfort in
that environment.

The “Doing” Competencies

These 4 “doing” competencies were assessed by tasks carried out by the study children during the
research interview. The average age when this interview took place was 6 years 1 month, the same
as the age for the teacher interview, with the same spread of ages, from one child aged 5 years 10
months to one child aged 6 years 8 months.

Mathematics

Table 7 shows achievements on the mathematics tasks at both age 5 and age 6, and compares these
with the results found in the Ministry of Education’s Beginning School Mathematics (BSM)
evaluation. Rapid progress in mathematics seems to be a hallmark of children’s first year at school.
The median score on Mathematics at age 5 was 51 percent, whereas at age 6 it was 79 percent.
Comparing our study children with the BSM study children, who were on average 6 months
older, we can see continued progress with numbers and mental computatlon (Visser and
Bennie, 1996).

At age 6, just over half the children could rote count past 100. But only 15 percent could
identify all the numerals (which included two numbers above 100). The match between scores on
these two items was reasonable, but not strong (r=0.63). Only one other pair of items achieved
a similar level of correlation. The overall level of correlations between items was fairly low (range

r=0.07-0.63, with a median of r=0.30). So it would be unwise to try to assess children’s overall
mathematical performance on one or two items only, such as rote counting.

J O BEST COPY. AVAILABLE
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Table 8
" Children’s Performance on Number Tasks

Forming Sets .
2 97 99 100
5 82 98 99
9 61 89 96
13 40 82 91
Numeral Identification :
2 81 99 100
5 77 99 100
8 63 97 97
9 53 93 97
14 : 33 75 90
27 1 60 82
84 9 . 60 81
125 n/a . 21 34
346 n/a 17 34
Pattern (Dice) Recognition
2 88 98 99
6 44 87 9
5 49 88 !
Rote Counting ‘
To at least 10 ' 87 93 100
To at least 20 ) 39 84 99
To at least 30 19 82 88
To at least 50 ' n/a 81 n/a
To at least 100 n/a 55 ' 62
Sequence Forwards
Number after 5 69 96 99
Number after 16 ' 33 83 91
Number after 29 11 56 70
Number after 84 n/a 59 74
Enumeration o
9 objects 69 88 87
14 objects 39 78 79
Shape Sorting
Hexagons 41 84 77
Rectangles/oblongs 48 71 90
Triangles 39 61 51
Linear Patterning
Correct, no prompting 27 79 88
Mental Computation
2-1 n/a 94 91
2+3 72 76
7-3 44 59
6+8 15 23
7+9 . 17 19
BEST COPY AVAILABLE
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Literacy

The mean score on the Burt Word Recognition test was 20.31 out of 110.This is close to the
results of the 1980 Burt Word Recognition test revision for New Zealand,"” when the mean score
for the group aged between 6 years and 6 years 5 months was 21.33.

To use the results of the Burt Word Recognition test in our analysis, we converted the scores
to a percentage. This gave a highest score of 61 percentage points, and a median of 17.9 percentage
points. :

The Invented Spelling test had a median score of 65 percentage points. The correlation
between these two literacy measures was reasonable (r=0.64).

Logical Problem-Solving

The median score for Logical Problem-Solving at age 6 was 57 percentage points compared with
64 percentage points at age 5. The upper quartile at age 6 began at 64 percentage points, compared
with 82 percentage points at age 5. The decreases here are likely to result from the changes made
to the test items to avoid the low ceiling—that is, the high proportion of children scoring
highly—which showed up at age 5.

Fine Motor Skills

School experiences also resulted in progress for the children on Fine Motor Skills. The average
score on the tracing task almost doubled. Accurate use of scissors was still eluding many children
at age 6, though the proportion of children achieving the maximum score was higher than at age
5. The same researcher did the scoring on this task for both ages.

Table 9
Fine Motor Skills

Tracing (square and triangle) 13 25 1 4
Scissor use 0.6 0.8 0.3 14

Relationships between Competency Scores at Age 6

Can you predict a child’s likely score on one competency measure from their score on another
at the same age? With one or two exceptions, the answer is no.

Communication scores had the highest correlation with scores on the other competency
measures. The correlations between scores on the different competencies varied from significant
between Communication and Social Skills with Adults (r=0.73) to very low between Fine Motor
Skills and Social Skills with Adults (r=0.10). The Fine Motor Skills measure had the lowest
correlations with any other competency measure (none higher than r=0.24).

The correlations between Mathematics and Literacy were not high (between r=0.59 and
r=0.61). There was little correlation between these “doing” competencies and the “being”
competencies, apart from Communication and Perseverance. (Our full set of correlations between

' The revision was done on 200 children for each half-year age level, at each class level from J2 to Form 2, at
a representative sample of schools.
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the competency measures is given in Table 1, Appendix 1).
We undertook two other analyses of the relationships between the competencies.' Both gave
similar results.” They showed three major groupings, with Curiosity somewhat out on its own:

e Communication, Perseverance, and Social Skills
o Mathematics and Literacy
« Fine Motor Skills and Logical Problem-Solving.

However, the combinations do not explain all the variation between the scores on different
competencies for the same child. This indicates that each competency measure is making its own
contribution to the variation which exists between individual children. You cannot reduce any
one measure to another.

Individual Changes in Scores between Age 5 and Age 6

How did individual children’s scores change between age 5 and age 6? Can you predict a child’s
score at age 6 from the score they received at age 52 Table 10 shows the correlations between
individual scores on the “being” competencies. They are all similar, and all rather low. In other
words, an individual child’s score on each competency at age 5 was not a solid guide to their score
on that competency at age 6. But there was more consistency between scores on Communication,
Curiosity, and Perseverance than there was for scores on the social skills.

Table 10
Correlations between Children’s “Being” Competency Scores at Age 5 and Age 6

Communication 0.33
Curiosity 0.31
Perseverance ' 0.26
Social Skills with Peers 0.25
Social Skills with Adults 0.22
Individual Responsibility 0.13

As the next table shows, there was more consistency between age 5 and age 6 for scores on the
“doing” competencies than for scores on the “being” competencies. Mathematics showed by far
the greatest consistency between age 5 and age 6.

We did a factor analysis, and also a principal components analysis. This analysis looks at “principal

components” which are linear combinations arising from the data, to see how much each component

accounts for the overall variance (or spread) of the competencies, and then at how much each individual
- competency contributes to a principal component.

17 Gee Tables 2 and 3 in Af\ppend%x 1. | . BE@T@QPY AVAILABLE
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Table 11
Correlations between Children’s “Doing” Competency Scores at
Age 5 and Age 6

Mathematics 0.69

Word Recognition (cf. Early Literacy) . 045
Invented Spelling (cf. Early Literacy) 0.43
Logical Problem Solving 0.37
Fine Motor Skills 0.33

So individual children’s levels of scores at age 5 did give some indication of their levels of scores
at age 6. But none of the correlations outlined, other than that for Mathematics, suggest that the
early score actually predicts the later score. This was so even when the measures used remained
the same, or substantially the same, at both age 5 and age 6.

It is possible that the same teacher, in the same educational environment, doing the “being”
competency ratings for the same child at both ages could bring about a higher “match” between
the two scores. However, most New Zealand children change teachers between the ages of 5 and
6. In practice, different schools are also likely to use different measures to assess children at each
age, resulting in less consistency than this study could achieve."

Some of the low correlations we found could be due to changes in the competency measures.
But most could not. What these low correlations suggest is that even when the same measure is
used, it may not be possible to predict with any precision the competency level of a particular
child in one educational environment at the age of 6 from their competency level in a different
educational environment at the age of 5. This makes sense in the context of research literature
showing the plasticity of children’s early development, and the differences in assessment results
between different classes and schools using the same tools (including seemingly standardised
tests)."”

The generally low level of correlations between scores at age 5 and at age 6 on the same
competency suggests that any attempt to estimate the “value added” by school experience by
comparing individual children’s performance at age 5 and age 6 would prove extremely complex
in practice, and would produce unreliable results for all competencies other than, perhaps,
Mathematics. Even for Mathematics, where correlations were highest, actual performance at age
6 would still vary from predicted performance at age 5 across a fairly wide range.

'® In one recent Australian study (de Lemos 1996), the correlation between a teacher rated checklist at the end

of the first year of school and a mathematics test given at the end of the second year at school was r=0.50,
compared with r=0.69 for the Mathematics measures in this study. However, the correlation between the
reading checklist given at the end of the first year and the word recognition test given at the end of the
second year was r=0.59, compared with r=0.45 for our two measures of Early Literacy (age 5) and Word
Recognition (age 6). A recent Swedish study, which tested children’s mathematics before they started school
on a standardised school readiness test, and used another test two years later, found a correlation of r=0.29
(Broberg, Wessels, Lamb, and Hwang 1997).

' See, for example, Torrance 1991, Wodtke et a/ 1989. " 4 | BEST COPY AVA’LABL E
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Movement Between Quartiles From Age 5 to Age 6

We also analysed the movement of children’s scores between quartiles after the first year at
school. Would a child scoring in the bottom quartile at age 5 stay there at age 62 If the results
were independent of those at age 5, then the age 5 result was not a reliable predictor of
performance at age 6. Tables 12 and 13 show the proportion of children who stayed in the same
quartile at both ages.
Table 12
Correlations between the “Being” Competency Scores at Age 5 and Age 6

Communication 32%**
Curiosity 34%**
Perseverance 31%**
Social Skills with Peers 32%
Social Skills with Adults 33% *
Individual Responsibility 27%
*+ 50.002
*p=0.02
Table 13

Correlations between Children’s “Doing” Competency Scores at Age 5 and Age 6

Mathematics 49 (p=0)
Word Recognition (cf. Early Literacy) 37 (p=0)
Invented Spelling (cf. Early Literacy) 31 (p=0)
Logical Problem-Solving 36 (p=0)
Fine Motor Skills 34 (p=0.0004)

The proportions of children staying in the same quartile at both ages were not high. Did this mean
that children were equally likely to change quartile, no matter what their original quartile level
was? We found that most movement was between quartiles next to each other. Children who
were in the top and bottom quartiles at age 5 were more likely to be in the same quartiles at age
6.

Children who were in the bottom quartile at age 5 were very unlikely to be in the top quartile
at age 6 for Communication, Curiosity, Perseverance, Social Skills with Adults, Mathematics, and
Literacy. Children who were in the top quartile at age 5 were very unlikely to be in the bottom
quartile at age 6 for Communication, Perseverance, Social Skills with Adults, Mathematics,
Literacy, Logical Problem-Solving, and Fine Motor Skills. Tables 6-12 in Appendix 1 give the
details. Here we look in more detail at the progress between ages 5 and 6 for Mathematics and
Literacy.

Mathematics

While school experience results in children raising their mathematics scores overall, it appears to
make little-change in their relative levels of mathematics achievement. Overall, 49 percent of the
study children were in the same quartile for Mathematics at age 6 as they were at age 5. This was
most true of those in the bottom and top quartiles. None of the children who had been in the
lowest quartile at age 5 improved their performance sufficiently over the year to be in the top
quartile at age 6. Children who had been in the top and second to top quartiles at age 5 were
.unlikely to be in the bottom quartile at age 6. ‘
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Table 14
Quartile Movements between ages 5 and 6 for Mathematics, expressed as percentages of numbers in
each quartile group at age 5

1" quartileatage 5  63.2  (253) 224 (249 145 (249 0.0 (24.9) 100
2 quartileatage 5 260 (25.3) 4Ll (249 219 (249 110 (4.9 100
3 quartileatage 5 8.1 (25.3) 257 (249 351 (249 311 (24.9) 100
4* quartile atage5 2.7 (25.3) 108 (249 284 (49 581 (24.9) 100

Note: “expected” in this table refers to the expected percentage of children in each category if the scores at each age were

- independent of each other.

" These patterns are consistent with the patterns found by Young-Loveridge (1991). She
- recommended that teachers assess children’s understanding about mathematics when they entered

school, so that teachers could tailor number activities according to each child’s strengths or
weaknesses.

The mathematics tasks in the School Entry Assessment kit, introduced in 1997, provide a basis
for this kind of assessment. If this leads to teachers tailoring more activities to children’s levels at
age 5, then we should see a change in the pattern we found. Otherwise, it seems that those
children who are performing relatively poorly on Mathematics at age 5 will still be doing so at age
6. During the first year of school, the gaps which were already evident when the children started
school will widen, rather than narrow.

Literacy

The children’s score at age 5 on Early Literacy was also a good indicator of their likely
performance on Literacy at age 6. :

For Word Recognition, 37 percent remained in the same quartile at both ages. Very few
children from the lowest quartile at age 5 moved to the top 2 quartiles at age 6.

Table 15
Quartile Movements between ages 5 and 6 for Word Recognition, expressed as percentages of
numbers in each quartile group at age 5

20

1" quartileatage 5 562 (264) 274  (25.0) 137 (24.7) 2.7 (24.0) 100
2 quaniileatage5 284 (264  23.0 (2500 257  (247) 230  (24.0) 100
3 quartileatage 5 147 (264) 267 (2500 293 (247 293 (24.0) 100
4 quartile atage 5 5.7 (264) 229 (2500 300  (247) 414 (240 100
BEST COPY AVAILABLE
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Predicting Competency Scores at Age 6 From Scores on Another
Competency at Age 5

Can age 5 performance on a particular competency measure predict age 6 performance on other
competency measures? To find out, we used a skill-score measure originally devised for use in
assessing the match between forecast weather and actual weather.”

In our analysis, we “penalised” most strongly differences of 3 quartiles between estimates of
children’s performances, and their actual performances. In other words, the larger the numbers
of children moving from the lowest to the highest quartiles, and vice versa, between the ages of
5 and 6, the lower the degree of predictability.

Broadly speaking, the results showed that the score on the Mathematics measure at age 5 was
the best predictor for scores at age 6 across all competencies.” But the level of association between
the Mathematics score at age 5 and the scores on all the competencies at age 6 ranged from high
for Mathematics (0.71) to very low for Individual Responsibility (0.19).

Table 16 shows the average level of association between the score on each competency at age
5, and scores on all competencies at age 6. These findings show that it would be unwise to attempt
to use a limited set of measures at age 5 to predict children’s performance across the board at age

6.
Table 16
Awverage level of predictive associations between a given competency score
at age 5 and scores for all competencies at age 6
Mathematics 0.38
Literacy 0.26
Logical Problem-Solving 0.26
Communication 0.24
Perseverance 0.23
Fine Motor Skills 0.21
Curiosity 0.18
Individual Responsibility 0.18
Social Skills with Adults 0.18
Social Skills with Peers 0.16
Summary

Between the ages of 5 and 6, children made the most competency gains in Mathematics and in
Literacy. Only around 10 percent of the children could read at age 5; only around 10 percent’
could not read at age 6. Use of the hands for cutting and tracing became more precise. Overall
scores for Social Skills, Communication, Perseverance, and Curiosity stayed the same or declined
slightly. The reasons for this “plateau” may include differing demands of school and early
childhood education centres, differences in the length of time the teachers had known the
children, or differences in experience of assessment.

21 . . . .. " .
‘ Skill-score refers to the skill of the forecasting system. It reduces a prediction’s contribution to a score by

an amount proportional to the distance the result which eventuated was from the prediction. Snow

appearing when cloud was forecast would attract alower score than rain. The skill-score chosen was that

devised by Neil R Gordon (“Evaluating the Skills of Categorical Forecasts”, Monthly Weather Review Vol.110

No. 7, July 1982, pp. 657-661, American Meteorological Society). This measure quantifies the relationship

in a contingency table with respect to the degree to which one dimension can be considered to be linked
" with the other. :

l 22 Gee Table 13, Appendix 1 for full results. BEST COPY AVAILABL £
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Individual children’s scores at age 5 were not good predictors of their scores at age 6, with the
exception of their performance in Mathematics, and, to a lesser extent, Literacy and Logical
Problem-Solving. Children’s Mathematics scores at age 5 were the best predictor of their overall
performance at age 6.

In general we found that the children who had scored in the lowest quartile at age 5 were the
least likely to score in the highest quartile at age 6. The children who had scored in the highest
quartile at age 5 were the least likely to score in the bottom quartile at age 6. This finding raises
some questions about the contribution which the first school year can make to children’s relative
competency levels. It also draws attention to the importance of the experiences and resources
available to children in their-preschool years.
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CHAPTER 3

FAMILY RESOURCES, CHILDREN’S HEALTH, AND
CHILDREN’S BEHAVIOUR

In this chapter we describe the family resources available to the children, and any changes in those
resources, or in other important aspects of the children’s lives, over their first year at school. We
discuss family income, parents’ employment, who cares for children, and relations with absent
parents and extended families. Parents’ assessments of children’s health are outlined, as well as
parents’ views of the behaviour they find unacceptable in their child, their responses to such
behaviour, and their responses to difficulties their children might be having.

Family Income

The data show a wide disparity in the income resources available to children in different family
types. Of the two-parent families in the study, 38 percent had incomes of over $60,000, and 45
percent had between $30,000 and $60,000. No sole-parent families were in the highest income
bracket; 14 percent had incomes between $30,000 and $60,000, and 12 percent had between
$20,000 and $30,000. Two thirds of sole-parent families (67 percent) had less than $20,000 to live
on.

More Pacific Island families (24 percent) were in the lowest income group than families from
other ethnic groups. ‘

The next table compares the family incomes of the study children at age 5 and age 6, and sets
these alongside the 1996 Census data on household incomes for one family households with
children.? Our study sample is reasonably representative of one family households with children
in the income brackets from $15,000 to $50,000 per year. However, the sample under-represents
one family households earning less than $15,000 a year, and over-represents those earning over
$50,000 a year.”

Three-quarters of the children’s families experienced no great change in income over the year.
Fourteen percent of the study families went up 1 income bracket, 2 percent went up 2 income
brackets, and 1 family went up 3 income brackets. ‘Six percent of the families went down 1
income bracket, and 1 percent went down 2 income brackets.

" 1996 Census: National Summary, p91, Table 36.



Table 17
Family Income

'sc_li(:)blé:'él_ii:l'd're@.;:;i

Over $80,001 ] ' 12 16 19
$70,001-$80,000 per year " | “high income” 7 6

$60,001-$70,000 per year ] 9 10 16
$50,001-$60,000 per year W 11 13

$40,001-$50,000 per year “middle income” 14 12 10
$30,001-$40,000 per year ] 17 15 12
$25,001-$30,000 per year 1 “low income” 5 8 7
$20,001-$25,000 per year ] 4 3 4
$15,001-$20,000 per year “ 6 6 5
$15,000 and or less per year “lowest income” 11 7 9
Refused 1 1 -
Do not know/cannot remember 1 2 19°

* not specified
Sources of Income

Wages or salary were the main income source for 59 percent of the study families.”> For 18
percent, the main source of income was self-employment, and for 9 percent, income came from
both wages and self-employment. State benefits were the main source of income for 14 percent.

The main income source for the top three income groups was wages or salary, whereas for
the bottom income group, it was state benefits. Patterns of self-employment also differed for the
different income groups: 37 percent of the top income group were self-employed (combined with
wages or salary for 13 percent), compared with 24 percent of the second income group (combined
with wages/salary for 7 percent), and 30 percent of the third income group (combined with wages
or salary for a few, and also combined with Family Support payments for 27 percent). Only 3
percent of the group on less than $20,000 a year had self-employment as their main income source.

Most (85 percent) of the lowest income families received state benefits, and 54 percent of the
lowest income families received Family Support. This supplement for low income families was
also mentioned by 27 percent of those in the $20-$30,000 income bracket; 9 percent in this
bracket received a state benefit.

Two-parent families were almost twice as likely (76 percent) as sole-parent families (40 percent)
to have wages or salary as their main source of income. Self-employment was much more likely
for two-parent than for sole-parent families (31 percent compared with 5 percent). The main
sources of income for sole-parent families were benefits (66 percent) and Family Support (42
percent).

Mother’s Education and Family Income

The next table shows a clear advantage for family income levels if mothers had a university degree
or another tertiary qualification such as teaching or nursing. However, mothers whose highest
qualification was a trades certificate or School Certificate were just as likely as those who had no
qualification to be part of families whose income was less than $30,000.

2> This compares with 1996 Census figures for income sources for the age group 25-50 of 48 percent wages or
salary, 16 percent self-employed, and 14 percent receiving government benefits.
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Table 18
Family Income Levels and Mother’s Highest Qualification

More than $60K 6 19 22 29 41 67
$30-60K 47 37 56 42 47 24
$20-30K 4 24 2 13 6 4
<$20K 28 16 20 15 20 0

Differences in mother’s school qualifications did not relate to whether the family’s main
income source was wages/salary or self-employment. However, there was a trend for mother’s
qualifications to show relationships with the receipt of a state benefit or Family Support. Families
where the mother had no school qualification, or School Certificate only, were twice as likely to
receive a benefit or Family Support as those where the mother had Sixth Form Certificate, and
four times as likely as families where the mother had a seventh form qualification.

Where the main caregiver (usually the mother) worked full-time, there was a higher
proportion of families whose main source of family income was wages or salary. Only 4 percent
of families where the mother was in full-time employment received state benefits as a main income
source. Families where the main caregiver either worked part-time, or was not in paid
employment, had similar rates of benefit receipt.

Proportion of Income Spent on Housing

We asked parents to tell us approximately how much of their family income after tax was spent
on housing, to give some idea of what resources might be available for other expenses, including
children’s activities. . :

Eight percent of the parents said they spent more than half their family income on housing,
and 21 percent spent around half their income; 23 percent spent around a third of their income;
and 37 percent spent a quarter or less of their income. Nine percent could not say what
proportion of their family income was spent on housing.

Families whose main source of income was a state benefit were twice as likely as others to be
paying half or more of their after-tax income on housing. Close to half (46 percent) of the lowest
income group also found housing costs taking half or more of their income, compared with 36
percent of the low income group, 29 percent of the mid income group, and only 18 percent of the
highest income group. .

Two-parent families were twice as likely as sole-parent families to be paying a quarter or less
of their after-tax income for housing. The reverse pattern applied for those who spent half or
more of their income on housing: 46 percent of sole-parent families, compared with 26 percent
of two-parent families. Only 28 percent of Pakeha/European families were paying half or more
of their income after tax on housing, compared with 43 percent of Maori and of Pacific Island
families.

This indicates that the differences between income groups are compounded when the focus
shifts from total income to the proportion of income available after housing costs for spending
on everything else, including education and activities for children.

Parental Employment

A quarter (25 percent) of the mothers were in full-time employment (slightly more than the 19
percent when the child was 5), 38 percent were employed part-time, and 35 percent were not in
paid employment. Mothers’ major reasons for not being employed (given by 33 percent of this
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group) were their children (some of whom would be preschoolers), or preferring not to be in paid
work. Around 10 percent of the mothers not in paid work felt an obligation to stay home.
Another 10 percent were studying. Sole parents were more likely to be studying than the main
caregivers in two-parent families (12 percent compared with 3 percent). Other reasons mentioned
were lack of available employment, lack of after-school care, illness, and lack of family support.

None of the main caregivers in the lowest income group were employed full-time, but their
part-time employment rate was as high as those in other income groups. Main caregivers
employed part-time were almost three times as likely (35 percent) as those employed full-time (13
percent) to have an unskilled job. Main caregivers in full-time paid employment were twice as
likely as those in part-time paid employment to have a professional job. Sole parents were twice
as likely as those from two-parent families to have unskilled employment, but were just as likely
to be in professional jobs. They were less likely to hold more than one job (3 percent compared
with 11 percent).

Mothers who were not currently employed were equally likely to have been in unskilled,
skilled or professional jobs at the birth of the family’s first child. There were some changes in
current occupation for just over a third of the women currently in employment. The pattern for
both women and men who had been in unskilled jobs previously was much the same, with both
showing some movement into more skilled employment. But mothers who had previously been
in professional occupations were more likely than fathers to have taken skilled or unskilled jobs,
and mothers who had been in skilled occupations were more likely than fathers to have taken
unskilled jobs. This probably reflects the kinds of jobs where women find it possible to combine
employment with family responsibilities, as well as the higher proportion of skilled and unskilled
work which offers part-time employment. :

. Table 19
Change in Parental Occupations for Currently Employed Parents

Professional 70 12 7 95 25 5
Skilled 22 60 36 3 67 38
Unskilled 7 28 57 2 7 57

Hours of Employment

The average week on the job was 39.66 hours for full-time employed mothers, and 13.40 hours
for part-time employed mothers. But these averages mask a wide range. Part-time employment
fell into two major groups: less than 10 hours a week (43 percent of those mothers employed part-
time), or 20-29 hours a week (27 percent). Well over a third (37 percent) of the mothers in full-
time jobs put in between 30 and 40 hours a week. Six percent put in an average of 50 hours or
more a week.

The average working week for fathers employed full-time was 47.03 hours. Close to half (45
percent) of the employed men put in an average of 50 hours or more a week. Nine fathers were
unemployed.

Of the women who were employed, 14 percent held more than one job, and 43 percent said
that their job involved irregular hours, weekend work, shift work, long hours, or travel. Irregular
hours were just as likely for women employed full-time as those employed part-time. Main
cdregivers receiving wages and those who were self-employed had much the same pattern of
irregular job hours.
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The men were less likely (5 percent) to hold two jobs, reflecting the high proportion in full-
time jobs. Two-thirds (67 percent) of the men worked irregular hours, worked at weekends, had
long hours, did shift work, or travelled in their paid employment. It appears that what was once
outside the norm for paid work—hence the term “irregular”—is now becoming much more the
norm, for women as well as men.

Care of Children

Almost all the care of the study children before and after school, during school holidays, or when
the child was sick was done by parents themselves (96 percent). Just over a fifth (22 percent) could
also call on grandparents or other relatives; 7 percent could call on the child’s former early
childhood education centre or caregiver; and 5 percent used a school-related programme (such as
after-school care).

The next table shows how these options are related to the pattern of the main caregiver’s paid
employment. What is particularly revealing about this table is how reliant full-time employed
parents are on their own relations and friends who are not in paid employment.

Table 20
Main Caregiver Employment and Child Care

Parent 91 97 97
Relatives : : 46 : 17 9
Friends 18 8 3
Former ECE caregiver 18 6 3
School related programme 15 2 2

Higher income allows more options. Fifteen percent of the highest income group and 12 percent
of the middle income group mentioned 3 or more people (including themselves) who looked after
their child during illness, holidays, or before and after school. But only 5 percent of those in low
income groups did the same. Parents in the highest income group were most likely to be using the
child’s former ECE caregiver (14 percent compared with 6 percent of all others), or to be using
an after-school programme (10 percent compared with 3 percent of all others).

Enduring relations with the child’s early childhood education service provide some children
and families with continued support. Sole parents relied more than two-parent families on the
child’s former early childhood education service (16 percent compared with 6 percent), and also
made more use of school-related programmes (8 percent compared with 4 percent).

The higher a parent’s school qualification, the more likely they were to use a school related
programme (rising from none of the parents without a qualification to 16 percent of those with
Bursary or Scholarship).

More girls than boys were looked after by parents’ friends (13 percent compared with 6
percent).

Home Resources

Home resources are often gauged by asking people to list their ownership of appliances. We used
items from the International Association for the Evaluation of Educational Achievement (IEA)
studies. All of the families had a washing machine. Only 6 were not on the telephone, 10 did not
have television, and 11 lacked a car. Stereo sets and video recorders were also common (91 percent

each). Half (50 percent) of the families owned a second car, up 7 percent from the year before.
N :
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Computer ownership was 57 percent, up from 47 percent a year previously.
The next table shows the association of family income levels, ethnicity and family type with
appliance ownership. '
Table 21
Family Characteristics and Appliance Ownership

Owverall " 98 91 57 50

Household Income

More than $60,000 100 96 79 74
$30-60,000 98 91 56 49
$20-30,000 97 91 30 36
Less than $20,000 92 80 31 8
Ethnicity

Pakeha/European 98 91 - 59 51
Maori 93 89 39 43
Pacific Island . 95 86 10 33
Family Type

Two-parent 98 92 61 58
Sole-parent 98 79 33 2
Mother’s School Qualification

No school qualification 94 90 40 37
School Certificate 99 96 47 53
UE .98 93 65 52
Bursary/HSC 100 88 70 57

Newspaper reading was not universal: 58 percent of the children’s families got a daily newspaper,
and another 3 percent got one at weekends only. Pacific Island families were least likely (33
percent) to get a daily newspaper, though another 24 percent got a newspaper at the weekend.

Table 22
Family Characteristics and Receipt of Daily Newspaper and Magazines

Owverall 58 62
Household Income
More than $60,000 74 78
$30-60,000 64 62
$20-30,000 39 ' 61
Less than $20,000 20 36
Ethnicity
Pakeha/European 62 65
Maiori 46 36
Pacific Island 33 48
Family Type
Two-parent 65 68
Sole-parent . 21 40
Mother’s School Qualification
No school qualification 46 58
School Certificate 53 51
UE 66 67
Bursary/HSC 68 75
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A little under two-thirds (62 percent) of the children’s families got magazines or weekly
newspapers. These included women’s magazines (15 percent), work-related or business (18
percent), middle-brow (e.g. Sunday Star Times) 14 percent, magazines such as The Listener (12
percent), tabloid papers (5 percent), sports papers (4 percent), hobby magazines (4 percent), and
religious papers (2 percent). Fourteen percent of the parents also mentioned free papers, such as
community newspapers. Maori were least likely (36 percent) to get magazines or weekly
newspapers. _

There were also differences in the kinds of magazines or papers bought by different income
groups. The highest income parents bought more work-related material, more middle-brow
papers, and more leisure or hobby-related magazines than others. The only kind of magazine
bought by the lowest income group tended to be women’s magazines. The lowest and low income
parents were more likely to mention free community papers than others.

About a sixth of the children (16 percent) lived in families without any regular newspaper or
magazine coming into the house.

Further Change In The Children’s Lives

We described change as the constancy in preschoolers’ lives in our first phase report. The first
year of school—a major change in itself—also brought change for almost two-thirds (64 percent)
of the study children. The two big sources of change for children in their sixth year were the same
as they had been in the preschool years: a change in household composition (23 percent—most
often the birth of a brother or sister), and moving house (19 percent). The percentages
experiencing such changes in their sixth year were half as large as in the 3-4 prior years. But the
same pattern does not show for changes of job within the family—16 percent of the children’s
parents experienced this in the child’s sixth year, almost as high as the 20 percent experiencing it
over the preceding 3—4 years. This may reflect more women moving into paid work as their. child
enters school.

Table 23
Changes in Children’s Lives

Household composition changed 47 23
Moved house _ 50 19
Parent changed job/work hours 20 16
Death of family member/friend 13 6
One parent often absent/absent long-term 16 6
Accident/major surgery for family member 6 5
Change of early childhood education centre (age 5) or school (age 6) 14 4
Parents separated ' - 4
Parent has new partner - 3
Parental stress - 3
Increased demands of a household member. ‘ .- 2

1

Financial difficulty

There were changes in family type during the children’s first year of school for 15 of the families.
A fifth of the sole-parent families (8 of 40) became two-parent families, and 3 percent of the two-
parent families (7 of 230) became sole-parent families.

~ Sole-parent families were twice as likely as two-parent families to shift house in the child’s
sixth year (30 percent compared with 16 percent). Two-parent families had more job changes than
sole-parent families (18 percent compared with 10 percent)—not surprising, considering there were

"' oo . 45 BEST COPY AVAILABLE

Q




two adults rather than one—and experienced more illness and death among close family or friends
(12 percent compared with no sole-parent families). _

Parents in the lowest income bracket were least likely to report a change of job over the year,
or the long-term or frequent absence of one parent, but they were most likely to report a
separation of main caregiver and partner (15 percent of this group, compared with 6 percent in
the next highest bracket, and 2 percent in the two highest brackets).

Children who experienced change of some sort in the past year were around twice as likely
as others to be unsettled (43 percent compared with 23 percent). Close to half (44 percent) of the
parents had identified something which was unsettling for their child when they were near 5 years
old. The coming transition to school had then preoccupied 16 percent of the children.
Significantly fewer children, 36 percent, were reported to have something unsettling them at 6.
The things that unsettled children at 6 covered a wide range: friction at home, bullying, changes
in the parent’s job, ill health, school itself, a change in the family, visiting a non-custodial parent,
or conversely, not having access to the parent who was no longer in the household.

Twenty-six percent of the children who were unsettled were coping well—more than the 18
percent at age 5. Otherwise there were similar proportions at both ages for children whose
behaviour deteriorated, who made greater demands on their parents, or who talked a lot about
what was unsettling them (around a fifth each). Fewer children were withdrawn (4 percent
compared with 7 percent at age 5). However, twice as many children had sleeping or health
problems at age 6 (16 percent of those who were unsettled compared with 8 percent at age 5).
More girls than boys were reported to be coping well with the things that unsettled them.

Children’s Health

The children’s health status showed some overall improvement from age 5 to age 6, as the next
figure shows.

Figure 2
Parents’ Perceptions of Their Children’s General Health
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The main health problems mentioned by those who described their child’s health at age 6 as poor,
fair or good were chronic illness (a third), ear infections (23 percent), or frequent colds (21
percent). These are much the same proportions as at age 5. There were also much the same
proportions at 6 as at 5 for being on medication (7 percent), and “catching everything going” (5
percent). However, only 9 percent of the children suffered from chronic allergies at 6, compared
with 20 percent at 5. Seven percent of children in this category (3 percent overall) were seeing a
specialist. Only 36 percent of those with chronic illness at age 5 still had chronic illness at age 6.
But 22 percent of those with ear infections at age 5 were still coping with them at age 6.

Health status was poorer in the lowest income families: less than half (48 percent) of parents
in this group described their child’s health as excellent or very good, compared with two thirds
(67 percent) of others.
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Contact with Extended Family

At age 6, most of the children had some contact with their extended families. But patterns of
contact with extended family showed some change from the patterns found at age 5. For example,
30 percent of those whose extended family played a small but regular part at age 5 now saw them
playing a larger part at age 6, as did 22 percent who had earlier had irregular contact. Only 11
percent of those who had no contact at age 5 still had no contact at age 6.

Three-quarters of the children in sole-parent families continued to see their other parent, and"
most of these (73 percent) got on well with them. For 12 percent of the children, relations with
their non-resident parent deteriorated over the year. Children who no longer saw one of their
parents were just as likely to remain in touch with that parent’s extended family as those who
continued to see the absent parent.

The extended family of the main caregiver in the lowest income families was most likely to
be playing only a small part in the child’s life, with irregular contact (26 percent compared with
10 percent for others). The middle income group was the one whose main caregiver’s extended
family was most likely to have regular contact and to play a large part in the child’s life (70
percent compared with 43 percent for others).

Another factor which has a bearing on whether extended families can act as a resource for
children is distance. This was linked to parents’ qualifications. The higher parental qualifications
were, the more likely it was for the extended families of both parents to play only a limited part,
because of their distance from the family. Children whose parents had the highest school
qualifications were least likely to have regular contact with their main caregiver’s extended family
(29 percent compared with 50 percent of those with no school qualification). However, their
parents were more likely to say that this contact, though irregular, did play a large part in the
child’s life (19 percent compared with 3 percent for others). A .

In terms of the partner’s extended family, children from the lowest income group stood out
as being most likely to have no contact at all (15 percent compared with 3 percent for others).
They were also less likely to have the partner’s family playing a large and regular part in the
child’s life (10 percent compared with 32 percent for others). This is related to the fact that three-
quarters of the lowest income group were families where one of the child’s biological parents was
absent. However, relatives were just as available for child-minding during illness in the lowest
income families as in families with better incomes.

Parental Views of Children’s Unacceptable Behaviour at Age 6

What kind of behaviour did the study parents find unacceptable in their 6 year old children?

Seventeen percent of the parents gave no answer to this question about unacceptable
behaviour. Of those who did, 46 percent mentioned only one type of unacceptable behaviour; 26
percent mentioned two, 11 percent three, 9 percent four or five kinds of unacceptable behaviour,
and 7 percent more than five.
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Table 24
Parents’ Views of Unacceptable Behaviour from Their 6 Year Olds

Rudeness to parents 37
Physical fighting 36
Tantrums ' 29
Disobedience 29
Rudeness to people other than parents 21
Swearing 21
Whining 16
Lying 14
Loudness 13
Bullying 13
Not tidying room _ 11
Ignoring parent 7
Stealing 6
Not eating properly 6

We cannot tell from this question whether parents’ responses were guided by their experiences
with their own children, and/or their own values. Lying, for example, may be seen as something
which is less clear-cut for children than adults.

What looms largest is disobedient behaviour, to parents or other adults, or disruptive
behaviour, such as fighting or tantrums. A recent study (Maxwell and Carroll-Lind 1997) of 11
and 12 year old children (Forms 1 and 2) shows bullying to be a common and hurtful experience.
Bullying children were more likely to be bullied themselves. . Yet bullying is not high on the list
of unacceptable behaviour mentioned by parents of 6 year olds. Does this mean that bullying was
less of a concern for the parents, that they were not aware it was happening, or that there was not
a high occurrence of it among the 8 year old study children?

Parents in the top two income groups were more likely than others to mention whining or
dependent behaviour (19 percent compared with 7 percent). Parents with seventh form
qualifications were more concerned than others about children not listening to their parents, or
talking in “baby-talk”.

Pacific Island parents mentioned a much wider range of unacceptable behaviour than did
others, though they were less likely to talk about tantrums or destructive behaviour. Parents
without school qualifications also had a wider range of behaviour that they found unacceptable
from their child. Maori parents were more likely than Pakeha to mention rudeness to parents.

Not surprisingly, given the greater number of boys whose favourite activity was physical,
boys’ parents were more likely than girls’ parents to mention physical fighting (42 percent
compared with 28 percent).

Parental Responses to Misbehaviour

Do parents have different responses to different kinds of misbehaviour? The next table shows that
they do. It also shows that misbehaviour is relatively common: it is a rare 6 year old child who
does not lie, fight, or leave their room untidy!
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Table 25
Parents’ Responses to Children’s Misbebhaviour

Talk through/negotiate 49 11 39
Cut treat/nice activity 10 22 4
Tell child off 16 13 16
Send child to room/time-out 10 6 30
Separate children - - 19
Help the child - 23 -
Cut back pocket money 1 5 0
Ask for an apology 3 0 8
Give child a task or chore to do 1 0 2
Physical punishment 11 3 7
Ignore 4 14 3
Doesn’t happen with child 18 9 16

The only difference in parental reaction related to family income was that the lower the family
income, the more likely it was that a lying child would be sent to their room (21 percent of the
lowest income families compared with 6 percent of the highest income families).

Parents from different ethnic groups had different patterns of reaction to their children’s
misbehaviour. Pacific Island parents were most likely to tell children off for lying, not tidying
their room, or fighting (48 percent each). They were also the most likely to use physical
punishment, more so for lying (33 percent) than for fighting or not tidying a room (14 percent
each). Miori parents were also more likely to use physical punishment, particularly for flghtmg
(25 percent) and lying (21 percent).

Parents of boys who fought were more likely (36 percent) to send them to their room than
parents of girls who fought (23 percent); this was the only difference in response related to gender.

If their child did not tidy their room, parents without school qualifications were more likely
than others to tell the child off (25 percent), send the child to their room (15 percent), or use
physical punishment (14 percent). They would also use physical punishment more than others in
response to lying (21 percent), but not in response to fighting. Parents who used physical
punishment in one domain of misbehaviour were likely to use that again, or to tell children off,
and vice versa. Consistency of response was also marked for those who preferred to talk things
through and use encouragement.

Parental Response When Their Child Has Difficulty With Their Activities

We asked the parents what they would do if they saw their child was having real difficulty with
something. Two-thirds (67 percent) would offer encouragement to the child to persevere, and 32
percent would wait for the child to ask for help, or felt the child should decide whether parental
help was needed. Six percent said it depended how much time or patience they had, 4 percent
noted that their child was unwilling to accept help, and 2 percent would tell the child to find
something else to do. Only one parent would be critical of the child, whereas 9 parents would
have been critical at age.5. . .

Boys’ parents were more likely (75 percent) to offer encouragement than girls’ parents (60
percent). Pacific Island parents were just as likely to offer encouragement as any others, but they
were also more likely to say their reaction depended on their own mood, or suggest the child
turned to another activity. Asian parents were less likely than others to offer encouragement, and
more likely to wait for the child to ask for help.
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Summary

A longitudinal study such as this allows us to chart changes at home for children as well as
describe various factors at different ages. There were a small number of changes to family status,
and some improvement in family incomes, over the children’s first school year. However, the
disparities in family income levels are still very marked, particularly for sole-parent and Pacific
Island families. They show up in other disparities of resources available to children, and the
proportion of income which families spend on housing. Twenty-nine percent of the parents spent
half or more of their income on housing. Low income, Miori and Pacific Island, and one-parent
families were those most likely to have to spend such a high proportion of their income on
housing. As family income rose, so did the family receipt of a daily newspaper, regular journals
or magazines, and ownership of telephone, video, computer, and second car.

Over the year, there was an increase of 6 percent in mothers employed full-time, but no
increase in the proportion employed part-time. Fourteen percent of the women held more than
two jobs, usually part-time, compared with 5 percent of the men. The men’s average week on the
job was 47 hours, with 45 percent putting in 50 hours a week or more. Women employed full-
time put in 39.7 hours a week on average, and those working part-time put in 13.4 hours, though
27 percent did 20 to 29 hours a week. In addition, 43 percent of the mothers and 67 percent of the
fathers put in irregular hours on the job.

Mothers employed full-time were more likely to have professxonal jobs. There was more
unskilled work among the mothers employed part-time.

There was a clear advantage for family income levels if mothers had a university degree or
other tertiary qualification such as teaching or nursing.

Wages or salary were the main income source for 59 percent of the study famxhes For 18
percent it was self-employment, for 14 percent, state benefits, and 9 percent combined wages and .
self-employment. Self-employment was much more likely to occur in two-parent families.

Most children continued to have some contact with their extended families, and only 11
percent of those who had had no contact when they were 5 continued to have no contact when
they were 6. Most of the children in sole-parent families continued to see their non-resident
parent, and to maintain good relations with them, though there was some deterioration in
relationship for 12 percent of these children. Relatives were the main source of childcare other
than parents themselves. Employed mothers, particularly those in full-time work, were often
reliant on their own relatives and friends for childcare. The child’s former early childhood
educator was also a source of childcare. After-school care was used most by children from the
highest income groups, and those whose mothers worked full-time.

Most of the children experienced some change in their lives, particularly changes in family
composition (often another sibling), or location. While those who experienced change were more-
unsettled than others, the children were less unsettled than they had been at 5, partly because the
transition to school had been made. Those who were unsettled were coping better. General
health status showed some overall improvement too, but not for children with hearing problems.

Disobedient and disruptive behaviour was least acceptable to the children’s parents. Bullying
was either more acceptable, or did not occur often amongst the study children. Parental responses
to misbehaviour was much the same for all income groups. Parental education, ethnicity, and the
child’s gender were related to differences in parental reaction to misbehaviour. Gender and
ethnicity also showed some differences in relation to parental responses when they saw their child
having difficulties. Two-thirds of the parents would offer encouragement to persevere, while 32
percent waited for the child to ask for help.
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CHAPTER 4

CHILDREN’S ACTIVITIES AT HOME

What experiences do children have at home that complement and support their learning at school?
In this chapter we describe family activities in which the children took part, the children’s-
engagement in reading, writing, and mathematics activities at home, parental views of children’s
favourite home activities, and the children’s television watching.

Family Activities Involving the Child

There were some changes between ages 5 and 6 in the overall pattern of family activities involving
the study children. There was more eating out and less socializing with others at age 6 than at age
5; fewer literacy related activities, perhaps because school is seen as the place for that; fewer
sociodramatic activities, and less routine housework, which may reflect children’s absence from
the home for longer periods now that they were going to school.

Table 26 _
Family Activities With Study Children

Physical 90 90
Socialising with others 66 55
Routine housework 60 47
Exploration/special events 58 64
Literacy-related 38 24
TV/movies 28 26
Mathematics/science-related 24 21
Church/community 19 15
Animals 18 13
Eating out 15 27
Aesthetic-creative 14 9
Sociodramatic 9 4
Music/dance 9 8
Related to parents’ work 7 7
ECS-related (at 5); School-related (at 6) 5 10

The average number of family activities was 4.25, much the same as at age 5. The children from
the highest income homes had more varied experiences than others: 43 percent often did more
than 5 different activities, compared with 21 percent of the two middle income groups, and 15
percent of the lowest income group, though there were no statistically significant differences in
individual activities.

Pacific Island parents reported many more activities conducted as a family than did others.
They were more likely than others to mention as family activities those which were literacy
related (48 percent), maths or science related (52 percent, compared with 20 percent
Pakeha/European and 7 percent Maori), routine housework or gardening (76 percent, compared
with 46 percent Pakeha/European and 29 percent Maori), watching TV or going to the movies
(48 percent), church or community activities (67 percent), eating out (48 percent), and school
rélated activities (29 percent).
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Home Reading Activities

At age 5, 9 percent of the children were said by their parents to be reading. By the end of their
first school year, 90 percent were said to be reading books on their own, and reading their own
books. At age 5, 75 percent of the children had been reported by their parents to match sounds
and letters; at 6, 91 percent were sounding out (new) words to increase their word knowledge.

Table 34 shows high proportions of the children engaged in most of the 9 reading activities
we asked about.

Table 27
Home Reading Activities

Reads words 98
Reads sentences 93
Sounds out words 91
Looks at books on own 90
Reads own books 90
Asks for favourite books to be read 84
Reads books from library : 79
Memorizes favourite stories : ' 76
Pretends to read 72

Girls were more likely to do 2 of the 9 activities we asked about: play at reading (84 percent
compared with 62 percent of boys), and memorize favourite stories (87 percent compared with
71 percent of boys).

Of the 9 different reading activities we asked about, only 2 showed different patterns related
to family income. Children in the low to mid income group were less likely than others to ask
for favourite books to be read to them (70 percent), or to read books from the library (61 percent).
At age 5, the income related differences in children’s home reading had followed a more linear
pattern; that is, the level of reading activities rose as the level of income rose.

As the next table shows, 61 percent of the children engaged in reading activities at home other
than the 9 we asked about specifically.?

Table 28
Other Home Reading Activities

Reads signs/brand names 19
Reads newspaper or letters 14
Makes books and reads them 13
Reads to siblings 10
Spelling 7
Reads instructions/recipes 7
Reads out own stories.or-poems- . - : 6
Plays word games 5
Reads in language other than English 2

26 . .. . e .
These answers, as with the answers on other home writing and mathematics activities, came in response to
open-ended questions. It is likely that the figures here underestimate the actual occurrence.
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A few children listened to tapes while they read accompanying text. A few children also enjoyed
word puzzles, used alphabet cards, played school, referred to a dictionary or encyclopaedia (some
on CD-Rom), read recipes, enjoyed non-fiction books, or read music.

Girls were marginally more likely to do other home reading activities than boys (67 percent
compared with 56 percent), particularly making and reading books (20 percent compared with 8
percent of boys), and showing a younger sibling how to read (13 percent compared with 4 percent
of boys).

When it comes to breadth of reading activity, 73 percent of children in the highest income

families were reported by their parents to do more of these other home- reading activities,

compared with 61 percent in middle income families, and lower proportions again in low (49
percent) and lowest (46 percent) income families.

There were also income related differences in some, but not all, of these “other” reading
activities. Children in low income families did not make books and read them; but they and
children from the highest income group were more likely than the middle and lowest income
groups to do spelling. Children from the lowest income group were less likely than others to read
signs or brand names, or to read a newspaper or correspondence.

In relation to the mother’s highest school qualification, the only significant difference in the
specific reading activities we asked about was that children whose mothers had no school
qualification were the least likely to read books from the library (65 percent). These children
were also less likely to read signs or brand names (10 percent, rising to 26 percent for children
whose mothers had Bursary or Scholarship). Where mothers had Bursary or Scholarship, children
were most likely to use tapes while reading, but still only 10 percent did so.

Home Writing Activities

Most children were writing their names and lists at age 6. It was also quite common for children
in the study to write stories and poems, as the next table shows.

Table 29
Home Writing Activiti

Writes own name 99
Asks about specific letters 96
Werites lists 90
Copies printed material 80
Writes stories or poems 66
Copies family members’ writing 59
Copies school work (e.g. stories) ' 59
Writes on the computer 40
Takes part in TV/video/computer programme involving writing 12

More girls than boys did three activities: copying printed material (87 percent compared with 75
percent), copying school work (68 percent compared with 51 percent), and writing stories or
poems (78 percent compared with 56 percent). - '

There were two income related differences in the 9 children’s home writing activities we asked
about. Copying school work increased from 50 percent in the highest income group to 74 percent
in the lowest income group. Conversely, the highest income group were the most likely to write
on a computer (56 percent, compared with 37 percent of the second income group, 18 percent of
the third, and 25 percent of the lowest). This reflects the greater proportion of computer owners
in the highest income group. Children in sole-parent homes were less likely (49 percent) to be
writing stories or poems, compared with children in two-parent families (69 percent).
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Ethnicity showed associations with these two writing activities also, and one other. Pacific
Island children were most likely to be copying school work, and family members’ writing (81
percent and 91 percent), and least likely to be using a computer to write (10 percent)—not
surprising, given their families’ low level of computer ownership. Copying school work was most
popular with children whose mothers had no school qualification (81 percent compared with 43
percent of the children whose mothers had Bursary or Scholarship).

We also asked about other writing activities. Over a third (36 percent) did these. Girls (50
percent) were twice as likely as boys (24 percent) to do them. The two highest income groups
were also more likely to'do them: 47 percent and 37 percent respectively, compared with 24
percent of the third income group, and 21 percent of the lowest income group. The numbers
doing each “other” writing activity were too small to allow meaningful analysis once they were
further broken down into income groups.

Making books was the main other writing activity (16 percent). From 3 to 5 percent (for each
activity) kept a diary, made maps or symbols, or taught a younger sibling to write. Six percent
used magnetic letters to make words. A few children were using a typewriter, using puzzle books
or doing crosswords, writing letters or recipes, and some were writing on any available surface,
including their own bedroom wall.

At age 6, children who had been able to write their own name at 5 were more likely than
those who had not to be making up and writing lists, and almost twice as likely to be writing
stories or poems, and writing on the computer. Children who had been doing other home writing
activities at 5 were almost twice as likely to be doing these at 6 also. This contrasts with reading
and mathematical activities, where the level of activity at age 5 showed no significant relationship
with the level of activity at age 6.

Home Mathematics Activities

The next table shows the percentage of children who did each of the home mathematics activities
we asked about at age 6.

Table 30
Home Mathematics Activities

Tells own age 99
Counts out loud 97
Counts things 95
Adds things 92
Plays board games ' 89
Tells or tries to tell the time 87
Uses numbers when cooking, building, etc 85
Measures things 75
Subtracts things 67
Talks about halves, quarters and so on 65
Uses counting rhymes in word or song 64
Plays computer games/uses computer for number activities 52
Adds money correctly - 29
Says times-tables - 21

Children whose mothers had School Certificate or no school qualification were less likely than
others to do more than 11 of the 14 activities. But there was a bigger difference related to family
type, with 27 percent of children in sole-parent families doing 11 or more of the 14 activities,
compared with 72 percent of children in two-parent families.

Income-related differences showed more in the mathematics activities than the literacy
activities: 21 percent of the highest income children did 13-14 of the 14 activities as ut,
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compared with 12 percent of the middle income group, none of the low income group, and 7
percent of the lowest income group. But since the list included computer games or activities, only
those who had a computer at home could do all 14. This ruled out many low income children.

Mathematics activity increased as family income rose for 5 items: playing computer games .
(from 72 percent in the highest income group, down to 23 percent in the lowest—hardly
surprising); measuring things or people (from 79 percent in the top two income groups to 68
percent in the lower two); telling the time or trying to tell the time (from 97 percent in the highest
down to 74 percent in the lowest); subtracting things (from 79 percent in the highest down to 56 '
percent in the lower two); and-adding money correctly (from 35 percent in the highest down to
26 percent in the lowest). Children from the lowest income group were least likely to play board
games (72 percent).

Miori children were less likely than Pakeha/European children to subtract things, or to use
numbers when involved with cooking or constructing, but they were more likely to play cards
or dominoes. Boys were marginally more likely (58 percent) to play computer games, compared
with girls (46 percent).

There were also some associations where the proportions in each category rose in line with
the mother’s level of qualification: playing computer games (from 39 percent of those whose
mothers did not have a school qualification to 60 percent of those whose mothers had Bursary or
Scholarship); measuring things or people (62 percent to 88 percent); talking about halves or
quarters (48 percent to 76 percent); subtracting things (50 percent to 79 percent); and adding -
money correctly (21 percent to 31 percent). But the highest proportion, 46 percent, for this last
activity was among children whose mothers’ highest school qualification was Higher School
Certificate. Indeed, this group also had higher proportions than other groups for playing
computer games, and doing times-tables daily.

Close to half (46 percent) of the children also did other mathematics activities at home. They
used the telephone (20 percent), played cards and games such as dominoes (11 percent), read
letterbox numbers (6 percent), knew money denominations (9 percent), and used calculators (9
percent). A few children did sums at home, used numbers in programming videos and
microwaves, were using a calendar, did mental arithmetic (usually with their parents), or could
count in another language. _ :

Again, we see differences in income reflected in the breadth of other mathematics activities:
56 percent of children in the highest income group were reported to do more than the 14
mathematics activities we asked about, compared with 33 percent in the lowest income group.
Children from families in the highest income group were also most likely(15 percent) to be using
a calculator, compared with others (7 percent).

Children’s Favourite Activity

But what were the children’s favourite activities at home? The next table gives parents’ reports
of these, compared with children’s reports for their favourite activities at school.
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Table 31
Children’s Favourite Activities at Home and School

Physical activity 30 34
Drawing/painting 29 15
Reading/writing/language 27 31
Making things 27 -
Make-believe 25 2
Computer use 12 -
Social activity 10 14
Watching tv/video 9 -
Puzzles/maths 6 10
Eating 3 -
Nature/science 3

Animals were important for a few children, as were music or dancing. Computer use was the
favourite activity of 21 percent of the highest income children, compared with 10 percent of the
next income group, and 6 percent of the two lower income groups. Children from the lowest
income homes showed more interest in nature or science than others did.

Some differences emerged in relation to ethnicity. Drawing or painting was more likely (57
percent) to be reported as a favourite activity for Pacific Island children. Other favourite activities
for this group were more likely to include watching television or video (43 percent), and also
social activities, eating, and helping (33 percent each). These may reflect the much higher
incidence of these activities undertaken as a family in Pacific Island homes.

Physical activities were twice as likely to be reported as a favourite for boys (38 percent) as
for girls (20 percent) Boys also favoured computers more (17 percent compared with 6 percent).
Almost twice as many girls (34 percent) as boys (19 percent) liked to play make-believe.

Physical activities, literacy-related and maths-related activities and puzzles, and social activities
were enjoyed by similar proportions of children both at home and at school. Home was more
the place for making things, drawing and painting, using a computer, and watching TV or video.

But individual children’s favourite activities at school were unlikely to be the same as their
favourite activities at home. This may be because the children told us about school, and parents
reported about what they did at home. Or it may reflect the different range of activities on offer
at home compared with school.

Television Watching

Time spent watching television seemed to decline for the study children between age 5 and age
6. The average time at 5 was 2.65 hours a day, whereas at 6, it was 1.26 hours a day. This may
reflect the longer school day, and for some children, homework, since the study children were
more likely to be watching more television or videos in the weekend at age 6 (44 percent) than
they were at age 5 (33 percent). Watching less television at weekends than during the week was
less common at age 6 (24 percent) than it had been at age 5 (42 percent).
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Figure 3
TV Watching on Weekdays
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In general, the pattern was for around a third of the children to be watching television for much
the same length of time as they had at age 5, and for equal numbers to be watching an hour more
or an hour less a year later. Thus most changes are within an hour either way, rather than being
dramatic increases or decreases.

Seven of the 15 children who watched no television on Weekdays at age 5 were still watching
no television at age 6. Another 4 children also watched no television at age 6; all 4 had watched
less than an hour on the average weekday at age 5. At thé other end of the spectrum, half the
children who had watched more than 3 hours a weekday at age 5 were watching less at age 6—
usually 2-3 hours a weekday.

As at age 5, Pacific Island children watched more television on weekdays than did others: 41
percent of the Pacific Island children watched more than 3 hours of television on a weekday. This
may be linked with their parents reporting that television or video watching was a family activity.
At age 6 the amount of time spent watching television had no links with family income, though
it had at age 5.

Summary

While the average number of family activities undertaken with the child remained much the same
at age 6 as at age 5, there was less literacy related and sociodramatic activity, less routine
housework and socializing with others, but more eating out. Pacific Island parents reported a
much wider range of family activities including the study child than did others.

Most of the children were now reading, had their own books, and many borrowed them from
the library. They were also writing—mainly lists, stories and poems—and copying family
members’ writing, school work and other printed material. Forty percent were writing on a
computer. We found some correlation between the amount of writing activities at age 5 and the
breadth of writing activities at age 6.

Most children were using numbers now, to play games, to measure, and to subtract. Half the
children played computer games or used them for number activities. Only 29 percent were

_reported to be able to add money correctly, and 21 percent practised times-tables. Income-related
differences were apparent for both literacy and mathematics activities at home, but more for
.mathematics.



Children’s favourite activities at home were varied. As the next chapter shows, there were
comparable proportions of children enjoying physical activity, literacy related, maths related and
social activities both at home and at school. But individual children’s favourite activity in one
setting was not necessarily their favourite activity in the other. Home figured more in art work,
computer use, and TV/video watching. TV/video watching was said to be the favourite activity
of only 9 percent of the study children, and indeed the average hours watched declined by half
over the first year of school, from an average of 2.65 hours a weekday at 5, to 1.26 hours at 6.
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CHAPTER 5

THE FIRST YEAR AT SCHOOL

The first year at school is generally regarded as a major transition point in children’s lives. In this-
chapter we look at patterns of schools attended, and how these related to family income, what
parents thought of the contribution early childhood education made to this transition, the changes
they saw in their child over the first year of school, their satisfaction with their child’s initial
school progress, and the factors which have a bearing on this. We describe teachers’ perceptions
of the children’s initial school progress, including reading book levels, the children’s areas of
curriculum strength and weakness, aspects of their behaviour around the school, and teachers’
perceptions of their contact with parents. We then turn to the children’s own perceptions of their
experiences at school, and the strategies they had for dealing with problems encountered in school
work. Finally, we look at parental aspirations for their children, and parental choice of secondary
school.

Patterns of Schools Attended

At age 6, we did not observe children in their new school settings, or rate the quality of those
settings, as we had done for ECE services. What we used instead were some indicators of the
resources which might be available to children at their school. One such indicator is the socio-
economic mix of the school. This refers to the concentration or compounding of individual family
incomes; occupations and educational levels in the school community. We asked teachers to rate
their school’s socio-economic mix. We also used the Ministry of Education decile rating (which
often reflects a school’s capacity to raise resources additional to government funding).” However,
this rating applies only to state schools. The other indicators we used were class size (for each
study child), and the proportion of children with English as a second language (ESL) in the study
child’s class (since anecdotal information suggested this could have an impact on the allocation of
teacher time per child).

Table 32 shows that the schools attended by the study children were generally representative
of Wellington region schools, though the children were more likely to be attending contributing
schools, and less likely to be attending schools with high Maori enrolment. The table also shows
some differences between Wellington region schools and New Zealand as a whole. The Wellington
region has fewer low decile schools, and twice as many high decile schools, more private schools,
more full primary schools, and fewer high Maori enrolment schools.

?7. Low decile schools can fundraise less than others (Wylie 1997, p- 30-32, 38). In the next phase of the study,
we will be able to include schools’ financ1al resources, including both government funding and locally raised

funds.



Table 32
School Characteristics

State 79 76 86
Integrated 14 17 10
Private 7 7 5
Decile 1-2 10 14 23
Decile 3-4 19 16 19
Decile 5-6 12 13 19
Decile 7-8 22 16 21
Decile 9-10 36 40 19
< 8% Maiori on roll 38 35 34
8-14% Maori on roll 24 20 17
15-29% Miori on roll 22 : 24 21
30%+ Miori on roll 17 22 28
Contributing 54 - 44 56
Full (incl F1-2) 4 - 52 40
Composite 3 4 4

School Characteristics

Family income and ethnicity were the two main family characteristics associated with differences
in the characteristics of the schools attended by the children. Children from the highest income
bracket accounted for three-quarters of the study children attending private schools, and they
were more likely to be attending decile 9-10 schools when they attended state schools. The next
table shows the other school differences associated with differences in family income.
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Table 33
Family Income and School Characteristics

State

Integrated 14 15 9 15
Private - 16 3 3 0
Decile 1-2 2 9 27 23
Decile 34 5 23 27 26
Decile 5-6 13 11 6 10
Decile 7-8 20 19 18 23
Decile 9-10 42 35 18 18
< 8% Maori on roll 58 31 18 21
8-14% Maiori on roll 24 22 15 26
15-29% Maori on roll 6 28 33 23
30%+ Maori on roll 9 15 30 28
Contributing 40 57 58 72
Full (incl F1-2) 50 42 39 28
Composite 7 1 3 0

Income levels overlap with ethnicity. Maori and Pacific Island families in the study had lower
levels of income than Pakeha/European families. Thus similar patterns emerged in relation to
both income and ethnicity. Two-thirds of Pacific Island children in the study were attending decile
1-4 schools, compared with just over a third of Maori children, and a quarter of Pakeha/European
children. The pattern was reversed for decile 9-10 schools: a third of Pakeha/European children
in the study went to these schools, compared with 20 percent of Miori children, and 10 percent
of Pacific Island children. Pacific Island children in our sample were twice as likely(29 percent)
as Pakeha/European children (13 percent) to be attending an integrated school, and four times as
likely as Maori children (7 percent). None of the Pacific Island children were attending a private
school; Pakeha/European and Maori children attended private schools in the same proportion (6
percent).

Pakeha/European children were least likely (15 percent) to be attending a school with more
than 30 percent Miori enrolment; 36 percent of Miaori and 33 percent of Pacific Island children
attended such schools.

Patterns for the Asian children in our sample need to be treated with caution, given their small
number (12). They were more likely to attend private schools (16 percent), and high decile schools
(a third). A quarter also changed schools during their first year of school.

There were no differences between sole-parent and two-parent families in the characteristics
of the schools attended by their children.

Mother’s education often plays at least some part in family income level, through the kinds
of jobs available to women with different levels of qualifications. Income is the most likely basis
for the links between a mother’s school qualifications and the decile of her child’s school. A fifth
(20 percent)