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Chapter 5: Context of Year 5 Students’ Achievement
The following discussion looks at the demographic characteristics of the Year 5 students, and aspects of their home such as the language spoken at home, people in the home, and resources to which students had access. Also examined are the activities students engaged in outside of school hours. In addition, aspects of school climate from the students’ point of view are examined. New Zealand results are placed in an international context whenever possible, as well as being examined across three TIMSS cycles (1998 being only a national study) within the New Zealand context.
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Demographic characteristics of Year 5 students in TIMSS

Age
Table 5.1 presents the age statistics for the Year 5 students in the TIMSS assessments in 1994, 1998 and 2002. Although there was a slightly wider age range in 2002 and 1998 than in 1994, the mean and median ages are the same across all three cycles. This distribution fits nicely with the desired population definition of the upper grade or class where most 9-year-old students are found (see Chapter 1 for details).

Table 5.1:
Age of Year 5 students in 1994, 1998 and 2002

	Statistic
	1994
	1998
	2002

	Mean
	10 years 0 months
	10 years 0 months
	10 years 0 months

	Median
	10 years 0 months
	10 years 0 months
	10 years 0 months

	Range: 
5th percentile to

95th percentile
	9 years 6 months to
10 years 6 months
	9 years 5 months to
10 years 6 months
	9 years 6 months to
10 years 7 months


Gender

Table 5.2 shows the proportion of girls and boys in the TIMSS assessments in 1994, 1998 and 2002 (with the level of uncertainty given by the standard errors in parentheses). The proportion of Year 5 girls and boys was about the same across the three cycles.

Table 5.2:
Proportions of Year 5 girls and boys in 1994, 1998 and 2002

	Year 5 students
	Proportion in 1994 
(s.e.)
	Proportion in 1998 
(s.e.)
	Proportion in 2002 
(s.e.)

	Girls
	51% (1.1)
	49% (1.2)
	50% (1.1)

	Boys
	49% (1.1)
	51% (1.2)
	50% (1.1)


Notes: 

1.
(s.e.) Standard errors are in parentheses.

2.
Percentages are weighted.

Ethnic identity

Using the five broad categories defined in Statistics New Zealand’s Standard Classification of Ethnicity (2001), information was collected from participating schools as to the ethnic identity of their Year 5 students. These categories were:

· Päkehä/European (refers to people predominately of British or Irish background, or other European such as Dutch, Croatian, Greek, Polish, Italian, and German);

· Mäori;

· Pasifika (including Samoan, Cook Island Mäori, Tongan, Niuean);

· Asian (including Chinese, Indian, Korean, Vietnamese, Cambodian); and

· Other ethnic groups (including Iraqi, Assyrian, Somali, Chilean).

Figure 5.1 presents the proportions of Year 5 students in each of the ethnic groupings for 2002. As a comparison, values are presented for the proportions of students in each ethnic grouping in 1994 and 1998. Note that in these previous cycles, self-identification by students was used rather than school identification.

Figure 5.1:
Proportions of students in each main ethnic grouping for 1994, 1998 and 2002
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Notes:

1.
Standard errors are in parentheses.

2.
The 1994 and 1998 values are based on student self-identification whereas for 2002 the values are based on school identification (as reported by parents)

3.
To be comparable with 1994 and 1998, 2002 data in this graph includes students in English-medium instruction only.

As shown in the figure, the proportion of Päkehä/European and Mäori students in the population has decreased since 1994, with an increase in Pasifika, Asian, and other students. The 2002 proportions are consistent with those in 2001 for students at this age level according to Caygill and Chamberlain (2004).

Country of origin

Table 5.3 presents the proportions of Year 5 students in 1994, 1998 and 2002 who indicated that they were born in New Zealand or in another country and their mean mathematics and science scores. Six percentage points fewer Year 5 students were born in New Zealand in 2002 compared with 1994. While there appears to be some disparity between those born in New Zealand and those not when the achievement scores are examined, none of the differences were statistically significant.

Table 5.3:
Mean achievement scores for Year 5 students reporting that they were born in New Zealand from the 1994, 1998 and 2002 assessments
	Country of birth
	Mean achievement scores (s.e.) for each TIMSS assessment

	
	1994
	1998
	2002

	Percentage of students born in New Zealand
	90% (0.7)
	88% (1.1)
	84% (0.9)

	Mathematics
	
	
	

	Born in New Zealand
	470 (4.4)
	481 (5.4)
	503 (201)

	Not born in New Zealand
	467 (11.8)
	491 (10.3)
	501 (5.4)

	Science
	
	
	

	Born in New Zealand
	508 (5.5)
	517 (5.7)
	531 (2.3)

	Not born in New Zealand
	493 (10.2)
	507 (11.8)
	525 (6.8)


Notes:

1.
(s.e.) Standard errors are in parentheses.

2.
To be comparable with 1994 and 1998, 2002 data in this graph includes students in English-medium instruction only.

Two-fifths of the 16 percent of Year 5 students (2002 assessment) not born in New Zealand came to New Zealand when they were aged five years or older; the remainder arrived in New Zealand as pre-school children. This proportion was slightly higher than in 1994 when about one-third of the 10 percent of Year 5 students not born in New Zealand reported arriving here aged five years or older.

In 1994 a high proportion of the students not born in New Zealand were Asian (22% of those born in other countries compared with 4% in the overall sample). However, in 2002 when the students born out of New Zealand were examined by ethnic groupings the proportions were roughly similar to the proportions in the sample. That is: 59 percent of students born out of New Zealand were Päkehä/European; 21 percent were Mäori; 11 percent were Pasifika; 6 percent were Asian; and 3 percent were in Other ethnic groupings (cf. 59%, 22%, 10%, 7%, and 3% respectively in population as shown in Figure 5.1).

Language of the home
 SHAPE  \* MERGEFORMAT 



Students were asked how often they spoke the language of the test at home, with the language of the test specified as appropriate in each country
. In New Zealand in 2002 this was either English or Mäori. Four response categories were provided: always, almost always, sometimes, and never. In New Zealand, 89 percent of the Year 5 students always or almost always spoke the language of the assessment – that is, English or Mäori – at home. England (94%), Australia (91%), Scotland (88%), and the United States (86%) reported similar proportions of students who frequently spoke the test language at home. Internationally, 81 percent of students were in this category.

Overall, across all 25 countries, there was a relatively strong relationship between frequency of speaking the language of the test at home and performance on the TIMSS assessment in both mathematics and science. Internationally, students who always spoke the test language at home achieved, on average, 28 scale score points higher in mathematics than those who sometimes spoke the test language. In New Zealand, this gap in mathematics performance was larger at 57 scale score points, as was the case in England (58) and the United States (49).

The difference in science achievement between New Zealand students who always spoke the language of the test at home and those who sometimes did was larger than that recorded in mathematics. The average score difference of 71 scale score points is substantial, roughly equivalent to one international benchmark. Once again, England (60) and the United States (64) recorded a gap similar in size to that of New Zealand, while internationally the differential was smaller at 32 scale score points. For the purposes of showing trends, however, the data for New Zealand presented in Figure 5.2 have students who responded always and almost always grouped together and those who responded sometimes and never grouped.

As the figure shows, the mean mathematics and science achievements of students in both language categories, particularly those who rarely spoke English, increased over the eight years from 1994 to 2002. Furthermore, the difference between the mean achievements of students in the two language categories decreased over this period. The average difference in achievement between students in the two language categories remained statistically significant.

Figure 5.2:
Mean scores for Year 5 students by the frequency of speaking the test language in the home in 1994, 1998 and 2002
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Notes:

1.
Standard errors are in parentheses.

2.
The data points are the mean scores. The vertical lines extending from the data point show the 95% confidence interval around the mean, i.e. ( 2 standard errors.
3.
Since 2002 was the first year in which New Zealand assessed in two languages, for trend purposes, the data shown for 2002 are for those students assessed in English.

Home background

The family is known to be an important influence on a child’s learning, in particular during pre-school years but also during the years of school attendance. This section looks at the number and classification of people in the household and examines the relationship between these factors and achievement. Household composition may be linked to economic indicators, such as the cost of housing requiring the inclusion of people beyond the immediate family. Note however that no attempt is made to show a causal link between home background factors and achievement; rather the results presented here show an association between them.
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Household composition
Students were asked about the people they lived with: parents (including step or foster parents), siblings, grandparents, other relatives, other people. Forty-eight percent of students in 2002 lived in nuclear families with two parents (including step or foster parents) with or without siblings, while a further 29 percent of students lived in bigger households with two parents, siblings, and other people (including relatives and non-relatives). Thirteen percent of students indicated that they lived with a single parent, with or without siblings, while a further 9 percent reported that their household contained one parent and other people. Two percent of students were not living with their parents. The proportions of students living in households with two parents (with or without other people) are similar to those found in 1994 (as shown in Figure 5.3) with an increase in the proportions of students who have other people living in their home and a corresponding decrease in those without other people.

Figure 5.3:
Proportion of Year 5 students by household structure in 1994, 1998 and 2002
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Notes:

1.
Standard errors are in parentheses.

2.
The students in each grouping may or may not have siblings; ‘nuclear family’ refers to the presence of two parents including step or foster parents.

3.
Since 2002 was the first year in which New Zealand assessed in two languages, for trend purposes, the data shown for 2002 are for those students assessed in English.

Figure 5.4 displays mean achievement scores for mathematics and science by household structure for 1994, 1998 and 2002. In 1994 and 1998, students from nuclear families had significantly higher achievement in mathematics and science on average than those in other household structures (Chamberlain 2001). There was no significant difference among students in the different types of households in 2002.

Figure 5.4:
Year 5 students’ mean mathematics and science scores by household structure in 1994, 1998 and 2002
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Notes:

1.
In 2002, no differences between means are significant.

2.
The data points are the mean scores. The vertical lines extending from the data point show the 95% confidence interval around the mean, i.e. ± 2 standard errors.

3.
The ‘2 parent’ grouping is the group labelled as the ‘nuclear family’ in the previous discussion. The students in each grouping may or may not have siblings in their household.

4.
Since 2002 was the first year in which New Zealand assessed in two languages, for trend purposes, the data shown for 2002 are for those students assessed in English.

5.
See Table E.1 in Appendix E for values.
Household size
Just under one third of Year 5 students (31%) lived in households containing four people (including themselves), while a further 27 percent lived in households containing five people. Fourteen percent of students lived in small households (3% only 2 people, 11% with 3 people) and around one quarter lived in larger households (14% with 6 people, 6% with 7 people, 8% with 8 or more). On average Year 5 students lived in households containing five people (no change from 1994). There was an observable relationship between household size and achievement in mathematics and science with students in households of size four or five people (the average household size) having higher achievement on average than those in households of seven or more (14% of students). There were no significant differences among the other household sizes.

Home education resources
While families can do a lot to educate their pre-school children with few resources, as children grow it seems likely that it would be advantageous to have some educational resources in the home. This section examines the availability of resources in the homes of Year 5 students and the relationship between these resources and achievement.
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Books in the home

Just over one third of Year 5 students (38%) reported having more than 100 books in their homes in 2002. This was a large reduction in proportion since 1994 when 62 percent reported having more than 100 books in their homes. This finding is consistent with that previously found by Caygill and Chamberlain (2005) in the 2001 Trends in Reading Literacy Study (38% also). Thirty-six percent of students reported having between 25 and 100 books in their homes while 26 percent of students reported having 25 or less books in their homes. As shown in Figure 5.5, there was a positive relationship between the number of books in the home and achievement in 2002 (as found in 1994), with those students with a greater number of books in the home having higher achievement on average in mathematics and science.

Figure 5.5:
Year 5 students’ mean mathematics and science scores by the number of books in their homes in 2002
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Notes:

1.
Standard errors are in parentheses.

2.
The data points are the mean scores. The vertical lines extending from the data point show the 95% confidence interval around the mean, i.e. ( 2 standard errors.
3.
Since this graph contains data for 2002 only, students in both Mäori- and English-medium instruction are included.

Possessions in the home

Students were asked about items in their home: educational resources and other non-essential items
. Around two-thirds of Year 5 students in 2002 had all four educational items in their homes (62%); 93 percent reported having a calculator, 91 percent a dictionary, 87 percent a computer, and 80 percent a study desk for their own use. All of these proportions are an increase on those found in 1994, with computer ownership showing the greatest growth (34 percentage points increase).

As shown in 1994, in 2002 there was a positive association between ownership of educational resources and achievement in mathematics and science. The relationship between all the items in the home (including the non-essential items) and achievement was examined for 2002. In general, the higher the number of items in the home, the higher the mean achievement in mathematics and science; this implies a link between economic status and achievement.

Figure 5.6:
Year 5 students’ mean mathematics and science scores by the number of possessions in their homes in 2002
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Notes:

1.
There were too few students with 4 or less items to report achievement for these groupings.

2.
The data points are the mean scores. The vertical lines extending from the data point show the 95% confidence interval around the mean, i.e. ( 2 standard errors.
3.
Since this graph contains data for 2002 only, students in both Mäori- and English-medium instruction are included.

4.
For values see Table E.2 in Appendix E.
Out-of-school activities

Activities students engage in outside of school hours may impact upon their mathematics and science achievement in a number of ways. Leisure activities may provide positive learning experiences. For example, students may learn more about dinosaurs by reading or watching a television programme about them. On the other hand, engagement in activities may reduce the time available for doing school work at home. This section examines activities children engage in out of school hours, including homework.

Activities on a typical school day
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Students were asked how much time they spent on a normal school day: watching television and videos; playing computer games; playing or talking with friends; doing chores or jobs at home; playing sports; reading a book for enjoyment; and using the Internet. Table 5.4 shows the mean amount of time spent doing these activities and the proportion of students spending more than two hours per day doing each activity. As reported for 1994 and 1998, in 2002 the most popular activity was watching television and videos. However in 2002, as shown in the table, playing or talking with friends had students reportedly spending the same amount of time (on average) as watching television (an increase since the earlier studies). These activities are not necessarily mutually exclusive; while playing with friends, students could watch some television, play computer games, play sports, read a book together, or use the Internet.

Table 5.4:
The proportion and mean amounts of time Year 5 students spent on leisure activities in 2002

	Leisure activities
	Mean number of hours 
per school day
	Proportion spending more than 2 hours

	Watching television and videos
	1.8 (0.03)
	34%

	Playing computer games
	1.1 (0.03)
	17%

	Playing or talking with friends
	1.8 (0.03)
	33%

	Doing chores or jobs at home
	1.3 (0.03)
	19%

	Playing sports
	1.6 (0.03)
	28%

	Reading a book for enjoyment
	1.3 (0.03)
	19%

	Using the internet
	1.0 (0.02)
	15%


Notes:

1.
Standard errors are in parentheses.

2.
Mean number of hours based on: No time=0; Less than 1 hour=0.5; 1 to 2 hours=1.5; More than 2 but less than 4 hours=3; 4 or more hours=4.5. Activities are not necessarily exclusive.

3.
Since this table contains data for 2002 only, students in both Mäori- and English-medium instruction are included.

Other activities during the week

In 2002, Year 5 students were also asked about other leisure activities they might engage in on a daily or weekly basis. These questions were asked as a New Zealand option only and were not asked in 1994 or 1998. The activities asked about were: taking part in cultural activities (e.g., kapa haka); practise music or have lessons; practise dance or have lessons; practise drama or speech or have lessons; organised sport training or games; activities at a place of worship; and going to Brownies or Cubs. Table 5.5 shows the average number of days per week students engaged in these activities and the proportion of students doing these activities on a weekly basis or more often. Of these activities, organised sport was the most common, but many students were involved in music lessons and cultural activities such as kapa haka.

Table 5.5:
The proportions and mean amounts of time Year 5 students spent on organised cultural and sporting activities in 2002

	Activities
	Mean number of days per week
	Proportion doing once a week
	Proportion doing twice a week or more often

	Cultural activities (e.g., kapa haka)
	1.0 (0.04)
	11%
	24%

	Practise music or have lessons
	0.9 (0.03)
	15%
	23%

	Practise dance or have lessons
	0.5 (0.02)
	8%
	13%

	Practise drama or speech or have lessons
	0.4 (0.02)
	7%
	10%

	Organised sports training or games
	1.3 (0.04)
	19%
	32%

	Activities at a place of worship
	0.8 (0.03)
	12%
	19%

	Go to Brownies or Cubs
	0.4 (0.02)
	12%
	8%


Notes:

1.
Standard errors are in parentheses.

2.
Mean number of days based on: Rarely or never=0; Sometimes=0.25; Once a week=1; 2-3 times a week=2.5; About every day=5.

3.
Since this table contains data for 2002 only, students in both Mäori- and English-medium instruction are included.

Homework
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In 2002, 93 percent of students spent some time each day on homework. Around half of all Year 5 students spent more than one hour per day on homework. On average in 2002, students reported spending just under one and a half hours per day on homework.

Students were also asked specifically about mathematics and science homework. The international researchers created two indices combining the frequency of receiving homework with the amount of time spent on it for mathematics and science: the Time doing Mathematics Homework (TMH) Index and the Time doing Science Homework (TSH)
. A relatively high proportion of New Zealand students (52%) were at the low level of the TMH Index, but somewhat lower than Scotland (54%), England (59%) and the Netherlands (89%). Similarly, a high proportion of New Zealand students (66%) were at the low level of the TSH Index. Scotland (82%), England (73%) and the Netherlands (92%) also had a high proportion of students at the low level of the index.

As homework may be used for remedial reasons, or may take more time for students having difficulty, the relationship between the amount of time spent on homework and achievement is not linear as shown in Figure 5.6. Students who spent a lot of time (7% of students for mathematics and 3% for science) on homework had lower mean achievement than those who spent little time.

Figure 5.7:
Levels on the Time doing Mathematics Homework (TMH) Index and Time doing Science Homework (TSH) Index by mean achievement for Year 5 students in 2002
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Notes:

1.
Standard errors are in parentheses.

2.
Since these graphs contain data for 2002 only, students in both Mäori- and English-medium instruction are included.

School climate

A positive school climate is where school is a comfortable place for students and where learning is positively facilitated. This section examines how students feel about being at school and the attitudes of teachers and other students (perceptions of school) as well as their negative experiences in the last month (perceptions of feeling safe).

Perceptions of school

Students were asked how much they agreed with the following statements about their school:

· I like being at school.

· I think that students at my school try to do their best.

· I think that teachers at my school care about the students.
· I think that teachers at my school want students to do their best.

Year 5 students generally agreed with these statements, with 17 percent disagreeing (a little or a lot) with I like being at school – this was the statement with the highest level of disagreement. For the other three statements, 7 percent of students disagreed that students ... try to do their best, 6 percent disagreed that teachers ... care about the students and 3 percent disagreed that teachers ... want students to do their best.

For the purposes of reporting, students’ responses to three of the four statements were summarised into the Positive Attitudes towards School (PAS) Index. The exception was the statement I think students at my school try to do their best. Students were assigned to the high level of the index if they agreed on average with the three statements (a little or a lot) and to the low level if they disagreed on average with the statements
. Students who responded in other combinations were assigned to the medium level. Most Year 5 students were positive about their school and were at the high level of the PAS Index (93%). On average, students with high positive attitudes had higher mean achievement than students with low positive attitudes, as shown in Figure 5.8.

Figure 5.8:
Levels on the Positive Attitudes towards School (PAS) Index by mean achievement for Year 5 students in 2002
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Notes:

1.
Standard errors are in parentheses.

2.
Since these graphs contain data for 2002 only, students in both Mäori- and English-medium instruction are included.

A higher proportion of girls (96%) than boys were at the high level of the index. Interestingly, there was little difference between the proportions of each ethnic group that were at the high level of the index (Päkehä/European, 93%; Mäori, 93%; Pasifika, 95%; Asian, 94%).

Perceptions of feeling safe
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As with previous cycles, TIMSS-02/03 asked students questions that sought to find out how safe they felt at school. Students were asked if they had been subject to the following behaviours in the month prior to the assessment:

· Something of mine was stolen.
· I was hit or hurt by another student(s) (e.g., shoved, punched, kicked).
· I was made to do things I didn’t want to do by other students.
· I was made fun of or called names.
· I was left out of activities by other students.

At least one quarter of students had experienced some of these behaviours in the last month, with 43 percent reporting having something stolen (as shown in Table 5.6).

Table 5.6:
Proportions of Year 5 students reporting theft or bullying behaviours in 2002

	Behaviour
	Proportion reporting behaviour 
happened in previous month

	Something of mine was stolen
	43%

	I was hit or hurt by other student(s) (e.g., shoved, punched, kicked)
	42%

	I was made to do things I didn’t want to do by other students
	26%

	I was made fun of or called names
	39%

	I was left out of activities by other students
	30%


Note: Since this table contains data for 2002 only, students in both Mäori- and English-medium instruction are included.

In order to summarise the data, the international researchers created the Students’ Perception of Being Safe in the Schools (SPBSS) Index. Students who answered no to all five questions were at the high level of the index (i.e., they had experienced none of these behaviours in the previous month), while students who answered yes to three or more behaviours were at the low level on the index. Students who answered yes to one or two of the behaviours were at the medium level of the index. Just over one quarter of students (26%) had experienced none of these behaviours in the previous month and were at the high level of the index. This proportion was lower than the international average (35%) but similar to Australia (29%) and Singapore (25%).

As shown in Figure 5.9, students who had experienced none of these behaviours (at the high level of the index) had higher mean achievement than those who had. While the proportion of students experiencing unsafe behaviours at school was relatively high, most students liked being at school. This finding is consistent with that of Caygill and Chamberlain (2004) that while lots of students had experienced these behaviours, they still reported feeling safe at school.

Figure 5.9:
Levels on the Students’ Perception of Being Safe in the Schools (SPBSS) Index by mean achievement for Year 5 students in 2002
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Notes:

1.
Standard errors are in parentheses.

2.
Since this graph contains data for 2002 only, students in both Mäori- and English-medium instruction are included.

Trends in students’ reports of stealing

As reported in Table 5.6, 43 percent of Year 5 students reported having something stolen from them in the previous month. This is the only statement on school climate that was common to all three assessments. While some readers may be sceptical about this figure, since students were not asked about the details of the incident (for example did they manage to get the item back), it is worth noting that similar results were found in both 1994 and 1998. By way of comparison, 45 percent of students reported having something stolen in the month prior to the assessment in 1994, and 42 percent reported this behaviour happening in 1998.

In terms of achievement, there is also a consistent theme across the three assessments. Students who reported having an item stolen in the last month had significantly lower mathematics and science achievement on average than their peers who did not experience this behaviour. Figure 5.10 shows that the difference in mean achievement for these two groups over the three cycles has remained largely the same.

Figure 5.10:
Difference in mean mathematics and science achievement between students who reported something stolen and those who did not in 2002
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Notes:

1.
Standard errors are in parentheses.

2.
Since 2002 was the first year in which New Zealand assessed in two languages, for trend purposes, the data shown for 2002 are for those students assessed in English.

3.
Since the graph shows differences in means rather than the means themselves, the smaller scale exaggerates the confidence intervals around the differences in means (the vertical lines).
















Key points from 1st and 2nd cycles of TIMSS


In 1994, New Zealand had the highest reported rate of theft and one of the highest reported bullying rates amongst the countries involved in the study.


In 1998, while the reported rate of theft had dropped compared with 1994, the bullying rate was about the same.





Key points from 1st and 2nd cycles of TIMSS


The majority of Year 5 students reported spending some time on homework each day, with an increase between 1994 and 1998 in the proportion doing mathematics homework daily.


A relationship between achievement and time spent on homework was observed, with those spending a lot of time or very little achieving less well than those spending a medium amount of time.
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Key points from 1st and 2nd cycles of TIMSS


In 1994 and 1998, watching television and videos was the most popular leisure activity. Students who spent a lot of time on this activity generally had lower mean achievement than their counterparts who spent less time.


Playing sport was the second most popular activity.





Key points from 1st and 2nd cycles of TIMSS


In 1994, 62 percent of Year 5 students had more than 100 books in their home. These students were shown to have higher average achievement in mathematics and science than their counterparts with fewer books.


In 1998, while the relationship between books in the home and achievement was the same as that found in 1994, 6 percentage points fewer Year 5 students (56%) had more than 100 books in their homes.


In both 1994 and 1998, having educational and other resources in the home was positively associated with achievement in mathematics and science, implying a link between economic status and achievement.





Key points from 1st and 2nd cycles of TIMSS


In 1994, achievement in mathematics and science was shown to be related to the number of people in the household, with students in larger households tending to have lower achievement.


In 1998, students in households containing only nuclear families (and no ‘additional’ people) were shown to have on average higher achievement in mathematics and science than students in other family structures.
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Key points from 1st and 2nd cycles of TIMSS


In 1994, achievement in mathematics and science was on average higher amongst Year 5 students who always or almost always spoke English (the language of the test) at home compared with those students who did not. The differences were large – 77 scale score points for mathematics and 95 points for science.


In 1998, the gap in achievement between those who were regular speakers of English at home and those who were not had decreased to 49 and 73 scale score points for mathematics and science respectively.
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Key points


The proportion of Year 5 students in each ethnic grouping has changed since 1994, with greater proportions of students being classified in the Asian, Pasifika, and Other ethnic groupings. Consistent with this trend, a greater proportion of students reported they were not born in New Zealand in 2002 compared with 1994


The proportion of Year 5 students in each ethnic grouping has changed since 1994, with greater proportions of students being classified in the Asian, Pasifika, and Other ethnic groupings. Consistent with this trend, a greater proportion of students reported they were not born in New Zealand in 2002 compared with 1994.


Students who always spoke the test language at home achieved, on average, higher in mathematics and science than those who sometimes spoke the test language. The difference between the mean achievements of students in the two language categories has decreased since 1994.


There were no significant differences in achievement amongst students from different household structures.


Students with more books in the home and those with a greater number of possessions in the home (indicating higher economic status) had higher mean achievement in mathematics and science.


Consistent with previous studies, the proportion of students experiencing unsafe behaviours at school was relatively high compared with their international counterparts; however, most students liked being at school.

































































�	Only eight of the 25 countries tested in English. Other countries used their national language(s). For example, Italy tested in Italian only, and Lithuania tested in Lithuanian only.


�	According to international criteria, students who had received only one or two years instruction in the test language could be excluded from the assessment – see Appendix A for details. 


�	In 1994, the magnitude of the difference (or effect size) for mathematics was d = 0.83; in 2002 d = 0.67. For science in 1994, the magnitude of the difference (or effect size) was d = 0.96; in 2002 d = 0.77. See Technical Notes for details.


�	The educational resources were: calculator, computer (students were told not to include video game consoles such as PlayStations in this category), study desk/table for student’s use, dictionary. The non-essential resources were: television, musical instruments, CD player, video camera, cell phone, clothes dryer, dishwasher, two bathrooms, second car, video games, educational computer software.


�	Indices based on the frequency and amount of homework. The high level indicates more than 30 minutes of homework assigned 3 to 4 times a week. Low level indicates no more than 30 minutes of homework no more than twice a week. Medium level includes all other possible combinations.


�	The coding of the original question was agree a lot =1; agree a little =2; disagree a little =3; disagree a lot =4. Students were assigned to the high level of the index if the average of the three codes was 2 or less; students were assigned to the low level if the average was 3 or greater.





