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Education Quarterly Review as well
as other Statistics Canada publica-
tions, including the statistical compen-
dium Education in Canada (Catalogue
81-229-X1B), canbeaccessed dectronicaly.
Theaddressis: http://www.statcan.calcgi-
bin/downpub/fegpub.cgi.

The Centre for Education Statisticshasa
toll-free telephone number, accessible
from anywherein Canada. The number
is 1800 307-3382

Mission

Education Quarterly Review analyses and reports on current issues
and trendsin education using information from avariety of statistica
sources. It servesasafoca point for education statistics and provides
aforum for communication with stakeholders and the public. Our god
isto present information and analysisthat are relevant, authoritative,
timely and accessible.

datafrom the National Longitudina Survey of Children and

Youth. Of the four papers, three use data from thefirst cycle
of NLSCY, which took placein 1994-1995 and collected information
on 23,000 children aged 11 years and under. The fourth paper, From
home to school, examines data from the second cycle of the Survey,
which occurred in 1996-1997 and collected information on about
20,000 children aged 13 and under. These analytical papers, authored
by anaystsfrom the Centrefor Education Statitics, make asignificant
contribution to our understanding of specia needs children and their
families; the role of parentsin the child’s learning environment; and
the impact of early childhood education programs and household
income on children’s achievement in the early years of schooling.

In addition to these papers, welist in the Cumulative Index at
theback of thereport, the approximately 85 articlesthat have appeared
in EQR over its six years of production. These articles are grouped
under 11 categories, including funding, technology and learning, and
accessibility. These categories are based on education policy issues
that were identified in the report Srategic Plan (1997), released in
November 1997, oneyear after the creation of the Centrefor Education
Statistics. The Srategic Plan reviewsthe Centre' s statistical program
and identifies objectives and priorities required to strengthen the
program to better addressinformation needs. Srategic Plan (1997) is
availablefreeof chargeonthelnternet at addresshttp://www.statcan.cal
cgi-bin/downpub/freepub.cgi.

As you see, we start the new millenium with a new look to
Education Quarterly Review. Our readershavetold usthat themateria
under the old format was difficult to read —text too compressed, print
size too small, too much information on each page, and little space
breaking up the contents. We think you will like the new format. Tell
us what you think and let us know if you would like to see other
changesto EQRthat you feel wouldimprovenot only the presentation
but aso the contents of the publication.

T his first issue of 2000 is devoted entirely to the analysis of
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Diversity in the classroom:
Characteristics of elementary students
receiving special education

Malesaccount for almost two-thirdsof all elementary specia needs
students.

The most common conditions for which children receive special
education are learning disabilities, followed by emotional and
behavioural problems.

Most children who receive specia needseducation aretaught within
aregular classroom with only part of their instruction given within
aspecia education classroom or resource room.

Many special education students have above-average scores on
measures of behaviour problems and have bel ow-average scores
on measures of work skills.

Teachersrate specia education students asbeing near the bottom of
their classrooms across al areas of academic achievement.

Children from low socio-economic status families or from single
parent families are more likely to receive specia education.

Most specia education students|ooked forward to attending school.

Children’s school experiences:
Findings from the National Longitudinal
Survey of Children and Youth, 1994-1995

 This profileis onein a series of articles highlighting results from

thefirst cycle of the National Longitudinal Survey of Children and
Youth (NLSCY) School Component. Data are drawn from the
teacher and househol d questionnaires, aswell asfrom questionnaires
completed by 10- and 11-year-olds, providing arich ‘ snapshot’ of
children’s school experiences, classroom environment, academic
achievement and behaviour. Thefindings reveal that most children
atending school during 1994—-1995 were growing up in happy and
healthy school environments.

Education Quarterly Review, 1999, Vol. 6, No. 2
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Highlights

Most 10- and 11-year-oldshad pogitive perceptionsabout
school: 69% reported liking school very much or quite
a bit; 78% reported doing well or very well in school,
and 92% thought it was important or very important to
do well in schooal. Five percent of children reported
fedlings of exclusion at school, al or most of thetime.

Girlswere evaluated as being near the top of their class
in reading (32%) and writing (28%) more often than
boys (22% and 16%, respectively). Roughly equal
percentages of boysand girlswereevaluated asnear the
top of their classin mathematics (27% of girlsand 28%
of boys). On ratings of overal ability, 28% of girlsand
18% of boys were ranked near the top of their class.

Grade 2 students in Quebec and British Columbia had
the highest average math test scores (326 and 329,
respectively), while the lowest average score was
observed in Ontario (302). Quebec’s score of 469 was
the highest average test score for Grade 4 students;
Manitoba's was the lowest (410). Average scores for
Grade 6 students ranged from a high of 550 in Quebec
to alow of 485 in Ontario.

A relatively small percentage of NLSCY children
exhibited symptoms related to various behaviour
problems, including: conduct disorder and physical
aggression; indirect aggression; hyperactivity and
inattention; and anxiety and emotional disorder. Average
behaviour scoresindicate that there were no substantial
differences between boys and girls behaviours.

Teachersexpected that over half of their studentswould
graduate from apostsecondary ingtitution: they predicted
that 25% of studentswould obtain acertificate or diploma
from a college, business school or CEGEP, and 37%
would obtain a university degree. Girls were expected
to go somewhat further than boys, teachers expected
that 40% of girls would obtain a university degree as
compared with 33% of boys.

Parental involvement and children’s
academic achievement in the
National Longitudinal Survey of
Children and Youth, 1994—-1995

Using results from the first cycle of the National
Longitudina Survey of Children and Youth (NLSCY),
theroleof the parent in the child’slearning environment
is examined. Included is a study of the relationship
between parental involvement strategies and children’s
academic achievement.

* Teacher’s perceptions of parental involvement and

atitudes were generaly related to teacher perceptions
of children’s academic achievement: 29% of children
whose parents were perceived to be very involved, but
only 2% of children whose parents were not involved,
were ranked near the top of the class.

» Children who participated in daily reading and

homework activities with parents were more likely to
be ranked near the bottom of their class than children
whowerenever or rarely engaged inthesehomelearning
activities. Theseresultslend support to the complex and
potentially bidirectional relationship between
involvement and achievement.

 Students in grades 2, 4, and 6 whose parents were

perceived by teachers to be very involved received
significantly higher average math test scores than
students whose parents were not involved.

From home to school:
How Canadian children cope

« Childrenwho attend early childhood careand education

aremorelikely to befrom householdswith highincome
and to have motherswho have completed a high school
education or higher.

« Children who were in an early childhood program at

theageof 2 and 3werejudged by their teachersasbeing
near thetop of their kindergarten classin communication
skillsand learning skills.

 Higher proportions of children who attended early

childhood care and education servicesat theageof 2 and
3 years were able to write a smple sentence, compare
numbers and understand simple concepts of time, such
as ‘today,” ‘summer’ and ‘bedtime,” when in

Kindergarten.
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Diversity in the classroom:
Characteristics of elementary
students receiving special education

Introduction

Children in Canadian classrooms have adiversity of skillsand needs,
especialy those children who have some type of limitation. Regular
methods of ingtruction do not work with every child; some require
specia educationa services. “ Specid education” wasfounded onthe
belief that every child can reach her or his full potential given the
opportunity, effective teaching and proper resources (Winzer 1990).
Recognizing this, the Canadian Charter of Rights and Freedoms,
Section 15, guarantees a public education to al children regardless of
their disabilities (Klassen 1994; Porter and Richler 1991).

Given theincreased attention being paid to education by parents,
business and government (Ross, Scott and Kelly 1996), there is
surprisingly little national information on specia needschildren. What
arethe characteristics of special needs children across Canada? What
types of families do they live in? What kinds of experiences do they
have at school?

This paper attempts to shed some light on these and other
guestions using datafrom the first cycle of the National Longitudinal
Survey of Children and Youth, 1994-1995 (see box on the National
Longitudinal Survey of Children and Youth for moreinformation). It
focuses on those children who wereidentified by teachersasreceiving
specia education because of a physica, emotional, behavioura or
other problem that limited the kind or amount of school work they
could do.! Elementary studentswho were part of gifted programs are
not discussed in this paper.

Special needs children

First of dl, what do we mean by specia needs children? There are a
variety of reasonswhy children require specia needs education; these
include intellectua limitations, sensory handicaps, communication
disorders, behaviour disorders, physica handicaps, and other problems
that limit their ability to learn. Limitations may range from mild to
severe and children may have specia needs in one area but not in
another, or a one time and not at another. These specia needs may

Education Quarterly Review, 1999, Vol. 6, No. 2
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Diversity in the classroom

The National Longitudinal Survey of Children and Youth
(NLSCY) is conducted by Statistics Canada on behalf of
Human Resources Development Canada. Its primary
objective is to monitor the development and well-being of
Canada's children as they grow from infancy to adulthood.
Starting in 1994-1995, the NLSCY caollects information
every two years on children, aswell as on the environments
inwhich they live, learn and play.

A nationally representative sample of 13,439 households
containing just under 23,000 children participated inthefirst
cycle of the NLSCY, 1994-1995. These children ranged in
age from newborn to 11 years of age. The sample excluded
children living in institutions (e.g., hospitals) for more than
six months and Aboriginal children living on reserves.
Although information was collected on households in the
Yukon and Northwest Territories, these dataare not included
in this paper.

The NLSCY collects information on demographics,
soci o-economic background, child health and devel opment,
behaviour, relationships, education, literacy, leisureactivities,
family functioning and parenting, child care arrangements
and family custody history.

In addition to a household-based interview with the
person most knowledgeable about the child (most often the
mother), the NLSCY uses a variety of methods to collect
information on child development and functioning. These
include tests of mathematics computation and vocabulary,
sdlf-completed questionnaires (children aged 10 and 11 years
only) and questionnaires completed by the child’s schoal
teacher and principal.

The National Longitudinal Survey of Children and Youth

Data are available on the educational functioning of
7,000 of the 12,500 eligible school-aged children (from the
teacher’s questionnaire) and on school characteristics for
about 6,900 children attending approximately 2,700 schools
(from the principa’s questionnaire).

Children 4 to 11 years of age who were attending
elementary school between the fall of 1994 and spring of
1995 are examined in this paper. Information from both the
household and school components of the NLSCY isusedin
thisreport.

Giventhesmall number of childrenwho received specia
education, some of the results have been collapsed to
eliminate problems with confidentiality or sampling
variability.

Teachers and parents' reports of children’s receipt of
specia education arenot in perfect agreement. Just over 60%
of those children identified by their teacher as receiving
specia education were not reported as doing so by their
parents. It is possible that some parents were unaware of the
specia needs education that their children were receiving.
Inthevast mgjority of such disagreements between teachers
and parents (79%), the special needseducation that thechild
received was delivered either exclusively in the regular
classroom or within a separate special education class or
resource room for asmall duration of the school day.

For more information please refer to Statistics Canada
Catalogue no. 89F0077XPE: National Longitudinal Survey
on Children, Survey Instruments for 1994-1995, Data
Collection, Cycle 1.

result in intellectual, emotional, physical and/or social
performances that fall below those of other children.
Research suggeststhat familiesand schoolsmay influence
thedevel opment of these children’sabilities (Halahan and
Kauffman 1991).

Teachersreported that just over 10% of children
received special education?

During the 1994-1995 school term, teachersreported that
1linevery 10 school-aged children received someform of
special education because of a problem that limited their
ability to do schoolwork.

Learning disabilities were the most common reason for
receiving special education

Specia education can be provided for anumber of reasons.
According to elementary school teachers, one-half of dl
children who received specia education had a learning
disability (see Chart 1). The next most frequently cited
reason that children received specia educationwasbecause
they experienced emotional or behavioura problems;
amost onein every four children (23%) received specia
education for this reason. Approximately 6%*2 of all
children had problemswith thelanguage spoken at schoal.

8 Statistics Canada - Catalogue no. 81-003
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Chart 1

Diversity in the classroom

Reasons why children receive special education*

Learning disability

Emotiona or behavioural problems
Other problems

Home problems 14%**

Speech impairment 129%**
Intellectual or physical disability 11%**

Problems with language at school
] ]

51%

0 10 20

30 40 50 60

Percentage of children receiving special education

* Respondents may belong to more than one category.

** Co-efficients of variation for these percentages are between 17% and 33% and should be interpreted with caution due to the higher

levels of error associated with these estimates.

Source: National Longitudinal Survey of Children and Youth, School Component, 1994-1995.

Most special needs students received the bulk of their
education in regular classrooms

In recent years, there has been a move to integrate more
specia needs students into regular classrooms. In 1994—
1995, elementary teachers reported that the mgjority of
specia education students (59%) weretaught primarily in
aregular classroom and given additiond ingtruction in a
separate specia educetion classor resourceroom. Just over
16%* of all specia education students received their
instruction exclusively in aregular classroom.

It was less common for special needs studentsto be
segregated into speciaized classrooms. Roughly 1inevery
10* specid needschildrenreceived most of their ingtruction
inaseparate special education classor resourceroomwith
theremaining schoolwork providedinaregular classroom.
Eight percent* of special needs children were taught
exclusively in a special education classroom located in a
regular school. An additional 8%* were educated through
someother arrangement such asaspecia residentia school.

Two-thirds of special needs children were male

In 19941995, two-thirds of all children receiving special
educationweremale.* Sincespecia educationisdelivered
for avariety of reasons, it isuseful to know whether there
is arelationship between gender and the specific reasons
that children receive specia education. According to
teachers, malesaccounted for 65% of al childrenreceiving

gpecia education because of alearning disability, 83% of
all children receiving specia education for an emotiona
or behavioural problem, and 76% of all children receiving
specia education because of problems at home.®

Some children receiving special education had high
levels of problem behaviours

One of the principa reasons children require special
education isbecausethey havean emotiona or behavioura
problem. It would be helpful to know the prevalence and
extent of behavioural and emotional problems among
children receiving specia education. Are these children
lessco-operativeand lessfocused in school when compared
with students who do not receive specia education?

The education component of the NLSCY can help
us begin to answer such questions. It includes items that
can beused to create measures of hyperactivity, pro-socia
behaviour, emotional disorder, physica aggresson, indirect
aggression, co-operative learning skills and work habits.
(The box entitled “Measures of children’s positive and
maladaptive behaviours’ describes the content and
meaning of these measures.)

In general, specia education students have above-
average scores on measures of hyperactivity, emotional
disorder and physical aggression compared with non-
gpecia education students, who have average scores. These
results suggest that children receiving specia education

Education Quarterly Review, 1999, Vol. 6, No. 2
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Diversity in the classroom

Previous analyses® conducted ontheentire sampleof children
4to 11 yearsof age suggest that several measuresof positive
and maladaptive or problematic behaviours can be created
using itemsfrom the Teacher’s Questionnaire (see Appendix
A for these items). Identification of items forming each of
these measures was based on statistical analyses (principa
components analysis) designed to identify clusters of items
that maximally correlate with each other but minimally
correlate with other items. Scores on these measures were
created inthis project by summingteachers ratingsof achild
on each item.

Hyperactivity: This measure examines symptoms of
attention-deficit/hyperactivity disorder such as inatten-
tiveness, distractibility, restlessness, and impulsivity. (See
Appendix A for the specific items).

Emoational disorders. Thisscale assesses symptomsof both
depression and anxiety, including fear, worry, nervousness,
sadness, crying, and unhappiness. (See Appendix A for the
specificitems.)

Physical aggression: Thephysical aggression scaleexamines
behavioursthat involvethreatening or actually causing direct
physical harmto other children. Included arebehaviourssuch
as fighting, attacking people, threatening, bullying, and
physical attacks (kicking, biting and hitting other children).
(See Appendix A for the specific items.)

I ndirect aggression: Itemsincludedintheindirect aggression
scale assess children’s attempts to use social interactions or
statements to turn children against a person with whom the
child is angry. Many of the behaviours assessed serve to
isolate a child, to embarrass him/her, or to produce anger.
(See Appendix A for the specific items.)

Pro-social behaviour: The pro-social behaviour scale
assessesbehavioursthat are meant to help other childrenwho
need assistance, to comfort sick or unhappy children, to
maintain peacein agroup, or to include othersin activities.
It reflects an ahility to care and be concerned about others
welfare and happiness. (See Appendix A for the specific
items.)

Measures of children’s positive and maladaptive behaviours

Co-operative learning skills. The co-operative learning
skills measure examines children’s self-confidence, their
ability to co-operate, to show respect for other children, adults,
and property, and their ability to follow rulesand directions.
Thisreflectsthe skill(s) children need to get a ong with others
and to successfully adapt to the school situation. Items on
this scale were derived from statements commonly listed on
children’s report cards. (See Appendix A for the specific
items.)

Work skills: The work skills measure examines children’s
ability to pay attention to directions and to work carefully
and independently. These behaviourshelp children success-
fully complete their work. Items that make up this measure
were derived from statements commonly listed on children’s
report cards. (See Appendix A for the specific items.)

To simplify interpretation, as these measures contain
different numbersof itemsand use different response scales,
scoreson the measures have been transformed to the T-score
metric.” T-scores have a mean value of 50 and a standard
deviation of 10. Thus, scores of 50 represent average levels
of the behaviour or trait being examined while scoreswhich
are 10 points above or below 50 represent noteworthy
differences. Once transformed to T-scores, the scores on
measures of positive and negative behaviours are placed on
a common, uniform metric. Thus, across measures of both
positive and negative behaviours, high scoresindicatealarger
amount of the underlying behaviourd tendency. For example,
a score of 70 on the measure of hyperactivity represents a
very highlevel of hyperactive behaviour. Aswell, ascore of
70 on the co-operative work skills measure indicates avery
high level of co-operative work skills® T-Scores that are
above 60 and below 40 on any of the behaviour measures
imply problems. For example, a child who has a very low
score (30) on the physical aggression scale may be atarget
for bullying by other children, rarely defending him/herself
when attacked by other children. Similarly, achild who has
avery high score (70) on the physical aggression scale may
be abully, often hitting and fighting with other children.

may have a higher number of behavioura and emotional
problems than children who do not receive special
education, and that these praoblems may be of greater
intensity. Further, it appearsthat special education sudents
have bel ow-average scores on measures of work skillsand
co-operativelearning skillsand dightly lower than average

scores on measures of pro-socia behaviour. In contrast,
non-specia education students have average scores on
these samemeasures. Thus, according to teachers, children
who received special education appear to be less co-
operative and have poorer work skillsa school than children
who did not receive special education (see Chart 2).
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Chart 2

Diversity in the classroom

Children in special education have higher levels of negative behaviours

T-scores*
70

59

51 51 50
50 46

42 40

49

30

20

10

55
49 49 50

Non-specia
— (- education students

- Specid

Work skills Pro-social

behaviour

Co-operative
learning

Positive behaviours

*  T-scores have a mean of 50 and a standard deviation of 10.

Hyperactivity

education students
Indirect
aggression

Emotional
disorder

Physical
aggression
Negative behaviours

Source: National Longitudinal Survey of Children and Youth, School Component, 1994—1995.

The picture becomes more digtinct, however, when
children who received special education for abehavioura
or emational problem are separated from those who were
given special education for another reason (for example,
learning disabilities, problems with the language spoken
at school, or problems at home). The data indicate that

Chart 3

children who receive special education for other than
behavioural and emational problems were not rated as
having difficultieswith emotiona upset, physical aggression,
or interpersonal aggression. Aswell, these children were
not rated as lacking in atruism, but they were rated as
having some trouble with work skills and co-operation.

Higher negative behaviour scoresfor some special education students

T-scores*
80
70 -
60 —
5 —
40 n Non-specia
(] education students
30 —
Special education
20 _ Il students with
behavioural problems
10 - — Special education
] students with
0 other problems
Co-operative  Work skills  Pro-socia Hyperactivity ~ Emotional Physical Indirect
learning behaviour disorder aggression  aggression

Positive behaviours

* T-scores have a mean of 50 and a standard deviation of 10.

Negative behaviours

Source: National Longitudinal Survey of Children and Youth, School Component, 1994—1995.
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Diversity in the classroom

In contrast, children who receive specia education
for abehavioural or emotiona problem had substantially
higher than average scores on measures of hyperactivity,
emotional disorder, physical aggression and indirect
aggression. Further, these children had substantially lower
than average scores on the measures of work sKills, co-
operative learning skills, and pro-social behaviour (see
Chart 3).

Itisunclear how thebehavioura differencesthat exist
between the children who receive specia education and
the children who do not have devel oped. Datafrom future
cycles of the NLSCY may help to identify the sequence
of events that underliesthis correlationa finding.

Special needs children had many friends®

Providing children with different types of educational
instruction has the potential to create barriers between
classmates. Children who receive specia education may
be labelled as different from peers who do not. Is there
evidence that receiving special education affects the
number of close relationships that students have? Are
special education students more socially isolated?
According to parents, the answer is no. Parents reported
that children who received special education had roughly
the same number of friends as children who did not. Over
half the children receiving specia education (56%) had
oneto three close friends, 27% had between four and five
close friends, and 15%* had six or more friends. An
unreportably small percentage of specia needs children
had no friends at al.

The family

The family environment plays an important role in the
lives of al children. The family setting can be a secure
base from which children venture out to explore theworld
or it can be a source of stress. This section explores two
key elementsof thefamily setting and their relationship to
specid education children: the socio-economic status of
the child’sfamily and the number of parents'®inthehome.

Socio-economic status is a complex, multifaceted
concept. In the NLSCY, socio-economic status was
assessed using household income, as well as the leve of
education and occupation of each of the child’s parents.
These factors are interrelated; in general, higher parental
education leads to more prestigious and well-paying
occupationsand greater householdincome. These, inturn,
give the family a higher socio-economic status. Single-
parent familiesgeneraly havelower socio-economic status
scores than two-parent familieslargely because they tend
to have lower household incomes.*! Some research
suggests that belonging to a single-parent family and

coming from a low socio-economic status family are
associated with problems at school (Entwisle and
Alexander 1992, 1993).

When considering theinformation presented here, it
should not be assumed that children from low socio-
economic statusfamilieswill automatically require specia
education. Indeed, one model of the child—family—school
linkage (Ryan and Adams 1995; see aso EQR, Vol. 6,
No. 1) suggests that while the family environment does
have an impact on children’s outcomes at school, the
influence of family environment isweaker than that of the
child's own personal characterigtics.

Family status appeared to be associated with some of
thereasonsfor which children received special education
Families headed by a single parent make up a growing
segment of the Canadian population. Children who grow
up insingle-parent families frequently encounter stresses,
such as poverty, that are not faced as often by childrenin
two-parent families (Lipman, Offord and Dooley 1996).
Reflecting the greater stress, children from single-parent
families are roughly twice as likely to recelve special
education aschildrenfrom two-parent families. Of thetotal
NLSCY population, approximately 17% of children from
single-parent families received specia education while
only 9% of children from two-parent families did so.
Degspite the disadvantages faced by some children from
single-parent families, of the total number of children that
received specia education, the mgjority came from two-
parent families. Indeed, approximately 70% of children
who received specid educationlived intwo-parent families
while 30% lived in single-parent families.

Family status appearsto be associated with some of
the reasons for which children were given special
education. Of al students receiving specia education,
approximately two-thirds (63%*) who received it because
of problems a home were from single-parent families,
while only one-third (37%*) were from two-parent
families. However, family status does not seem to be
associated with receiving specid education for emotional
or behavioura problems. Approximately 47%* of children
who received specia education because of emotional or
behavioura problems were from single-parent families,
while 53%* of children who received specia education
for this reason were from two-parent families.

Household incomewas a determinant of child wel-being
Previousanalysesof NLSCY datasuggest that household
income is a key determinant of children’s health and
successinthe educationa system (for example, Ross, Scott
and Kelly 1996).1? Lower levels of family income have
been associated with lower levels of educational
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qualifications and entry into less prestigious occupations
(Ross, Scott and Kelly 1996). Children from low-income
families may experience problems with nutrition, stress
and health. Adding to their difficulties, these children may
experience more frequent changes of address and schools
astheir families attempt to adjust to fluctuationsin family
income (Ross, Scott and Kelly 1996).

Doesfamily incomeinfluencewho will need specia
education? Are children who live in low-income families
morelikely to receive specia education?Parents estimates
of the total income!® from all household membersfor the
previous 12 months may help address these questions.
I nformeation hasbeen grouped into three househol d-income
categories:** $29,999 and bel ow, $30,000to $39,999, and
$40,000 or more.

Table 1

Diversity in the classroom

Ingeneral, there appearsto be arel ationship between
household income and the receipt of specia education.
As Table 1 illugtrates, the majority of all children (64%)
lived in families with incomes of $40,000 or more, the
highest income category. Just over haf (53%) of al children
who received specia education lived in households with
incomes of $40,000 or more, compared with 65% of
children who did not receive specia education. Similarly,
a higher percentage of special needs children resided in
familieshavingincomesof $29,999 or lesscompared with
non-specia needs children. Over one-third of children
(34%) who received specia education lived in households
with incomes of $29,999 or less, compared with dightly
morethan one-fifth (21%) of children who did not receive
specia education.

Children living in low-income families are more likely to receive special education

Level of household income

$29,999 or less $30,000 to $39,999 $40,000 or more
Children receiving special education 34% 13%* 53%
Children not receiving special education 21% 14% 65%
Total children 22% 14% 64%

*  Asterisked values have co-efficients of variation greater than 17% and should be interpreted with caution because of the higher level of

error associated with these estimates.

Source: National Longitudinal Survey of Children and Youth, Household Component, 1994—1995.

When examining the types of conditions for which
childrenreceived specid education, lower family incomes
appear to bemore strongly associated with pecificlearning
problems. While only 34% of &l children lived in house-
holds with incomes of $29,999 or less, three-quarters of
al children receiving specid education because of home
problems and more than one-half (53%*) of al children
receiving special education because of emotional or

Table 2

behavioura problems lived in households with incomes
of $29,999 or less.

Low household incomeisafactor that is often asso-
ciated with single-parent families. What are the relation-
ships between the type of family unit, level of household
income and children’sreceipt of specia education? Some
partial insight can befound by comparing the percentages
of children who received specia education by income
groupings and by family structure (Table 2).

Income and family structure are associated with children’sreceipt of special education

Level of household income

$29,999 or less $30,000 or more
Two-parent Single-parent Two-parent Single-parent
families families families families
Children receiving specia education 18%* 7% 82% 23%*
Children not receiving special education 12% 66% 88% 34%
Total children 13% 68% 87% 32%

*  Asterisked values have co-efficients of variation greater than 17% and should be interpreted with caution because of the higher level of
error associated with these estimates.
Source: National Longitudinal Survey of Children and Youth, Household Component, 1994-1995.
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Table 2 showsthat incomesaredistributed differently
for children living in one- and two-parent families. Most
children living in two-parent families fal into the highest
incomegrouping (87%) while morethan two-thirds (68%)
of all children living in single-parent families are in the
lowest income grouping ($29,999 or less).

Within a family type (one- or two-parent family),
low income is associated with a higher percentage of
children receiving speciad education (Table 2). Roughly
18%* of children from households with incomes of
$29,000 or lesslived in two-parent families and received
specid education whileonly 13% of al childrenwholived
in householdswith incomes of $29,999 or less camefrom
families having two parents. In contrast, 77% of children
from households with incomes of $29,999 or lesslivedin
single-parent families and received special education.
Together, these results suggest that low income may be
associated with higher percentages of children receiving
gpecia education. A definitive answer to this question,
however, will require additional analysis.

Table 3

A dightly higher percentage of children who received
special education had a parent who was not working
The employment status of parents playsan important role
infamilies. Being employed and receiving aregular income
cangiveafamily financial and emotional security. |sthere
arelationship between the receipt of specia education by
the child and the employment status of parents? A dightly
higher percentage of children receiving specid education had
oneparent whowasnot working. Of childrenwho had aparent
who was not in the labour force, approximately 40% re-
ceived gpecid educeation, compared with 35% who did not.
Is the relationship between a parent’s work status
and achild’s receipt of specia education similar for both
one- and two-parent families? For children living in two-
parent households there was little or no difference.
However, thiswasnot the casefor childrenlivinginsingle-
parent households. Asillugtratedin Table 3, approximately
56% of children from single-parent familieswho recelved
specid education had a parent who was not in the labour
force, compared with only 44% of children from single-
parent families who did not receive special education.

A higher percentage of children who received special education and lived in single-parent families

had a parent who was not in the labour force

Parent’s work status

Not working Working
Two-parent Single-parent Two-parent Single-parent
households households households households
Children receiving specia education 34% 56% 66% 44%
Children not receiving specia education 33% 44% 67% 56%
Total children 33% 46% 67% 54%

Source: National Longitudinal Survey of Children and Youth, Household and School Component, 1994—-1995.

Parents education was |lowest among children who
received special education for/because of problemsat
home
Parents education has been associated with children’s
outcomes such as academic achievement. Itisalso linked
to household income in that parent(s) with higher
educationa credentials are more likely to hold higher-
paying jobs (Ross, Scott and Kelly 1996).

Is the receipt of specia education associated with
the level of parental education? As shown in Table 4,
approximately 24% of children who received special
education had aparent who had not completed high schoal,

in contrast with only 14% of children who did not receive
specia education. At the other end of the educationa
continuum, 27% of children who received special
education had a parent who held a college diploma or
university degree, compared with 37% of thechildrenwho
did not receive special education.

Parents' education was|owest among children who
received specia education because of problems at home;
41%* of these parents had not completed high schoal. In
contragt, only 14% of non-special needschildren’s parents
and 17% of the spouses of non-specia needs children’s
parents had not graduated from high schooal.
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Table4
Children who received special education were more likely to have a parent who had not finished
high school
Parent’s education
Lessthan High school Some education Postsecondary
high school graduate beyond high diploma/degree
school
Children receiving special education 24% 19%* 30% 27%
Children not receiving special education 14% 19% 30% 37%
Total children 15% 19% 30% 36%

* Asterisked values have co-efficients of variation greater than 17% and should be interpreted with caution because of the higher level of

error associated with these estimates.

Source: National Longitudinal Survey of Children and Youth, Household Component, 1994—-1995.

The school

Children spend asubstantial portion of their day inschool.
Indeed, from kindergarten to the end of high school,
children and youth spend approximately 15,000 hoursin
school.*® Given this significant portion of time, how does
the school experience of students who receive special
education compare with that of students who do not? In
the following section we examine three aspects of
children’s school experience: rates of repeating grades,
ratesof changing schools, and classrankingin severd areas
of academic achievement.

Children who received special education had more
often repeated one or more grades

Repeating a grade is arelatively rare event. The fact of
having repeated one or more grades suggests that a child
has experienced substantia difficulties in school. Given
that children who receive specia education arerecognized
as having problems at school, do these students have a
higher frequency of repeating one or more grades?

Just 2%* of all children aged 6 to 11 who did not
receive specia education had repeated at |east one grade
during their school careers. In contrast, eight timesas many
children who received special education had repeated one
or moregrades (17%*). Further, closeto one of every four
children (24%*) who received specia education for a
learning disability had repeated one or moregrades. Despite
the higher percentages of specia education students who
had repeated one or more grades, it should be recognized
that themgjority of childrenwho received specia education
(83%) had not repeated a grade.

Special needs children were more often rated near the
bottom of their class

Doing well academically isimportant not only to parents
and teachers, but also to children themselves. With thisin
mind, do children who receive specia education havethe
samelevels of achievement asthose who do not? Further-
more, given that children can receive specia education
for avariety of problems, doesthereasonfor receiving specia
education make adifferencein achild’slevel of academic
achievement?

Only a small proportion of children who did not
receive specia education were rated by their teachers as
being near the bottom of the class in reading (5%),
mathematics (4%), written work (6%), and overall
academic achievement (3%). In sharp contrast, more than
3inevery 10 children who received specia educationwere
rated by their teachers as being near the bottom of the
classin reading (46%), mathematics (37%), written work
(51%) and overall achievement (39%) (see Chart 4).

Special education students do not al have the same
level of academic achievement. The reasons children
receivespecial education appear to beassociated with small
differences in teacher’s ratings of achievement. Children
who received special education because of a learning
disability were more likely to be rated as being near the
bottom of their class in overall achievement. Indeed,
children who received special education for this reason
were nearly twice as likdly as other specia education
studentsto berated near the bottom of their classin reading
and mathematics achievement (see Chart 5).
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Chart 4
Many special education studentswererated near the bottom of their classin achievement*
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* Children are rated by their teachersin each of these areas of academic achievement. Thusit is possible that children may be at the

bottom or top of their classroom across each of these areas of academic achievement.
Source: National Longitudinal Survey of Children and Youth, School Component, 1994—1995.

Chart 5
Many children receiving special education for learning disabilities were rated near the bottom
of their classin achievement*
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* Children are rated by their teachersin each of these areas of academic achievement. Thusit is possible that children may be at the
bottom or top of their classroom across each of these areas of academic achievement.

** Co-efficients of variation for these percentages are between 17% and 33% and should be interpreted with caution because of the higher
levels of error associated with these estimates.

Source: National Longitudinal Survey of Children and Youth, School Component, 1994—1995.
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Many special needs children had changed schools
Changing schoolscan beadisruptive experiencefor many
children. It can create many challenges for students,
including developing new friendships, leaving old
friendships behind, and adjusting to anew set of physical
surroundings. Given the stressesinvolved, does changing
schools have an impact on whether or not achild requires
gpecia education? The first phase of the NLSCY cannot
answer this quegtion definitively. Information from future
cyclesof thissurvey isneeded to provideaclearer picture.
However, results from the 1994-1995 cycle suggest that
theremay be an associ ation between the receipt of special
education and children who have changed schools. Just
over 40% of al children who received specia education
had changed schools at least once, compared with only
26% of children who did not receive specia education.
Children receiving special education for an emotiona or
behavioural problem had aparticularly highlevel of school
changes; 56% of children in this group had changed
schools. However, the reasons non-specia needs and
specid needs children changed schools were not notably
different. Themost common reason for both groupswasa
move by thefamily or the child to ancther residence(close
to 70% for each).

Special needs children looked forward to school
Despite the difficulties they may face, most children who
received special education looked forward to going to
school. An overwhel ming percentage (81%) of parents of
children who received special education reported that their
child often or amost always looked forward to going to
school. Theseresultsare only moderately lower thanthose
reported by parents whose children who did not receive
specia education (88%).

Summary

Using datafromthefirst cycleof theNationa Longitudinal
Survey of Children and Youth, 1994-1995, this paper
describes the characteristics and school experiences of
specia needs children across Canada. Several findings
stand out from our examination. Ma esaccount for roughly
two-thirdsof al specia needsstudents. The most common
condition for which children receive special education is
learning disabilities, followed by emotional and
behavioura problems. Most children who receive special
needs education are taught in their own classroom with
only part of their instruction given in a specia education
classroom or resource room. In genera, specia education
students have above-average scores on measures of
hyperactivity, emotional disorder and physicd aggression.
Aswell, they have bel ow-average scores on measures of
work skills and co-operative learning skills. These

Diversity in the classroom

differences in rated behaviour are particularly large for
children who receive specia education because of an
emotional or behavioura condition.

Most specia education students have not repeated a
grade during their educational career, but their teachers
rate them as achieving near the bottom of the class across
all areas of academic achievement. The majority of these
studentslivewith two parentsin househol dswithincomes
of $40,000 or more. However, a greater proportion of
children from low socio-economic statusfamiliesor from
single-parent families receive specia education. The
parents of specia education students are reasonably well
educated with the mgjority having either some education
beyond high school or apostsecondary diplomaor degree.
Degpite the problems they face at school, most special
education students look forward to attending school and,
on average, have as many friends as other students.
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Appendix A

Behaviour scale items from the Teacher’s Questionnaire

Hyperactivity
AETCQ27B
AETCQ27I

AETCQ27N
AETCQ27P

AETCQ27S
AETCQ27W

AETCQ27HH

AETCQ27PP

Can't git ill, isrestless or hyperactive
Isdigtractible, hastroublesticking to any
activity

Fidgets

Can't concentrate, can't pay attention for
long

Isimpulsive, acts without thinking

Has difficulty awaiting turn in games or
groups

Cannot settle to anything for more than
afew moments

Isinattentive

Emotional disorder

AETCQ27F
AETCQ27K
AETCQ27Q
AETCQ27V
AETCQ27CC
AETCQ27II

AETCQ27/MM

AETCQ27QQ

Seems to be unhappy, sad or depressed
Is not as happy as other children

Istoo fearful or anxious

Isworried

Criesalot

Appears miserable, unhappy, tearful or
distressed

Is nervous, high-strung, or tense

Has trouble enjoying self

Physical aggression

AETCQ27G
AETCQ27X

AETCQ27AA
AETCQ27FF

Getsinto many fights

When another child accidentally hurts
him/her (such as by bumping into her or
him) assumes that the other child meant
to do it, and then reacts with anger and
fighting

Physically attacks people

Threatens people

AETCQ271
AETCQ2Z7NN

Iscrud, bullies or is mean to others
Kicks, bites, hits other children

Indirect aggression

AETCQ27J
AETCQ27R
AETCQ27Z
AETCQ27LL

AETCQ27SS

When mad at someonetriesto get others
to didike her/him

When mad at someone, becomesfriends
with another as revenge

When mad at someone, says bad things
behind the other’s back

When mad at someone, says to others:
let's not be with her/him

When mad at someoneg, tells the other
one's secretsto athird person

Pro-social behaviours (Altruism)

AETCQ27A
AETCQ27D
AETCQ27H
AETCQ27M

AETCQ27U

AETCQ27BB
AETCQ27GG
AETCQ2700
AETCQ27RR

AETCQ27TT

Shows sympathy to someone who has
made amistake

Will try to help someone who has been
hurt

Volunteers to help clear up a mess
someone else has made

If thereisaquarrd or dispute will try to
dopit

Offerstohdpother children(friend, brother
or Sger) who are having difficulty with a
task

Comfortsachild (friend, brother or sister)
who iscrying or upset

Spontaneoudy helps to pick up objects
which another child has dropped (e.g.,
pencils, books)

Will invite bystandersto join in agame
Helps other children (friends, brother or
sister) who arefeding sick

Takes the opportunity to praise thework
of lessable children

Co-operative learning skills

AETCQ17A
AETCQ17B
AETCQ17C
AETCQ17D
AETCQI7E
AETCQ17F
AETCQL7G
AETCQ17H
AETCQ17I

AETCQ17J

Worksco-operatively with other students
Plays co-operatively with other students
Followsrules

Followsingtructions

Respects the property of others
Demondtrates self-control

Shows sdlf-confidence

Demongtrates respect for adults
Demonstrates respect for other children
Accepts responsibility for actions
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Work skills

AETCQ18A  Ligtensattentively
AETCQ18B  Followsdirections
AETCQ18C  Completeswork ontime
AETCQ18D  Works independently
AETCQI18E  Takescare of materials
AETCQI18F  Works nestly and carefully

Notes

1. Childrenwho do not understand thelanguage spoken
at schoal, such asthose who are enrolled in English
as a Second Language or French as a Second
Language, are included in this definition.

2. Includes public and private schools only. Federa
ingtitutions and schools for the visualy and hearing
impaired are excluded.

3. Adterisked vaues have co-efficients of variation
greater than 17% and should be interpreted with
caution because of the higher level of error associated
with these estimates.

4. Ingenerd, thedigtribution of maleand femaechildren
in the school component was roughly similar across
age groups. Whilethe gendersdiffered by up to 10%
within any specific agegroup, theredid not appear to
be a consistent pattern to these differences.

5. Because children can receive specia education for
more than one reason, these percentageswill not add
to 100%.

6. Statistics Canada (1996). National Longitudinal
Survey of Children and Youth: User’s handbook and
microdata guide, pp. 84-88.

7. Traditionaly, T-scoresarecd culated by normalizing
the distribution of scores via percentile rankings,
converting percentile rankings to Z-scores (standard
normal deviate scores) and then using the formula
Y =10(Z) +50. However, if thedistribution of scores
ishighly skewed or if theunderlying characteristicis
not normally distributed then the normalization
process will produce transformed scores (Z scores
and T-scores) which do not havetheintended proper-
ties. Asmany of the measures, especially the negative
behaviour scales, are highly skewed, the process of
normalization was not conducted. Instead, scores on
all of the behaviour scalesweredirectly transformed
to Z-scoresand theformulaY =10 (Z) + 50 used to
cregte T-scores. For more information on T-scores
please see Allen, M. J,, & Yen, W. M. (1979). Intro-
duction to Measurement Theory. Brooks/Cole
Publishing Company: Monterey, CA.

8.

10.

12.

13.

14.

15.
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Scores on the measures of positive behaviours could
have beenreversed prior to transformation to Z-scores
and T-scores. Thiswould have created problemswith
interpretation of scores ashigh scoreson the measures
of positive behaviour would indicate low levels of
positive behaviours. Alternatively, scores on the
negative behaviour measures could have been reversed
prior to transformation to Z-scores and T-scores.
However, this would have produced measures where
high scores on the measures of negative behaviours
indicate low levels of negative behaviour.

Data on socid relationships are available only for
children 6 to 11 years of age.

For ease of reading, the term ‘parent(s)’ is used in
this paper to refer to the person most knowledgeable
(PMK) about the child and the spouse of this person.
The majority of PMKswere the mother (89.9%), of
which 88.5% were the biological mother and 1.4%
were the step-, adoptive or foster mother. The
remaining PMKsincludethefather (9.5%) and other
relatives or guardians (0.5%).

‘Spouse’ includes both married and common-law
partners. Just over three-quarters of the spouseswere
thefather (71.1% biological father and 4.9% the step-,
adoptiveor foster father), 8.4% werethemother, 0.3%
was a non-parent and 15.7% was not a spouse.

Statistics Canada (1996). National Longitudinal
Survey of Children and Youth: User’s handbook and
microdata guide, pp. 60-66).

Ontario Ministry of Community and Socia Services,
1986 study cited by Ross, Scott and Kelly, 1996: 22.

Total income includes the income before taxes and
deductions, as wdll as government transfers such as
socid assistance and child benefits, of al individuals
normally living in the same household asthechild. If
the parent was unable or unwilling to estimate
household income, an attempt was made to obtain a
range within which the household income fell.

Household incomewasgrouped into three categories
to provide a smplified overview of the distribution
of children by leved of household income.

Based on the following assumptions: a child spends
six hours each day in school; the school year is 200
daysinlength and achild attends school full timefor
12 years plus half time for one year.
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Children’s school experiences in the
NLSCY, 1994-1995*

Introduction

Gaining a better understanding of the socia environments in which
children live, learn and play is one of the most vauable investments
societies can make. The neighbourhoodswelivein, theway weraise
our children and the school sto which we send them hel p to determine
whether children are on successful pathways to positive outcomes.
One of the best waysto assess the impact of achild’senvironment is
through alongitudinal survey that trackschildrenthrough thelife stages
(see box on page 21).

The findings discussed here cover children aged 4 to 11 who
were attending school during 1994-1995, when thefirst cycle of the
National Longitudinal Survey of Children and Youth (NLSCY) was
administered. Data drawn from the teacher and household question-
naires, as well as questionnaires completed by 10- and 11-year-olds
captured information about the child’'s classroom environment,
academic achievement, behaviour and activities at school.

Most children attended preschool programs

School participation for most children begins before the first grade.
With the exception of Prince Edward Island, all provinces offer
kindergarten programs (one year preceding Grade 1) for 5-year-old
children. In addition, in 1994-1995, Manitoba, Ontario and Quebec
offered junior kindergarten programs (generally two years preceding
grade one) for 4-year-olds. Since enrolment for children in these age
groupsisvoluntary, it is not uncommon to observe differencesin the
4- and 5-year-old school participation rates.

The majority of 5-year-old children in Canada (89%) were
atending school. Provincial school participation figures varied from
ahigh of 97% of 5-year-oldsin Ontario to 80% in Quebec. Similarly,
71% of 4-year-olds in Ontario, 32% in Quebec and 8% in Manitoba
were enrolled in school programs.

Overal, 38% of dl 4- and 5-year-oldswere not attending school
during the reference year. Of these, 86% were 4 years old and 14%
were 5 years old. In addition, nearly one-haf of these 4-year-olds
(48%) and 38% of these 5-year-olds participated in other preschool
programs.

Statistics Canada - Catalogue no. 81-003

Education Quarterly Review, 1999, Vol. 6, No. 2



Children’s school experiences

The National Longitudinal Survey of Children and Youth
(NLSCY) is a long-term initiative that follows the life
conditionsand developmental experiencesof alarge sample
of children. Conducted by Statistics Canada on behalf of
Human Resources Devel opment Canada, the NLSCY was
devel oped to provide high-qudlity longitudinal information
on a range of factors thought to influence children’s
behaviours, interactions and outcomes. Results from this
project will produceacomprehensive database of the charac-
teristics and life experiences of a nationaly representative
sample of children, asthey grow from infancy to adulthood.
Cycle 1, conducted in 1994-1995 collected information on
nearly 23,000 children, from newborn to 11 years of age.
The same pand of childrenwill befollowed every twoyears
until they reach adulthood.

Questionswere asked of the person most knowledgeable
about the child, in relation to such i ssues as socio-economic
background, health, behaviour, relationships, education,
parenting style, and home environment. Additional
information on children’sclassroom and school environment,
behaviour at school, and academic achievement was collected
fromteachersand principas. A number of dternativemethods
were used to further investigate the child’sdevel opment and
functioning, including mathematics computation tests,
vocabulary tests, and questionnaires completed by 10- and
11-year-oldsthemselves.

Data are available from the teacher’s questionnaire on
the behaviour and educationa functioning of 6,978 of the
12,500 €ligible school-age children. All of the findings
discussed here are based on weighted population estimates.

The National Longitudinal Survey of Children and Youth (NLSCY),
Human Resources Development Canada and Statistics Canada

Some soci o-demographic characteristicswerea so examined
to compare distributions for cases with and without school
information.

School sample verification

Thesampleof children for whom wehave school information
from the teacher’s questionnaire was compared with the
sample of al digible school-age children in the survey to
verify the validity of the findings. The samples were
compared across anumber of characteristics:

* province

* urban/rura area

* S0Cio-economic status

« family type

* income

For the observed characterigtics, therewereno pronounced
differences between the whole sample and the sample for
which we had school information. For urban/rural area, for
instance, 18.9% of thedligible school-age children and 19.3%
of the school-age children with school information werefrom
rura aress.

In comparing family characteristics with the findings
reported in Growing Up in Canada, it is important to
remember that this profilefocuses only on children who were
attending school during the reference year, as opposed to all
eligible school-age children. Consider the employment of
parents in one-parent households, for example; adult
employment for the group attending schooal is higher since
the child's school enrolment may facilitate labour market
participation for the parent.

Family characteristics

The group of children for whom we have schoal infor-
mation is similar to the overal sample of digible school-
age children (see box above). The findings highlighted
hererefer tothesampleof children with school information.

In 1994-1995, most children (84%) were living in
two-parent families, while 16% were living with one
parent, or did not live with a parent. Moreover, 59% of
children wereliving in householdswhere dl parentswere
in the paid labour market: over haf (59%) of the two-
parent househol ds had two earners (full-time, part-timeor
combination), and in 58% of one-parent households, the
parent was a full-time or part-time earner.

Children from rural areas accounted for 19% of the
schooal children, compared with 42% from urban areas of

more than 500,000 peopleand 39% from urban areaswith
up t0 499,999 people.? Thedistribution of children by rural
and urban areavaried significantly by province (Table 1).

L anguage

Teachers reported that the main language of ingtruction
for over two-thirds of students (70%) was English,
compared with closeto one-quarter for whomit wasFrench
(28%). Two percent of the studentsreceived ingructionin
both officia languages.

English was the main language of classroom
instruction for 9 out of 10 children in Newfoundland,
Saskatchewan, Albertaand British Columbia; Frenchwas
the main language for 94% of children in Quebec. The
main language of classroom instruction was most evenly
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Children’s school experiences

Table 1
A large majority of children wereliving
in urban areas

% of childrenin
each type of area

Urban Urban Rurd

(500,000 (upto

or more)  499,999)
Canada 42 39 19
Newfoundland - 64 36
Prince Edward Island - 31 69
Nova Scotia - 64 36
New Brunswick - 56 44
Quebec 49 30 21
Ontario 45 40 15
Manitoba 66 15 19
Saskatchewan - 64 36
Alberta 63 21 16
British Columbia 40 49 11

Source: National Longitudinal Survey of Children and Youth,
1994-1995.

gplitin New Brunswick, with 35% of children studyingin
French and 65% studying in English (Table 2). The
proportion of children whose mainlanguageof instruction
was an equal combination of French and English was
highest in Ontario (4%) and Quebec (3%).

Teachers of NLSCY children in the Atlantic
provinces reported the highest proportions (over 80%) of
classrooms where the first language of al students was
either English or French. In Ontario, Alberta and British
Columbia, approximately 60% of the teachers reported
that their classrooms included at least one student with a
first language other than English or French.

Attendance and participation

Parents and teachers were asked a number of questions
relating to the children’s school atendance, their degree
of preparation for the school day, and their feelings about
going to school. Asreportedin theinitia highlights of the
school component results, most children aged 4 to 11
attended school regularly. Just over two-thirds (67%) were
absent five days or fewer, and a further 20% missed
between 6 and 10 days. Only asmall proportion of children
(4%) were absent for 20 days or more, the equivaent of
about one month of instruction. Skipping school without
permission was not a common occurrence among 4- to
11-year-olds. teachers reported that 99% of children had
not skipped asingle day of schoal.
Childrenweregenerally ready to participatein school
activities. Using the categories “never,” “rarely,” “some-
times,” “usualy,” and “aways,” teachers indicated each

Table 2

English was the main language of
classroom instruction for over 90% of
children in Newfoundland, Saskatchewan,
Alberta and British Columbia

% of children for whom
English or French
was the main language
of classroom instruction

English French
Canada 70 28
Newfoundland 93 7
Prince Edward Island 81 17
Nova Scotia 88 11
New Brunswick 65 35
Quebec 2 94
Ontario 85 12
Manitoba 80 17
Saskatchewan 92 7
Alberta 93 7
British Columbia 93 6

Note: Provincial totals may not add up to 100 since some
language categories were not included.

Source: National Longitudinal Survey of Children and Youth,
1994-1995.

child's level of preparation for various school-related
activities. The mgjority of students (92%) never or rarely
arrived at school inadequately clothed for activities such
asgym class, sports, fiddtripsand recessor for theweather
conditions. Moreover, 90% of students never or rarely
arrived late for school, while 87% never or rarely arrived
too tired to do school work.

Teachers evaluated students as somewhat less
prepared when it came to school materials. Nineteen
percent of students sometimes, usualy or aways arrived
without the appropriate materids (81% never or rarely
arrived without materials) and 23% arrived without having
completedtheir homework (77% of studentsnever or rarely
arrived without their homework completed). According
to children’steachers, girlswere more likely than boysto
havearrived with the appropriate materia sfor school (86%
of girls versus 76% of boys) and with their homework
completed (83% of girls versus 72% of boys).

The nature of the relationship between socio-
economic statusand children’s academic performanceand
behaviour iscomplex. By identifying theNLSCY measure
of socio-economic status (SES) for each child s family, it
is possible to explore the teacher assessments of pre-
paredness for school by SES group (see box on page 23).
Children from thelowest SES familieswerelesslikely to
be prepared for school than their counterparts from the
highest SESfamilies. Thesedifferencesweremost gpparent

22  Statistics Canada - Catalogue no. 81-003

Education Quarterly Review, 1999, Vol. 6, No. 2



in the responses to questions about adequate clothing:
childrenfrom familiesin thelowest socio-economic group
were less likely to be appropriately dressed for school
activities or for the weather than thosein the highest group
(84% versus 97% rarely or never arrived poorly clothed for
theactivities, 85% versus97%, repectively, rarely or never
dressed poorly for the westher). As future cycles of the
survey becomeavailable, researcherscan beginto examine
the influences of socio-economic background on the
academic development of Canadian children.

Children’'s early attitudes toward school may act as
important indicatorsfor future outcomes. Parentsreported
that the mgjority of children (71%) almost always |ooked
forward to going to school and that an additional 17% of
children often looked forward to going to school.

With respect to children’s fedlings about going to
schooal, parents were more likely to indicate that children
amogt always looked forward to going to school in their
early school years: over 80% of childrenin junior kinder-
garten and kindergarten programs, 78% of Grade 1 students
and only 65% of childrenin Grade 6 amost alwayslooked
forward to going to school (Table 3). A dightly higher
percentage of girls(91%) than boys (84%) |ooked forward
to going to school, dmost always or often.

Homework assignment

Homework is a regular part of most children’s school
experience, particularly asthey progressto higher grades.
Parents, teachers and 10- and 11-year-old children were
asked about the frequency of assigned and completed
homework.

NLSCY teacherswere asked how oftenthey assigned
homework totheir class. Acrossdl grades, morethan half
the teachers (55%) reported that they usualy or aways

Measuring socio-economic
status

TheNLSCY includesamessure of socio-economic status
(SES), providing an opportunity to explorethe influence
of socio-economic background on the development of
Canadian children and youth. This measure combines
family income, parents’ occupations, and parents’
education, to arrive at an overal indicator of SES. For
this analysis, five equa groups (quintiles) were created,
each containing 20% of the children according to their
ranking in terms of family SES scores. Children whose
familiesarein thetop 20% of SES scoresare considered
to beinthe highest SES group, whilethose in the bottom
20% arein the lowest SES group.

Children’s school experiences

Table 3
Children in lower grade levelswere more
likely to look forward to going to school

% of students who looked
forward to going to school

Almost  Often Sometimes,

aways rarely or

almost never

Junior kindergarten 80 14 6
Kindergarten 83 11 6
Grade 1 78 14 8
Grade 2 69 18 13
Grade 3 66 19 15
Grade 4 66 18 16
Grade 5 65 17 18
Grade 6 65 20 15

Source: National Longitudinal Survey of Children and Youth,
1994-1995.

assigned homework. The frequency with which teachers
assigned homework increased by grade leve: just under
half of Grade 1 to 3 teachers usualy or always assigned
homework, asdid 57% of Grade 4 teachers, 64% of Grade
5 teachers and 66% of Grade 6 teachers. Grade 1 and 2
teachers were more than four times as likely as Grade 6
teachersto have never or rardly assigned homework (35%
of Grade 1 and 2 teachers versus 8% of Grade 6 teachers
never or rarely assigned homework).

As the likelihood and frequency of assigned
homework increased, the proportion of childrenfailing to
complete their homework also increased. With respect to
students’ preparedness for class, 3 teachers reported that
85% of Grade 1 students never or rarely came to class
without their homework completed, compared with close
to 70% of studentsin grades 5 and 6.

The frequency with which homework was assigned
varied substantially among the provinces. Children in
grades 1 to 6 in Quebec were mogt likely to be assigned
homework, with 60% of the teachers reporting that they
always assigned homework to their class (Table 4). In
Saskatchewan and Manitoba, however, only 9% of the
teachers reported that they always assigned homework. It
is interesting to note that, in genera, the proportion of
teachers never or rarely assigning homework was highest
inthewestern provincesand Ontario; beginning in Quebec
and moving east, most teachersusually or awaysassgned
homework.

Parents' reports on how frequently their children
were assigned homework were consistent with thereports
of their children’'s teachers at the lower grades, but there
were some discrepancies in the higher grades.* Most
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Children’s school experiences

Table 4
Freguency of homework assigned varied by province

% of teachers who assigned homework

Never/ Sometimes Usually Always
rarely

Canada 21 24 28 27
Newfoundland 6 16 47 31
Prince Edward Island 1 12 47 40
Nova Scotia 6 20 45 29
New Brunswick 2 6 56 36
Quebec 1 5 34 60
Ontario 33 30 21 16
Manitoba 39 28 24 9
Saskatchewan 38 37 16 9
Alberta 23 33 25 19
British Columbia 21 28 28 23

Source: National Longitudinal Survey of Children and Youth, 1994-1995.

parents reported that their children were assigned home-
work either a few times a week (25%) or daily (43%).
Homework appeared to becomearegular activity in Grade
1, as49% of children werereportedly assigned homework
afew times aweek or daily. This is consistent with the
teachers reports; 48% of Grade 1 teachers usually or
always assigned homework. According to parents, 87%
of children in Grade 6 were assigned homework a few
times a week or daily; however, only two-thirds of the
teachers (66%) at this grade level reported usualy or
aways assigning homework.

Parents and teachers reported smilar patterns of
homework by province: 82% of parentsin New Brunswick
and Quebec responded that their children were assigned
homework daily. In Manitoba and Saskatchewan, fewer
than one in five children were assigned homework on a
daily basis.

NLSCY children aged 10 and 11 were a so asked to
evaluate a series of statements about their school
experiences in the self-completed questionnaire. To the
question,*When my teacher givesme homework, | doit,”
67% of the studentsresponded that they did thishomework
all thetime, and 28%, most of the time.®

School wasa positive experience for 10- and 11-year-olds

Most 10- and 11-year-olds had positive perceptions about
school: 69% reported liking school very much or quite a
bit; 78% reported doing well or very wdll in schoal; and
92% thought it wasimportant or very important to dowell
in school. Five percent of children reported feelings of
exclusion at school, admitting to feeling left out at school
all or most of thetime.

The 10- and 11-year-oldsin the NLSCY were aso
asked if they felt supported by teachersand parentsin their
school participation and experiences. Themgjority of these
children (89%) reported that their teachers treated them
fairly, all or most of the time, while 68% reported that
they got extra help from their teachers when they needed
it, al or most of the time (12% reported that they did not
need extra help). This age group also felt supported in
their school effortsat home: 87% reported that their parents
were ready to help al or most of the time if they had
problems at school (7% reported that they didn’t have
problems at school). A large majority of children (90%)
had a place to study or do homework at home, al or most
of thetime,

Academic achievement varied by sex

One measure of academic achievement for NLSCY
students enrolled in Grade 1 and above was the teacher’s
assessment of the students’ ahilities in various subjects,
relativeto othersintheclass. Girlswereevaluated asbeing
near the top of their class in reading (32%) and writing
(28%) moreoften than boys (22% and 16%, respectively).
Roughly equal percentages of boys and girls were
evaluated asnear thetop of their classin mathematics (27%
of girls and 28% of boys). On ratings of overal ahility,
28% of girlsand 18% of boyswere ranked near the top of
their class (Chart 1).

A smadller proportion of the studentsfrom the lowest
SES familiesthan from the highest was assessed as being
near thetop of their classacrossall subject areas. According
to the teachers evauations, only 30% of children from
the lowest SES families were rated above the middle of
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Chart 1

Children’s school experiences

Teachersrated girls, more often than boys, near thetop of the class

Overall ability

Writing

Reading

!
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[ Girls

o
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% of students rated at top of class by teachers

Source: National Longitudinal Survey of Children and Youth, 1994-1995.

the class (where “middle of the class’ includes the
categories* near thetop of theclass’ and“abovethemiddle
but not at thetop™) on overdl ability, compared with 60%
of children from the highest SES families. The effects of
SESon variablesrelated to academic achievement will be
the subject of future research.

Mathematical achievement varied by province

A standardized test of mathematics computation was
administered to students in Grade 2 and above. Because
of the brevity of the test, a*“ceiling effect” was noted for
particular combinations of grade level and level of
difficulty, indicating that an unusualy high number of
students were receiving perfect scores. Thetest could not
differentiate between the highest-achieving students in
Grades 3 and 5; consequently, only resultsfor studentsin
grades 2, 4 and 6 will be reported here.

The mathematics test was scored on a continuous
scale; children’s scores are expected to increase over time
as they progress through school. The standard scale
containsscoresranging from 1t0 999.5 Averagetest scores
for children in grades 2, 4 and 6 are presented in Table 5.
Within each grade level, there were variations across the
provinces. Grade 2 sudentsin Quebec and British Columbia
had the highest average math test scores (326 and 329,
respectively), whilethelowest average scorefor thisgrade
level was observed in Ontario (302). The higher scores
for studentsin Quebec and British Columbiaare consistent
with results from the School Achievement Indicators
Project (SAIP)./

Table5

Average math test scoresfor Quebec
students werethe highest in the country
for grades4 and 6

Average test scores

Grade?2 Grade4 Grade6
Canada 312 433 506
Newfoundland 307 422 494
Prince Edward Island 305 416 504
Nova Scotia 318 415 507
New Brunswick 318 424 488
Quebec 326 469 550
Ontario 302 426 485
Manitoba 315 410 496
Saskatchewan 307 430 507
Alberta 309 425 515
British Columbia 329 439 522

Source: National Longitudinal Survey of Children and Youth,
1994-1995.

Quebec’s score of 469 was the highest average test
score for Grade 4 students; Manitoba's was the lowest
(410). Average scoresfor Grade 6 studentsranged from a
high of 550 in Quebec to alow of 485 in Ontario.

Studentsin grades 1 to 6 displayed good work habits

Teachers were also asked about the work habits of the
NLSCY children. Themgjority of childrenwereevaluated
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Children’s school experiences

as having always or usualy displayed good work habits,
including listening attentively (74%), following directions
(83%), completing work on time (77%), working
independently (77%), taking care of materials (85%), and
working neatly and carefully (72%). Chart 2 suggeststhat
girlswere morelikely than boysto awaysor usually have
exhibited good work habits.

Teacher assessments of students' work habits were
fairly consistent across the provinces and across level s of
SES, dthough studentsfromthelowest SESfamilieswere
usudly or dwayslesslikely to have displayed good work
habits than children in the highest SES families. The
proportion of childrenwho never demonstrated good work
habits was fairly consistent across SES groups.

Few children had behaviour problems

Recognizing behaviour problemsearly inachild'slifeoften
leads to better monitoring and intervention strategies
throughout the school years. Teacherswere asked to assess
a series of behaviours at school for each NLSCY child.
Questionswere grouped in order to explorethe children’s
behaviour on four different dimensions: conduct disorder
and physical aggression; indirect aggression; hyperactivity
andinattention; and anxiety and emotiona disorder. Results
for the pro-socid behaviour assessmentsare a so presented
here.

Tables 6 through 10 present figures for the various
behaviours of children who were attending school and for
whom we have a teacher’s questionnaire. The first four

Chart 2

tables include those children about whom the statements
describing the behaviour problems were “ sometimes/
somewhat true’ and “often/very true.” For pro-socia
behaviour, only the* often/very true” category isreported.

Table 6 displays figures for symptoms related to
conduct disorder and physical aggression. At least twice
asmany boys as girlswere reported as having engaged in
al but one of the aggressive behaviours, the exception
being “is crud, bullies or is mean to others.” More than
three times as many boys as girls were reported to have
physically attacked people.

The pattern is reversed for indirect aggression. A
higher percentage of girls exhibited indirect aggresson-
related behaviours. The one exception was “when mad at
someone, says bad things behind the other’ sback,” where
about the same percentage of boys and girls reportedly
engaged in the behaviour (Table 7). The magnitude of the
differences for boys and girls, however, was not as great
for indirect aggression when compared with the conduct
disorder—physical aggression figures.

Responseswere combinedinto ascaefor each child
and for each problem type. Scores for conduct disorder—
physica aggression and for indirect aggression rangefrom
alow of 0to ahigh of 12 and from 0 to 10, respectively.?
A higher score here suggests the presence of symptoms
for the behavioura problem; alow score suggeststhereis
no behaviourd problem. Girls (74%) were more likely
than boys (51%) to have a score of O (“never or not true”
assessment for the symptoms) for conduct disorder—

Girls, more often than boys, always or usually displayed good work habits

Works neatly and carefully — !

Takes care of materials

Works independently

Completes work on time

Follows directions

Listens attentively
| |

[ Girls
Il Boys

0 20 40

60 80 100

% of students rated as having good work habits by teachers

Source: National Longitudinal Survey of Children and Youth, 1994-1995.
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Table 6

Children’s school experiences

Boyswere at least twice aslikely asgirlsto display most conduct disor der—physical aggression

behaviours

Occurrence of behaviour was
“sometimes/somewhat true”
or “often/very true” (%)

asrated by teachers
Girls Boys Total
Getsinto many fights 13 35 24
When another child accidentally hurts him/her (such as by bumping
into her or him), assumes that the other child meant to do it, and then
reacts with anger and fighting 20 41 31
Physically attacks people 7 25 16
Threatens people 7 16 11
Iscruel, bullies or is mean to others 9 16 12
Kicks, hites, hits other children 4 15 10

Source: National Longitudinal Survey of Children and Youth, 1994-1995.

Table 7

More children displayed indirect aggression behavioursthan conduct disorder—physical

aggression

Occurrence of behaviour was
“sometimes/somewhat true”
or “often/very true” (%)

asrated by teachers
Girls Boys Total
When mad at someone, triesto get othersto dislike her/him 26 23 25
When mad at someone, becomes friends with another as revenge 29 17 23
When mad at someone, says bad things behind the other’s back 32 33 33
When mad at someone, saysto others: let’s not be with her/him 34 27 30
When mad at someone, tells the other one's secretsto athird person 31 21 26

Source: National Longitudinal Survey of Children and Youth, 1994—1995.

physical aggression behaviours; however, boys (56%) were
somewhat more likely than girls (52%) to score 0 on the
indirect aggression measure (Charts 3 and 4).

To evaluate the levd of a child's hyperactivity and
inattention, the teacher assessed the behaviours included
in Table 8. A higher percentage of children displayed
hyperactivity and inattention behavioursthan both conduct
disorder—physical aggression and indirect aggression
behaviours. Teachers reported that dmost one-third of al
girls displayed hyperactivity and inattention symptoms,
ranging from “isinattentive” (40%) to “not being able to

ettle to anything for more than a few moments® (18%).
However, boysweremorelikely than girlsto have engaged
inal of the hyperactivity and inattention behaviours.

Scale scoresfor boysand girls confirm this pattern,
as shown in Chart 5. The proportion of girls (39%)
displaying no characteristics of hyperactivity/inattention
(score of 0) was more than twice that of boys (18%); the
proportion of boysachieving ascore of 7 or over wasmore
than twice as high asthe proportion of girlswith the same
SCores.
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Chart 3
Boyswere morelikely than girlsto exhibit conduct disorder—physical aggression behaviours
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Chart 4
Girlsweremore likely than boysto use indirect aggression
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Table 8

Children’s school experiences

Hyperactivity and inattention behaviours more common among boys than girls

Occurrence of behaviour was
“sometimes/somewhat true”
or “often/very true” (%)

asrated by teachers

Girls Boys Total
Can't sit till, isrestless or hyperactive 23 49 36
Isdistractable, has trouble sticking to any activity 39 62 50
Fidgets 33 57 45
Can't concentrate, can't pay attention for long 33 53 43
Isimpulsive, acts without thinking 25 49 37
Has difficulty awaiting turn in games or groups 21 44 32
Cannot settle to anything for more than a few moments 18 38 28
Isinattentive 40 61 51

Source: National Longitudinal Survey of Children and Youth, 1994—1995.

Chart 5

Boys scored higher than girlson scale of hyperactivity and inattention
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Source: National Longitudinal Survey of Children and Youth, 1994—1995.

Teachers also assessed children on a number of
symptoms related to anxiety and emotional disorder
(Table 9). The percentages of children displaying anxiety
and emotional disorder behaviourswereagain higher than
for conduct disorder—physical aggression; however, there
was not as wide a gap between the figures for girls and

boys. Thelargest differencewas observed for “isnervous,
high strung, or tense,” where 34% of boys and only 25%
of girls displayed the behaviour.

Overdl, the majority of children (62%) had a low
scalescore—2 or less—for anxiety and emotional disorder
(Chart 6).
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Table 9

Similar patterns observed among boys and girlsfor anxiety and emotional disorder behaviours

Occurrence of behaviour was
“sometimes/somewhat true”
or “often/very true” (%)

asrated by teachers

Girls Boys Total
Seems to be unhappy, sad or depressed 34 36 35
Is not as happy as other children 26 28 27
Istoo fearful or anxious 30 29 29
Isworried 53 51 52
Criesalot 17 17 17
Appears miserable, unhappy, tearful or distressed 21 23 22
Is nervous, high strung, or tense 25 34 29
Has trouble enjoying self 22 27 25

Source: National Longitudinal Survey of Children and Youth, 1994—1995.

Chart 6

Patterns of anxiety and emotional disorder related behaviourswere similar for boysand girls
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Source: National Longitudinal Survey of Children and Youth, 1994—-1995.

Finaly, teachers also assessed the children’s degree
of pro-socia behaviour (Table 10). Both boys and girls
demonstrated a wide distribution across the range of
possible scoresfor thistype of behaviour, with somewhat
greater proportions of girls receiving high scores on this
measure. Higher scores here represent a higher degree of
pro-socia behaviour (Chart 7).

Average behaviour scores for boys and girls are
displayed in Table 11. To simplify interpretation, asthese
behaviour measures contain different numbers of items
and use different response scales, average scores on the
measures have been transformed to T-scores, which have
amean value of 50 and a standard deviation of 10. Thus
scoresof 50 represent averagelevel sof thebehaviour being
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Table 10
Girls more often than boys assessed as displaying pro-social behaviour

Occurrence of behaviour was
“sometimes/somewhat true”
or “often/very true” (%)

asrated by teachers
Girls Boys Total

Shows sympathy to someone who has made a mistake 49 32 41
Will try to help someone who has been hurt 58 39 48
Volunteersto help clear up a mess someone else has made 29 15 22
If thereisaquarrel or dispute, will try to stop it 13 7 10
Offersto help other children (friend, brother or sister) who are

having difficulty with atask 36 21 29
Comforts achild (friend, brother or sister) who is crying or upset 36 17 26
Spontaneously helpsto pick up objects which another child has

dropped (e.g., pencils, books) 26 16 21
Will invite bystandersto join in agame 12 8 10
Helps other children (friends, brother or sister) who are feeling sick 30 13 21
Takes the opportunity to praise the work of less able children 14 8 11
Source: National Longitudinal Survey of Children and Youth, 1994-1995.

Chart 7
Girlsreceived higher scoresthan boys on pro-social behaviour scale

% achieving score
14
12 |~ —
10 |~ —

8 I —

6 — —
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Pro-social behaviour score

Source: National Longitudinal Survey of Children and Youth, 1994—-1995.
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Table 11

No substantial differences between boys
and girls’ behaviours, based on average
T-scores

Average T-scores

Girls Boys

Conduct disorder and
physical aggression 47.6 52.4
Indirect aggression 50.9 49.1
Hyperactivity and inattention 46.9 531
Anxiety and emotional disorder 495 50.5
Pro-social behaviour 52.5 47.4

Source: National Longitudinal Survey of Children and Youth,
1994-1995.

examined, while scoreswhich are 10 pointsaboveor below
50 represent noteworthy differences.® Thistransformation
alows for meaningful comparisons of the five behaviour
traits. Although Table 11 displays higher pro-socia and
indirect aggression behaviour average scoresfor girls, and
higher average scoresfor hyperactivity and inattention, as
well as conduct disorder—physical aggression behaviours
for boys, there were no substantial differences between
boys and girls' behaviours.

Theeffectsof children’sbehaviour ontheir develop-
ment are complex. This section presented only thefigures
based on the teacher’s evaluations of behaviours and
conditions, indicating that arelatively small percentage of
children exhibited symptoms related to the various
behaviour problems. Further andysiswill enable researchers
to learn more about the nature of these relationships.

Chart 8

Classsize

Class size continues to be an area of concern for parents,
teachers and administrators. Children’s class sizes varied
from fewer than five to more than 40 students per class.
Most NLSCY children in grades 1 to 6 (77%) were
typically in classes of between 21 and 30 students.

Provincial differences in class sizes were also
observed. In Newfoundland, New Brunswick, Manitoba,
Saskatchewan and British Columbia, most classesranged
from 21 to 25 students. In Prince Edward Idand, Nova
Scotia, Quebec, Ontario and Alberta, there were about
equal numbers of classeswith 21 to 25 students and with
2610 30 students. Thelargest classeswerefoundin Ontario,
which had the highest proportion of children in classes of
30 or more students.

Larger classsizeswere a so morecommon & higher
gradelevels. Teachersreported that approximately half of
Grade 4, 5 and 6 students were in classes of between 26
and 30 students, while the highest proportion of Grade 1
(60%), 2 (54%) and 3 (45%) students were in classes of
between 21 and 25 students.

Teacherspredicted postsecondary graduation for most
students

Teacherswere questioned asto how far they thought their
students would go in school. Teachers expected that over
half of students would graduate from a postsecondary
ingtitution: 25% of students would obtain a certificate or
diploma from a college, business school or CEGEP and
37% would obtain auniversity degree. Girlswereexpected
to go somewhat further than boys; teachers expected that
40% of girlswould obtain auniversity degreeascompared
with 33% of boys (Chart 8).

Teachers predictions of future educational attainment were higher for girlsthan for boys

Don't know

Obtain a university degree

Obtain college/business school/
CEGEP certificate/diploma

Graduate from secondary
or high school

Complete primary/elementary or
some high school

[ Tota
Il Boys
[ Girls
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% of students predicted by teachers to attain different levels of education
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Future study and research

Thisprofileonly beginsto illuminate the possible areas of
research from the findings of the survey’s school
component. Also of importance are the relationships
between theteacher/classroom environment and children’s
education outcomes, and between the home environment
and children’s academic achievement. How do these
environmentsaffect children’sability to grow and develop
into healthy, happy members of society? Some further
issues to consider include:

» How areteacher expectations, assessments of academic
performance and education outcomes related?

» Are parent and teacher evaluations of children’s
behaviour consistent? How do those evaluations
influence student achievement?

» What isthe nature of therel ationship between children’s
behaviour and achievement?

* Canthe school environment serve asa protectivefactor
for at-risk children? Can high teacher expectations, for
example, lead low SES children to high levels of
academic achievement?

Future cycles of the NLSCY will enable usto map
the pathstaken by studentsthrough their school years. What
can we learn from the nature of the school experience of
childrenwho dowell in school ? Do certain eventstend to
lead to specific outcomes? Does this happen dl the time,
or only in concert with other events? These and other
explorations of the data can lead usto program and policy
interventionsthat areresponsiveto the diversity of thelife
experiences of al Canadian children and youth.

Notes

1. This profile is one in a series of articles highlighting
resultsfromthefirst cycle of the National Longitudinal
Survey of Children and Youth (NLSCY) School
Component. Thesearticlescomplement previousstudies
of Canadian children, released in the joint Human
Resources Development Canada/Statistics Canada
publication Growing Up in Canada (1996). Building
onthefindingsreportedin‘ Initial Resultsof the Schoal
Component,” published in the Summer 1997 issue of
Education Quarterly Review, thisprofileprovidesarich
‘snapshot’ of children’s school experiences in
1994-1995.

Children’s school experiences

2. Statistics Canada defines ‘urban’ as a settlement of at
least 1,000 personswith apopulation density of at least
400 persons per km?. All land outside such areas is
defined as ‘rurd’.

3. Caremust be taken in comparing these numbers, given
that the information on failing to complete homework
was for the NLSCY child in particular, whereas the
information about how often the teacher assigned
homework was for the entire class.

4. Some variation between the parent and teacher reports
may be the result of different response options used in
the questionsregarding homework. Teacherswereasked
to indicate the frequency with which they assigned
homework across 5-point scale, from ‘never’ to
‘dways,’ parents were asked how often their child
received homework across a 7-point scale—' never,’
‘lessthan once amonth,” ‘onceamonth,” ‘afew times
amonth,’ ‘onceaweek,” ‘afewtimesaweek’ or “daily.”
Different interpretationsof the categories—for example,
parents may not distinguish unfinished classroomwork
from homework—may lead to a higher proportion of
children receiving homework onthe parent reports. The
difference may also result from varying levels of
parental involvement with homework (parents tend to
be more involved with younger children). As well, it
may be more difficult to assess the amount of time it
takes to do homework as the tasks become less
structured (projects as opposed to worksheets, for
example). Findly, thereisadifferent point of reference:
teachers are assigning homework to the class, while
parents are describing their own children’s homework.

5. Data for 10- and 11-year-olds are based on al the
children in this age group for whom we have sdlf-
completed questionnaires, not only on those children
with teacher questionnaires.

6. Standard scoresweredeve oped acrossdl 10 provinces.
Childreningrades2 and 3were assigned standard scores
inthe 200 to 400 range, based on the number of correct
responses to the test; children in grades 4 and 5 were
assigned standard scores in the 264 to 550 range, and
childrenin grades6 and 7 were assigned scoresranging
from 314 to 624. The advantage of using the standard
scoreisthat it will be possibletotrack achild’sprogress
over timeby comparing hisor her standard scoreto the
average score for the grade level.

7. Thepurposeof SAIPisto collect information on student
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Children’s school experiences

performancethat will assist each province and territory
in setting educational priorities and planning program
improvements. The assessments measure the
achievements of a sample of 13- and 16-year-old
studentsin mathematics (content and problem solving),
language skills (reading and writing), and science. A
mathemati cs assessment wasadministered in 1993, and
ascienceassessment in 1996. Other assessmentsinclude
mathematicsin 1997, reading and writing in 1998, and
sciencein 1999 (Canadian Education Statistics Council.
1996. Education Indicatorsin Canada: Pan-Canadian
Education Indicators Program. Toronto, Ontario).

. Scores were computed by assigning values of 0 to

“never/not true,” 110" sometimes/somewhat true,” and
2 to “often/very true,” and then summing the vaues
across the characterigtics in a particular behavioural
dimension.

. Traditionally, T-scores are calculated by normalizing

the distribution of scores via percentile rankings,
converting percentile rankings to Z-scores (standard
normal deviate scores) and then using the formula
Y =10 (2Z) + 50. However, if the distribution of scores
is highly skewed or if the underlying characteristic is
not normally distributed, the normalization processwill
producetransformed scores—Z-scoresand T-scores—
which do not havetheintended properties. Asmany of
the behaviour characterigtics, especially the negative

behaviour scales, are highly skewed, the process of
normalization was not conducted. Instead, scores on
all of the behaviour scalesweredirectly transformed to
Z-scoresandtheformulaY =10(Z) + 50 used to create
T-scores. Once transformed to T-scores, the scores on
the measures of positive and negative behaviours are
placed on a common, uniform scale. Thus, across
measures of positive and negative behaviours, high
scores indicate a larger amount of the underlying
behaviourd tendency: a score of 70 on the measure of
hyperactivity would represent a very high level of
hyperactive behaviour. Furthermore, T-scoreswhichare
above 60 and below 40 on any of the behaviour
mesasuresimply problems: avery low score (30) onthe
physical aggression scale would indicate that a child
rarely defends him/herself when attacked by other
children and therefore may be atarget for bullying by
other children. Similarly, a child who has a very high
score (70) on the physical aggression scale may be a
bully, often hitting and fighting with other children.
(Bohatyretz, Sandra and Garth Lipps. 2000. Diversity
intheClassroom: Characteriticsof e ementary students
receiving special education. Ottawa: Statistics Canada.)
For more information on T-scores please see Allen,
M.J., & W.M. Yen. 1979. Introduction to Measurement
Theory. Monterey, Ca.: Brooks/Cole Publishing
Company.
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Parental involvement and children’s
academic achievement in the National
Longitudinal Survey of Children and
Youth, 1994-1995

Introduction

Thebelief that parentsareachild’smost influential teachersiswidely
accepted (Skau 1996). Understanding how parents and schools can
becomeknowl edgeable and successful partnersin children’seducation
isavaluable investment for al members of society.

Researchers and educators have long argued the benefits of
parents’ involvement in children’seducational experiences. If parental
involvement can make a difference in children’s academic achieve-
ment, then knowing which involvement strategies are most effective
and how to measure and monitor this involvement will increase
children’s chances of succeeding in school.

Thisarticle explorestheroleof the parent in the child’slearning
environment, using results from the first cycle of the National
Longitudinal Survey of Childrenand Youth (NLSCY).2 Thefindings
discussed here cover children aged 6 to 11 years. Thefirgt part of this
article highlights the relationship between parental involvement and
academic achievement in the NLSCY. The second part focuses on
how factor analysis can be used to interpret and measure parental
involvement in the NLSCY. (See box on page 36 for information on
the methodology and data used in this study).

What the literature says

Researchers and educators generally agree that parental involvement
in children’slearning contributesto successful academic achievement.
A number of large-scale studies suggest that parental involvement
fosters poditive attitudes and behaviours, and positively influences
grades, test scoresand school attendance (Berlaand Henderson 1994).
How parents should be involved, however, is much debated.
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Parental involvement

The National Longitudinal Survey of Children and Youth
(NLSCY), ajoint project of Human Resources Devel opment
Canadaand Statitics Canada, exploresawide range of specific
factorsthought to i nfluence children’ sdevel opment and well-
being. Thefirst cyclewasconductedin 1994—1995, collecting
information on just under 23,000 children, from newborn to
11 yearsof age. Datawill be collected on this same group of
children every two years until they reach adulthood.

Questionswere asked of the person most knowledgeable
about the child (most often the child’s mother), concerning
such issues as parenting style, home environment, child
health, behaviour and education. Additiona information on
children’s classes, academic achievement, and school environ-
ment was collected from teachers and principals. A number
of alternative methodswere used to further investigate child
development and functioning, including math computation
and vocabulary tests, and self-completed questionnaires for
10- and 11-year-olds.

Thisarticleexaminesresultsfor the 5,822 children aged
6 to 11 yearswho were attending school during 1994-1995,
when the first cycle of the NLSCY was administered. Data
are drawn from the teacher and household questionnaires,
capturing information about the child’s school behaviour and
achievement, aswell as parental involvement activities and
attitudes. Mathematics computation test scores are also
included as ameasure of children’s academic achievement.

The National Longitudinal Survey of Children and Youth (NLSCY)

The first half of the article uses weighted population
estimates to examine the relationship between parental
involvement and children’s academic achievement in the
survey. T-tests and Pearson chi-square tests of significance
were also conducted. A non-response to any of the relevant
items (‘don’'t know,” ‘not stated’ or ‘not applicable’) was
coded as a missing value, and was not included in the
analyss.

The second half of the article explores the issue of
interpreting and measuring parental involvement in the
NLSCY. The sample of 6- to 11-year-olds was split in half,
by selecting first odd, and then even numbered cases. Using
sample weights, factor analysis techniques were applied to
the first half of the sample, in order to identify which
dimensions or areas of parental involvement have the
strongest influence in the survey (see Appendix B). This
process was repeated using the second half of the sampleto
ensure that the results were consistent. Scales were created
based on the dimensions identified, and were used in
correlation analysis exercises to further investigate the
strength of the relationship between parenta involvement
and children’sacademic achievement. A similar approachto
item non-responsewas gpplied to thefactor analysisand scale
devel opment exercises.

Parental involvement consists of a wide range of
activities, atitudesand behaviours. Moreover, adefinition
of effective parental involvement isnot the samefor every
parent and child. This complexity poses difficultiesin the
measurement and interpretation of both parental
involvement asaconcept anditslink to children’ sacademic
achievement (Sui-Chu and Willms 1996; Trusty 1998;
Watkins 1997).

Severa studieshave examined the multidimensiona
aspects of parental involvement using factor analysis
techniques. Sui-Chu and Willms (1996) describe parental
involvement ashaving four dimensions: homediscussion,
school communication, home supervision, and school
participation. Thethree-dimensiona structureof Grolnick
and Slowiaczek (1994) includes parent behaviour, child
perceptions of parents’ affectiveand personal availahility,
and intellectual and cognitive activities. Factor analysisis
used in Appendix B of this article to determine which
dimensionsof parental involvement can be extracted from
the NLSCY.

Parental involvement and children’s
academic achievement in the NLSCY

The wide range of questions covered by the NLSCY
provides a rich ‘snapshot’ of parental involvement and
children’s school performance and experiences. Eleven
parental involvement questions, from both the teacher and
the household questionnaires, are included in this study.
These questions cover the various dimensions identified
by the literature: parental behaviours, home environment
and parenting style, and teacher perceptions of parenta
involvement and attitudes.

Similarly, leven NLSCY variables were chosen to
measure children’s academic achievement. Theseinclude
a mathematics computation test and the teacher’'s
evauation of overal academic achievement, as wdll as
performance in reading, composition, and mathematics.
Thefollowing variablesreating to the genera work habits
of the child were d 0 assessed by theteacher andincluded
in the second part of this analysis: ligening attentively;
following directions, completing work on time; working
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independently; taking careof materials; and working nestly
and carefully.

Teacher perceptions of parental involvement and
attitudes were generally related to teacher
perceptions of children’s academic achievement

Research has suggested that teacher perceptionsof parental
involvement correlate highly with academic achievement:
teachers may hold higher expectations of students whose
parents they see involved a school, and those students
tend to have higher grades and test scores (Berla and
Henderson 1994).

Teachers were asked to assess both direct parenta
participation, including parent—teacher interaction through
meetingsand phonecalls, aswell asmoregenera parental
involvement such as parenta support for the teacher, for
each NLSCY child. Children whose parents were more
involved, as perceived by theteachers, generdly received
better teacher assessments of overdl ability.

Direct participation

Accordingtotheteachers reports, 23% of children whose
parents participated in parent—teacher conferences (either
in person or on the telephone) were ranked near thetop of
their class, as compared with 16% of children whose
parents did not participate in parent-teacher conferences
(Figure 1). Children were more than twice as likely to be

Figure1

Parental involvement

near the bottom of their class when teachers reported that
their parents did not participate in parent—teacher
conferences (16% vs. 7%; p < 0.01).

For students near the top of their class, whether or
not parents contacted the teacher to discuss students
academic performance or behaviour did not seem to be
closdly related to the overall assessment of the student’s
abilities(Figure 2). Twenty-two percent of childrenwhose
parentsdid contact the teacher to discusstheir performance
or behaviour, and 20% of children whose parentsdid not,
wereranked near thetop of their class. However, children
whose parents did not contact the teacher to discuss their
performance or behaviour were amost twice as likely to
be ranked near the bottom of their class as those whose
parents did (11% compared with 6%; p < 0.01).

Teachers were also asked to report whether parents
had returned their phone calls to talk about the students
academic performance or behaviour. Overall, 90.4% of
parentsdid returntheteacher’scal. Again, whether parents
returned theteacher’s phone calls had no bearing on those
students near the top of the class, but it was related to the
proportion of students near the bottom. Fourteen percent
of childrenwhoseparentsdid not return theteacher’scalls,
compared with 9% of children whose parents did, were
ranked near the bottom of their class (p < 0.01). Only dight
differences across these direct participation involvement
activitieswere observed for children ranked in the middle
of the class.

Did parent participatein regularly scheduled parent-teacher conferences?
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Source: The National Longitudinal Survey of Children and Youth, 1994-1995.
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Figure 2
Did parent contact teacher to discuss student’s academic performance or behaviour ?
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Source: The National Longitudinal Survey of Children and Youth, 1994-1995.

General involvement but only 2% of children whose parents were perceived to
be not involved, ranked near the top of their class. In
contrast, 34% of children whose parents were perceived
to benot involved, and only 4% of children whose parents
were perceived to be very involved, were ranked near the
bottom of their class (p< 0.01).

Teacher perceptions of the general extent of parental
involvement in the NLSCY child’'s education were
noticeably linked to theteacher’s perceptionsof thechild's
overal level of ability (Figure 3). Twenty-nine percent of
childrenwhose parentswere perceived to bevery involved,

Figure 3
Extent of parental involvement, as perceived by theteacher, isrelated to overall ability of the

child, also as perceived by the teacher
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Source: The National Longitudinal Survey of Children and Youth, 1994-1995.
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Teachers also assessed how important school is
considered to beto children’s parents (Figure 4). Children
whose parentswere perceived as considering school to be
very important were at least four timesaslikely to be near
the top of the class (28%) than those whose parents were
perceived as considering school to be only somewhat
important (7%) or of little importance (2%) (p < 0.01).

Similarly, only 2% of children whose parents were
perceived to be not supportive of teaching efforts,
compared with 28% of children whose parents were

Figure 4

Parental involvement

perceived to bestrongly supportive of theteacher’sefforts,
were ranked near the top of the class. Moreover, children
whose parents were perceived to be not supportive of the
teacher were substantially more likely to be ranked near
the bottom of the class (36%) than children whose parents
did show strong support for the teacher (4%) (Figure 5).
For those children ranked in the middle of the class,
observed differencesbetweentheparents perceived degree
of involvement for thegenerd involvement activitieswere
also relatively small (p < 0.01).

How important is school considered to beto student’s parent?
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Figure5

To what extent does parent support teaching efforts?
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Parental involvement

Reading with children and helping with homework
were common parental involvement activitiesfor
children with lower academic achievement

The extent to which parents create a stimulating learning
environment at home is another important aspect of
parental involvement. The findings presented here lend
support to the notion that child achievement isrecognized
as a key factor that may actually encourage parental
involvement in the home: as children’s academic
performance declines, parents may increase involvement
activities, such as reading and homework checks.

Figure 6
How often does parent read with child?

%

Five percent of NLSCY children whose parents
reported never or rarely reading with or to their child were
ranked near the bottom of their class, and 26% wereranked
near thetop of ther dass(Figure6). Childrenwho participated
in daily reading activities with parents were actualy less
likely to beranked near thetop of theclass® (23%) (p <0.01).

Similarly, as seen in Figure 7, 5% of children who
never or rarely received parental homework checks were
ranked near the bottom of their class, compared with 32%
near the top. Children with daily homework checks were
more likely to be near the bottom of their class (8%), and
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Figure 7

How often does parent check or help with child’s homework?
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less likely to be ranked near the top of the class (20%)
(p<0.01).

Without information about the motivation for
involvement activities, itisdifficult to cometo conclusions
about the cause-and-effect nature of the relationship
between parental involvement and child achievement.
Some parental involvement activities may both stimulate,
and be stimulated by, children’s academic achievement.

General parental involvement, as perceived by the
teacher, was related to achievement in mathematics

Teacher perceptionsof genera parenta involvement were
related to children’s average math test scores, while only
onedirect participation activity wasassociated with ability
in mathematics.* Children in Grade 2 and above were
tested on ashortened version of the standardized Canadian
Achievement Test in Mathematics. It should be noted that
a“ceiling effect” was observed for certain combinations
of grade and leve of difficulty, since tests with the same
level of difficulty were used for two grades. This ceiling
effect indicated that an unusually high number of students
were recelving perfect scores, particularly in grades 3 and 5.

Table 1

Parental involvement

Consequently, only results for studentsin grades 2, 4 and
6 are discussed here.

Table 1 displays the average math test scores, by
grade level, of students whose parents did and did not
participate directly, as percelved by theteacher, in certain
involvement activities. Average test scores were
sgnificantly higher for Grade 2 children whose parents
had participated in parent—teacher conferences, according
to theteacher’sperceptions (314 vs. 282; p<0.01). Results
for grades 4 and 6 were not statistically significant.

General parental involvement and attitude
assessmentswere significantly related to averagemath test
scores, asdisplayed in Table 2. Studentsin grades 2, 4 and
6 whose parents were perceived by teachers to be very
involved in their child's education received significantly
higher averagetest scoresthan studentswhose parentswere
perceived to be not involved. The largest difference
between high and low average scores was observed for
“Towhat extent isparent involved in student’seducation?’
for Grade4 students, wherethe average scoresranged from
a high of 442 for children whose parents were very
involved, to alow of 371 for children whose parentswere
not involved.

Mean math test scoreswere higher for Grade 2 students

whose parents attended school meetings

Teacher perceptions of direct parental Grade 2 Grade 4 Grade 6
participation in child’s education mean math scores
Did parent participate in regularly scheduled parent—teacher conferences

(either in person or on the telephone)?

Yes 314* 434 507

No 282* 419 499
Did parent contact teacher to discuss student’s academic performance

or behaviour?

Yes 312 433 501

No 309 428 506
Did parent return teacher’s call to talk about student’s academic

performance or behaviour?

Yes 310 430 496

No 301 431 516
* p<0.01

Source: The National Longitudinal Survey of Children and Youth, 1994-1995.
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Parental involvement

Table 2

Mean math test scoreswere higher for NLSCY children whose parents were more involved

Teacher perceptions of general parental Grade 2 Grade 4 CGrade 6
involvement in child’s education mean math scores
To what extent is parent involved in student’s education?
Very involved 318** 442* 517*
Somewhat involved 307** 425* 486*
Not involved 205** 371* 459*
How important is school considered to be to student’s parent?
Very important 317* 438* 512*
Somewhat important 305* 424* 489*
Littleimportance 293* 394* 459*
To what extent does parent support teaching efforts?
Strongly support 319* 440* 515*
Somewhat support 307* 413* 482*
Do not support 292* 392* 460*
* p<0.01
** p<0.05

Source: The National Longitudinal Survey of Children and Youth, 1994-1995.

Reading and homework activities were associated
with lower average math test scores

As discussed earlier in this article, one motivation for
parents to engage in home learning activities may be
associated with lower academic achievement on the part
of thechild. Asseenin Table 3, childrenwho wereexposed
to daily reading and homework activitiesgenerally scored
lower on the mathematics computation test. Theseresults,
however, did not apply to Grade 4 homework activities,
where the test scores were about the same. Moreover, the
resultswere not significant for reading activitiesfor Grade
6 students. Thislendssupport to the hypothesisthat children
of different agesand gradelevels may respond differently
to someinvolvement activities.

Table 3

Other involvement variables

The research on family processes reveds that the home
environment has a powerful influence, not only on how
well children do, but aso on how far they go in school
(Berlaand Henderson 1994). Parenting practicesand other
aspects of family functioning are important factors that
can encourage child learning. The NLSCY parenting and
home environment scale scores, which include positive
interaction, parenting with consistency, and family
functioning, are derived from questions asked of the person
most knowledgeable about the child. Responses were
totalled, creating the scale scores for each NLSCY child.
Higher scoresfor postiveinteraction, consistent parenting,
and family functioning reflect a more positive home

Mean math test scoresincreased asthe frequency of reading and homework activities decreased

Parent assessment of parental behaviours Grade 2 Grade4 Grade6
mean math scores
How often does parent read with child?
Daily 312* 424* 472
Never/rarely 331* 449* 518
How often does parent check or help with child’s homework?
Daily 313* 433* 501*
Never/rarely 340* 432* 511*
* p<0.01

Source: The National Longitudinal Survey of Children and Youth, 1994-1995.
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Table 4

Parental involvement

Mean math test scoresfor grades 2 and 6 increased with high levels of family functioning

Parent assessment of home environment Grade 2 Grade 4 CGrade 6
and parenting style (% of all parents) mean math scores
Positiveinteraction
High (12.1%) 316 416 492
Low (0.7%) 290 398 481
Parenting with consistency
High (49.0%) 318 434 506
Low (0.8%) 365 415 462
Family functioning
High (44.4%) 315* 436 508**
Low (0.8%) 267* 414 455+ *
* p<0.01
** p<0.05

Source: The National Longitudinal Survey of Children and Youth, 1994-1995.

environment.®> These variables are explained in further
detail in Appendix A.

Children with the highest scores for positive
interactioninthe homewere morelikely to be near thetop
of their class (20%) than children with the lowest scores
(14%). Moreover, children exposed to consistent parenting
practiceswere morethantwiceaslikely aschildren without
consistent parenting to be ranked near thetop of their class.

Parents were a so asked a series of questions about
the degree of family functioning in the home. Children
with high family functioning scores were twice as likely
to be near the top of their class (25%) than children with
low levels of family functioning (12%).

Significant differences in average math test scores
were observed only for the family functioning variable,
and only for studentsin grades2 and 6 (Table4). For Grade
2 students, amean score of 315 for high family functioning
wasobserved, compared with ascoreof 267 for low levels
of family functioning (p < 0.01). Similarly, average math
scores ranged from 455 to 508 for Grade 6 children with
low and high levels of family functioning, respectively (p
<0.05).

These results suggest that the relationship between
parental involvement and child academic achievement
varies with the type of involvement and the child's age

and grade level, as did earlier results involving parental
involvement and the math test scores.

Parental involvement:
measurement and analysis

To examine the structure of the 11 parental involvement
variables in the survey, and to assess whether parental
involvement scales can be constructed using these
variables, factor analyses were performed (see Appendix
B). Thisstatistical techniqueisapplied to assessthe degree
towhich severd variablesare capturing the same concept.
By summarizing the patterns of correlations among the
variables, it becomes easy to identify the not-directly-
observable*factors' based onaset of observablevariables.
Identifying these underlying factors or dimensions of
parental involvement simplifies the description and
understanding of the concept, and allows the grouping of
variablesto create scales® Children’s academic achieve-
ment can then be linked to a set of parental involvement
variables(afactor) rather thanto eachinvolvement variable
onitsown. Thewholeset of parentd involvement variables
can be referred to as ‘parenta involvement’ and can be
used intheform of ascale. Scaleswerea so developed for
children’s academic achievement (see Appendix B).
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Parental Involvement Scale

Scale scores for parental involvement were based on
teacher perceptions of the following variables:

* Did parent participate in regularly scheduled parent—
teacher conferences?

» Did parent contact teacher to discuss student’s
performance?

* Didparent returnteacher’scall about student’ sacademic
performance or behaviour?

» Towhat extent isparentinvolved in student’seducation?

» How important is school considered to be to student’s
parent?

» Towhat extent does parent support teacher’s efforts?

Parental involvement and children’s academic
achievement: what isthelink?

We can now again examine whether the NLSCY data
support the hypothesis that parental involvement and
children’s academic achievement are related, using the
involvement and achievement scal esthat have been created
based on the factor analysis. Corrdation analyses were
performed on the involvement and achievement scalesto
highlight the nature of the relationship between parental
involvement and academic achievement. Someindividual
involvement items, such as reading and homework
activities, were aso included in thisanalysis. Correlation
indicates only the strength of this relationship and does
not infer causation.

Table5

Children’s Academic
Achievement Scales

Scale scores for work habits were based on teacher
perceptions of the following variables:

Does student listen attentively?

Does student follow directions?

Does student complete work on time?
Does student work independently?
Does student take care of materials?
Does student work neatly and carefully?

Scale scores for academic performance were based on
teacher perceptions of the following variables:

» What is student’s reading ability?
» What is student’s math ability?
» What is student’s written ability?

Asseenin Table5, the Parental Involvement scaleis
positively correlated with the Work Habits scale (0.38)
andthe Academic Paformancescde(0.25) for all sudents.
This suggests a moderate positive relationship between
parental involvement and children’ sacademic achievement
within the NLSCY. However, it must be stressed that
correlation serves only to indicate the strength of this
relationship, based on the teacher’s perceptions—it does
not presume causation.” Reading and homework activities
areagain negatively related to the achievement scales. This
may reflect parents increased involvement in these
activitiesfor children who are not doing aswell in school.

Grades 2, 4 and 6 Correlation M atrix—Parental | nvolvement and Academic Achievement Scales

Parental Work Academic Read with Check or
Involvement  Habits Performance child? help with
scae scae scae child's
homework?
Parental
Involvement scale 1.00
Work Habits scale 0.38* 1.00
Academic Performance scale 0.25* 0.62* 1.00
Read with child? 0.13* -0.02 -0.07* 1.00
Check or help with child’s homework? 0.09* -0.04* -0.11* 0.25* 1.00

* p<0.01level
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Analysisof themathemati cs computation test scores
wasagain doneby gradelevd, for grades2, 4and 6. Tables
6, 7 and 8 summarize the correlation coefficients for the
scalevariables, by gradelevel. The Parental Involvement
scaleismoderately related to the Work Habits scale (0.30),
but weskly related to the Academic Performance scale
(0.20) for Grade 2 students. Moreover, there is a weak
association between the involvement scale and scores on
themathtest (0.11). Reading and homework activitiesare
not significantly correlated with the achievement scales
(Table 6).

For Grade 4 students, we observed a stronger
relationship between parental involvement and academic
achievement. The Parental |nvolvement and Work Habits
scales are more closely associated here (0.45), as are the
Parental Involvement and Academic Performance scales

Table 6

Parental involvement

(0.26). Math test scores are still relatively weakly related
to parental involvement (0.20). Reading with children and
checking and helping with homework are negatively and
weakly associated with academic performance (Table 7).

Parenta involvement and work habitsarea sordated
for Grade 6 NLSCY students (0.40). The Parental
Involvement scale is weakly related to academic
performance (0.20) and math test scores (0.21).
Involvement strategies, such as checking homework, are
again negatively and weakly associated with the outcome
measure scales (Table 8). Theseresultsfor Grade 2, 4 and
6 students show that more study is needed to understand
the effects of the child's age in connection with school
results and parental involvement. It seems that children
perform or respond differently to parental involvement at
different ages.

Grade 2 Correlation Matrix—Parental | nvolvement and Academic Achievement Scales

Parental Work Academic Math Read with Check or
Involvement Habits  Performance test child?  helpwith
scae scae scae score child's
homework?
Parental Involvement scale 1.00
Work Habits scale 0.30* 1.00
Academic Performance scale 0.20* 0.63* 1.00
Math test score 0.11** 0.31* 0.44* 1.00
Read with child? 0.19* 0.03 0.00 -0.06 1.00
Check or help with child’s homework? 0.03 -0.04 -0.06 0.00 0.16* 1.00
* p<0.01
**n<0.05
Table 7
Grade 4 Correlation M atrix—Parental | nvolvement and Academic Achievement Scales
Parental Work Academic Math Read with Check or
Involvement Habits  Performance test child?  helpwith
scae scae scae score child's
homework?
Parental Involvement scale 1.00
Work Habits scale 0.45* 1.00
Academic Performance scale 0.26* 0.64* 1.00
Math test score 0.20* 0.30* 0.43* 1.00
Read with child? 0.14* -0.03 -0.17*  -0.16* 1.00
Check or help with child’s homework? 0.13* -0.01 -0.08**  0.00 0.25* 1.00
* p<0.01
**p<0.05
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Table 8

Grade 6 Correlation Matrix—Parental | nvolvement and Academic Achievement Scales

Parental Work Academic Math Read with Check or
Involvement Habits  Performance test child?  helpwith
scae scae scae score child's
homework?
Parental Involvement scale 1.00
Work Habits scale 0.40* 1.00
Academic Performance scale 0.20* 0.61* 1.00
Math test score 0.21* 0.37* 0.45* 1.00
Read with child? 0.04 -0.05 -0.02 -0.11* 1.00
Check or help with child’s homework? 0.07 -0.11* -0.23*  -0.11* 0.15* 1.00

* p<0.01

Problems with the math test variable, including a
‘ceiling effect,” may be contributing to the weak associa-
tions between the math scores and parental involvement.
Thisresult may also beexplained by thefact that the math
test measuresavery specific ability—basi c understanding
of addition, subtraction, multiplication and division. Other
achievement measuresrepresent moregeneral performance
since the items have been combined to create scales. It
may be that involvement is related to the teacher’s
evauation of alist of work habits, or to the performance
of thechildin various areas of instruction, but that it isnot
related strongly to aone-timemath test designed to measure
very particular skills.

Within the NLSCY, the frequency of reading with
the child is generally negatively related to academic
achievement, asare checking and helping with the child's
homework. This is again consistent with the findings
discussed earlier. Theseresultslend support to thecomplex
and potentially bidirectional relationship between
involvement and achievement—child achievement can
both influence and beinfluenced by parental involvement
(Watkins 1997). Children with difficulties at school often
receive help with reading and schoolwork at home—as
the child’'s school performance declines, parents may
choosetoincreasetheamount and frequency of thesehome
activities.

Limitations

Theresults presented hereare not an answer to the problem
of defining and interpreting parental involvement, nor do
they explain the exact nature of the relationship between
parental involvement and children’s academic
achievement. They do, however, show that the variability
and complexity of thisissue is red. Factor analyses on
involvement variablesfromthe NLSCY were not entirely

cons stent with previous parental involvement studies, such
as Sui-Chu and Willms (1996) and Grolnick and
Slowiaczek (1994), discussed earlier inthisarticle. Strong
conclusions are difficult to establish because of the wide
variety of questionsused to measure parental involvement
among different surveys.

Animportant limitation to keep in mind isthe heavy
reliance on the accuracy of teachers perceptions. This
study islargely based on teachers' perceptions of parental
involvement and children’sacademic achievement. There
are aso some limitations in the involvement variables
included in this analysis, since not all questions were
commonto all age groups. For example, 10- and 11-year-
olds also provided information about their parents
behaviours and practices. However, these variables were
not availablefor children under 10 yearsand wereexcluded
from this study.

A ceiling effect was noted in the results of the math
test, indicating that an unusually high number of children
had received perfect scores, particularly studentsin grades
3 and 5. In an effort to account for this, only results for
studentsin grades 2, 4 and 6 were presented.

Finally, only cross-sectiona datawere availablefor
this study. It will be important to revisit parental
involvement and children’s academic achievement in the
NLSCY in order to clearly understand the nature of the
relationship over time.

Conclusions

Thisanalysisprovidesarich*sngpshot’ of children, parents
and teachers as they work towards higher academic
achievement and effective involvement strategies. The
findingsdiscussed here only beginto addresstheissues of
parental involvement and children’s academic
achievement. Initia findingsindicatethat thereisapositive
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relationship between certain involvement activities and
children’s academic achievement. Teacher’s perceptions
of genera parental involvement were most noticeably
linked to children’s academic achievement. However, the
exact nature of thisrelationship will bethe subject of future
research.

The article further demongtrates the difficulties in
measuring and i nterpreting the broad concept of “parental
involvement.” Although common sense and previous
research suggest theimportance of parenting stylesand of
home activities such as reading with children and helping
with homework, these dimensions were not strong in our
factor analysis model of NLSCY variables. Teacher
perceptions of parental involvement and attitude emerged
as the most significant component. This suggests that
working partnerships between parents and teachers are
beneficid strategiesfor children’sacademic achievements.

The NLSCY captures only one aspect of parenta
involvement with the Six questions on teacher perceptions
of involvement. The Parental Involvement scale, consisting
of these variables, has an acceptable degree of reliability
and validity, asindicated by testsfor those properties (see
Appendix B). However, the scale may become even
stronger with the addition of questions such as“Doesthe
parent participate in school eventsand open houses?’ and
“Doesthe parent volunteer to helpintheclass?’ (Grolnick
and Slowiaczek 1996).

NLSCY content developers could also assess
parental involvement by asking more questions of the
parents themsealves about the home learning environment,
educationa activities, and parental encouragement and
support. For example, they may ask parents how often
they review and discuss graded assignments or work their
child bringshome; how often they talk about current events;
and how often they encourage their children to do extra
work to learn new things, to accompany them to museums
and concerts, or look up words in a dictionary; and how
often they contact the teacher and attend school meetings
or parent—teacher conferences (Grolnick and Slowiaczek
1996; Watkins 1997). These questions may bring strength
to other important aspectsof parentd involvement, making
for acomprehensive definition of parental involvementin
the NLSCY.

Future work

“A Study of Attitudes Among the Parents of Primary-
School Children,” completed by the National Parent
Teacher Associationin 1995, suggeststhat parentsof older
children are noticeably less involved in their children’s

Parental involvement

education than arethe parentsof childreninlower grades®
Extending the analysisto confirmwhether theinvolvement
scaleholdsacrossagegroup and gradelevel would add an
important dimens onto the parenta involvement literature.

There remains agreat deal of work in ng the
relationship between parental involvement and children’s
academic achievement. NLSCY longitudina datawill help
to determinetheexact natureand direction of thiscomplex
relationship. Moreover, factor analyses on future NLSCY
cycle data may serve as atool for content development
relating to parental involvement and other issues of child
development and education.

Bibliography

Berla, Nancy and Anne T. Henderson (Eds). 1994. A
New Generation of Evidence. The Family Is Critical
to Student Achievement. Washington: National
Committee for Citizensin Education.

Bryman, Alan and Duncan Cramer. 1994. Quantitative
Data Analysis for Social Scientists. Revised Edition.
New York: Routledge.

Dauber, Susan L. and Joyce L. Epstein. 1991. “School
Programs and Teacher Practices of Parental
Involvement in Inner-City Elementary and Middle
Schools.” The Elementary School Journal (Chicago:
The University of Chicago). 91, 3: 289-293.

Epstein, JoyceL . 1990. “ School and Family Connections:
Theory, Research and Implications for Integrating
Sociologies of Education and Family.” Families in
Community Settings: Interdisciplinary Perspectives.
New York: Haworth Press, Inc.

Fiddl, Linda S. and Barbara G. Tabachnick. 1989. Using
Multivariate Satistics. Second Edition. New York:
Harper Collins Publisher. (Chapter 12: “Principal
Components Analysis and Factor Analysis.”)

Griffith, James. 1996. “ Relation of Parenta Involvement,
Empowerment and School Traitsto Student Academic
Performance.” The Journal of Educational Research.
90, 1 (Sept./Oct.): 33-41.

Grolnick, Wendy S. and Maria L. Slowiaczek. 1996.
“Parents’ Involvement in Children’s Schooling: A
Multidimensiona Conceptualizationand Mativationa
Model.” Child Development. 65: 237-252.

Education Quarterly Review, 1999, Vol. 6, No. 2

Statistics Canada - Catalogue no. 81-003 47



Parental involvement

Nationa Parent Teacher Association. 1995. “A Study of
Attitudes Among the Parents of Primary-School
Children.” Nationa Parent Survey Results, Hand in
Hand Web site. http://www.pta.org/programs/
pistudy95.htm.

Norris, Christina. 1999. “Parents and school: The
involvement, participation, and expectationsof parents
in the education of their children.” Education
Quarterly Review. Statistics Canada Catalogue
no. 81-003-XPB. Ottawa: Minister responsible for
Statistics Canada. 5, 4: 61-80.

Skau, Kathryn G. 1996. “ Parenta Involvement: Issuesand
Concerns.” The Alberta Journal of Educational
Research. 42, 1 (March): 34-48.

Statistics Canada and Human Resources Devel opment
Canada. 1994-1995. The National Longitudinal
Survey of Children and Youth Record Layout. 1, 2.

Sui-Chu, Esther Hoand J. DouglasWillms. 1996. “ Effects
of Parental Involvement on Eighth-Grade
Achievement.” Sociology of Education. 69 (April):
126-141.

Trusty, Jarry. 1998. “Family Influences on Educational
Expectations of Late Adolescents.” The Journal of
Educational Research. 91, 5 (May/June): 260-270.

Watkins, Thomas J. 1997. “Teacher Communications,
Child Achievement, and Parent Traits in Parent
Involvement Models.” The Journal of Educational
Research. 91, 1 (Sept./Oct ): 3-14.

Appendix A
Family Functioning Score

This factor score was derived using the following items
fromthe NLSCY parents’ questionnaire:

» Planning family activities is difficult because we
misunderstand each other.

* Intimesof crisswe can turn to each other for support.

» We cannot talk to each other about sadnesswe fed.

* Individuals (in the family) are accepted for what they
are.

» We avoid discussing our fears or concerns.

» We express fedlings to each other.

» Therearelots of bad fedingsin our family.

» Wefedl accepted for what we are.

» Making decisonsis a problem for our family.

» We are able to make decisions about how to solve
problems.

» Wedon't get along well together.

» We confide in each other.

Positive I nteraction

This factor score was derived using the following items
fromthe NLSCY parents questionnaire:

» How often do you praise child, by saying something
like* Good for you!” or “What anicething you did!” or
“That's good going!” ?

» How often doyouand childtalk or play with each other,
focusing attention on each other for fiveminutesor more,
just for fun?

» How often do you and child laugh together?

» How often do you do something specia with child that
he/she enjoys?

» How often do you play sports, hobbies or games with
him/her?

Parenting with consistency

This factor score was derived using the following items
fromthe NLSCY parents questionnaire:

* When you give child a command or order to do
something, what proportion of the time do you make
sure that he/she doesiit?

* If youtdl child he/shewill get punished if he/shedoesn’t
stop doing something, and he/she keeps doing it, how
often will you punish him/her?

» How often does child get away with thingsthat you fedl
should have been punished?

» How oftenischild ableto get out of apunishment when
he/she redlly sets higher mind to it?

» How often when you discipline child doeshe/sheignore
the punishment?

Appendix B

This section addressesthe measurement and interpretation
of parentd involvement in the first cycle of the NLSCY,
including the techniques of factor analysis and scale
development, using the parentd involvement and academic
achievement variablesthat have aready been introduced.

Factor analysesidentified teacher perceptions of
parental involvement and parental attitudes asthe
strongest dimension in the NL SCY

Factor andysis is applied to assess the degree to which
severa variables are capturing the same concept. By
summarizing the patterns of correlations among the
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variables, it becomes easy to identify the not-directly-
observable*factors' based onaset of observablevariables.
Identifying these underlying factors or dimensions of
parental involvement simplifies the description and
understanding of the concept, and allows the grouping of
variablesto creste scales.

The specific form of factor analysis used, known as
principal components anaysis, supported only one factor
or dimension of parenta involvement in the survey. This
dimension consisted of the six teacher perceptions of
parental involvement and attitude variables: “Did parent
participate in regularly scheduled parent—teacher
conferences?’ “Did parent contact teacher to discuss
student’s academic performance or behaviour?’ “Did
parent return teacher’s call about student’s academic
performance or behaviour?’ “To what extent is parent
involved in child'seducation?’ “How important is school
considered to beto student’sparent?’ and “ To what extent
does parent support theteacher?’ Thisdimensonexplained
52% of thetotal varianceamongthesix items.® A parental
involvement scale was crested, based on these six teacher
perceptions, by totalling the responses across each
question.’® Thissuggeststhat withinthe NLSCY, teacher
perceptions of parents’ involvement and attitudes provide
the strongest measure of parenta involvement.

It isimportant to note that the factor analysis model
did not support the other involvement aspects, including
parental behaviours(reading and hel ping with homework),
and home environment and parenting style (positive
interaction, parenting with consistency, and family
functioning). These are undoubtedly important
involvement strategies. However, results from the first
cycle of the NLSCY do not effectively capture these
dimensions.

Parental I nvolvement and Academic Achievement
scales: reliability and validity

The Parental Involvement scaleranged from0to 9, witha
higher score indicating a higher level of parental
involvement, asperceived by theteacher. Using Cronbach’s
Alpha!! therdliability of thescalewastested. Thereliability
coefficient was found to be 0.8.22 A scaeisgiven ahigh
degree of validity whenitisshownto correlate with items
it should predict, and when it is shown not to correlate
with similar but conceptually distinct concepts (Bryman
and Cramer 1994). Theinvolvement scalewasmoderately
correlated with a school engagement scale for the child
(0.48), but it was not correl ated with asocia support scale
for the person most knowledgeabl e about the child (0.07).
A reasonable degree of validity was observed.

Parental involvement

Scaeswerea so constructed for children’sacademic
achievement, using teacher-evaluated work habits, and
achievement in reading, writing and math. The highly
reliable Work Habits and Academic Performance scales
werecreated, ranging from0to 18 and 0t0 9, respectively.
A higher score indicated better work habits and higher
academic achievement. Cronbach’s Alphas for the two
outcome scales were quite high: 0.9 in both cases. Boxes
1 and 2 summarize the parental involvement and academic
achievement factors (dimensions), with the individua
variables contributing to each dimension.

Notes

1. The author gratefully acknowledges Raynald Lortie
and Garth Lipps, Centre for Education Statistics, for
their invaluable help with this work.

2. Thisarticlefollows an earlier Statistics Canada study
on parental involvement (Norris 1999).

3. Itshould benoted that theseresultsare not comparable
withthefindingsinthearticle“ From Hometo School:
How Canadian Children Cope’ (Lipps and Yiptong
2000), since that article, also released in this issue of
Education Quarterly Review, rdieson datafrom survey
cycles1 and 2 and includes more robust statistical
techniques. Inaddition, thework by Lippsand Yiptong
usesadifferent age cohort and isbased upon adifferent
outcome measure.

4, Standard scoresfor themathtest weredevel oped across
the 10 provinces. Children in grades 2 and 3 were
assigned standard scoresin the 200 to 400 range, based
on the number of correct responsesto thetest; children
ingrades 4 and 5 were assigned standard scoresin the
264 to 550 range, and children in grades 6 and 7 were
assigned scores ranging from 314 to 624. The
advantage of using the standard scoreisthat it will be
possible to track a child’s progress over time by
comparing his or her standard score with the average
score for the grade level.

5. Some recoding was necessary to ensure that the
parenting and home environment scal e scores moved
in the same direction. The positive interaction scale
ranges from 0 to 20; the parenting with consistency
scalerangesfrom 0 to 20; thefamily functioning scale
ranges from O to 36.
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6. A scae can be defined as a group of questions that

measure a certain concept when the answers to the
questions are put together. Scales can be cdculated
based on the dimensionsidentified by factor analyses,
by adding up the values for each of the variables that
make up the dimension.

Correlation coefficients range between -1 and +1.
Coefficients closer to +1 indicate a strong positive
rel ationship, meaning that the parental involvement is
closely associated with child education outcomes.
Values closer to zero indicate a very weak association
between parental involvement and child education
outcomes.

Thisaspect of involvement isalso addressed in Norris
(1999).

When deciding how many components should be
retained in order to represent the data, it is helpful to
examinethe percentage of total variance explained by
each component, and the totdl variance explained by
each component (eigenvalues). (Refer to Bryman and
Cramer (1994) and Fidell and Tabachnick (1989) for
further information about factor anayses.)

10. Scale scoreswere computed by recoding responses as

Oor1(0=No; 1= Yes) for the direct participation
questionsand 0, 1 or 2 (0=Notinvolved; 1= Somewhat
involved; 2 = Very involved) for the general
involvement questions, thentotalling the* points' across
theinvolvement questions.

11. Cronbach’s Alpha is a measure of the internal

consistency of theitemswithin the scale or factor. Itis
based on the average covariance of the items within
the factor. It is assumed that items within a factor are
positively correlated with each other because they are
attempting to measure, to a certain extent, acommon
entity or construct. (NLSCY Record Layout 1,
1994-1995).

12. 1t is difficult to specify a single satisfactory leve of

reliability for dl situations. Some researchers believe
that reliabilities should not be below 0.8 for widely
used scales. It has been shown that Alpha generally
providesaconservative estimate of ascae' srdiability
(NLSCY Record Layout 1, 1994-1995).
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From home to school:
How Canadian children cope!

Introduction

Nursery schoals, kindergartens, mom and tot programs, play groups,
and structured and unstructured day-care programs are al popular
options available to Canadian parents for their young children. It is
thought that such programs may enhance children’s intellectual and
social skills, and that they may help children with the transition into
formal schooling.

Recent research suggests that early education programs do
produce some lasting improvements in young children’s academic
achievement and social adjustment, and that they can produce short-
term increasesin 1Q scores? This same research also suggests that
such programsareeffectivein preventing children from failing grades
in school and from being assigned to specia education programs.®
The positiveeffectsof early childhood education programs have been
found to extend across nations and types of programs.* Furthermore,
literature suggeststhat early childhood education programscan narrow
the gap in achievement between advantaged and disadvantaged
childrenbut will not eliminatethisgap.® Other research with severely
disadvantaged children suggests that early childhood programs have
apositiveimpact over and abovethat of nutritional supplementation.®

Researchers have suggested that the high quality of intellectual
simulation provided in early childhood programs encourages both
the growth and overall integration of the brain, and that the influence
of early intellectual stimulation onbraindevelopmentislagting.” They
also strongly suggest that it isbest to provide such stimulation before
the age of six, preferably before the age of three? However, other
research hasfound that environmental stimulation, whilebest provided
during the early years of development, can till produce positive effects
on brain development regardless of age.®

Despite the benefits of early education and the availability of
programs suggested by researchers, anationa survey of kindergarten
teachersin the United States found that nearly half (48%) of children
have moderate to severe problems making the transition to school .1
In particular, these teachers reported children had problems with
directions, independent work, and communication, as well as with
general academic skills. Other research has suggested that children’s
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The National Longitudinal Survey of Children and Youth, a
joint project of Human Resources Devel opment Canadaand
Statistics Canada, is a comprehensive survey examining a
wide variety of important factors that influence children’s
development. The survey collects information every two
years on children as they grow up, as well as on the
environmentsin which they live, learn and play.

Thesecond cycleof thesurvey took placein 1996-1997,
collecting information on just under 20,000 children from
newbornto age 13. It gathered information on various aspects
of children’s lives, such as demographics, socio-economic
background, child health and development, behaviour,
relationships, education, literacy, leisure activities, family
functioning and parenting, child carearrangementsand family
custody history.

The NLSCY usesavariety of methodsto collect infor-
mation on children’s development and functioning. The
person most knowledgeable about the child (most often the
child’s mother) isinterviewed within the child’s household.
Starting in the second grade, measures of mathematics and
reading skills are administered to children in their schools.
Preschool children aregiven atest of vocabulary skillsinthe
household. All of these measures are administered with the
informed consent of the person most knowledgeable about

The National Longitudinal Survey of Children and Youth

the child. Children 10 to 13 years of age complete question-
naires about themselves and their school experiences.

Questionnairesare al so completed by the child’sschoal
teacher and principal. These school-based questionnaires
provide unique information about the child’'s education,
behaviour at school, and classroom and school environment.
The second cycle providesinformation onthe behaviour and
educational functioning of a sample of 10,600 children of
school age, with teachers providing information on 8,600 of
these children.

After following children and youth in the NLSCY for
over four years, we are now ableto examinetheinfluence of
somefactorson children’sdevelopment, such astheinfluence
of early childhood education and parental involvement on
children’sacademic achievement. Thisreleasereportsonthe
transition from home to kindergarten and Grade 1.

Tofacilitate the presentation of our findings, inthis paper
weusetheterm‘ mother’ to refer to person most knowledge-
able (PMK) about the child. In the second cycle of the
NLSCY, 90.3% of PMKs are the child’'s mother, 9.0% are
the child's father, and 0.7% are some other person.

Estimatesin thisreport marked with an asterisk (*) have
acoefficient of variance between 16% and 33% and are less
reliable than unmarked numbers.

early contact with the education system will establish a
positive educational trgjectory.t* Consequently, poor
preparation for school and low achieverment oncein school
can have substantial negativeimpactson children’sfuture
academic success.

Much of the research on early education programs
and starting school has been conducted outside Canada.
Consequently, the literature findings reported above may
not extend to the Canadian context. However, research by
Hertzman and Kohen'? using the first cycle of NLSCY
data appears to support these findings.

Inthefirst of three projects Kohen and Hertzman'®
found that 4- and 5-year-olds who received some form of
child care had significantly higher scoreson astandardized
measure of receptive vocabulary, the Peabody Picture
Vocabulary Tess—Revised (PPVT-R), than children who
stayed at home with a caregiver. Furthermore, child care
outside the home had the greatest impact on vocabulary
scores for children from lower income households. This
suggests that the benefits of child care provided outside
the home may be especialy largefor children from lower
income homes.

Inasecond project, Kohen and Hertzman** explored
the influence of neighbourhoods on 4- and 5-year-olds
vocabulary skills. Resultsfrom this project suggested that
children residing in affluent, socially cohesive, safe
neighbourhoodswith few fema e single parent househol ds
tended to have higher vocabulary scores. The effects of
children’sneighbourhoods on vocabul ary scoresappeared
to be mediated by features of the child’s household, such
as household income and mother’s level of education.

In a third study, Kohen and Hertzman'® found
evidence suggesting that changes in child care
arrangementsand frequent changesin residence negatively
affect 4- and 5-year-old children’s receptive vocabulary.
Children who frequently moved or experienced changes
intheir child carearrangementsin the previous 12 months
were found to have lower receptive vocabulary scores.

K ohen and Hertzman’sstudieswere conducted using
the firgt cycle of NLSCY data, the only data available at
the time. These analyses could only point to associations
between early education programsand children’scognitive
and behavioura outcomes. The present analyseshaveused
data from both the first and second cycles of the NLSCY
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and focus on the impact of early education programs on
young children’s academic and vocabulary skills shortly
after entering the first year of school.

How many Canadian children attend early childhood
education programs before entering school? Do these
programs give children an academic advantage? How do
the level of education of the mother and the household
income influence the pathways through the education
system? Arethereeducational activitiesshared by parents
and childrenthat canimprovetheir children’sachievement
in kindergarten and the first grade at school? What
variables are associated with improved academic
performancein kindergarten? Datafrom the second cycle
of theNational Longitudinal Survey of Childrenand Youth
(NLSCY) were analysed to shed light on these issues.

Educational programs and types of
schools available in Canada

For the purpose of this study, early childhood education/
care services include such activities as nursery schools,
play groups, day-care centres, and mom and tot programs.
Also included in the early childhood education/care
servicesiscare provided by apaid worker such asananny,
by anon-relative, or by arelative other than the mother or
the father.

Kindergarten programs are provincialy funded and
attendance is optional. Publicly funded kindergarten
programs are not available in all provinces and school
boards across the country.

Social factorsinfluence thetype of educational
program attended by 4- and 5-year-old Canadian
children

Parents have severa optionsfor the care and education of
their 4- and 5-year-old children. In 1996-1997, 513,000
children 4 and 5 years of age were attending kindergarten
(64%), 198,000 children were attending someform of early
childhood education/care service (25%), and 85,000
remained at home with their mother (11%).

The NLSCY data suggest that parental choices
appear to be influenced by social factors. Children who

From home to school

attend early childhood education/care are more likely to
befrom householdswith high incomeand to have mothers
who have completed a high school education or higher
(Table 1). Children whose mothers hold a postsecondary
diploma or degree are nearly twice as likely to atend an
early childhood education/care service, compared with
those whose mothers did not graduate from high schoal,
and one-third as likely to be at home. Similarly, children
from households with incomes of $40,000 or more are
one-third as likely to stay at home with their caregivers,
compared with children from families with household
incomes of less than $20,000.

Tablel

Attendancein Early Childhood
Education/Care Programs, by
Mother’s Education and Household
Income, 1996-1997

Mother’s education Early At home
childhood with
education? mother?

% of all childrenin same
category of mother’s education

Less than high school 14* 22*
High school graduate 24 14*
Some postsecondary 27 10*
Postsecondary diploma

or degree 27 7*

% of all childrenin same

Household income category of household income

Less than $20,000 17* 20*
$20,000 to $29,999 22* 18*
$30,000 to $39,999 25* 13*
$40,000 or more 28 6*

Source: National Longitudinal Survey of Children and Youth:

Cycle 1, 1994-1995; Cycle 2, 1996-1997.

Coefficients of variation are between 16.4% and 33.3%,
suggesting that these estimates should be used with caution.

1. Includes early childhood education services such as nursery
schools, mom and tot programs, infant stimulation programs,
and any type of day-care arrangement.

2. Thechild isnot enrolled in a kindergarten or any form of
early childhood education program and is not participating
in any type of day care, including day care provided in the
child’'s home by relatives or paid workers.

The following are results from analysis of the
NLSCY data on the effect of early childhood education/
care on young children as they start school.
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Analytic methods

This analysis was performed using ordered response
logistic regression. Like regular logistic regression, it
compares respondents who belong to one of a series of
groups(e.g., children who attended early childhood educa:
tion programsor children who attended kindergarten) with
a specific reference group (e.g., children who stayed at
home). But unlikeregular logistic regression wherethere
are only two possible outcomes (e.g., progressed to the
next gradeor retained in grade), thereisaseriesof ordered
ordina outcomes (e.g., theletter gradesA, B, C, D or F).
Thetechnique examinesthe cumulaivereative odds of
apersonwho b ongstoaspecificgroupfdlinginto aspecific
ordered category—for example, the odds of a child who
attended kindergarten, compared with one who stayed a
home, being ranked as near the top of his or her dassin
mathematics versus being ranked in any other ordered
category. In dl of the ordered response logidtic regressions
reported, either socio-economic status was included as a
predictor varigble, or thehouseholdincomeandtheeducation
of the child's mother wereincluded as predictor variables.
Ordinary Least Squaresmultipleregression wasalso
used to examinetheinfluence of reading on PPV T-R scores.

Early childhood education/care programs improved
children’s performance in kindergarten

Analysesusing datafromthefirst two cyclesof theNLSCY
suggest that early childhood education/care may improve
children’s later academic performance in kindergarten.
Approximately 192,000 (39%) Canadian children 2 to
3 yearsof agein 19941995 attended some form of early
childhood education/care program.

The analysis compared the level of performancein
kindergarten of two groups of children. The first group
included those who attended an early childhood program

Table 2

or day-care centre, or received care from a paid worker
such asananny or arelative other than the mother or the
father of the child. The second group of children were
those who stayed at home with a parent, who in 90% of
the caseswastheir mother. When followed up, the children
inthefirst group were faring better at school.

Two years later about 40% of children who werein
an early childhood program at the age of 2 and 3 were
judged by their teachers as being near the top of their
kindergarten classin communication skills, asopposed to
only 25% who did not participatein such programs. Also,
38% of these childrenwererated by their teachersasbeing
near the top of their kindergarten classin learning skills,
compared with 24% of kindergarten children who did not
attend an early childhood program.

Furthermore, higher proportions of children who
attended early childhood education/carewere abletowrite
a simple sentence, compare numbers and understand
simple concepts of time, such as ‘today,” ‘summer’ and
‘bedtime.’

These relationships hold true regardless of the
education of the child's mother or the income of the
household. In other words, the analysis showed that early
childhood care programs had a positive effect on the
performance of children in kindergarten, regardless of the
economic situation of the household they belonged to or
the level of education attained by their mother.

Early childhood education/care programs also
improved children’s performancein thefirst grade

The study also found that 4- and 5-year-old children who
in 1994-1995 were participating in an early childhood
education/careservicedid better in Grade 1. Thesechildren
were 1.4 timesmorelikely to berated by their teachersas
being near the top of their class in mathematics
achievement in Grade 1 in 19961997 than those who
stayed at home with a parent (Table 2). Asin the case of

Percentage of children near thetop of their class, by type of program attended prior to Grade 1

Number of Percentage of children near the top of their Grade 1
NLSCY classin 1996-1997

Type of educational program children

attending in Reading Written Mathematics Overal

19941995 work achievement
Early childhood education/care 202,300 27 24 34 26
Kindergarten 489,500 25 18 25 21
At home 85,700 25* 16* 18* 16*

*  Coefficients of variation are between 16.4% and 33.3%, suggesting that these estimates should be used with caution.
Source: National Longitudinal Survey of Children and Youth: Cycle 1, 1994-1995; Cycle 2, 1996-1997.
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kindergarten achievement, these results hold true after
satistically adjusting for the influence of the income of
children’s households and the education of the child's
mother.

The NLSCY data also suggest that kindergarten
programs did not have the same impact on later perfor-
mance as participating in an early childhood education/
care service. Youngsters who participated in such early
childhood education services as nursery schools, play
groups, mom and tot programs, or structured day-care
centres in 1994-1995 showed better performance in
mathematics, reading, writing and overall academic
achievement in Grade 1in 1996-1997 than thosewho were
enrolled in kindergarten classes in 1994-1995.

Reading to children had a substantial positive
impact on their academic skills

Children at the age of 2 to 3 who had been read to severa
times a day did substantially better in kindergarten at the
age of 4 and 5 than youngsterswhose parentsread to them
afew times aweek or less often. The group of children
who wereread to on adaily basiswere 1.6 timesaslikely
to be rated by their teachers as being near the top of their
kindergarten classinlearning skills, and 2.3 timesaslikely
to be near the top of their class in communication skills.
These relationships hold true regardless of the income of
the child’s household and the education of the child's
mother.

Figure 1

From home to school

Furthermore, children who had early exposure to
books and reading were also better at performing
mathematical tasks. These children were twice as likely
to be able to compare numbers, 2.6 times as likely to
recognize geometric shapes, and twice as likely to know
simple concepts of time when they were4 and 5 yearsold
and attending kindergarten, compared with thosewho were
read to less often. Again, this relationship was observed
regardless of theincome of the child’s household and the
education of the child’s mother.

“Social factors,” early education and
reading combined to improve children’s future
vocabulary skills

Featuresof children’shomeenvironment and participation
in easily implemented educational activities such asearly
education programsand daily reading can have substantia
combined effects on children’s future vocabulary skills.
Family characteristics such ashousehold incomeand
mother’sleve of educationinfluenced children’sreceptive
vocabulary skills two years later. When compared with
young children who lived in low income families (less
than $20,000) and whose mothershad not completed high
schoal, 2- and 3-year-olds in 1994-1995 who lived in
familieswith total household incomes of $40,000 or more
and who had mothers with a postsecondary education
scored 11 points higher on the PPVT-R two years | ater.

Reading to children at home and teachers’ classroom rankings of learning and

communication skills

% of students near top of class
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Source: National Longitudinal Survey of Children and Youth: Cycle 1, 1994-1995; Cycle 2, 1996-1997.
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Early educationd activities, suchasreadingtoachild,
aso have notable future impacts on children’s receptive
vocabulary. Children 2 and 3 years of age who were read
to severa times aday in 1994-1995 scored higher on the
PPVT-R two years later, regardless of the household
income and the mother’slevel of education. The score of
those children who were read to several times a day was
about 5 pointshigher than thoseliving in ahousehold with
an income of $40,000 or more, or living with a mother
holding a postsecondary diploma or degree. For young
children’sfuturevocabulary skills, thisrepresentsanimpact
equal to having a mother who has a postsecondary
education or living in a household with an income of
$40,000 or more.

Attending some form of early childhood education/
care program also affected children’s vocabulary scores.
Children 2 and 3 yearsof agewho received early education
programs in 1994-1995 scored 2 points higher on the
PPV T-R when they were assessed two yearslater. Again,
thisincreaseinthe scoresof the children resulted regardless
of thetotal household income and their mothers' education.

Hence, achild who in 1994-1995 was experiencing
amorefavourable home environment asaresult of higher
household income, had a mother with a high level of
education, was read to several times a day and received
early childhood care scored 18 pointshigher onthe PPV T-
R than less advantaged children.

It can be expected that such anincreasein the PPV T-
R score would promote a child from the below-normal
rangeto theaverage or above-averagerange of vocabulary
skills. Motivated children who were from higher socio-
economic backgrounds and who had received both early
childhood care and regular reading could have fewer
difficulties with school and educational activities than
children in less fortunate circumstances.

Summary

This paper has presented results of the first longitudinal
analysis using the education datafrom the second cycle of
the NLSCY. The weslth of the NLSCY database for both
Cycle 1 and Cycle 2 will dlow for more studies. Readers
of thispaper will probably find that many of the questions
regarding trangitionsin the education system have not been
answered here. More analyses will be performed by
Statistics Canada andysts and outside researchers in the
coming months. Furthermore, future cyclesof theNLSCY
will continue to provide data that will help us better
understand the factorsthat influence Canadian children at
school.

Future cycles of the NLSCY will also alow us to
observe whether the effects of early childhood education
programs persist throughout children’seducational careers.
Analyses of datafrom future cycles may be able to show
whether children who stayed at home with their mother at
the age of three and four make the socia adjustments to
the structured school environment at a later stage or age
compared with those children who attended early
childhood education/care programs.
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Notes

1. This report outlines some initial results from the
School Component of the first and second cycles of
the National Longitudina Survey of Children and
Youth (NLSCY). It examines the longitudinal
influence of early childhood education/care and
literacy activitieson young children’sfutureacademic
and cognitive outcomes. Thisoverview highlightsthe
information newly available from this component of
the survey; it isnot comprehensivein its coverage or
itsandysis. Indeed, the information collected by the
NLSCY is so rich and detailed that researchers and
analysts will be using it to address a variety of
important questions concerning the education of
children and youth in Canadafor many yearsto come.
Herethen, we are merdly ‘ scratching the surface,” to
stimulate awareness of thisrich new data source and
to illustrate the kinds of analyses it makes possible.

Generd information regarding the Nationa Longitu-
dinal Survey of Children and Youth may be obtained
from Sylvie Michaud (sylvie michaud@statcan.ca)
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Data availability

Data releases

The following are based on recent data releases from the Centre
for Education Satistics. Additional statistical information from
thisreleaseis available on a fee-for-service basis. Please contact
Sharon-Anne Borde, Dissemination Officer, at (613) 951-1503, by
faxat (613) 951-9040, or by e-mail at sharon-anne.borde@statcan.ca.

Providers of language training, 1998

English-language ingtruction dominated the nearly 500 public and
privateingtitutionsin Canadathat provided second languagetraining
in 1998, according to anew statistical profile of the industry.

Four out of every five hours of ingtruction were spent teaching
English as a second language, and one in five was spent providing
French ingtruction. Of these second language training schools, the
majority, about 61%, providedingtructionin English, 12% provided
ingtruction in French, and the remaining 27% provided both.

These data came from the 1998 Survey of Providersof Trainingin
English or French asaSecond L anguage, conducted with the support
of the department of Canadian Heritage, Industry Canada, Language
Training Canada, the Canadian Tourism Commission, and the
Canadian Education Centres Network. The survey gathered
information on the size of the indugtry, its characterigtics and the
role played by foreign students.

In total, about 290,000 participants were enrolled in classesin 331
private schools and 159 public ingtitutions in 1998. The industry,
which employed about 11,000 people, had estimated revenues of
$300 million. One-third (33%) of these schools were in Quebec,
28% in Ontario and 23% in British Columbia

Foreign students, who comprised 39% of the total enrolment in
second-language training, paid about $125 millionintuitionfeesin
1998. Overdl, closeto two-thirds of theforeign studentswerefrom
Asian countries of origin. Between 1994 and 1998, total enrolment
grew at an annual average pace of 22%.
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* Inaddition to classroom instruction, 83% of the schools
also offered supplemental servicessuch ascultural visits,
daily life activities and touring activities that extended
language training beyond the classroom walls. Fully
57% of the schools offered accommodation services as
wdll.

» Themgority of theschools (52 %) weresmall businesses
with annual second-language training revenues of less
than $500,000. Nearly 23% were mid-sized schools
with revenues between $500,000 and $2 million, about
10% had revenues of more than $2 million, and 15 %
did not state their revenue.

» Almogt one-third of the schoolsreported that they intend
to add new marketsto their current targets. About 30%
cited Europe asan emerging market, 23% cited Mexico
and South and Centra America and 22% Asia. The
United States ranked fourth at 17%. Only 8% named
Africaas an emerging market.

* For more information about an analytic report, survey
results and related products and services, or to inquire
about the concepts, methods or data quality of this
release, contact Client Services(613) 951-1503, Barbara
Campbd| (613) 951-9168; fax: (613) 951-9040 or Robert
Couillard (613) 951-1519; robert.couillard@dtatcan.ca,
Centre for Education Statistics.

Data availability announcements

The Second I nformation Technology
in Education Study

International datafor the Second Information Technology
in Education Study (SITES) conducted under the auspices
of the International Association for the Evaluation of
Educationa Achievement areavailable. Thesedatainclude
nationa results for Canadaas well as resultsfor the other
26 nations that participated in the study.

For further information on the Canadian results,
please consult The Daily of October 12, 1999. An addi-
tional analysis with more detailed Canadian results and
comparisons with international results will be released
shortly. Information rel ated tothisreleasecanbeviewed a the
following Internet address. www.mscp.edte.utwente.nl/
gtesml.

For more information, or to enquire about the
concepts, methods or data quality for thisrelease, contact
Raynald Lortie (613) 951-1525; fax: (613) 951-4441;
raynald.lortie@statcan.ca or Nanci Comtois (613)
951-1740; nanci.comtois@statcan.ca, Centre for
Education Statistics.
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Data availability announcements

Current data

Most recent data

Data series

] Preliminary
Find or estimate 2
A. Elementary/secondary
Enrolment in public schools 1995-1996 1996-1997 ©
1997-1998 €
Enrolment in private schools 1995-1996 1996-1997 ©
1997-1998 €
Enrolment in minority and second language education programs 1995-1996
Secondary school graduation 1995-1996
Educators in public schools 1995-1996 1996-1997 €
1997-1998 €
Educators in private schools 1995-1996 1996-1997 €
1997-1998 €
Elementary/secondary school characteristics 1995-1996 1996-1997 €
1997-1998 €
Financial statistics of school boards 1995
Financial statistics of private academic schools 1994-1995 1995-1996 P
Federal government expenditures on elementary/secondary education 1994-1995 1995-1996 ©
1996-1997 €
Consolidated expenditures on elementary/secondary education 1994-1995 1995-1996 ©
1996-1997 ©
1997-1998 €
Education price index 1996
B. Postsecondary
University: enrolments 1998-1999 discontinued
University degrees granted 1998 discontinued
University continuing education enrolment (discontinued) 1996-1997
Educators in universities 1997-1998 1998-1999
Salaries and salary scales of full-time teaching staff at Canadian universities 1997-1998 1998-1999
Tuition and living accommodation costs at Canadian universities 1999-2000
University finance 1997-1998 1998-1999 €
College finance 1996-1997 1998-1999 €
Federal government expenditures on postsecondary education 1996-1997 1997-1998 €
1998-1999 €
Consolidated expenditures on postsecondary education 1996-1997 1997-1998 €
1998-1999 €
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Data availability announcements

Current data (Concluded)

Most recent data

Data series

Finall Preliminary
or estimate 2
Community colleges and related institutions: postsecondary 1996-1997 1998-1999 P
enrolment and graduates
Trade/vocational enrolment 1996-1997 1997-1998 €
College/trade teaching staff 1996-1997 1997-1998 ©
International student participation in Canadian universities 1998-1999

C. Publications*
Education in Canada, 1996
South of the Border: Graduates from the class of ‘95 who moved to the United States (1999)
Leaving school (1993)
After High School, the First Years (1996)
Adult education and training survey (1995)
International student participation in Canadian education (1993-1995)
Education price index — methodological report
Handbook of education terminology: elementary and secondary level (1994)
Guide to data on elementary secondary education in Canada (1995)
A Guide to Satistics Canada Information and Data Sources on Adult Education and Training (1996)
A Statistical Portrait of Elementary and Secondary Education in Canada — Third edition (1996)
A Statistical Portrait of Education at the University Level in Canada — First edition (1996)
The Class of ' 86 Revisited
The Class of 90: A compendium of findings (1996)
The Class of '90 Revisited (1997)
Education indicators in Canada: Pan-Canadian Indicators Programme (1996)
Education at a Glance: OECD Indicators (1997)
Literacy, Economy and Society (1995)

Growing Up in Canada: National Longitudinal Survey of Children and Youth (1996)

1. Indicatesthe most recent calendar year (e.g., 1993) or academic/fiscal year (e.g., 1993-1994) for which final data are available for all provinces and
territories.

Indicates the most recent calendar year (e.g., 1995) or academic/fiscal year (e.g., 1995-1996) for which any data are available. The data may be
preliminary (e.g., 1995°), estimated (e.g., 1995°) or partial (e.g., data not available for all provinces and territories).

Available for some provinces.

The year indicated in parenthesis denotes the year of publication. Some of these publications are prepared in cooperation with other departments or
organizations. For information on acquiring copies of these reports, please contact the Planning and Client Services Section of the Centre for
Education Satistics at Satistics Canada. Telephone: (613) 951-1503; fax: (613) 951-9040 or Internet: perrdan@statcan.ca.
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Education

Thissection providesa seriesof social, economic and education indicatorsfor Canada, the provinces/
territoriesand the G-7 countries. Included are key statistics on the characteristics of the student and
staff populations, educational attainment, public expenditures on education, labour force employed

in education, and educational outcomes.

Table 1

Education indicators, Canada, 1976 to 1998

Indicator! 1976 1981 1986 1991 1992 1993 1994 1995 1996 1997 1998
Social context
Population aged 0-3 ('000) 11,4036 14487 14750 15734 16017 16106 1,596.1 1,595.1 1,578.6 1,560.7 1,550.7
Population aged 4-17 (‘000) 6,019.9 5,480.3 5,204.7 53954 54377 54847 5,536.4 5,620.7 5,691.4 5,754.0 5,795.7
Population aged 18-24 (‘000) 32146 34931 3,286.3 2886.1 28692 2,869.6 2,852.0 2,8234 2,816.8 2,833.0 2,865.4
Total population (‘000) 23517.5 24,900.0 26,2038 28,120.1 285422 289406 29,2481 295625 29,963.7 30,3585 30,747.0
Youth immigration" 61,504 42,826 25,861 61,239 61,178 73,098 68,257 65,878 66,339 70,355 61,214
Lone-parent families (%) 14.0 16.6 18.8 15.3 14.4 14.8 14.9 15.1
Economic context
GDP: Real annual percentage change 6.0 4.0 31 -18 -0.6 22 4.1 2.3 15
CPI: Annual percentage change 75 12.4 42 5.6 15 18 0.2 21 16
Employment-population ratio (%) 57.1 60.4 59.92 59.82 58.42 58.22 58.52 58.6 58.6 59.28
Unemployment rate (%) 71 75 9.54 10.44 11.35 11.25 10.45 95 9.7 9.2 8.3
Student employment rate (%) 34.4 38.0 35.1 34.0 34.2 333 34.8 3256
Mothers’ participation rate (%) 43.0 547 63.8 704 69.8 70.1 70.2 70.7 716
Families below low income cut-offs:
Two-parent families 10.2 10.9 10.8 10.6 122 115 12.8
Lone-parent families (%) 484 52.5 55.4 52.3 55.0 53.0 53.0
Enrolments ('000)
Elementary/secondary schools 55136 5,024.2 49380 52182 52841 53278 5,362.8 5,441.4" 5,414.6" 5,459.5"¢  5497.0"¢
Percentage in private schools 3.4 4.3 4.6 4.7 4.9 5.0 51 51" 52" 5.3 5.3
Public college/trade/vocationa,
full-time” 247.7 238.1 275.9 266.7 306.5 298.5 269.1 266.4¢ 264.5¢
College/postsecondary, full-time 226.2 2734 3215 349.1 364.6 369.1 377.9 389.5 395.3 398.8" 409.8P
College/postsecondary, part-timeB 96.4'¢  1257"¢  106.6'®  103.9%® 95.1"¢ 91.9"¢ 89.17¢ 91.1
Full-time university 376.4 401.9 475.4 554.0 569.5 574.3 575.7 573.2 573.6 573.0
Part-time university 190.8 251.9 2875 313.3 316.2 300.3 283.3 273.2 256.1 249.7
Adult education and training 5,504 5,842 6,069
— Participation rate (%) 27 28 26
Graduates (000)
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Education at a glance

Table 1
Education indicators, Canada, 1976 to 1998 (Concluded)

Indicator! 1976 1981 1986 1991 1992 1993 1994 1995 1996 1997 1998
Secondary schools® . . . 260.7 2729 2814 280.4 2953 29597 2959 300.8¢
Public college/trade/vocational 1 149.4¢ . 145.0 159.7 158.8 163.9 151.1 144.2 141.5¢ 138.7¢
College/postsecondary 60.7 718 824 85.9 925 95.2 97.2 100.9 105.0" 105.9"¢
University/Bachelor’'s 83.3 84.9 101.7 114.8 120.7 123.2 126.5 127.3 128.0 124.0
University/Master’'s 11.6 129 159 18.0 194 20.8 213 214 216 21.0
University/Doctorate 17 18 22 29 31 3.4¢& 36 37 39 39
Full-time educators ('000)
Elementary/secondary schools 2849 274.6 269.9 302.6 301.8 295.4 295.7¢8r 298.78" 294.4¢ 294.37€ 292.8"€
College/postsecondary/trade/
vocational 18.8 241 25.0 30.9 327 28.1"7 28.0" 24.4¢ 312 2957

University 316 336 354 36.8 373 36.9 36.4 36.0 34.6 337
Elementary/secondary pupil-educator

ratio 18.1 17.0 16.5 155 15.7¢ 16.1° 16.1° 16.18" 16.9¢ 16.4¢ 16.5°¢
Education expenditures ($ millions)
Elementary/secondary 10,070.9 16,7032 22,968.0 334449 34,7745" 35582.3" 35936.0 364247 36,735.8° 37,422.2P 37,736.2P
Vocational 9599 16012 32751 45738 53809 56312 6,559.0 6,185.2 5333.0P 57457°¢  6,297.9¢
College 10815 20881 2,999.0 3,870.7 4,0753  4,105.9 4,207.1 4,531.8 447797  4,6420°  4,669.3°
University 2,987.5 4,980.7 7,368.7 11,2548 11,569.8 11,736.8 11,857.9 11,802.0 11,600.7" 11,592.4P 11,788.7¢
Total education expenditures 15,099.8 25,3732 36,610.8 53,1442 558005 57,056.2 58560.0 58,943.7" 58,251.9P 59,370.6° 60,492.1°

— asapercentage of GDP 7.6 7.1 7.3 7.9 81 8.0 7.8 7.6 7.1 6.9
1. See“ Definitions’ following Table 3.
2. Sandard deviation 0.0% — 0.5%.
3. Thefigureisfor May 1997.
4. Sandard deviation 1.1% — 2.5%.
5. Sandard deviation 0.6% — 1.0%.
6. Thefigureisfor April 1997.
7. The enrolments have all been reported as full-time based on a“ full-day” program, even though the duration of the programs varies from 1 to 48 weeks.
8. Excludes enrolments in continuing education courses, which had previously been included.
9. Source: Canadian Education Statistics Council. (Excludes adults for Quebec and Ontario and Alberta equivalencies.)
10. The majority of trade and vocational programs, unlike graduate diploma programs which are generally two or three years' duration, are short programs or single courses that

may require only several weeks. A person successfully completing these short-duration programs or courses is considered a completer, not a graduate. These completers do
not include persons in part-time programs.
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Education at a glance

Table 2

Education indicators, provinces and territories

Canada Newfound- Prince Nova New Quebec Ontario
Indicator* land Edward Scotia  Brunswick
Island
Social and economic context
Educational attainment,? 1998: (%)
— Less than secondary 275 394 36.0 314 33.0 33.7 254
— Graduated from high school 19.0 13.7 14.0 13.7 21.0 154 20.7
— Some postsecondary 7.0 5.0 6.4 5.8 54 55 7.3
— Postsecondary certificate, diploma
or university degree 46.4 419 436 49.1 40.6 454 46.5
Labour force participation rates
by educational attainment, 1998: (%)
— Total 65.8 56.3 65.9 60.5 61.1 63.1 67.0
— Less than secondary 40.0 32.8 47.3 37.8 36.3 37.9 40.8
— Graduated from high school 68.9 60.6 73.7 64.0 68.9 68.6 68.6
— Some postsecondary 72.3 62.1 69.2 66.8 67.6 69.5 73.6
— Postsecondary certificate, diploma
or university degree 78.8 76.2 78.2 734 76.3 79.2 79.5
Unemployment rate, 1998 (%) 7.0 16.1 13.2 8.9 10.8 9.2 5.9
Costs and school processes
Public and private expenditures on
education as a percentage of GDP,
1994-95 7.0 9.9 7.6 7.6 7.4 7.6 6.8
Public expenditures on education as a
percentage of total public
expenditures, 1994-95 13.6 16.9 10.8 9.7 11.2 13.8 14.2
Elementary/secondary
pupil-educator ratio, 1996-97¢ 16.9 14.4 17.1 17.77 17.4 15.2 17.7
Educational outcomes
Secondary school graduation
rates, 1996-97 (%) 734 80.2 85.6 80.7 86.0 75.9°¢ 72.0
University graduation rate, 1994-95 (%) 37.0 235 28.1 48.8 29.8 52.0 36.2
Unemployment rate by level of
educational attainment, 1995 (%)
— Lessthan secondary 12.8 27.2 231 145 15.6 152 114
— Graduated from high school 85 15.0 13.2 10.7 9.9 111 8.3
— Some postsecondary 8.8 15.0 9.7 9.3 12.7 10.7 8.1
— Postsecondary certificate, diploma
or university degree 6.5 111 8.3 9.0 7.4 1.7 5.6

See footnote(s) at end of thistable.
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Table 2

Education indicators, provinces and territories (Concluded)

Education at a glance

Manitoba Saskatchewan Alberta British Yukon Northwest
Indicator® Columbia Territories
Social and economic context
Educational attainment,? 1998: (%)
— Less than secondary 30.9 315 212 20.7
— Graduated from high school 18.9 18.6 19.9 22.3
— Some postsecondary 6.8 8.0 8.1 8.8
— Postsecondary certificate, diploma
or university degree 434 41.8 50.9 48.1
Labour force participation rates
by educational attainment, 1998: (%)
— Total 66.6 67.1 72.8 65.5
— Lessthan secondary 43.9 43.2 49.5 38.3
— Graduated from high school 735 78.2 75.5 64.4
— Some postsecondary 734 76.0 78.0 70.2
— Postsecondary certificate, diploma
or university degree 78.7 785 80.6 76.9
Unemployment rate, 1998 (%) 4.6 4.8 4.6 7.4
Costs and school processes
Public and private expenditures on
education as a percentage of GDP,
1994-95 7.8 74 54 6.5 11.3 16.6
Public expenditures on education as a
percentage of total public
expenditures, 1994-95 129 138 13.2 12.2 10.4 12.0
Elementary/secondary
pupil-educator ratio, 1996-97¢ 15.9 17.3" 175" 17.3" 12.2 12.3
Educational outcomes
Secondary school graduation
rates, 1996-97 (%) 78.1 78.8 64.7 70.5 37.3 24.6
University graduation rate, 1994-95 (%) 344 36.0 26.1 239
Unemployment rate by level of
educational attainment, 1995 (%)
— Less than secondary 8.8 75 9.4 132
— Graduated from high school 53 51 6.6 7.3
— Some postsecondary 8.6 6.4 8.1 8.4
— Postsecondary certificate, diploma
or university degree 5.0 4.9 5.8 6.4

See “ Definitions” following Table 3.
Parts may not sum to 100% due to rounding.

oA WNE

Data are based on the Finance Surveys of the Centre for Education Satistics and the System of National Accounts.
Data are based on the Finance Surveys of the Centre for Education Statistics.

Sarting in 1995, Quebec graduate data for regular day programs include individuals over the age of 20 that graduated from regular day programs.
Graduates for Quebec excludes “ Formation professionnelle” .
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Education at a glance

Table 3
Education indicators, G-7 countries, 1996

Canada  United France United Germany Ity  Japan
Indicator* States Kingdom
Social and economic context
Educational attainment: (%)
lower secondary or less 24 14 40 24 19 62
tertiary 48 34 19 22 22 8
Labour force participation by educational
attainment: (%)
— upper secondary education Men 89 88 90 89 85 80
Women 72 72 76 74 69 61
— university education Men 92 93 92 94 93 92
Women 85 82 83 86 83 81
Costs and school processes
Public expenditure on education as a percentage
of total public expenditures 13.6 14.4 111 9.5 9.0 9.8
Public expenditure on education as a percentage
of GDP 5.8 5.0 5.8 4.6 45 45 36
Participation rate in formal education (%) 68.2 68.8 64.5 66.8 61.8 538 57.0
Net tertiary non-university enrolment rate (%) 17.3 12.9 47 29
Net university enrolment rate (%) 231 21.7 222 7.9
Educational outcomes
Ratio of upper secondary graduates to population (%) 73 72 85 86 79 99
Ratio of first university degree to population (%) 32 35 34 1 23
Unemployment rate by level of educational
attainment: (%)
— upper secondary education Men 9 6 8 8 8 6
Women 9 4 12 6 10 11
— university education Men 5 2 6 4 5 5
Women 6 2 9 3 5 10

1. See” Definitions’ following Table 3.
Source: Education at a Glance: OECD Indicators, OECD, Paris, 1998.
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In upcoming

_ISSUES

Thefollowing articles are scheduled to appear in upcoming issues
of Education Quarterly Review:

Postsecondary graduates and the labour
market: Job requirements relative to
education level

An andysis of the fields of study at specific levels of education that
are associated with jobs that have requirements bel ow education.

Brain drain or brain gain?

An examination of the brain-drain of professiona and management
workersout of Canada, and the gain of professional and management
workers from the United States and the rest of the world.

Holding their own: Employment and
earnings of postsecondary graduates

Anexamination of thefortunesof younger workersbased ontheresults
of alongitudina analysis of the early labour market outcomes of
Canadian postsecondary graduates.

Graduates’ earnings and the job-education
match
An examination of thetwo important issuesrelating to transition from

school to the labour market — earnings and the education-job skills
match.

University education: Recent trends in
participation, accessibility and returns
An analysis of important trends associated with participation in

university education, including participation rates, tuition fees,
prospects of finding ajob and earnings.
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In upcoming issues

University and community college
leavers
An examination of how social demographic and high

school related variablesimpact the odds of postsecondary
leaving.

Factors influencing bachelors

graduates pursuing further
postsecondary education

An analysis, using data from the National Graduates

Surveys, of the patterns associated with the pursuit of
further education.

Indicators of success for effective
and efficient schools

An examination of how new initiatives from Statistics
Canada’'s Centrefor Education Statistics can be utilized to
exploretheefficiency and effectivenessof e ementary and
secondary schools.
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Cumylative

This index ligs all analytical articles published in Education
Quarterly Review. Included are descriptions of education and
education-related surveysconducted by Statistics Canada, provincial
governmentsand ingtitutions. The categoriesunder whichthearticles
appear are based on policy issues identified in the report Strategic
Plan (1997), released by the Centre for Education Satistics in
November 1997 and available on the Internet at address
http: vy statcan.ca/cgi-bin/downpub/freepub.cgi.

Education funding

Education Price Index: Selected inputs, elementary and
secondary level
\ol. 1, No. 3 (Octaober 1994)

Does Canada invest enough in education? An insight into the
cost structure of education in Canada
\Vol. 1, No. 4 (April 1994)
School transportation costs
\ol. 2, No. 4 (January 1996)
Federal participation in Canadian education
\Vol. 3, No. 1 (May 1996)

Funding public school systems: A 25-year review
\ol. 4, No. 2 (September 1997)

Student flows, student mobility and transitions

Education indicators, interprovincial and international
comparisons
Vol. 1, No. 2 (July 1994)

The search for education indicators
\ol. 1, No. 4 (December 1994)

Intergenerational change in the education of Canadians
\ol. 2, No. 2 (June 1995)

Participation in pre-elementary and elementary and secondary
education in Canada: A look at the indicators
\ol. 2, No. 3 (September 1995)

Educational outcome measures of knowledge, skills and values
\ol. 3, No. 1 (May 1996)

Interprovincial university student flow patterns
\ol. 3, No. 3 (October 1996)
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Cumulative index

After high school ... Initial results of the School
Leavers Follow-up Survey, 1995
\ol. 3, No. 4 (January 1997)

Varied pathways: The undergraduate experience
in Ontario
\ol. 4, No. 3 (February 1998)

Education: The treasure within
\ol. 6, No. 1 (October 1999)

Relationships between education
and the labour market

Returning to school full-time
Vol. 1, No. 2 (July 1994)

Trends in education employment
\ol. 1, No. 3 (October 1994)

Male-femal e earnings gap among postsecondary
graduates
\ol. 2, No. 1 (March 1995)

Survey of labour and income dynamics: An overview
\ol. 2, No. 2 (June 1995)

Earnings and labour force status of 1990 graduates
\ol. 2, No. 3 (September 1995)

Worker bees: Education and employment benefits
of co-op programs
\ol. 2, No. 4 (January 1996)

Youth combining school and work
\ol. 2, No. 4 (January 1996)

Employment prospects for high school graduates
Vol. 3, No. 1 (May 1996)

Relationship between postsecondary graduates
education and employment
\Vol. 3, No. 2 (July 1996)

Labour market dynamics in the teaching profession
\ol. 3, No. 4 (January 1997)

Educational attainment — a key to autonomy and
authority in the workplace
\Vol. 4, No. 1 (May 1997)

Youth employment: A lesson on its decline
\ol. 5, No. 3 (March 1999)

Technology and learning

Occupationa training among unemployed persons
\Vol. 1, No. 1 (April 1994)
An overview of trade/vocational and preparatory
training in Canada
\Vol. 1, No. 1 (April 1994)

Adult Education and Training Survey: An overview
\ol. 1, No. 3 (October 1994)

Women in registered apprenticeship training programs
\ol. 1, No. 4 (December 1994)

Adult education; A practical definition
\ol. 2, No. 1 (March 1995)

Survey of private training schools in Canada, 1992
\ol. 2, No. 3 (September 1995)

The education component of the National

Longitudinal Survey of Children and Youth
\ol. 3, No. 2 (July 1996)

Computer literacy — a growing requirement
\ol. 3, No. 3 (October 1996)

International survey on adult literacy
\ol. 3, No. 4 (January 1997)

The National Longitudinal Survey of Children and
Youth, 1994-95: Initial results from the school
component

\ol. 4, No. 2 (September 1997)

Third International Mathematics and Science Study:
Canadareport, Grade 8
\ol. 4, No. 3 (February 1998)

Science and technology careersin Canada: Analysis
of recent university graduates
\ol. 4, No. 3 (February 1998)

Intergenerational education mobility: An international
comparison
\ol. 5, No. 2 (December 1998)

A profile of NLSCY schools
\ol.5, No. 4 (July 1999)

Parents and schools: The involvement, participation,
and expectations of parents in the education of their
children

\ol.5, No. 4 (July 1999)

Academic achievement in early adolescence: Do
school attitudes make a difference?
\ol. 6, No. 1 (October 1999)

How do families affect children’s success in school ?
\ol. 6, No. 1 (October 1999)

Neighbourhood affluence and school readiness
\ol. 6, No. 1 (October 1999)

Diversity in the classroom: Characteristics of
elementary students receiving special education
\ol. 6, No. 2 (January 2000)

Children’s school experiencesin the NLSCY
\ol. 6, No. 2 (January 2000)
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Parental involvement and children’s academic
achievement in the National Longitudinal Survey
of Children and Youth, 1994-1995

\ol. 6, No. 2 (January 2000)

From home to school: How Canadian children cope
\ol. 6, No. 2 (January 2000)

Accessibility

Theincrease in tuition fees: How to make ends meet?
\ol. 1, No. 1 (April 1994)
University enrolment and tuition fees
\ol. 1, No. 4 (December 1994)
Financial assistance to postsecondary students
Vol. 2, No. 1 (March 1995)
Student borrowing for postsecondary education
\Vol. 3, No. 2 (July 1996)
Job-related education and training — who has access?
\ol. 4, No. 1 (May 1997)
Financing universities: Why are students paying
more?
\ol. 4, No. 2 (September 1997)
Student debt from 1990-91 to 1995-96: An analysis
of Canada Student L oans data
\ol. 5, No. 4 (July 1999)

Alternative forms of education delivery

Private elementary and secondary schools
\ol. 1, No. 1 (April 1994)

Distance learning — an idea whose time has come
\ol. 2, No. 3 (September 1995)

Proprietary schools in Canada
\Vol. 3, No. 1 (May 1996)

A profile of home schooling in Canada
\ol. 4, No. 4 (May 1998)

Distance education: Reducing barriers
\ol. 5, No. 1 (August 1998)

Teacher issues

Part-time university teachers. A growing group
\ol. 1, No. 3 (October 1994)

Teacher workload in elementary and secondary schools
\ol. 1, No. 3 (October 1994)

College and Related Institutions Educational Staff
Survey
\Vol. 2, No. 1 (March 1995)

Cumulative Index

Employment income of elementary and secondary
teachers and other selected occupations
\ol. 2, No. 2 (June 1995)

Renewal, costs and university faculty demographics
Vol. 2, No. 3 (September 1995)

Teacher workload and work life in Saskatchewan
\ol. 2, No. 4 (January 1996)

Are we headed toward a teacher surplus or ateacher
shortage?
\ol. 4, No. 1 (May 1997)
Status of women faculty in Canadian universities
\ol. 5, No. 2 (December 1998)

Student participation and performance

Increases in university enrolment: Increased access or
increased retention?
\ol. 1, No. 1 (April 1994)

Enrolment changes in trade/vocational and
preparatory programs, 1983-84 to 1990-91
\ol. 1, No. 1 (April 1994)

Two decades of change: College postsecondary
enrolments, 1971 to 1991
\ol. 1, No. 2 (July 1994)

Predicting school |eavers and graduates
\ol. 1, No. 2 (July 1994)

University enrolment trends
\ol. 2, No. 1 (March 1995)

Tracing respondents: The example of the School
Leavers Follow-up Survey

\ol. 2, No. 2 (June 1995)
College and related institutions postsecondary
enrolment and graduates survey

\ol. 2, No. 4 (January 1996)
Graduation rates and times to completion for doctoral
programsin Canada

\ol. 3, No. 2 (July 1996)
The class of 90 revisited: 1995 follow-up of 1990
graduates

\ol. 4, No. 4 (May 1998)
Getting ahead in life: Does your parents education
count?

\ol. 5, No. 1 (August 1998)

Determinants of postsecondary participation
\ol. 5, No. 3 (March 1999)
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Cumulative index

Foreign students and marketing of Education data sources
education internationally An overview of elementary/secondary education data
International studentsin Canada sources
\ol. 3, No. 3 (October 1996) \ol. 1, No. 2 (July 1994)
Handbook of Education Terminology: Elementary
Satisfaction and Secondary Levels

\ol. 1, No. 4 (December 1994)
Attitudes of Bachelor’'s Graduates towards their
Programs
\ol. 1, No. 2 (July 1994)
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