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The home literacy environment has been shown to be crucial to young
children’s academic achievement and social skills. This study examines the
longitudinal effects of home-based literacy related activities on children’s academic
achievement test scores and social skills from kindergarten up to 5" grade.

To conduct this study, data from the Early Childhood Longitudinal Study —
Kindergarten Class of 1998-99 (ECLS-K), provided by the U.S. Department of
Education, were utilized. Children with at least one immigrant parent were
categorized according to their mother’s country of origin: South America, Mexico,
Caribbean/Central America, East Asia, Southeast Asia, other countries, and the U.S.
(with a foreign-born father). Using a latent difference score model, parental
involvement and reading activity at home were linked to children’s academic
achievement test scores and social skills at kindergarten, along with changes in scores
between each time point.

Results of analyses suggest that boys benefit more from parents’ involvement
at home than do girls. Both boys’ and girls’ independent reading appear to be strongly

linked to developing strong reading and math skills. More parental involvement and



their independent reading benefited boys’ self-control and interpersonal skills, but it
did not have that benefit for girls. In addition, there were substantial differences in the
effects of parental involvement and children’s reading activity on children depending
on mother’s country of origin. The reading and math score of children of East Asian
and Southeast Asian mothers benefited from their independent reading activity,
whereas the scores of children of Latin-origin mothers benefited from both parental
involvement at home and reading activity. For children of Mexican and
Caribbean/Central American descent, especially, parental involvement had a
continuing significant effect on math and reading scores up to 5" grade. Similarly,
compared to other immigrant groups, the social skills of Latin American-origin boys
were influenced more by parental involvement at home, and those of Southeast

Asian-origin boys were influenced more by reading time at home.



THE HOME LITERACY ENVIRONMENT AND CHILD DEVELOPMENT:
ACADEMIC ACHEIVEMENT AND SOCIAL SKILLS OF CHILDREN IN
IMMIGRANT FAMILIES.

By

Ui Jeong Moon.

Dissertation submitted to the Faculty of the Graduate School of the
University of Maryland, College Park, in partial fulfillment
of the requirements for the degree of
Doctor of Philosophy
2012

Advisory Committee:

Professor Sandra L. Hofferth, Chair
Professor Mia Smith Bynum
Professor Natasha J. Cabrera
Professor Gregory R. Hancock
Professor Stephanie K. Grutzmacher



© Copyright by
Ui Jeong Moon
2012



Acknowledgements

Turning the last page of one of the most important chapters in my life, |
realize once again how blessed | am to have these many beautiful people around
helping me. | want to make sure their names are acknowledged in one of the proudest
piece of my work.

Most of all, I would like to gratefully acknowledge my advisor, Dr. Sandra L.
Hofferth, for all the support and guidance during my graduate study. I can never
emphasize good enough about how grateful I am for her encouragement and teaching,
and what a great positive influence she has made on me as a scholar. She is one of the
greatest dedicated teachers that | am so fortunate to meet in one of the most important
times in my life. I am certain that my future journey and success in life and work will
live on the lessons that she has given me.

I have met many great teachers in beautiful College Park campus. | would like
to thank my certificate program advisor, Dr. Gregory Hancock, for helping me a lot in
the classrooms and the course of preparing dissertation. The certificate program and
his advising prepared me very well to a scholar of high caliber. I am very grateful to
all the faculty members who served in my dissertation committee, Drs. Mia Bynum,
Natasha Cabrera, and Stephanie Grutzmacher, for their time and help in the final
milestone of putting a big dot in my graduate study. Dr. Elaine Anderson, the
fabulous department chair, and Dr. Jinhee Kim always cared and encouraged me
throughout the graduate study.

My sincere thanks should also go to Tanya Jarvik, Carol Fowler and Dave

Evers, and my classmates, Ada Determan, Damian Water, Tiffani Stevenson,



Yoonjeong Kang and Sarah M. Hensler, who understood all the pressures that we
were under and was always willing to share the fun. Especially, | would like to thank
Laurén Doamekpor, whose years of friendship helped me keep sane during those
times in graduate school. I also would like to thank my cherished friends on the other
side of the globe: Hyoseon Kim, Yoonjoo Lee, and Xuan Huang.

And many thanks to all the staff at MPRC who helped me work efficiently
and comfortably: Barbara Hillinger, William Fennie, Sarbartha Bandyopadhyay,
Tiffany Pittman, and Yeats Ye.

The love of my family always makes me feel complete. | want to thank my
parents, Byungsik Moon and Kwangja Kim, for their support and unconditional love.
I would not be where | am today without them. I also thank Hyun Jeong Moon, my
sister, mentor and the best friend forever, and my lovely nephew, Je Young. Finally,
but most importantly, | would like to thank, my husband, Yeon Ho Kim, whose love,

support, and encouragement | know will persist forever.



Table of Contents

ACKNOWIBAGEMENTS ... I
TabIe OF CONTENTS.....oviiiiiiicieee ettt ne e iv
IS A0 B 1= o] 2SR vi
LISt OF FIQUIES .ttt b e reeae e e s reene s viii
Chapter 1: INTrOQUCTION .......oouiiieic e 1
Chapter 2: Theoretical Framework and Literature REVIEW ..........cccccevvevviiieieerieennenn, 3
Theoretical framework: Ecological perspective ..........ccceveierenenineninieieieeee 3
Home literacy environment and culture: Macrosystem-level.............cccocvevvvveninenee. 4
Home literacy environment and gender: Macrosystem-level .............cccccooiennnne. 9
Home literacy environment and child outcomes: Microsystem-level .................... 10
Home literacy environment and child academic achievement .............c..ccccccveenee. 12
Home literacy environment and children’s social SKillS..........c.ccccoeveieiiiiiiciiennns 15
Other significant factors to be considered ..., 16
SOCIOBCONOMIC STATUS......viitiiieiieieie ettt 16
FaMITY STIUCTUIE ... e 18
The 10cale OF FESIABNCE ......cvviieiieee e 18
GaPS IN e TIEEIATUIE ... 18
Chapter 3: Research Questions and HypOtheses...........cccvvveieeienieeiieere e 20
Chapter 4: MEthOGS. .......c.ooiiie et ne s 24
DAL ... 24
SAMIPIE. ettt n e be e nre s 25
Review of rationale for grouping immigrant families. ..........c.cccooevviiiiicieccienenn, 27
IMIBASUIES ...ttt b e bt e b e e st e s b e e nnne s 32
Dependent Variables. ..........ooveiiiieiiece e 32
Independent VariabIes. ...........ooi i 34
CoNLrol VariabIES. .......ocuiiiiiiiiciee s 35
ANAIYSIS PIAN ... e 37
Human SUDJECt ProtECLION .......ccuveieiiece e 42
Chapter 5 RESUILS ..ot 44
SaAMPIE SEIECTION TEST......vieieeic e 44
DS CIIPEIVES. ...ttt ettt b ettt b ettt e e bt st e et re et e 47
Findings of home literacy environment OVer time..........cccevveieiieeinese s e 53
Testing of hypothesis 1: Home-based literacy related activities will decrease
over time from kindergarten to 5th grade. ........ccccovevveve s 53
Testing of hypothesis 2: The pattern of change in home-based literacy related
activities will differ by gender. ..........cooovoveii i 55
Testing of hypothesis 3: The pattern of change in home-based related activities
will differ across Immigrant groUPS. ......ccueveeveieereeiesieeseesee e s sree e 57
Findings related to academic achievement teSt SCOreS.........ccovvvrrerirrieeienieeneennnn, 60
Testing of hypothesis 4_a: Children’s reading and math test scores will increase
over time from kindergarten t0 5™ grade. ........o.cooveeueeeeeeeeeeeeeeeeeeeeeeeee e, 60
Testing of hypothesis 5_a: The pattern of the growth trajectory will differ by
0 1=] 0 To =T TSP RR 61



Testing of hypothesis 6_a: The pattern of the growth trajectory will differ across

IMMIGIANT GrOUPS. c.vvevierieiieesie e s e ste e se e te e ste et e e sreeae s e e sseeseeaneesreeneesseenneans 63
Testing of hypothesis 7_a: The home literacy environment will be associated
with higher reading and math teSt SCOIES. ........ccvvevivriierieeieiieere e 70
Testing of hypothesis 8 a: The association with the home literacy environment
Wl differ DY geNder........cov oo 76
Testing of hypothesis 9_a: The association with the home literacy environment
Will differ across IMmmigrant groUPS........cueoeeiereereeresieeseesiesee e e eesreesreenaes 81
Findings related to SOCIal SKillS...........coiiiiiiiiiie e 97
Testing of hypothesis 4_b: Children’s self-control and interpersonal skills will
INCIEASE OVEN THMIE. ..euiiiiiiiiie ettt sttt bbbt e e sreenee e 97
Testing of hypothesis 5_b: The pattern of the growth trajectory will differ by
0 1=] Lo =T PRSPPI 97
Testing of hypothesis 6_b: The pattern of the growth trajectory will differ across
IMMIGIANT GIOUPDS. .ttt sttt st et e st eeneesteentesneenae e 99
Testing of hypothesis 7_b: The home literacy environment will be associated
with better self-control and interpersonal skillS............cccooiiiiiiiiinicee, 103
Testing of hypothesis 8 b: The association of social skills with the home literacy
environment Will differ Dy gender. ... 107
Testing of hypothesis 9_b. The association with the home literacy environment
will differ across IMmmigrant groUPS. ......c.ooeereerierieereenie e e 111
Findings regarding association OVEr tIME ..........ccccvvieiieresiie s 126

Testing of hypothesis 10: The association of the home literacy environment with
children’s academic achievement and social skills will be stronger during the

earlier time period than during the later time period. ..........c.cccoceviiiiiinninnns 126
Testing of hypothesis 11: The time period during which the association of the
home literacy environment is stronger will differ by gender...........c..c...c......... 127

Testing of hypothesis 12: The time period during which the association of the
home literacy environment is stronger will differ across immigrant groups.... 128

Chapter 6: DISCUSSION .....ccuviuieiiiiiieite sttt sttt bbb 130
SUMMary of fINAINGS........ooiiiece e 130
DiSCUSSION OF FINAINGS.....c.viiviiiiiiiieieeee s 133

Research question 1: Parental involvement and child’s reading activity in
IMMIGrant fTamilieS. ......oovoiiiii e 133
Research question 2: Longitudinal trajectory of academic achievement test
scores and social skills of children in immigrant families over time................ 135
Research question 3: The association of parental involvement and child’s
reading activity with academic achievement and social skills.......................... 138
Research question 4: Different associations over time. ........c.cccceeevvvevvececnnenn, 142
Significance Of thiS STUY .........ccooiiiiiiiiee e 145
LIMIEALIONS ...ttt bbbttt sttt ens 147
Suggestions for further reSearch ..., 149
Implications for research, policy, and practice ...........ccccooevveevieivesccsie e, 150
LO00] 0] 111 [ o SRR 153
APPENTIX A ettt et e e ra e re e reareenreerenres 155
L E (=] =] 0TSSR 156



List of Tables

Table 1. Regressions of Child Outcomes on Mother’s Nativity ............cccccevvevvenenne. 46
Table 2. Weighted Means and Standard Deviations of Outcome and Background
Variables, All Children and by Gender...........ccccceiieiieii i 49
Table 3. Weighted Means and Standard Deviations of Outcome and Background
Variables by IMmigrant GrOUPS........cc.civeieiieieeie et 51
Table 4. Weighted Means, Standard Deviations, and Intercorrelations of Home
Literacy Environment, All Children ..........cccoov o, 54
Table 5. Weighted Means, Standard Deviations, and Intercorrelations of Home
Literacy Environment DY GeNEr...........coviieiieiieiieciese e 56
Table 6. Weighted Means and Standard Deviations of Home Literacy Environment
Variables by Immigrant GroUPS........ccceiveieiieie e 59
Table 7. Means and Variances of Latent Factors of Academic Achievement, All
Children and DY GENAEN ........ccviiiiieci e 62
Table 8 a. Means and Variances of Latent Factors of Academic Achievement by
IMIMIGIANT GIOUDS ...c.veeieeiectie st eie ettt ettt te et e s e be e e e sreesreenaesneesnaenneanee e 67
Table 8_b. Summary of Significant Differences in the Mean and Variance of Latent
Variables across Immigrant groUPS ......cc.eeveeeeieereseeseeee e se e see e ae e e eee e 69
Table 9. Coefficients from the Structural Model of Reading Test Scores, All Children
..................................................................................................................................... 72

Table 10. Coefficients from the Structural Model of Math Test Scores, All Children75
Table 11. Coefficients from the Structural Model of Reading and Math Test Scores by

(€710 < SRRSO RTROPPRRPR 80
Table 12. Coefficients from the Structural Model of Reading Test Scores by
IMMIGrant GrouUPS, BOYS........oiiiiiie et 85
Table 13. Coefficients from the Structural Model of Math Test Scores by Immigrant
GIOUPS, BOYS. ..ttt ettt b et e b e ab e beesnn e re e 88
Table 14. Summary of Significant Differences in the Association with Boys’
Academic Achievement across Immigrant GroUPS ........cceveererienieeneniie e 89
Table 15. Coefficients from the Structural Model of Reading Test Scores by
IMMIGrant Groups, GIFlS........ccooiie e 92
Table 16. Coefficients from the Structural Model of Math Test Scores by Immigrant
(€] o100 ST 1] TSP PTUR RPN 95
Table 17. Summary of Significant Differences in the Association with Girls’
Academic Achievement across Immigrant GroUPS ........cceveererienieeneniie e 96
Table 18. Means and Variances of Latent Factors of Social Skills, All Children and
[0 110 To T PR RTURRPR 98
Table 19_a. Means and Variances of Latent Factors of Social Skills by Immigrant

LG (o110 L TP U PP TR PP 100
Table 19 _b. Summary of Significant Differences in the Mean and Variance of Latent
Variables across Immigrant GrOUPS. ........ccueueieereriesieniieeesieesieeie e sieenee e sieeneens 102
Table 20. Coefficients from the Structural Model of Self-control, All Children ..... 104
Table 21. Coefficients from the Structural Model of Interpersonal Skills, All Children
................................................................................................................................... 106
Table 22. Coefficients from the Structural Model of Self-control and Interpersonal
SKIIS DY GEBNUEN .....c.eeeee ettt e e eree s 110



Table 23. Coefficients from the Structural Model of Self-control by Immigrant

GrOUPS, BOYS. .. ittt ettt sttt sbb e e e b e e e nbr e e rre e 114
Table 24. Coefficients from the Structural Model of Interpersonal Skills by Immigrant
GrOUPS, BOYS. .. ittt sttt snb et rre e 118
Table 25. Summary of Significant Differences in the Association with Boys’ Social
SKills across IMmIgrant GrOUPS.......ccueiveieerieiieseeie e siee e eesreeste e e e sreesaesreesseens 119
Table 26. Coefficients from the Structural Model of Self-control by Immigrant

(€] o1 01T ] USRS 121
Table 27. Coefficients from the Structural Model of Interpersonal Skills by Immigrant
(€] o100 1S ] USSR 124
Table 28. Summary of Significant Differences in the Association with Girls’ Social
SKills across IMmIgrant GrOUPS........cueieeirerieiieeseeie e seesie e e ste e e e esaesreesseens 125

vii



List of Figures

Figure 1. Reading and Math Test Scores of Children in Latino Immigrant Families. 30
Figure 2. Reading and Math Test Scores of Children in Asian Immigrant Families.. 31
Figure 3. Latent Difference Score Models of Reading and Math Test Scores............ 38
Figure 4. Structural Latent Difference Score Model ............ccooveveiiiiiiiiciciieiee, 40

viii



Chapter 1: Introduction

Currently, nearly one in four U.S. children under the age of 18 is an
immigrant or the child of immigrant parents (Child Trends, 2010). Thirty-six percent
of immigrant children are being raised in households that use a language other than
English, and 27 percent of immigrant children live in poverty (Child Trends, 2010),
factors that lead to a heightened risk of being unprepared for and performing poorly
in school (Fortuny, Herandez, & Chaudry, 2010). However, these children’s
educational outcomes have often been observed to vary, depending on their parents'
country of origin. Children of Asian immigrants appear to have better educational
outcomes, for example, whereas Mexican and Caribbean immigrant children have
worse educational outcomes (Harris, Jamison, & Trujillo, 2008).

In an effort to identify factors that contribute to the observed educational gaps
between different immigrant groups, this study focuses on the effects of the home
environment on children in immigrant families. Researchers have recognized that the
home literacy environment is crucial to children’s success in school (Auerbach, 1989;
Lareau, 1990; Ogbu, 1983). However, there is little research on children in immigrant
families, and even less that examines the effects of the home literacy environment
over the course of their development. How do immigrant parents use their home
environment to further their child's education? Considering the fact that not all
immigrant groups value and use home resources equally, how much variation is there
in the home literacy environment, and its effects on children, among different ethnic
immigrant groups? In addition, is the home literacy environment less influential on

children as they grow older, as seems to be the case among children of U.S.-born



parents (Davis-Kean, 2005)? Some cultures expect children to be more responsible
for meeting their parents’ expectations and exemplifying family values as they grow
older (Markus & Kitayama, 1991; Szapocznik & Kurtines, 1993), whereas other
cultures, e.g., European American, expect older children to be more independent and,
therefore, demonstrate a greater respect for the child’s own interests (Delgato-Gaitan,
1994; Le & Stockdale, 2005). Thus, the continuing effects of the home literacy
environment on children may vary, depending on cultural affiliations. If so, does this
variation help explain academic achievement gaps between different ethnic
immigrant groups?

In order to answer these questions, this study uses the ecological perspective
to examine the effects of the home literacy environment on children in immigrant
families. Children’s academic skills in language and mathematics were examined
together as indicators of their achievement; children's social and emotional skills, e.g.,
self-control and interpersonal skills, which are important antecedents to school

success (Barnett, 1995), were also examined.



Chapter 2: Theoretical Framework and Literature Review

Theoretical framework: Ecological perspective

This study adopts Bronfenbrenner’s ecological perspective to understand the
influence of the home literacy environment on children, possible differences in the
home literacy environment across immigrants of different ethnic origin, and changes
in the home literacy environment over time.

The holistic and contextual nature of the ecological perspective has provided a
foundation for developing the research questions and hypotheses for this study and
organizing the influencing factors pertinent to child development. Bronfenbrenner
(1986) viewed behavior as a function of interactions between the person and the
environment. The ecological perspective emphasizes that the social contexts in which
a person is embedded make significant contributions to development, and that these
influences have a persistent effect on future outcomes and development
(Bronfenbrenner, 1986; Jessor, 1993).

A child's environment consists of nested systems that have bi-directional
influences within and among systems. These are labeled as micro-, meso-, exo-, or
macrosystem, according to their place in the hierarchy. The microsystem is a person’s
experience of direct activities and interactions within a particular setting, such as
home or school. The mesosystem includes the interrelations between two or more
microsystems — for example, the way in which school exams influence a child's study
time at home. Research that examines a mesosystem-level influence provides
information not only about the context in which a child is actively involved, but also

about the immediate environments that impact interactions occurring within the
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setting. The exosystem consists of settings that have indirect effects on a person. For
example, a parent’s workplace is not a setting in which a child is actively involved,
but it may still affect the child indirectly, through the parent's experiences there. The
macrosystem is the ideological system or set of beliefs that layers over the other three
ecosystems. Gender, political ideology, religion, socioeconomic status, and ethnicity
are generally regarded as macro-level influences.

The ecological perspective provides both breadth and depth of understanding
when studying child development and the multiple contextual factors that affect
developing children. This study examined aspects of children’s microsystem that
might be influenced by macrosystem-level factors. At the microsystem level, the
home literacy environment was examined as a factor that has an influence on
children’s achievement. At the macrosystem level, how the home literacy

environment differs by ethnic group and gender was examined.

Home literacy environment and culture: Macrosystem-level

Ecological theory suggests that child development is affected by the social
and cultural context in which the individual is situated. Parents’ socioeconomic status
and cultural values regarding their children’s educational environment determine their
children’s opportunities in daily life, including the types of activities in which they
engage (Hofferth, 2010) and the quantity and quality of the educational materials
available to them at home. This means that variations in learning opportunities may
occur within the home setting as well as at school. The home setting provides
children with various opportunities to observe, experience, and practice skills for use

in the real world (Lareau, 1989). Although all parents may desire their children’s



success in life, parents’ behaviors and practices can differ markedly. According to
Rogoff (1990), children’s experiences and parent-child interactions vary depending
on what activities the family considers to be culturally and socially valued. In other
words, differences in children’s activities reflect differences in traditions and values
held by the parents. Therefore, to understand the effect of the home literacy
environment, differences across cultural contexts should be considered. Okagaki and
Sternberg (1993) found that parental values among the immigrant parents of first and
second graders differed from those of Anglo-American parents. Parents from
Cambodia, Mexico, the Philippines, and Vietnam rated developing conformity in
their children as being more important than developing autonomous behaviors,
whereas American-born parents most valued developing autonomy. Compared to
their non-immigrant counterparts, immigrant parents gave higher ratings to non-
cognitive skills (motivation, self-management, and social skills) than to cognitive
skills (problem-solving, verbal skills, and creativity) when asked to rate their
importance in child development. Children of immigrant parents who placed the
highest value on conformity exhibited lower language, reading and math test scores.
Slaughter (1987) reviewed literature about the home environment and
academic achievement of African American children and found that their parents'
different viewpoints on children made for a different set of home literacy
environments than those found in the White majority. Even though young African
American children received much affective attention from adults, these children had
little opportunity for verbal interactions with parents because of adults’ point of view

on child rearing: they felt that children should be seen and not heard (p. 7). Children’s



entering adults’ conversation was regarded as impolite, and there were fewer child-
centered conversations between parents and children observed in the home. This
home atmosphere appeared to be less supportive in terms of children’s developing
literacy and communication skills.

Schneider and Lee (1986) examined the cultural differences in the value
placed on education between 46 East Asian and 49 Anglo students and the resulting
effect on their academic performance. Their reason for selecting East Asian students
was that the sociocultural characteristics of this group are presumably somewhat
unique: as voluntary immigrants who wanted a better quality of life, East Asian
parents may place a higher value on education, and this distinctive attitude may be
related to higher academic achievement among their children relative to children from
other ethnic groups. Using ethnographic interviews and observations of sixth- and
seventh-grade students, along with information provided by their parents and
teachers, these researchers found that East Asian parents did indeed place a greater
value on education. But their high expectations alone did not account for their
children’s higher academic achievement. Rather, East Asian parents devoted more
time to helping their child succeed by means of carefully structured academic-related
activities at home.

According to the ecological perspective, it is a natural part of child
development for children to extend their living domains as they grow older. However,
the expectations and demands along this developmental path vary depending on the
culture to which people belong. For example, European/American culture places a

greater value on independence and self-reliance for optimal child development



(Delgato-Gaiten, 1994). Expanding the child’s contacts to include not just family
members but also peers is regarded as crucial for developing autonomy, self-
confidence and independence (Elder, 1986). Parents expect increasing detachment
and separation from family as their children mature (Le & Stockdale, 2005). This
may mean that home-based activities become less important and also less beneficial
for older European and American children, and that the out-of-home environment
becomes a bigger, more important part of their lives. Meanwhile, parents from Latin
or Asian cultures expect their children to take on more responsibilities and to develop
an increased sense of familial obligation as they mature (Kim, 2005; Fuligni, Tseng,
& Lam, 1999). The effects of parental expectations and the home environment often
grow stronger over the course of childhood in these families. Children in Latin/Asian
immigrant families also tend to interpret their parents’ tight control over daily
activities as warmth and acceptance (Kim, 2005; Lau & Cheung, 1987), which
benefits their school performance (Chao, 2001). In these immigrant families, then, the
home literacy environment may have continuing effects on children as they grow
older, and this influence is expected to be positive.

In sum, previous research findings show that immigrant parents, who have
different experiences and values than the general population, may hold different
educational beliefs and engage in different parenting practices. And these differences
are linked to aspects of the child’s home environment, such as educational materials
and cognitively stimulating parenting practices. In addition, depending on the culture
the family holds, the effect of the home environment on children’s academic

achievement may be operative for a greater or shorter duration; for example, the



effects of the home literacy environment may last until late childhood in some groups,
whereas it may well be observable only in younger children in other groups. In other
words, distinguishing immigrant families from U.S.-born American families, and
further distinguishing among different immigrant groups, is important in
understanding the nature of the home literacy environment and its effect on children.
It is also important to ensure that ethnic immigrant groups that share a language, have
similar economic backgrounds, and hold collective cultural values on child-rearing
and education are grouped together (Ogbu, 1983; Schneider & Lee, 1986). For
example, Asians can be divided into East Asian and Southeast Asian groups; East
Asians are generally characterized as “model minorities” and outperform Southeast
Asians in academic achievement test scores (Kao, 1995). Chao and Tseng (2002)
reviewed Asians' parenting practices and their effects on children, and described the
main difference between these two Asian groups in terms of children's achievement:
East Asian parents had higher parental expectations (e.g., disappointment over their
child not getting a high grade on a test) compared to Southeast Asian parents, and
these expectations were positively associated with the academic achievement of
students in elementary school and middle school. In a similar vein, Mexican-origin
families are distinct from other Latino immigrant groups in terms of familial
background and child educational outcomes. Among racial/ethnic minority parents
raising young children in America, Mexican-origin parents were less likely to be
proficient in English and more likely to have low socioeconomic status than those
from other Latino countries (Cabrera, Shannon, West, & Brooks-Gunn, 2006).

Mexican-origin immigrant mothers were less sensitive and responsive to fostering



their young children’s cognitive and socioemotional growth than were other mothers
of Latin American origin, which was closely related to young children’s mental and

motor development (Cabrera, Shannon, West, & Brooks-Gunn, 2006).

Home literacy environment and gender: Macrosystem-level

Gender gaps in the domain of academic success and socioemotional behaviors
have been observed. The pattern that girls perform better in reading and boys do
better in math was consistently observed in U.S. children (Perie & Moran 2005). And
girls exhibit better social skills than boys, a pattern that begins in early childhood and
persists into the pre-school and elementary school years (Entwisle, Alexander, &
Olson, 2007).

Andre and his colleagues (1999) identified parents’ stereotypes about the
differences between boys and girls in the educational domain using a sample of
parents of fourth grade children. These parents tended to view math as more
important for sons, and language skills and reading as more important for daughters.
They were more likely to expect and encourage their sons to do better in mathematics
and science than they were to encourage their daughters in these subjects (Eccles,
Jacobs, & Harold, 1990). Davis-Kean (2005) studied 868 8-12-year-old European
American and African American children and found gender differences in children’s
achievement and reading behaviors at home. Girls from both groups showed a higher
level of engagement on a reading activities scale that was composed of two items
reported by the parents: frequency of reading for enjoyment and number of books the
child has. They also showed higher scores on reading than did boys. Child gender

difference in interactions with parents was observed in a review of literature on this



topic (McHale, Crouter, & Whiteman, 2003); parents used more supportive speech
with girls than with boys, and more directive speech with boys than with girls. At
home, children often choose sex-typed activities. For example, girls are significantly
more likely to do school work and communicate with others on the computer,
whereas boys are likely to use the computer to play games (Hofferth, 2010; Louie,
2003).

In sum, depending on child gender, there are different children’s outcomes,
parental expectations in the domain of children's academic success, parental attitudes
about interacting with children, and sex-typed activities identified when children were
allowed to choose what they did. Thus, it is essential to examine gender differences in
the home literacy environment if we wish to understand the effects on child

outcomes.

Home literacy environment and child outcomes: Microsystem-level

Britto and Brooks-Gunn (2001) identified three dimensions of the family
literacy environment: language and verbal interactions, learning climate, and social
and emotional climate. The dimension of language and verbal interactions is based on
the child’s exposure to and use of decontextualized language skills, which is the
ability to talk about ideas and nonpresent objects or events. Children who were
exposed to more literacy-related interactions, such as talking about a past event or
participating in a mealtime conversation, used decontextualized language more often
than those who had fewer literacy experiences. The learning climate consists of the
presence and availability of, and access to, printed matter in the home. Parents’

interactions with the child using printed materials are more likely than direct skill
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instruction to lead to the child’s more positive attitude toward reading and to better
reading skills. The social and emotional climate refers to emotional warmth and
motivational support in the home during the child’s literacy-related activities. All of
these family literacy environment dimensions were significantly associated with
better language skills and school readiness in young children of less educated African
American mothers. The aspects of the home literacy environment in which parents
are directly involved have positive effects, and this is consistent with the ecological
perspective: children are not the recipients of what goes on in their environments;
rather, children interact with their environment. When it comes to developing
children’s knowledge and skills, the environment requires the child to actively
interact with his or her parents. Children develop their skills in the presence of
educational materials and their parents, who have facilitated the availability of those
materials. The notion that children interact with their environment also suggests that
the patterns and associations between children, parents, and environment may change
over time as the dominant environment for children changes (e.g., the primary
domain in early childhood is home and parents, whereas for older children, it is
school and peers).

This study borrows the concept of the learning climate dimension from Britto
and Brooks-Gunn (2001). Factors available in the data that represent the presence of
literacy-related experiences and interactions with parents in the home were examined
as factors comprising a home literacy environment. Also, changes in the home
literacy environment over time during children’s middle childhood and early teenage

years were examined.
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Home literacy environment and child academic achievement

Research has consistently supported the idea that the home literacy
environment has a significant positive effect on children’s achievement. The effect on
children’s oral language development, better phonological skills, and print awareness
is strong, as the home literacy environment involves interactions with parents through
written materials and verbal contact (Burgess, et al., 2002; Senechal & Lefevre,
1996). Especially for young children, home literacy activities, including telling stories
to the child, singing songs together, doing arts and crafts together, and visiting
libraries, all significantly contribute to the child’s cognitive development (Nord,
Lennon, & Liu, 1999). Children’s mathematical skills are also found to be affected by
the home literacy environment (Lin, 2003). Literacy-related activities often involve
number-related activities, too. For example, children may be able to learn math skills
from the behaviors of turning pages, counting animals/persons or events in a book or
conversation, counting scores for games, and remembering past events.

Farver and others (2006) measured parents' involvement in the literacy of 122
Latino children aged 3-4 by asking questions about the frequency of various
activities, such as reading to the child, library visits, teaching the alphabet, playing
rhyming games, and pointing out words. They found that parents’ more direct
involvement in, and encouragement of, literacy-related activities at home was
associated with children’s better receptive vocabulary scores.

Lin (2003) documented the effect of the home literacy environment on
kindergarteners using a national sample of 16,083 children from the Early Childhood

Longitudinal Study-Kindergarten class; both the home literacy environment and
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home cognitive stimulation were significantly associated with kindergarten children’s
better reading and math test scores. Home resources, e.g., parental interactions and
educational materials, were particularly beneficial for racial/ethnic minority children
and those in low-income families.

Foster and others (2005) examined 325 Head Start Program children. The
home learning environment was constructed using the following items: frequency of
reading to child, interpersonal interactions at home (e.g., singing a song, playing
games, and helping with arts and crafts), library visits, and the availability of books
and reading materials in the home. Results showed that home learning experiences
enhanced children’s performance on the vocabulary test, phonemic awareness, and
language and literacy competence. Parents reading to the child, home literacy
activities, and more books and reading materials also appeared to mediate the
influence of low socioeconomic status on children’s language skills.

Crane (1996) used a National Longitudinal Survey of Youth (NLSY) sample
of 1,123 mothers and their children aged 5-9 years old to examine the effects of the
home environment on math achievement scores. This study used the Home
Observation for Measurement of the Environment (HOME) inventory (Caldwell &
Bradley, 1984), which measures the quality of the relation between parents and their
child, along with the number of stimulating toys and the quality of the physical
environment. He found that, among several familial background factors, the home
environment had the most significant impact on children’s math test scores. Children

who had never been read to by their parents had disproportionately lower math
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scores. The relationship between the family’s socioeconomic status and children’s
mathematics scores was attenuated by controlling for the home environment.

The Home Observation of Measurement of the Environment (HOME)
inventory was thoroughly and rigorously assessed in a special issue of Parenting in
2004, and it was determined that it provided meaningful subscales for children's
cognitive development (Linver, Brooks-Gunn, & Cabrera, 2004). Although the effect
of home based activities was not as strong for older children as it was for younger
children, there were still significant effects of direct verbal interaction with parents
and home-based activities provided by parents on increased vocabulary/verbal
knowledge, word recognition, and pronunciation ability for children in middle
childhood (Han, Leventhal, & Linver, 2004).

A more recent study by Davis-Kean and Sexton (2009) supported previous
research on the importance of factors in the home education environment, and also
extended an earlier finding that, among racial/ethnic minority families, reading
activities with parents at kindergarten continued to influence the reading and math
test scores of third-grade children.

Even though there are consistent findings that the environment outside the
home becomes increasingly more important as children grow older, a study
examining children’s daily activity patterns showed that activities structured by
parents were critical to children’s academic achievement from babyhood until the age
of 12 (Hofferth & Sandberg, 2001). Unsupervised activities that took place after
school hours had a detrimental effect on 10-12-year-old children’s overall school

performance in math, science, social studies, and language arts (McHale, Crouter, &
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Tucker, 2001). Thus, the home literacy environment is expected to have longitudinal

influences over the course of middle childhood.

Home literacy environment and children’s social skills

The home literacy environment benefits not only children’s reading and math
performance, but also their social skills. Children’s learning occurs through an
internalizing process that involves interpersonal interactions with persons, materials,
and the environment. In other words, when children develop knowledge and skills,
they achieve this through collaborating with others in various ways, not just because
knowledge was transmitted from adults or educational materials to the child
(Vygotsky, 1978). Therefore, through the home literacy environment, children’s
social skills can be expected to develop along with cognitive skills. Foster and others
(2005) noted that “children’s language competence is associated with better social
skills and emotional adjustment in that children who are able to communicate their
feelings, and to use language to direct their own and others’ behavior, are better able
to negotiate social situations and to regulate their own emotions” (p. 14-15). The
following is a discussion of the evidence from empirical research on the home
literacy environment and its effect on children’s social skills.

Foster and others (2005) found that the frequency of parents’ reading to child,
home literacy activities, and the availability of books and reading materials were
significantly associated with positive social functioning, e.g., making friends easily
and enjoying learning, and fewer behavior problems in their sample of 325 children
aged 3-6 in a Head Start program. The home literacy environment also appeared to

mediate the relation between family socioeconomic status and children’s social skills.
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This study suggested that parents who were socially and economically disadvantaged
need to be informed about how to structure their daily interactions with children and
the home environment so as to develop young children’s linguistic and social skills,
which are necessary for their later success in school.

Parents’ involvement in literacy-related activities at home was found to
promote positive social functioning among Latino children aged 3-4. Children with
more involved parents were more likely to exhibit behaviors such as beginning
conversations appropriately, volunteering to help their teacher, offering to help other
children, smiling at others, showing interest in others’ ideas, and having a sense of
humor (Farver, Xu, Eppe, & Lonigan, 2006).

Research on American children’s time use outside of school also confirmed
the benefit of a stimulating home literacy environment on children’s socio-emotional
behaviors. Well-structured activities that were appropriately monitored by parents or
adults were associated with decreased behavior problems (Hofferth & Sandberg, 2001;

McHale, Crouter, & Tucker, 2001).

Other significant factors to be considered

Socioeconomic status

Socioeconomic status, as represented by family income and parents' education
level, has been used as a characteristic determining financial ability and influencing
parents' desires for the types of experiences and opportunities available to children.
Children from a higher socioeconomic background outperform children from lower

socioeconomic backgrounds in both academic achievement and social skills (Brooks-
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Gunn, Duncan, & Britto, 1999; Entwisle & Alexander, 1990; Duncan, Yeung,
Brooks-Gunn, & Smith, 1998).

Alexander, Entwisle, and Bedinger (1994) found that parents' expectations of
their children vary depending on socioeconomic status. Using data from 790 4™ grade
children and their parents in the Baltimore area, these researchers suggested that
parents with a higher SES, who had themselves been successful in school and the
workplace, were more likely to structure appropriate activities for their children and
to provide tangible resources at home. In other words, children’s higher academic
achievement related to higher SES may be explained by the well-structured
environment provided by their parents. Britto and Brooks-Gunn (2001) also
supported the important role of parenting values; more educated mothers felt that they
were more self-empowered to assist their children’s education, and provided more
learning opportunities and emotional support in the home compared to mothers who
had not completed high school.

Davis-Kean (2005) studied the influence of parental income and education on
child reading and math test scores. A sample of 868 8-12-year old children was taken
from the 1997 Child Development Supplement of the Panel Study of Income
Dynamics. Significant relationships emerged between SES and child outcomes; these
relationships were mediated through the quality of home-based literacy-related
parenting behaviors. The mediating role of the home literacy environment between
family socioeconomic status and children’s reading and math scores was more
significant for African American children than it was for European American

children.
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Family structure

Family structure may also influence the home literacy environment. Children
who live in single-parent families are more likely to be in poverty and have higher
risk of developmental delays (McLoyd, 1990). Hofferth and Sandberg (2001) found
that American children under 13 years old in single parent families were less likely to
engage in structured activities such as reading than were children in two-parent
families. Single mothers and employed mothers have very limited time resources to
spend with their children on educational activities and interactions at home (Hofferth,

Shauman, Henke, & West, 1998).

The locale of residence

Neighborhood characteristics could affect children’s educational outcomes in
terms of providing more or fewer potentially cognitively stimulating amenities, such
as libraries and museums, depending on the size of the city. Froiland (2011) found
that parents in small town/rural neighborhoods were less likely to access community
educational amenities than were those in larger towns. Rural areas tend to have fewer
extracurricular activities and less center-based child care (Fuller, Holloway, & Liang,
1996). The neighborhood environment can affect the home environment, as parents in
small towns or rural areas may have a more difficult time obtaining the information

and materials they need to facilitate their children's educational activities.

Gaps in the literature

According to research findings, the home literacy environment has effects that

go beyond the child's acquisition of specific skills for reading, writing, and
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arithmetic: those learning processes occur through interactions between the child and
others, which means they are also significantly related to social skills. Some
researchers have argued that the benefit of the home literacy environment is more
salient for racial/ethnic minority children and those in families with a low socio-
economic status. However, there is little research focusing on children in immigrant
families, a socio-economically and linguistically disadvantaged population.
Additionally, most literature focuses on the influence of the home literacy
environment on young children. Even though children are expected to extend their
activity domains and experiences out of the home as they grow older, children are
still under parental influence whenever they are engaged in activities structured by
their parents. The effect of the home literacy environment may last longer for older
children in cultures that endorse parent-driven activities (Sy & Schulenberg, 2005).
However, there is a lack of research examining the effects of the home literacy
environment on children in immigrant families over the course of their development.

Therefore, to fill these gaps in the literature, this study examined changes in
the home literacy environment of children in immigrant families during the period
from kindergarten to fifth grade, documenting their longitudinal association with
changes in children’s academic performance and social skills. Concurrently, this
study looked at gender differences in the effects of the home literacy environment on
children in immigrant families. Given that not all immigrant groups value and use
home resources equally, this study also examined how much variation there is in the
home literacy environment, and its effects on children, among different ethnic

immigrant groups.
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Chapter 3: Research Questions and Hypotheses

The primary goal of this study is to examine the longitudinal effects of the
home literacy environment on children’s academic achievement and social skills in
immigrant families. In accordance with the ecological perspective this study adopts,
the longitudinal trajectory of microsystem-level influences — namely, the home
literacy environment and its relation to children’s academic achievement and social
skills — were examined. In addition, two macrosystem-level influences, gender and
mother’s country of origin, were investigated.

As a microsystem-level influence, children’s home literacy environment was
examined in terms of its effect on children’s reading and math performance and
interpersonal and self-control skills in school. This study investigated literacy-related
activities that might affect children’s academic performance and social skills.

This study also attempted to determine whether there was a difference in the
relation between the home literacy environment and children’s outcomes depending
on child gender and/or mother’s country of origin. To summarize, the research
questions and hypotheses are as follows:

Research question 1.

What is the longitudinal trajectory of the home literacy environment in
immigrant families over the time span starting kindergarten and ending in fifth grade?
Does it differ by gender and across immigrant groups?

Hypothesis 1. Home-based literacy related activities will decrease over time

from kindergarten to 5th grade.
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Hypothesis 2. The pattern of change in home-based literacy related activities
will differ by gender.

Hypothesis 3. The pattern of change in home-based literacy related activities
will differ across immigrant groups.

Research question 2.

What is the longitudinal trajectory of academic achievement test scores and
social skills of children in immigrant families over the time span starting in
kindergarten and ending in fifth grade? Does it differ by gender and across immigrant
groups?

Hypothesis 4_a. Children’s reading and math test scores will increase over
time from kindergarten to 5th grade.

Hypothesis 4_b. Children’s self-control and interpersonal skills will increase
over time from kindergarten to 5th grade.

Hypothesis 5_a. The pattern of the growth trajectory for reading and math test
scores will differ by gender.

Hypothesis 5_b. The pattern of the growth trajectory for self-control and
interpersonal skills will differ by gender.

Hypothesis 6_a. The pattern of the growth trajectory for reading and math test
scores will differ across immigrant groups.

Hypothesis 6_b. The pattern of the growth trajectory for self-control and

interpersonal skills will differ across immigrant groups.
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Research question 3.

Is the home literacy environment associated with children’s academic
achievement and social skills over the time span starting in kindergarten and ending
in fifth grade? Does it differ by gender and across immigrant groups?

Hypothesis 7_a. The home literacy environment will be associated with higher
children’s reading and math test scores.

Hypothesis 7_b. The home literacy environment will be associated with
higher levels of self-control and interpersonal skills.

Hypothesis 8_a. The association between the home literacy environment and
children’s reading and math test scores will differ by gender.

Hypothesis 8_b. The association between the home literacy environment and
levels of self-control and interpersonal skills will differ by gender.

Hypothesis 9_a. The association between the home literacy environment and
children’s reading and math test scores will differ across different immigrant groups.

Hypothesis 9 _b. The association between the home literacy environment and
levels of self-control and interpersonal skills will differ across different immigrant
groups.

Research question 4.

Avre there differences in the association of the home literacy environment with
academic achievement and social skills over childhood?

Hypothesis 10. The association of the home literacy environment with
children’s academic achievement test scores and social skills will be stronger during

the earlier time period than during the later time period.
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Hypothesis 11. The time period during which the association of the home
literacy environment is stronger will differ by gender.
Hypothesis 12. The time period during which the association of the home

literacy environment is stronger will differ across immigrant groups.
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Chapter 4: Methods

Data

This study uses data from the Early Childhood Longitudinal Study-
Kindergarten Class of 1998-1999 (ECLS-K), sponsored by the National Center for
Education Statistics division of the U.S. Department of Education (NCES 2006). The
participants in the ECLS-K study are children from both public and private schools
that attended either full-day or part-day kindergarten programs. The ECLS-K sampled
21,260 kindergarten children from over 1,000 schools, and had tracked the early
school experiences of these children through eighth grade by 2007. The survey
contains extensive information on children’s family background, teacher and school
characteristics, and test scores. Data collection for ECLS-K was conducted in the fall
and spring of kindergarten, spring of first grade, spring of third grade, spring of fifth
grade, and spring of eighth grade, with an additional sub-sample collection of around
30 percent of the original cohort in the fall of first grade. The original ECLS-K
sample was nationally representative of kindergarten students in America in 1998-
1999. The ECLS-K followed all children who remained in the same school, and also
children who transferred schools in first grade, third grade, fifth grade, or eighth
grade. The study accounted for these non-random data selection methods by applying
proper weights. In this way, findings can be representative of the national population.

The other participants in the ECLS-K include the children’s parents, teachers,
and school administrators. The parent interview consisted of background information
about the parents, such as education level, household income, place of birth, and

parental roles, along with information on the home environment, such as number of
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parents/siblings in the household and whether parents were biological or adoptive.
Teachers and school administrators provided information about the sampled child’s
academic performance and social skills, and about the school learning environment,
such as classroom curriculum, instructional practices, and school resources.

Direct cognitive assessments were conducted by a trained interviewer, who
measured the child’s knowledge and academic skills in reading, math, and science
subjects. Reading and math assessments were taken from kindergarten through eighth
grade and science assessments were taken in third, fifth, and eighth grade.

Children’s social-emotional skills were rated by teacher, parent and child
based on the Social Rating Scale (SRS). The components of the SRS included
approaches to learning, self-control, interpersonal skills, externalizing problems, and
internalizing problems. The first three indicators capture positive aspects of non-
cognitive traits, whereas the last two present problem behaviors. Teachers rated
children’s social behaviors at each round of data collection, while parents rated
children only in kindergarten and first grade, and the children rated themselves in

third, fifth, and eighth grade.

Sample

Among the six data waves available, this study uses four data waves for child
outcomes: fall kindergarten, spring first grade, spring third grade, and spring fifth
grade. The home literacy environment variables were drawn from three data waves:
fall kindergarten, spring first grade, and spring third grade. Families in which both
parents' countries of origin were identifiable were chosen from the initial sample of

21, 620 children. There were 10,234 families in which both parents were born in the
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U.S. or a U.S. territory; 408 families with a foreign-born mother and a U.S.-born
father; 469 families with a U.S.-born mother and a foreign-born father; and 2,334
families in which both parents were born somewhere other than the U.S. The current
sample is limited to immigrant families, which means at least one of the parents was
born somewhere other than the U.S. or a U.S. territory. Cases in which all variables
were missing have been excluded; therefore, the final sample size for analysis is
2,613. The immigrant groups were categorized primarily based on mother’s country
of origin. The rationale for grouping the families is described in the next paragraph
separately, along with a review of the relevant literature. South Americans (n=117)
include those from Argentina, Brazil, Chile, and Venezuela. Mexican-origin
immigrant families (n=787) are distinguished from other Latino-origin families.
Central American and Caribbean immigrants are grouped together (n = 292). East
Asians (n=232) include children of mothers who were born in China, Japan, India,
Hong Kong, or Korea; Southeast Asians (n=414) include children of mothers who
were born in Cambodia, Laos, Malaysia, or Vietnam. Children of mothers who were
born in Africa, Europe, the Middle East or the Oceania region are grouped together as
“other countries” (n=359). Families with a U.S.-born mother and a foreign-born
father (n=412) were also included in the analyses. These seven groups comprise the
immigrant groups in this study.

Cases that have missing data for some variables were included using full
information maximum likelihood estimation in the analyses. A base year weight of
C1PWO was used. It encompasses the four waves of assessment data and represents

the population of U.S. children who began kindergarten in 1998. The base year
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sampling weights adjust for differential selection probabilities and reduce bias
associated with non-response by adjusting for differential nonresponse (Tourangeau,
Nord, Le, Pollack, & Atkins-Burnett, 2006). A scale of cluster identification was
created with strata and PSU identifiers, and was used for adjusting clustered sample
problems in the analysis. ECLS-K sample children were clustered within primary
sampling units to reduce field costs; thus, children were in closer geographical
proximity than would occur in a simple random sample. Using cluster identifications
in the analyses, standard errors for estimates from a complex sample were accounted

for the within cluster as well as across cluster variation.

Review of rationale for grouping immigrant families.

As Portes and Rumbaut (2001) have emphasized, more studies have been
recognizing the importance of diversity within the immigrant population. Given the
consideration of within-group variability, this study divided immigrant families into
one of seven groups according to the mother's country of origin. The rationale for
using maternal nativity is that the divergence in academic performance observed
during the early elementary school period (kindergarten to third grade) in immigrant
families was better explained by maternal origin than by children’s immigrant
generational status (Glick & Hohmann-Marriott, 2007). The present study uses
mother’s national origin to examine possible diverging trends in children’s academic
performance and social skills, controlling for family socio-economic status (which
was not included as a variable in Glick and Hohmann-Marriott’s study). The other
reason for using mother’s country of origin was that this study focuses on home-

based activities, and most of the primary caregivers were mothers. The rationale for
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distinguishing between mothers of Latino origin and mothers of Asian origin is that
substantial differences between these groups have been found in collective cultural
beliefs and values having to do with children and education (e.g., priority of
education for Asians and bien educado for Latinos), their children’s educational
trajectories, and socioeconomic status before and after immigration (Grieco, 2009). It
may seem that when immigrant families are grouped according to their country of
origin, it is as if they are merely being grouped according to their socioeconomic
status in the U.S., and little has been accomplished. However, even controlling for
SES, lower achievement of children from immigrant families of Mexican origin still
remained (Harris, Jamison, & Trujillo, 2008). Also, some variations in children’s
academic performance within the same race group have been explained by national
origin; East Asian parents had higher educational expectations than Southeast Asians,
and this difference was linked to their children’s academic performance (Goyette &
Xie, 1999).

Therefore, Latino immigrant families were divided into three groups, South
American, Mexican, and Caribbean/Central American origin (see figure 1), and
Asians were divided according to whether they were of East Asian or Southeast Asian
origin (see figure 2). Lastly, the rationale for including families with a U.S.-born
mother and a foreign-born father is that preliminary analysis indicated that the
academic achievement and social skills of children in these families were
substantially different than those of children from non-immigrant families. And these
families were also distinct from families in which both parents were foreign-born and

from families with a foreign-born mother and a U.S.-born father. Thus, families with
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a U.S.-born mother were grouped separately. Children from families with a U.S.-born
father and a foreign-born mother, on the other hand, were similar to children from

families with two foreign-born parents, so they were grouped together.
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Figure 1. Reading and Math Test Scores of Children in Latino Immigrant Families.
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Figure 2. Reading and Math Test Scores of Children in Asian Immigrant Families.
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Measures

Dependent variables.

Cognitive skills. To ensure accurate measurement of ability over time and to
reduce floor and ceiling effects, ECLS-K used Item Response Theory (IRT) to create
a common scale of ability estimates across rounds (Pollack, Atkins-Burnett, Rock, &
Weiss, 2005). The assessment employed a two-stage design; at the first stage, all
children received a set of assessment items, and then, depending on their
performance, they were given a second-stage set of items. By using the overall
pattern of right and wrong responses and the characteristics of each item to estimate
ability, IRT compensates for the possibility of a low-ability student guessing several
hard items correctly. If answers on several easy items are wrong, the probability of a
correct answer on a difficult item would be quite low. Omitted items are also less
likely to cause distortion of scores, as long as enough items have been answered right
and/or wrong to establish a consistent pattern. Unlike raw scoring, which treats
omitted items as if they had been answered incorrectly, IRT procedures use the
pattern of responses to estimate the probability of correct responses for all assessment
questions. IRT scoring makes possible longitudinal measurement of gains in
achievement over time, even though the assessments that are administered are not
identical at each point. The IRT scale score had high internal item-consistency
reliability, 0.92-0.96 at each round.

The reading assessment measures the child’s ability to identify upper and
lower case letters by name; associate letters with sounds at the beginning of words

and at the end of words; recognize common sight words; read words in context, make
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inferences using cues that are directly stated with key words in the text; identify clues
used to make inferences; demonstrate understanding of author’s craft; and critically
evaluate texts. The mathematics assessment measures the child’s ability to
recognize/perform number and shape; relative size; ordinality and sequence;
addition/subtraction; multiplication/division; place value; rate and measurement;
fractions; and area and volume.

Social skills. This study used the teacher ratings of self-control and
interpersonal skills as the two social skills variables. The reasons for using teacher
ratings are as follows: teachers were the only respondents whose ratings were
gathered at every round of data collection, from kindergarten to fifth grade; and the
teacher measure was based on observations of children in the classroom context,
which is regarded as less biased (Piquero, Jennings, & Farringto, 2010), since the
other children in the class serve as a reference for rating each individual child. The
Social Rating Scale used a frequency scale (1=never to 4=very often) to rate how
often children exhibited distinct social skills. NCES does not provide users with the
individual SRS items; instead, factor analysis scales were provided. The self-control
scale included four items that indicated the child’s ability to control behavior by
controlling temper, respecting others’ property, accepting peer ideas, and handling
peer pressure. The interpersonal skills scale included five items that rated the child’s
skills in forming and maintaining friendships, getting along with people who are
different, comforting or helping other children, expressing feelings, ideas, and
opinions in positive ways, and showing sensitivity to the feelings of others. A high

score on both self-control and interpersonal skills reflects a favorable outcome. Self-
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control had a reliability of 0.79 — 0.80 at each round, and interpersonal skills had a

reliability of 0.89 at each round.

Independent variables.

Home literacy environment. Parents responded to questions on the home
literacy environment, which included 9 items for interactions with parents and one
separate measure of the child’s reading for pleasure. Interactions with parents were
defined as activities mostly driven by parents that occurred at home. Four items focus
on parents' direct verbal interactions with the child: frequency per week of reading to
the child; telling stories to the child; discussion of nature or science projects; and
singing songs together. Five items focus on parent-child interaction in the form of
play and daily living activities: frequency per week of helping child with arts and
crafts; playing games or puzzles with child; playing with construction toys with child;
playing a sport or exercising together; and involving the child in household chores.
All nine interactions with parents use a response range of 1=never, 2=once or twice a
week, 3=3 to 6 times a week, and 4=every day. According to the results of
exploratory principal components analysis using the nine parent-child interaction
items, a one-component solution was optimal, as it accounted for about 31.7% of total
variance. The result was consistent with items drawn from kindergarten, 1st grade and
3rd grade. A composite variable was created as a sum of the 9 items. The reliability
of the composite variable of parent-involved activities is .73, .72, and .70, at
kindergarten, 1st grade, and 3rd grade, respectively. Reliability is consistent across

gender and immigrant groups.

34



Child’s reading for pleasure is one of the significant predictors of academic
success that takes place at home (Hofferth, 2010). The response range on this item is
1=never, 2=once or twice a week, 3=3 to 6 times a week, and 4=every day.

Number of books at home is usually included as one of the components of the
home literacy environment. However, the correlation between the number of books
owned by a family and family socioeconomic status is over .5, which is relatively
high. Therefore, to avoid a multicollinearity problem, this particular measure was not
included in the present study.

The two measures of the home literacy environment, parental involvement
and child’s reading activity are used later this section to refer to the home literacy

environment.

Control variables.

Individual and family characteristics that might influence the children’s
educational outcomes are included as control variables.

Child gender. Child gender is used as a control variable for analysis within
each immigrant group, and as a comparison reference group for analysis of
comparisons between boys and girls.

Parent English proficiency. A parent English proficiency scale was created
using the sum of each parent’s speaking, reading, and writing skills. Parents rated
these skills on a 4-point scale: 1=very well, 2=pretty well, 3=not very well, and 4=not
well at all. After reverse coding these data, a higher value means better English

proficiency.
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Parents’ length of stay in the U.S. Parents' length of stay in the U.S. was
calculated using information on their age at immigration and the age at which they
were interviewed. Primarily, the mother’s length of stay in the U.S. was used in data
analyses; however, father’s length of stay was used in the case of single father
families and for families with a U.S.-born mother and a foreign-born father. The
average length of stay in the U.S. after immigration was 14 years.

Family SES. A standardized composite measure of family SES is provided by
ECLS-K. The composite was constructed using these five components: father/father
figure’s education; mother/mother figure’s education; father/father figure’s
occupation; mother/mother figure’s occupation; and household income. The SES
composite has a mean of 0 and a standard deviation of 1. Family SES at kindergarten,
1st grade and 3rd grade were included in the longitudinal analysis.

Number of siblings. Number of siblings in the household was included in the
analysis. The range is 0-11. The number of siblings at kindergarten, 1st grade, and 3rd
grade were included in the longitudinal analysis.

Number of parents. Whether both parents were living together when the
interview was conducted was included. One parent in the household was coded as 0,
and two parents in the household was coded as 1. The number of parents at
kindergarten, 1st grade, and 3rd grade were included in the longitudinal analysis.

Locale of residence. The locale of the family residence at the time
information was gathered was included, and assigned to one of three categories: large
or mid-size city, suburbs or large town, and small town or rural. The locale at

kindergarten, 1st grade, and 3rd grade were included in the longitudinal analysis.
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Analysis plan

Children’s reading and math test scores at four time points — kindergarten, 1st
grade, 3rd grade, and 5th grade — were fitted into a latent difference score model. A
latent difference score analysis is an extension of a latent growth curve model and is
appropriate with data in which many respondents have been measured repeatedly
over time (McArdle, 2009). While a latent growth curve model estimates the average
intercept and average slope from the starting time point to an ending time point, latent
difference scores are modeled at each time of measurement, and the change in
variables is modeled using latent growth parameters, e.g., intercept, change in
kindergarten to 1st grade, change in 1st grade to 3rd grade, and change in 3rd grade to
5th grade.

The intercept for children’s reading test scores and changes in each time
period were simultaneously modeled with the intercept for math test scores and
changes (figure 3). Latent variables of changes in test scores from kindergarten to 1°
grade were loaded at 1, representing the growth for one year, and latent variables of
changes in scores from 1% to 3 grade and from 3" to 5" grade were loaded at 2,
representing the growth for two years. All latent variables were allowed to covary
above and beyond the effects of covariates structured in the analysis. The variance of
the intercept parameter represented variations in the initial status of the reading and
math test scores among children at kindergarten, and the variance of the latent

differences parameter indicated the variability of the rate of change across children.
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Figure 3. Latent Difference Score Models of Reading and Math Test Scores
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Latent intercept factors and difference factors were regressed on the two
measures of the home literacy environment controlling for six immigrant groups with
a reference group of families with a U.S.-born mother, and covariates. Figure 4 shows
that initial reading and math test scores were examined with the effects of the home
literacy environment at kindergarten controlling for covariates. The effect of the
home literacy environment at kindergarten on changes in reading and math scores
from kindergarten to 1st grade was examined. The effect of the home literacy
environment at kindergarten and 1st grade on changes in reading and math test scores
from 1st grade to 3rd grade was examined, controlling the covariates. The effect of
the home literacy environment at kindergarten, 1st grade, and 3rd grade on changes in
reading and math test scores from 3rd grade to 5th grade was examined. Time-
invariant covariates such as child gender were included across all structural latent
variable models. Time-variant covariates that have three variables (e.g., kindergarten,
1st grade, 3rd grade) for each measurement, such as family SES, number of siblings,
number of parents living together, and locale of residence, were included in the same
order as the home literacy environment variables in the analyses. Parents’ length of
stay in the U.S. was treated as a time-invariant variable because there is no variability
across time. All people increased their length of stay at the exact same rate. Parents’
English proficiency level was treated as a time-invariant variable because information

was available at only one time point.
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Figure 4. Structural Latent Difference Score Model
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To present the effect size of differences in academic achievement test scores

and social skills between boys and girls, pooled variances were used as follows:
Fooy — Pgirt

2
/ Upooled

2 2
2 _ [MoyThoy T NyirtTgirt
Upooled -

nboy + ngirl

effect size =

To examine differences in the parameters between genders, the structural
models were conducted separately for boys and girls. The difference of
unstandardized estimates of two parameters were divided by the square root of the
sum of each standard error squared (Mann, Rutstein, & Hancock, 2009).

by — by

|Zairr| =
T JSEZ + SEZ,

If the difference score was greater than 1.96, it was inferred that there was
significant difference in the parameter between boys and girls at the .05 level. This
method was used for examining differences in means and variances of latent
variables, and the effect of the home literacy environment on children’s outcomes.
The same methods were also used to compare the parameters across immigrant
groups by pairing two among the seven groups.

To examine differences in the parameters over time within the group, an
asymptotic covariance matrix was used. This was used for testing research question 4,
which compared the parameters measured during the period from kindergarten to 1%

grade to the parameters measured during the period from 1% to third grade; and
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comparing the parameters measured during the period from 1* to third grade to
parameters measured during the period from 3" to 5" grade.

by — b,
VSEp + 5"\552 — 2(SEp1SEp2Tb1p2)
_ by — b,
VSEf, + SEf, = 2Covp1p

[Zaifr| =

These same procedures of latent difference scores model, structural model,
and comparing parameters for gender and immigrant groups were applied to the set of
models with children’s self-control and interpersonal skills.

Model fit was evaluated by examining specific goodness-of-fit statistics. A
Root Mean Square Error of Approximation (RMSEA) that is below 0.06, a
Comparative Fit Index (CFI) greater than 0.96, and a Standardized Root Mean Square
Residual (SRMR) of less than 0.09 all indicate good model fit (Hu & Bentler, 1999).
SAS 9.2 was used to create scales and obtain descriptive results. Mplus version 6
(Muthen & Muthen, 1998-2010) was used for structural equation modeling.
Maximum likelihood parameter estimates with robust standard errors (MLR) were
used with sampling weights and cluster identification. Missing data were handled

with full information maximum likelihood estimation (FIML).

Human subject protection

This research was conducted using existing data. Informed consent was
obtained by the original investigators. Confidentiality is maintained in the current
study, as there was no contact with subjects and no identifiable information (i.e.,

names) regarding subjects in the data provided. This study used only public data
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provided by the National Center for Education Statistics. No restricted-use data was
used. There were no foreseeable risks or benefits to the subjects in these analyses.
The research proposal was submitted to the University of Maryland Human
Institutional Review Board, which determined on December 22nd, 2011 that this

project is not human subject research (see Appendix A).
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Chapter 5: Results

This chapter presents findings of the study. The sample selection test and
sample background are described. Then, for simplicity in presenting the findings, this
chapter is divided into two separate sections: the first section focuses on findings
related to children’s academic achievement, and the second section focuses on
findings related to children’s social skills. Latent difference scores for reading and
math test scores are modeled to examine the longitudinal growth trajectory of
children’s academic achievement, and the differences in the trajectories between
genders and across immigrant groups are subsequently examined. Latent difference
scores for self-control and interpersonal skills are modeled to examine the
longitudinal growth trajectory of children’s social skills, and the differences between
genders and across immigrant groups are then examined. Two measures of the home
literacy environment, parental involvement in literacy related activities and children’s
reading activity at home, are employed in the structural model as exogenous variables
to examine the effect on children, and differences in the effect between genders and

across immigrant groups are reported.

Sample selection test

One of the first questions that arose was how to define an immigrant family
when both parents may not have the same background. Whether families in which
only the mother was foreign-born and families in which only the father was foreign-
born should or could be combined into one group was tested. Children’s academic

achievement test scores and social skills outcome variables were regressed on four
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categories of mothers’ nativity status (both parents U.S.-born (n=10,234), included as
a reference group; foreign-born father (n=469); foreign-born mother (n=408), and
both parents foreign-born (n=2,334)) controlling for parents’ immigrant
characteristics, such as length of stay in the U.S. and English proficiency. Differences
in children’s test scores and social skills were observed across the groups (table 1).
For example, children from families in which both parents were foreign-born, the
father was foreign-born, or the mother was foreign-born had better reading test scores
from kindergarten through fifth grade compared to children whose parents were both
U.S.-born, but the effect size in the case of the foreign-born father group was small
compared to families in which both parents were foreign-born or in which only the
mother was foreign-born. Children from families in which only the father was
foreign-born had lower math test scores than did children whose parents were both
born in the U.S., whereas children in the other two groups (both parents foreign-born
or only the mother foreign-born) had better math test scores. Generally there was little
difference between families in which both parents were foreign-born and those in
which only the mother was foreign-born, whereas these two groups differed from
families with foreign-born fathers. Children in this latter group had the lowest scores
overall. For this reason, immigrant families were grouped according to the mother’s
region or country of origin. Families in which the father was foreign-born and the
mother was U.S. born were retained but treated as a separate category that was not
divided by country of origin. This is consistent with the data collection, which reports

primarily on the interaction of the mother with the child.
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Table 1. Regressions of Child Outcomes on Mother’s Nativity®

Reading at K

Reading at 1st grade

Reading at 3rd grade

Reading at 5th gracdk

Variable b SE ES

b SE ES

b SE ES

b SE ES

(Both U.S.-born parents omitted)
Both foreign-born parents
Foreign-born mother & U.S.-born father

8.07 1.04 *** 0.04
9.62 147 *** 0.05

14.87 1.75 *** 0.04
1569 2.46 *** 0.05

12.15 2.02 *** 0.03
19.83 2.85 *** 0.05

10.54 1.88 *** 0.03
17.76 2.65 *** 0.05

U.S.-born mother & foreign-born mother 0.63 0.79 0.00 0.83 1.33 000 047 154 0.00 0.63 1.43 0.00
Math at K Math at 1st grade Math at 3rd grade Math at 5th grade

Variable b SE ES b SE ES b SE ES b SE ES

(Both U.S.-born parents omitted)

Both foreign-born parents 177 084+ 001 221 126 001 987 171*** 0.03 1206 1.72 *** 0.03

Foreign-born mother & U.S.-born father 4.00 1.17 *** 0.02 6.27 175 *** 0.03 1543 2.38 *** 0.04 1835 239 *** 0.05

U.S.-born mother & foreign-born mother -1.46 0.67 * -001 -0.32 1.01 000 061 137 0.00 074 1.37 0.00

Self-control at K

Self-control at 1st

Self-control at 3rd

Self-control at 5th

Variable b SE ES b SE ES b SE ES b SE ES
(Both U.S.-born parents omitted)

Both foreign-born parents -0.04 0.05 000 013 005* 002 014 005** 002 022 0.05*** 0.03
Foreign-born mother & U.S.-born father 0.02 0.07 0.00 0.09 0.07 001 016 007* 0.02 0.22 007 ** 0.03
U.S.-born mother & foreign-born mother 0.10 0.04 *  0.01 0.03 0.04 0.00 0.07 0.04 0.01 0.04 0.04 0.01

Interpersonal at K

Interpersonal at 1st

Interpersonal at 3rd

Interpersonal at 5th

Variable b SE ES b SE ES b SE ES b SE ES
(Both U.S.-born parents omitted)

Both foreign-born parents -0.08 0.06 -0.01  0.08 0.06 0.01 010 0.06 001 014 006 * 0.02
Foreign-born mother & U.S.-born father -0.05 0.08 -0.01 0.05 0.08 001 011 0.08 001 018 0.08* 0.02
U.S.-born mother & foreign-born mother 0.09 0.04 *  0.01 0.05 0.04 001 0.09 0.04 0.01 0.07 0.04 0.01

ES: effect size.
* < .05, ** < .01, *** < .001

% Controlling for parent's length of stay in the U.S. and parent's English proficiency
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Descriptives

Table 2 presents the weighted means or proportions and the standard deviation
of all variables in the analysis. Reading and math IRT scale scores for all children
increased from kindergarten through 5™ grade. Self-control scores increased, but
interpersonal skills were stable from kindergarten through 5" grade. Five percent of
all children came from families in which the mother was born in South America; 37.3
percent had mothers from Mexico; and 12.5% had mothers who hailed from a
Caribbean/Central American country. About 5 percent of children had an East Asia-
born mother, and about 9 % had a Southeast Asia-born mother. Almost 15 percent of
children lived in families in which the mother came from some other country. The
remaining 16.3 percent of children lived in a family in which the father was foreign-
born and the mother was U.S.-born. Boys and girls were almost equally represented.
The average length of stay in the U.S. was about 16 years. A negative value for
family SES indicated that the immigrant family’s SES was lower than the mean of the
total ECLS-K sample, and this pattern was constant across time. The average number
of siblings was less than 2. More than 85 % of children lived with two parents. Less
than 10 % lived in rural areas, almost 40% lived in the suburbs, and half of all
immigrant families lived in large cities. Family backgrounds were quite stable from
kindergarten through 3" grade.

The third and fourth columns in Table 2 show descriptive statistics for the
variables for boys and girls, and the last column indicates t-test results for the
difference between genders. Gender differences were observed in children’s academic

achievement test scores and social skills. Girls showed significantly better test scores
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in reading than did boys at each time point. There was no difference in math test
scores between boys and girls at kindergarten, but boys had significantly better scores
at 1% grade, 3" grade, and 5" grade. Girls scored better than boys on measures of self-
control and interpersonal skills at all waves. No significant difference in family
background between boys and girls was observed except locale of residence at
kindergarten, when more boys lived in the suburbs, and more girls lived in large

cities.
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Table 2. Weighted Means and Standard Deviations of Outcome and Background
Variables, All Children and by Gender

All children Boys Girls Boy vs.

Outcome variables Mean/% SD Mean/% SD Mean/% SD Girl
Reading at K 46.48 208.25 45.70 207.18 47.30 208.84 *
Reading at 1st 75.14 330.52 73.14 332.09 7721 326.67 ***
Reading at 3rd 120.17 396.48 117.49 394.01 122.94 39543 ***
Reading at 5th 143.84 374.14 141.44 385.09 146.26 360.31 ***
Math at K 33.72 171.10 34.08 179.06 33.34 162.63
Math at 1st 57.92 243.23 58.69 260.92 57.13 22392 *
Math at 3rd 95.62 349.19 97.61 367.54 93.55 327.69 ***
Math at 5th 121.24 356.12 123.53 362.17 118.92 34739 ***
Self-control at K 3.20 8.31 311 850 330 790 ***
Self-control at 1st 321 8.37 311 888 331 758 ***
Self-control at 3rd 3.25 8.33 313 874 336 761 ***
Self-control at 5th 3.29 8.01 317 850 342 712 ***
Interpersonal at K 3.12 8.64 301 863 323 837 ***
Interpersonal at 1st 313 8.95 301 919 326 836 ***
Interpersonal at 3rd 3.12 8.85 298 899 327 827 ***
Interpersonal at 5th 3.14 8.40 297 853 331 758 ***
Mother's country of origin
South America 5.0% 3.05 44%  2.92 56% 3.18
Mexico 37.3% 6.78 38.3% 6.89 36.1% 6.65
Caribbean/Central America 12.5% 4.63 125%  4.69 125% 458
East Asia 5.5% 3.19 55%  3.23 55% 3.16
Southeast Asia 8.9% 3.98 89%  4.05 88% 392
Other countries 14.6% 4.95 145%  4.99 148% 491
U.S.-born mother 16.3% 5.17 159% 5.18 16.7%  5.17
Child background
Girl 48.7% 7.00
Family background
Parents length of stay inthe US  16.16 136.41 16.13 139.10 16.18 133.71
Parents English profiency 8.61 47.02 855 47.84 8.68 46.19
Family SES (K) -020 11.87 -0.21 12.27 -0.19 1147
Family SES (1) -025 12.16 -0.24 12.65 -0.25 1165
Family SES (3) -024  12.09 -0.24 1255 -0.25 1161
Number of sibling (K) 162 17.59 162 17.95 162 17.22
Number of sibling (1) 168 17.17 1.68 17.67 1.68 16.66
Number of sibling (3) 176 17.09 175 17.46 176 16.71
Two parents (K) 86.4% 4.83 86.2%  4.90 86.5%  4.75
Two parents (1) 87.2% 4.70 87.1% 478 87.3% 4.63
Two parents (3) 88.0% 4.56 87.6%  4.68 885% 444
Locale of residence

Rural (K) 7.3% 3.64 72%  3.66 74% 363

Rural (1) 6.8% 3.53 6.6%  3.53 7.0% 353

Rural (3) 6.7% 3.50 6.3% 344 71% 355

Suburb (K) 40.1% 6.87 422%  7.00 37.8% 672 *

Suburb (2) 38.8% 6.83 39.9% 694 376% 6.71

Suburb (3) 38.8% 6.83 39.9% 6.95 37.7% 6.71

Large city (K) 52.6% 7.00 50.6%  7.09 547% 689 *

Large city (1) 50.1% 7.01 485%  7.09 51.6% 6.92

Large city (3) 48.1% 7.00 46.6%  7.07 49.8%  6.92
N 2613 1310 1303

* < .05, ** < .01, *** <.001
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Children’s outcome and family backgrounds variables across immigrant
groups are shown in Table 3. ANOVA was used to compare variables across
immigrant groups. Children with an East Asian mother had the highest test scores in
reading and math at all waves, and children with a Mexican mother had the lowest
test scores in both reading and math. Better self-control and interpersonal skills were
generally observed for children with a mother from East Asia, Southeast Asia, or
South America compared to children with a Mexican, Caribbean/Central American,
or a U.S. born-mother and a foreign-born father.

Parents from locales other than Latin America and Asia, and families with a
U.S.-born mother, indicated that they had better English skills, whereas Mexican
parents rated themselves as having lower English skills. Families from East Asia and
those in the “other countries” category had a higher socioeconomic status than the
average of the total U.S. sample ECLS-K collected. Families from Mexico and
Caribbean/Central American countries had a lower socioeconomic status. The
proportion of two parents in the household was higher for East Asian families. More
Southeast Asian families lived in rural areas, whereas those in the East Asia and
“other” categories were more likely to live in the suburbs. Mexican and

Caribbean/Central Latin American families were more likely to live in large cities.
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Table 3. Weighted Means and Standard Deviations of Outcome and Background Variables by Immigrant Groups

Caribbean/Central

South America Mexico America East Asia Southeast Asia  Other countries U.S.-born mother

Mean SD Mean SD Mean SD Mean SD Mean SD Mean SD Mean SD
Outcome variables
Reading at K 46.94 218.75 39.93 138.80 45.34 19758  58.29 231.90 51.10 203.09  49.31 22047 46.94 196.75
Reading at 1st 79.02 368.19 64.43  273.75 72.11 316.17  93.93 288.77 8202 27473 8374 33045 78.08 347.67
Reading at 3rd 130.35 358.63 106.09 38811 118.07 388.27 13952 260.67 124.02 276.34 136.63 350.06 127.73 399.18
Reading at 5th 15443 33235 130.77 38374 14252 365.62 163.01 238.73 14785 271.89 15842 309.67 151.66 356.55
Math at K 3491 140.67 2854  147.35 31.93 147.64 4524 177.70 38.70 14150 39.04 178.27 35.87 163.84
Math at 1st 59.30 248.16 5224  222.29 54.10 23012  70.71 210.47 61.05 190.15 6477 251.91 61.56 262.68
Math at 3rd 101.36  367.76 86.03  343.73 91.34 339.98 114.88 257.76 10050 256.94 107.19 337.04 99.82 350.53
Math at 5th 12712 37884 111.14 379.78 118.18 355.14 14143 21313 12853 24301 13236 312.09 12570 343.88
Self-control at K 3.22 8.99 3.19 8.89 3.08 10.06 3.33 6.00 3.26 5.66 3.22 8.36 3.22 8.81
Self-control at 1st 3.29 8.26 3.19 9.35 3.10 9.17 334 5.62 3.36 5.77 3.20 8.71 3.20 8.81
Self-control at 3rd 3.37 7.49 3.20 9.70 3.23 8.61 3.37 6.37 3.36 5.94 3.18 9.06 3.26 8.18
Self-control at 5th 341 7.62 3.26 8.69 321 9.37 3.52 513 3.45 5.37 3.30 797 3.22 8.87
Interpersonal at K 3.17 9.47 3.07 9.47 3.04 9.64 3.24 6.57 3.15 6.34 3.15 9.07 3.18 8.56
Interpersonal at 1st 3.24 8.13 3.12 9.89 3.07 9.85 3.19 6.47 3.23 6.40 3.10 9.09 3.14 9.82
Interpersonal at 3rd 3.17 8.65 3.10 10.05 3.10 9.42 3.24 6.07 3.23 5.96 3.06 9.96 3.13 9.10
Interpersonal at 5th 3.19 8.52 3.10 9.29 3.08 9.11 3.30 6.07 3.30 5.93 3.16 8.98 3.11 8.56
Child background
Girl 54.4% 740 47.2% 7.78 48.8% 742 48.8% 552  48.2% 524  49.2% 7.23  50.0% 7.13
Family background
Parents length of stay  14.76  136.15 1384  126.30 16.33 141.41 15.88 107.14 1497  81.07 18.29 167.66 - 152.44
Parents English profier 9.24 40.90 6.07 47.19 8.35 43.86 984 27.33 956 2555 1083 2543 - 21.64
Family SES (K) 0.01 10.20 -0.73 8.83 -0.28 10.72 0.61 9.59 0.00 8.11 035 1155 014 1177
Family SES (1) -0.03 10.66 -0.81 8.55 -0.35 11.47 0.58 9.45 -0.04 8.56 031 1194 013 11.63
Family SES (3) 0.02 10.31 -0.80 8.96 -0.33 11.22 0.58 8.87 -0.06 8.36 033 12.01 009 11.39
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Number of sibling (k)
Number of sibling (1)
Number of sibling (3)
Two parents (k)
Two parents (1)
Two parents (3)
Locale of residence

Rural (K)

Rural (1)

Rural (3)

Suburb (K)

Suburb (1)

Suburb (3)

Large city (K)

Large city (1)

Large city (3)

1.23
1.29
131
86.3%
87.5%
87.9%

4.5%
4.5%
5.1%
48.8%
48.5%
49.4%
46.7%
45.3%
39.8%

117

12.97
13.25
12.43
5.13
492
4.83

3.08
3.08
3.27
7.43
7.43
7.43
7.41
7.40
7.27

1.83
1.93
2.02
87.8%
87.3%
87.2%

5.6%
5.3%
4.8%
32.5%
31.8%
31.5%
61.9%
58.4%
58.3%

787

19.23
19.41
18.81
511
5.19
5.22

3.58
3.48
3.35
7.30
7.26
7.24
7.57
7.69
7.69

144
143
1.53
76.2%
77.3%
76.3%

2.0%
1.5%
1.4%
32.4%
31.5%
32.3%
65.5%
64.8%
61.6%

292

16.41
16.13
16.43
6.33
6.25
6.33

2.09
1.82
174
6.95
6.90
6.94
7.06
7.09
7.22

113
1.19
1.23
96.1%
95.1%
91.8%

6.7%
6.7%
6.4%
54.0%
50.3%
49.8%
39.3%
38.9%
36.0%

232

8.53
8.75
8.36
2.17
2.38
3.04

2.76
2.76
2.71
551
5.53
5.53
5.40
5.39
5.30

1.87
1.94
1.98
88.2%
91.0%
89.0%

22.3%
21.3%
21.9%
31.8%
30.3%
33.3%
45.9%
42.9%
37.9%

414

18.67
17.83
17.47
3.38
3.00
3.28

4.37
4.30
4.34
4.89
4.82
4.94
5.23
519
5.09

1.49
1.57
1.66
84.1%
85.7%
87.3%

6.5%
5.8%
5.8%
57.1%
54.4%
53.5%
36.4%
33.7%
34.2%

359

17.00
16.21
16.95
5.29
5.06
4.83

3.56
3.37
3.37
7.16
7.20
7.21
6.96
6.84
6.86

1.56
1.56
1.63
88.8%
91.3%
96.9%

9.0%
8.2%
8.0%
45.1%
44.1%
43.6%
46.0%
43.5%
39.1%

412

17.66
16.11
16.43
451
4.00
248

4.07
3.90
3.87
7.09
7.08
7.07
7.10
7.07
6.96
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Findings of home literacy environment over time

Testing of hypothesis 1: Home-based literacy related activities will decrease over

time from kindergarten to 5th grade.

Weighted means and standard deviations for the measures of the home
literacy environment for all children are shown in Table 4. The sum of parental
involvement decreased, and children’s reading activity at home increased over time
from kindergarten to 3" grade. Among the parental involvement items, the frequency
of singing songs, playing games or puzzles, helping the child with arts/crafts, and

playing with construction toys together decreased from kindergarten to 3 grade.
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Table 4. Weighted Means, Standard Deviations, and Intercorrelations of Home

Literacy Environment, All Children

Mean SD H @ B @ 6 6 O 6 (9 10 11

Kindergarten
(1) Parentinvolvement 23.85 4.75 1

(2) Telling stories 272 1321 059 1

(3) Singing songs 289 1440 057 025 1

(4) Reading to child 310 1224 053 043 017 1

(5) Playing games 2.67 1287 059 023 024 021 1

(6) Doing arts/crafts 254 1343 053 023 022 019 026 1

(7) Talking nature 2.05 1240 058 024 026 021 028 022 1

(8) Playing with toys 2.26 1341 059 026 021 0.22 032 022 029 1

(9) Playing asport 247 1362 056 0.18 0.22 0.17 0.28 0.20 0.25 029 1

(10) Household work 3.04 14.34 049 0.17 021 0.14 0.16 014 020 0.18 020 1
(11) Child reading 3.02 1431 022 024 012 0.21 0.09 0.13 0.09 0.08 0.10 007 1
1stgrade
(1) Parentinvolvement 2290 4.62 1

(2) Telling stories 275 1270 060 1

(3) Singing songs 264 1444 058 031 1

(4) Reading to child 311 1327 055 043 020 1

(5) Playing games 246 1220 059 023 022 021 1

(6) Doing arts/crafts 221 11.90 057 0.25 026 020 031 1

(7) Talking nature 211 1188 057 025 027 022 027 027 1

(8) Playing with toys 2.07 1229 056 0.23 0.18 0.19 0.31 029 027 1

(9) Playing asport 248 1402 052 0.14 0.17 015 024 022 022 022 1

(10) Household work 3.07 1350 047 0.16 020 0.14 0.19 014 0.4 015 017 1
(11) Child reading 310 1305 027 023 0.17 0.22 0.10 0.12 0.16 0.10 0.10 015 1
3rdgrade
(1) Parentinvolvement 2208 451 1

(2) Telling stories 257 1276 060 1

(3) Singing songs 255 1447 056 031 1

(4) Reading to child 252 1546 056 035 021 1

(5) Playing games 239 1196 055 0.17 018 018 1

(6) Doing arts/crafts 2.15 11.89 053 0.23 022 021 024 1

(7) Talking nature 215 1185 055 023 0.19 0.17 027 024 1

(8) Playing with toys 1.95 1236 054 0.21 0.16 0.19 0.29 0.23 030 1

(9) Playingasport 252 1335 054 024 0.19 0.15 029 019 021 023 1

(10) Household work 3.21 1292 045 0.18 0.20 0.12 0.14 0.10 0.16 011 017 1
(11) Child reading 3.28 1180 0.19 0.15 0.09 0.10 0.09 0.10 0.13 0.07 0.08 014 1
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Testing of hypothesis 2: The pattern of change in home-based literacy related

activities will differ by gender.

Gender differences in parental involvement and child’s reading activity are
shown in Table 5. Overall, parents were involved in more activities with boys than
they were with girls, but this difference was not statistically significant. Looking at
specific activities, a pattern emerges in which parents were more involved in
activities of singing together and helping with arts/crafts for girls than for boys. But
parents were significantly more engaged with boys than girls when it came to
discussion of nature or science, playing with construction toys, or playing sports
together. Girls spent more time reading than did boys at kindergarten. The pattern
was consistent over time. There was no statistically significant difference in the
pattern of change in parental involvement and child’s reading activity over time

between boys and girls.
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Table 5. Weighted Means, Standard Deviations, and Intercorrelations of Parental
Involvement and Child’s Reading Activity by Gender

Girls  boy

Mean SD vs girl (1)

2B @066 OO O 1 1y

Boys
Mean SD

Kindergarten

(1) Parentinvolvement 2390 4.75
(2) Telling stories 270 1344
(3) Singing songs 2.81 1457
(4) Reading to child  3.07 1257
(5) Playing games 2.69 13.28
(6) Doing arts/crafts 250 13.49
(7) Talking nature 209 12.82
(8) Playing with toys 2.41 13.69
(9) Playing a sport 252 13.68
(10) Household work 3.02 14.84

(11) Child reading 2.84 14.89

1stgrade

(1) Parentinvolvement 23.07 4.66
(2) Telling stories 2.76 12.86
(3) Singing songs 254 14.80
(4) Reading to child  3.11 13.49
(5) Playing games 250 12.46
(6) Doing arts/crafts 2.15 11.96
(7) Talking nature 215 12.28
(8) Playing with toys 222 12.83
(9) Playing a sport 255 14.00
(10) Household work  3.04 13.81

(11) Child reading 294 13.86

3rdgrade

(1) Parentinvolvement 2222 4.46
(2) Telling stories 258 12.97
(3) Singing songs 243 14.63
(4) Reading to child 250 15.46
(5) Playing games 242 12.32
(6) Doing arts/crafts 2.11 12.47
(7) Talking nature 220 1245
(8) Playing with toys 2.10 12.91
(9) Playing a sport 259 13.76
(10) Household work  3.20 13.29

(11) Child reading 317 12.47

23.79
2.75
2.96
3.13
2.63
2.59
2.00
211
242
3.06
3.20

22.74
2.74
2.74
311
242
2.27
2.07
191
241
311
3.26

21.95
2.56
2.67
2.54
2.36
2.20
211
179
2.45
3.22
3.39

4.76
12.97
14.15 ***
11.88
12.45
13.34 **
11.94 *
12.78 ***
13.53 **
13.82
13.24 ***

4.57
12.54
13.95 ***
13.05
1191 *
11.78 ***
1145 *
11.29 ***
13.99 ***
13.18
11.75 ***

4.55
12.54
14.10 ***
15.46
11.56
11.23 **
11.16 **
11.36 ***
12.85 ***
12.53
10.84 ***

0.6
0.6
0.5
0.6
0.5
0.6
0.6
0.6
0.5
0.3

0.6
0.6
0.6
0.6
0.6
0.6
0.6
0.5
05
0.3

0.6
0.6
0.5
0.5
0.5
05
0.6
0.5
0.4
0.2

0.6

0.3
04
0.2
0.2
0.3
0.3
0.2
0.1
0.2

0.6

0.3
0.5
0.2
0.2
0.3
0.2
0.1
0.2
0.3

0.6

0.3
0.3
01
0.2
0.2
0.2
0.2
0.2
0.2

0.6
0.2

0.2
0.3
0.2
0.3
0.2
0.2
0.2
0.1

0.6
0.3

0.2
0.2
0.2
0.3
0.2
0.2
0.2
0.2

0.6
0.4

0.2
0.1
0.2
0.2
0.2
0.1
0.2
0.1

0.5
0.5
0.2

0.2
0.1
0.2
0.3
0.2
0.1
0.2

0.5
04
0.2

0.2
0.2
0.2
0.2
0.2
0.2
0.3

0.6
0.4
0.2

0.1
0.2
0.1
0.2
0.1
0.1
0.1

0.6
0.2
0.2
0.2

0.2
0.3
0.3
0.3
0.1
0.1

0.6
0.2
0.2
0.2

0.3
0.3
0.3
0.3
0.2
0.1

0.6
0.2
0.2
0.2

0.2
0.3
0.3
0.3
0.1
0.1

0.6
0.3
0.2
0.3
0.3

0.2
0.3
0.2
0.2
0.1

0.6
0.3
0.3
0.2
0.3

0.3
0.3
0.2
0.1
0.1

0.5
0.3
0.2
0.2
0.3

0.2
0.3
0.2
0.1
0.1

0.6
0.2
0.2
0.2
0.3
0.3

0.3
0.3
0.2
0.1

0.6
0.2
0.3
0.2
0.3
0.2

0.3
0.2
0.1
0.2

0.6
0.2
0.2
0.2
0.3
0.3

0.3
0.2
0.1
0.2

0.6
0.3
0.3
0.2
0.3
0.2
0.3

0.3
0.2
0.1

0.6
0.2
0.2
0.2
0.3
0.3
0.3

0.2
0.2
0.1

0.5
0.2
0.2
0.2
0.3
0.2
0.3

0.2
0.1
0.1

0.6
0.2
0.2
0.1
0.3
0.2
0.2
0.3

0.2
0.2

0.5
0.1
0.2
0.1
0.2
0.3
0.3
0.2

0.2
0.1

0.6
0.3
0.3
0.2
0.3
0.2
0.2
0.3

0.2
0.1

0.5
0.2
0.2
0.2
0.2
01
0.2
0.2
0.2

0.1

0.5
0.1
0.2
0.1
0.2
0.2
0.2
0.1
0.2

0.1

04
0.2
0.2
0.1
0.2
0.1
0.2
01
0.1

0.1

0.2
0.2
01
0.2
0.0
01
0.1
0.1
0.0
0.0

0.3
0.2
0.2
0.1
0.1
0.2
0.2
0.1
0.2
0.1

0.2
01
0.1
0.1
01
0.1
0.1
01
0.1
0.2

* <05, ** <.01, *** <.001

Intercorrelations of items for boys are the below the diagonal. Intercorrelations of items for

girls are the above the diagonal.
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Testing of hypothesis 3: The pattern of change in home-based related activities will

differ across immigrant groups.

The initial status and subsequent changes in parental involvement and child’s
reading activity were examined where there was a difference across immigrant groups
using ANOVA (table 6). Families in which the mother was U.S.-born reported the
highest frequency of activities with boys at kindergarten compared to families with a
Mexican, Caribbean/Central, or East Asian mother. There was no difference in the
decrease in parental involvement from kindergarten to 1* grade across immigrant
groups. While overall families decreased the amount of time spent with child and
parent together from 1% to 3" grade, families in which the mother was in the “other
countries” category significantly decreased time with their boys compared to those in
other immigrant groups. Boys with a Mexican mother read books significantly less
often at kindergarten than boys with a Caribbean/Central American mother, an East
Asian mother, or a Southeast Asian mother. In contrast to parental involvement,
children’s reading activity increased over time, and there was no statistically
significant difference in the increase in reading activity from kindergarten to 1%
grade, or from 1 grade to 3" grade, across immigrant groups.

Girls with a Mexican mother spent significantly less time with a parent on
literacy related activities at home than others did. While overall girls decreased their
time with parents from kindergarten to 1% grade, girls with an East Asian mother
decreased more than girls with a Caribbean/Central American mother. Girls with a
Caribbean/Central American mother significantly decreased time spent with parents

from 1% to 3" grade compared to others. Girls with an East Asian mother read books
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significantly more than girls with a Mexican mother at kindergarten. Most of the girls
increased their time for reading books at home after kindergarten, and there was no
statistically significant difference in changes in reading activity from kindergarten to

1% grade, or from 1% to 3" grade, across immigrant groups.
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Table 6. Weighted Means and Standard Deviations of Parental Involvement and Child’s Reading Activity by Immigrant Groups

Caribbean/Central

South America Mexico America East Asia  Southeast Asia Other countries  U.S.-born

Mean SD Mean SD Mean SD Mean SD Mean SD Mean SD Mean SD
Boys
Parent involvement (K) 23.91 3.87 2252 5.14 23.67 A.77 23.74 4.57 2450 4.64 24.76  4.06 2556 4.10
Parent involvement (1) 23.24  3.63 21.68 4.66 22.83 474 22.39 4.48 23.61 4.56 24.32  4.08 24.65  4.67
Parent involvement (3) 23.16  4.05 21.47 4.62 21.88 4.45 2091 4.08 23.13 4.34 2240 4.27 23.20 4.34
Child reading (K) 3.04 0.97 2.64 1.05 299 1.08 3.08 0.98 3.07 101 299 1.00 290 1.02
Child reading (1) 3.27 0.83 2.73 1.00 3.06 0.98 3.10 0.93 283 0.95 3.15 0.83 3.01 0.95
Child reading (3) 342 0.73 3.04 0.93 3.15 0.87 3.46 0.79 3.18 0.87 3.31 0.80 311 0.88
N 53 408 145 111 210 177 205
Girls
Parent involvement (K) 24.33  4.69 22.38 4.90 23.93 4.96 24.40 4.37 24.22 4.45 2447 4.61 24.75 4.50
Parent involvement (1) 23.93  4.48 21.58 4.60 2342 4.80 22.18 4.56 22.77 4.85 23.34 4.01 23.61 4.20
Parent involvement (3) 21.74  4.42 21.38 4.49 21.57 4.38 21.45 4.42 23.02 4.79 21.93 4.83 2256 4.25
Child reading (K) 3.35 081 3.11 0.97 3.27 1.00 342 0.83 3.25 0.86 3.21 0.99 3.14 0.95
Child reading (1) 346 0.83 3.14 0.89 3.47 0.80 3.21 0.89 3.16 0.87 3.27 084 3.26 0.76
Child reading (3) 344  0.80 3.32 0.81 3.32 0.85 3.39 0.79 343 0.75 346 0.73 343 0.73
N 64 378 147 121 204 182 207
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Findings related to academic achievement test scores

Table 7 shows the means and variances of intercept factors and difference
factors of reading and math test scores from kindergarten through 5" grade. This is a
just identified model with zero degrees of freedom, chi-square of 0, an RMSEA of
0.00, a CFl of 1.00, and an SRMR of 0.00. Large variances in intercept factors
suggest that children’s reading and math test scores at kindergarten were quite
dispersed across individuals. Large variances in difference factors indicate that
changes in reading and math test scores at each time period were also quite dispersed

across individual children.

Testing of hypothesis 4_a: Children’s reading and math test scores will increase

over time from kindergarten to 5" grade.

Children’s reading and math test scores increased over time from kindergarten
to 5" grade. A positive change between each wave indicates there were increases in
scores over time. The mean of the intercept is 44.11, which was children’s average
reading test score at kindergarten. A positive change of 29.06 indicates there was an
increase in scores from kindergarten to 1% grade. A larger value of the change in
scores from kindergarten to 1 grade compared to the change from 1% to 3" grade
means there was a sharp increase in reading test scores at this point. From 3" to 5"
grade, there was a slow increase observed. The same pattern was found in the math
test scores. This shows that, overall, children’s reading and math test scores increased

over time, but the trajectory was not linear; rather, it was quadratic.
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Testing of hypothesis 5_a: The pattern of the growth trajectory will differ by

gender.

The growth trajectory of children’s reading and math test scores was
examined to see whether there was a difference between genders using
unstandardized coefficients and standard errors. Examining differences in the means
of intercept factors and difference factors between boys and girls, there was no
statistically significant difference in the mean of the intercept in reading and math
between boys and girls. However, the change in reading test scores from kindergarten
to 1% grade and the change in math test scores from 1% to 3" grade significantly
differed by gender. Girls had a greater increase in reading test scores from
kindergarten to 1* grade (Mean = 30.09, SE = .63) than did boys (Mean = 28.07, SE =
.55), and the effect size is 0.13. Boys had a greater increase in math test scores from
1% grade to 3" grade (Mean = 19.49, SE = .31) than did girls (Mean = 18.21, SE =
.30), and the effect size is 0.16. Examining differences in the variance of latent factors
between boys and girls, there was no difference in their intercept. However, variances
in the change in math test scores from kindergarten to 1* grade, and the change from

1% to 3" grade, were significantly larger for boys than for girls (a2 = 147.92 for boys

vs. 2=99.04 for girls; a2 = 66.52 for boys vs. o2 = 56.07 for girls, respectively).
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Table 7. Means and Variances of Latent Factors of Academic Achievement, All
Children and by Gender

All children Boys Girls boy
Means SE Mean SE Mean SE s.girl effect size

Reading test scores

Intercept 4411 0.52 43.42 0.61 4481 0.59 0.09

Change K - 1st grade 29.06 0.47 28.07 0.55 30.09 0.63 * 0.13

Change 1st-3rd grade 2335 0.30 22.87 0.38 23.85 0.36 0.10

Change 3rd-5th grade 11.92 021 12.08 0.30 11.74 0.26 0.05
Math test scores

Intercept 3351 0.45 33.83 0.54 33.17 0.52 0.05

Change K - 1st grade 2430 041 24.81 0.56 23.76 0.38 0.09

Change 1st-3rd grade 18.86 0.24 19.49 0.31 18.21 0.30 * 0.16

Change 3rd-5th grade 12.85 0.18 1291 0.25 12.80 0.22 0.02

All children Boys Girls boy
Variance SE Variance SE Variance SE vs.girl

Reading test scores

Intercept 229.25 17.79 220.34 22.02 238.15 25.59

Change K - 1st grade 237.67 9.20 232.65 12.38 240.56 11.58

Change 1st-3rd grade 88.95 3.38 88.32 4.64 89.11 4.32

Change 3rd-5th grade 5723 2.00 60.97 2.93 53.60 281
Math test scores

Intercept 148.15 6.91 158.80 9.74 136.57 7.96

Change K - 1st grade 12413 582 14792 9.05 99.04 5.89 *

Change 1st-3rd grade 61.78 2.08 66.52 3.24 56.07 2.47*

Change 3rd-5th grade 4120 134 40.15 2.10 42.38 212

* Significant difference between boys and girls at the .05.
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Testing of hypothesis 6_a: The pattern of the growth trajectory will differ across
immigrant groups.

Whether the intercept and changes in reading and math test scores differed
across immigrant groups was examined. The means of the intercept and changes in
scores were presented for boys and girls for each immigrant group because there were
significant differences in the change in scores found in the previous analysis (table
8 _a). Table 8_b shows whether there were statistically significant differences across
immigrant groups according to the result achieved by comparing the parameters
across immigrant groups by pairing two among the seven groups. In the table, each
refers to each one of the six other immigrant groups being compared with a given
immigrant group; South Am refers to South America; CC to Caribbean/Central
America; Mexico to Mexico; East to East Asia; Southeast to Southeast Asia; other to
other countries; and U.S. to U.S.-born mother. The parameter with larger values is
shown first and the parameter with smaller values follows. So, for example, ‘East vs.
each’ means that the mean of the reading test scores for boys of East Asian mothers
was significantly higher when compared to each of all the other 6 different immigrant
groups. ‘South Am vs. Mexico’ means that the mean of the reading test scores for
boys of South American mothers was significantly higher than the mean score for
boys of Mexican mothers only.

Boys’ starting point for reading skills was different across immigrant groups.
Reading test scores at kindergarten of boys with an East Asian mother were
significantly higher than those of children from any other immigrant group. Changes

in scores from kindergarten to 5™ grade were also different across immigrant groups.
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Boys with an East Asian mother significantly increased their reading test scores from
kindergarten to 1* grade more than boys with a Mexican mother, a Caribbean/Central
American mother, a Southeast Asian mother, or a U.S.-born mother. The change in
reading test scores from 1% to 3" grade significantly increased more for boys with a
South American mother compared to boys of Mexican mothers, Caribbean/Central
American mothers, East Asian mother, and Southeast Asian mothers. The change in
reading test scores from 3" to 5™ grade significantly increased more for boys of
Mexican mothers and Caribbean/Central American mothers compared to boys with
mother in the “other countries” category.

Math test scores at kindergarten were also significantly higher for boys with
an East Asian mother than for others. Children with a Caribbean/Central American
mother were significantly less likely to exhibit increases in scores from kindergarten
to 1% grade than were children of East Asian mothers, U.S.-born mothers, and
mothers in the “other countries” category. Boys of South American mothers increased
their math test scores from 1% to 3" grade more than others. Boys of Southeast Asian
mothers increased their math scores from 3™ to 5™ grade significantly more than boys
of East Asian mothers.

Differences in the intercept and changes in test scores were also observed in
girls. Girls’ initial status in reading and math test scores was significantly higher for
girls of East Asian mothers compared to those of girls in other groups. Subsequent
changes in reading and math test scores from kindergarten to 1% grade were
significantly higher for girls of East Asian mothers compared to those of girls of

Mexican mothers and Caribbean/Central American mothers. Girls of South American
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mothers significantly increased their reading test scores from 1% to 3" grade, and 3"
to 5™ grade more than girls of Southeast Asian mothers. Girls of East Asian mothers
increased their math test scores from 1%to 3" grade more than girls of South
American mothers, Mexican mothers, and Caribbean/Central American mothers.
Girls of East Asian mothers increased their math test scores from 3™ to 5™ grade more
than girls of Mexican mother and “other countries” mothers.

In sum, these results show that the intercept and changes in reading and math
test score differed across immigrant groups, noting that both boys and girls of East
Asian mothers started out with significantly better reading and math skills at
kindergarten than children from all other groups, but after kindergarten and until 3"
grade, children of South American mothers, “other countries” mothers, and U.S.-born
mothers increased scores in reading and math test at a sharper rate than children from
other groups. The difference in change in scores between those in the Mexican or
Caribbean/Central American group and children from other groups was very large at
the earlier time points, but this gap was substantially reduced during the period from
3" to 5™ grade.

Examining differences in the variance across immigrant groups, boys with
Mexican mothers and Caribbean/Central American mothers had significantly less
variability in reading test scores at kindergarten than others, which means that their
individual reading scores were more concentrated at the lower end of the spectrum of
scores. The variance in the change in reading test scores from kindergarten to 1°
grade was the smallest for boys with a Mexican mother, and this was significantly

smaller than the variance in change for boys of East Asian mothers, Southeast Asian
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mothers, and U.S.-born mothers. Boys of Southeast Asian mothers had the smallest
variance in change in reading scores from 1% to 3" grade. There was no statistically
significant difference in variance of change in reading scores from 3" to 5" grade
across all immigrant groups. Boys of South American mothers, Mexican mothers and
Caribbean/Central American mothers had a small variance in math test scores at
kindergarten, one significantly lower than the variance for boys of East Asian
mothers and Southeast Asian mothers. Boys of Mexican mothers had the smallest
variance in change in math scores from kindergarten to 1% grade, and this was
significantly lower than the variance for boys with a South American mother, or a
U.S.-born mother. There was no significant difference in variance of change in math
test scores from 1% to 3" grade, and 3 to 5" grade, across all immigrant groups.

There were substantial differences in the variance of girls’ intercept and
change in scores across immigrant groups. Girls of Mexican mothers and
Caribbean/Central American mothers usually had less variability in the intercept and
change in reading and math test scores than others, whereas there was no difference
during the period from 1% to 3" grade.

This shows that, overall, children increased their reading and math test scores
over the time period beginning in kindergarten and ending in 5" grade; however,
there were differences in the change in scores between each time point both by gender

and across immigrant groups.
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Table 8 a. Means and Variances of Latent Factors of Academic Achievement by
Immigrant Groups

Boys Girls
Mean SE  Vvariance SE Mean SE Variance SE

South America

Reading Test Scores

Reading at K 43.57 1.96 186.06 102.57  48.47 2.21 238.93 97.76
Change from K to 1st  30.51 2.92 323.45 67.58  32.80 2.29 242.99 47.90
Change from 1st to 3rd 27.05 1.48 170.83 3591  25.03 1.39 179.86 36.91
Change from 3rd to 5th 11.35 1.43 128.36 28.14 12.95 0.76 70.52 15.04
Math Test Scores

Math at K 34.17 0.99 69.31 12.17  35.62 1.44 105.19 19.84
Change from K to 1st  26.16 2.20 179.72 3092 22.60 1.74 127.28 26.77
Change from 1st to 3rd 23.24 1.32 135.82 36.49 18.64 0.83 84.16 14.02
Change from 3rd to 5th 13.32 1.11 88.71 19.99 13.57 1.19 107.39 21.66

Mexico

Reading Test Scores

Reading at K 37.32 0.61 75.35 872 3882 0.52 76.72 12.76
Change fromK to 1st 23.23 0.82  152.04 1520  25.33 0.97 209.61 23.40
Change from 1stto 3rd 20.99 0.44 15251 16.75  22.52 0.61 167.58 15.69
Change from 3rd to 5th 12.76 0.48  118.80 10.05  12.13 0.49 120.66  9.57
Math Test Scores

Math at K 28.55 0.63 89.94 10.42  28.34 0.62 89.51 10.41
Change from K to 1st 23.80 0.98  110.46 9.44  23.42 0.61 9487 954
Change from 1stto 3rd 17.46 0.45 12355 8.46  16.36 0.47 11459 9.01
Change from 3rd to 5th 12.88 0.48 8297 6.61 12.26 0.34 9435 844

Caribbean/Central America

Reading Test Scores

Reading at K 43.03 1.06 156.40 43.11  44.77 1.34 195.13 70.32
Change from K to 1st  26.07 1.41 186.30 24.37 28.85 1.27 182.11 27.55
Change from 1st to 3rd 22.03 1.09 204.37 31.49 23.49 0.78 172.80 22.08
Change from 3rd to 5th 12.91 0.76 125.01 20.21 12.01 0.54 98.03 14.89
Math Test Scores

Math at K 31.71 0.99 98.95 12.90 31.85 1.01 100.11 24.09
Change from K to 1st 22,16 1.09 132.61 17.82 21.83 0.79 81.43 14.89
Change from 1st to 3rd 19.05 0.82 141.08 17.01 17.83 0.66 89.47 11.53
Change from 3rd to 5th 13.66 0.57 70.65 9.37 13.78 0.63 71.00 8.07

East Asia

Reading Test Scores

Reading at K 56.80 2.18  401.38 8398  58.22 2.09 483.51 87.96
Change from K to 1st  36.42 2.01 242.84 41.53 35.75 1.87 307.58 55.03
Change from 1stto 3rd 22.85 1.14  184.07 31.97 22.79 0.76 147.26  24.39
Change from 3rd to 5th 11.86 0.84  104.79 14.44  11.96 0.85 88.16 18.95
Math Test Scores

Math at K 46.11 1.98  320.75 49.07 42.44 1.48 201.80 34.08
Change fromK to 1st  26.48 1.40  166.70 26.18  26.22 1.11 103.57 17.78
Change from 1stto 3rd 23.08 0.90  126.45 14.98  21.09 0.74 92.53 12.69
Change from 3rd to 5th 12.40 0.67 67.47 944  14.21 0.59 63.63  9.56
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Southeast Asia
Reading Test Scores
Reading at K

Change from K to 1st
Change from 1st to 3rd
Change from 3rd to 5th
Math Test Scores
Math at K

Change from K to 1st
Change from 1st to 3rd
Change from 3rd to 5th

Other countries
Reading Test Scores
Reading at K

Change from K to 1st
Change from 1st to 3rd
Change from 3rd to 5th
Math Test Scores
Math at K

Change from K to 1st
Change from 1st to 3rd
Change from 3rd to 5th

U.S.-born mother
Reading Test Scores
Reading at K

Change from K to 1st
Change from 1st to 3rd
Change from 3rd to 5th
Math Test Scores
Math at K

Change from K to 1st
Change from 1st to 3rd
Change from 3rd to 5th

47.83 1.91
30.89 1.39
21.07 0.68
12.16 0.68

37.19 1.57
24.39 1.48
19.99 0.59
14.59 0.57

50.05 1.46
34.45 1.20
26.43 0.80
10.65 0.73

40.20 1.02
26.44 1.03
22.13 0.64
12.74 0.62

45.71 0.99
30.37 1.30
24.38 0.80
11.50 0.59

36.40 0.89
26.96 1.16
19.70 0.65
11.89 0.55

322.90 103.35

244.15
129.80
115.39

233.16
172.33
104.30

66.83

268.81
204.39
177.33
140.11

147.14
142.73
126.21

84.83

187.89
293.65
172.56
110.75

138.38
211.88
120.68

80.64

25.52
16.10
12.83

53.27
29.45
10.57

8.17

55.15
20.91
16.34
18.49

16.34
17.01
15.38
11.67

38.29
38.76
19.38
12.90

14.39
32.22
17.67

9.27

50.53
34.33
21.54
10.92

37.01
23.19
19.82
13.05

47.98
34.75
26.60
10.88

37.39
25.19
20.56
12.52

46.85
31.80
25.67
11.61

35.19
24.44
18.50
12.82

191
1.33
0.81
0.53

1.24
0.90
0.61
0.57

111
1.34
0.93
0.70

1.01
0.90
0.72
0.57

1.12
1.23
0.76
0.58

0.88
0.71
0.54
0.53

449.74 105.87

242.94
151.52
87.00

142.42
90.45
101.88
78.88

195.05
228.20
190.35
104.05

156.58
127.29
121.88

75.36

205.66
238.88
176.69
117.48

125.20
82.92
103.76
80.40

33.33
15.76
10.04

18.79
13.61
10.12

9.52

37.27
26.72
23.27
16.62

23.95
19.90
15.90

7.36

58.44
25.88
15.98
19.73

15.80
8.68
11.61
9.58

68



Table 8 b. Summary of Significant Differences in the Mean and Variance of Latent Variables across Immigrant groups

Intercept Change K to 1st Change 1st to 3rd Change 3rd to 5th
Boys
Mean
Reading East vs. each East vs. Mexico, CC, Southeast ~ South Am vs. Mexico, CC, East, Mexico, CC vs. other
South Am vs. Mexico Southeast
Math East vs. each East, U.S., other vs. CC South Am vs. Mexico, CC, Southeast vs. Mexico, East,
Southeast, U.S. other, U.S.
Variance
Reading each vs. Mexico, CC East, Southeast, U.S. vs. Mexico CC, other vs. Southeast -

Math East, Southeast vs. South Am, South Am, East, Southeast, U.S. - -

Mexico, CC VS. Mexico
Girls
Mean
Reading East vs. each East vs. Mexico, CC South Am vs. Southeast South Am vs. Southeast
Math East vs. each East vs. Mexico, CC, Southeast  East vS. South Am, Mexico, CC, East vs. Mexico, other
u.s.
Variance
Reading East, Southeast vs. Mexico, East vs. CC - Mexico vs. South Am, Southeast
CcC
Math Southeast, other vs. Mexico - - Mexico vs. East

Each (every other immigrant group); South Am (South America); CC (Caribbean/Central America); East (East Asia); Southeast (Southeast Asia); other (Other
countries); U.S. (U.S.-born mother). Selectively shown for statistical significance. Larger value first vs. smaller value second.
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Testing of hypothesis 7_a: The home literacy environment will be associated with

higher reading and math test scores.

The structural model of academic achievement test scores was quite a good fit
to the data, with 70 degrees of freedom, a chi-square of 266.172 (p < .00), a CFI of
.99, an RMSEA of .03, and an SRMR of .02.

Reading test scores at kindergarten. The intercept columns in table 9 show
the effects of parental involvement and child’s reading activity and family
background on children’s reading test scores at kindergarten above the effects of
covariates. Children’s reading activity was associated with higher reading test scores
(8 =.17, p <.001), whereas activities in which the parents were involved with the
child did not show a significant effect. Children of East Asian and Southeast Asian
mothers had higher reading test scores (3 = .11, p <.001 and 3 = .09, p < .01,
respectively), and children of Mexican mothers had lower reading test scores
compared to children from families in which the father, rather than the mother, was
foreign-born (3 = -.08, p <.01). Higher socioeconomic status and fewer siblings were
significantly associated with better reading test performance (3 = .31, p <.001, 3 = -
.08, p <.001, respectively). Whether or not both parents were living together had no
effect on children’s reading scores at kindergarten. All variables in the model
explained 27% of variance in children’s reading test scores at kindergarten.

Change in reading test scores from kindergarten to 1 grade. Spending
more time on reading was a significant predictor for increases in children’s reading
scores from kindergarten to 1% grade (3 = .07, p <.01). Girls had larger increases in

test scores than boys (3 = .05, p <.05). Children with parents who were more
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proficient in English showed increased reading scores (3 = .07, p <.01). Compared to
families with foreign-born fathers, families in which the mother belonged in the
“other countries” category had higher increases in reading scores (3 = .06, p < .05).
Higher socioeconomic status was significantly associated with an increase in reading
scores (3 = .21, p <.001).

Change in reading test scores from 1% grade to 3™ grade. Children’s
reading activity at kindergarten was negatively associated with the change in reading
test scores from 1% grade to 3" grade (B = -.07, p < .01). The test scores of children of
East Asian mothers, Southeast Asian mothers, and Mexican mothers declined. The
effect of family socioeconomic status, which was significantly associated with
reading scores at kindergarten and with the change in scores from kindergarten to 1°
grade, was attenuated when it came to the change in reading scores from 1% grade to
3" grade (B = .11, p < .10).

Change in reading test scores from 3" grade to 5™ grade. The effects of
children’s reading were no longer significant for changes in reading scores from 3'
grade to 5™ grade. There was no effect of mother’s country of origin. Contrary to
expectation, better family socioeconomic status at kindergarten and living with both
parents at 1* grade were associated with decreases in reading scores (3 = -.21, p <

01).
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Table 9. Coefficients from the Structural Model of Reading Test Scores, All Children

Intercept Change K - 1st Change 1st-3rd Change 3rd-5th

Beta b SE Beta b SE Beta b SE Beta b SE

Home literacy environment
Parents involvement(K)  0.00 -0.01 0.07 0.00 -0.010.08 -0.05 -0.09 0.05 0.01  0.010.05

Parents involvement(1) 0.02 0.05 0.05 -0.01 -0.010.05
Parents involvement(3) -0.02  -0.04 0.05
Child reading (K) 0.17 *=* 2570.26  0.07* 110034 -0.07** -0.67 0.22 0.00 0.000.21
Child reading (1) 0.05 049 028 -0.02 -0.120.25
Child reading (3) 0.00 0.02 0.21
Time invariant covariates
Girl 0.02 044061 0.05* 141072 0.05 0.84 0.44 -0.02 -0.230.38
Length of stay in the U.S. 0.01 0.010.03 -001 -0.010.04 0.01 0.01 0.02 -0.01 -0.010.02
English proficiency 0.02 010012 007+ 033016 -001 -0.02010 -0.05 -0.110.08
Country of origin (U.S.-born mother omitted)
South America 0.00 0.121.58  0.02 1.62 1.73 0.02 0.85 1.05 0.01  0.26 0.92
Mexico -0.08 *» -2540.94 -0.05 -158131 -0.10* -1.850.75 0.00 -0.050.63
Caribbean/Central America  0.00 -0.011.09 -0.03 -1.42136 -0.05 -1.51 0.97 0.02  0.380.67
East Asia 0.11** 758172  0.05 311169 -0.07** -2.67 0.92 0.01 0.170.75
Southeast Asia 0.09 = 458148 0.04 215136 -0.10*+*-3.30 0.81 -0.01 -0.19 0.66
Other countries 0.03 141105 006* 280129 0.05 124 0.81 -0.04 -0.870.59
Time variant covariates
Family SES (K) 0.31** 555064  0.21** 375061 0.11 1.20 0.62 -0.21 ** -1.86 0.55
Family SES (1) 0.01 0.15 0.65 0.08 0.720.92
Family SES (3) 0.08 0.740.85
Number of sibling(K) -0.08 *** -0.950.23 -0.03 -0.420.27 -0.03 -0.24 0.53 0.04 0.220.45
Number of sibling(1) -0.02 -0.19 0.55 0.05 0.29 0.55
Number of sibling(3) -0.10 -0.62 0.36
Two parents(K) 0.02 1.070.78  0.03 123098 -0.03 -0.75 1.04 0.05 1.08 0.87
Two parents(1) 0.03 0.78 1.01  -0.08 *~ -1.80 0.89
Two parents(3) 0.01 0.150.82
Locale of residence
Suburb (K) 0.07 214131 -002 -054178 -011 -2.18 1.76 0.05 0.71186
Suburb (1) 0.08 146 1.65 -0.04 -0.601.60
Suburb (3) -0.04  -0.551.06
Large city (K) 0.05 164124 -001 -028183 -0.07 -1.39 152 0.00 -0.06171
Large city (1) 0.03 047 131 -012 -1.781.42
Large city (3) 0.08 1.21 0.98
R’ 0.27 0.13 0.06 0.02

*<.05, ** <01, *** <.001
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Math test scores at kindergarten. Table 10 shows the structural model test
of parental involvement and child’s reading activity and family background on
children’s math test scores. More frequent reading activity was associated with a
higher math test score at kindergarten (3 = .10, p <.001). Boys were better at math
than girls (3 =-.05, p <.05). When immigrant parents had been in the U.S. longer,
their children had better math scores (3 = .05, p < .05). Having an East Asian mother,
a Southeast Asian mother, or an immigrant mother in the “other countries” category
was associated with children’s higher math test scores (3 =.12, p <.001; 3 =.06, p <
.05; 3 =.06, p <.01, respectively), whereas having a Mexican or Caribbean/Central
American mother was associated with a lower math test score compared to families
with a U.S.-born mother (3 =-.10, p <.01; 3 =-.05, p < .05, respectively). Children
who had a higher socioeconomic status and fewer siblings performed better on the
math test (3 = .32, p <.001; 3 =-.06, p <.001, respectively).

Change in math test scores from kindergarten to 1 grade. Activities with
parents and children’s reading at kindergarten were not associated with the change in
math test scores from kindergarten to 1% grade. Boys were still better at the math test
than girls (3= -.06, p <.05). The effects of mother’s country of origin disappeared,
except in the case of children with a Caribbean/Central American mother. Higher
family socioeconomic status was associated with an increase in math scores (3 = .14,
p <.001).

Change in math test scores from 1% grade to 3" grade. Neither activities
with parents nor reading time was statistically significant for the change in math test

scores from 1% grade to 3" grade. Boys still outperformed girls (3 = -.10, p < .001).
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Children from families that had recently immigrated were more likely to have
increased test scores from 1% grade to 3" grade (3 = -.06, p < .01). Children with an
East Asian mother or one from the “other countries” category had increased math
scores (3 =.06, p <.05; 3 =.09, p <.01), but children with a Mexican mother had
decreased math scores (3 = -.07, p <.05). Family socioeconomic status effects were
not significant (3 = .10, p = .15), but having fewer siblings was beneficial to the
target child’s math test scores (3= -.13, p <.05).

Change in math test scores from 3™ grade to 5™ grade. Boys no longer
outperformed girls when it came to increases in their math scores. Caribbean/Central
American mothers had children whose math scores increased (3 = .06, p <.05)

compared to those in the reference group.
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Table 10. Coefficients from the Structural Model of Math Test Scores, All Children

Intercept Change K - 1st Change 1st-3rd Change 3rd-5th
Beta b SE Beta b SE Beta b SE Beta b SE
Home literacy environment
Parents involvement(K)  0.01 0.030.05 -0.04 -0.090.05 0.02 0.04 0.04 -0.04 -0.05 0.04
Parents involvement(1) -0.01 -0.01004 -001 -0.01 0.04
Parents involvement(3) 0.02  0.02 0.04
Child reading (K) 0.10 === 1.200.24 0.03 0.350.30 0.04 031019 -0.01 -0.08 0.16
Child reading (1) 0.04 0.36 0.20 -0.01 -0.07 0.20
Child reading (3) 0.05 0.37 0.20
Time invariant covariates
Girl -0.05* -127054 -0.06* -124054 -0.10***-1590.34 -0.01 -0.16 0.32
Length of stay inthe U.S. 0.05* 0.070.03 -0.01 -0.010.03 -0.06* -0.050.02 -0.02 -0.02 0.02
English proficiency 0.00 0.01 0.10 0.02 0.06 0.11 -0.03 -0.08 0.08 -0.03 -0.05 0.07
Country of origin (U.S.-born mother omitted)
South America 0.00 -0.130.99  -0.03 -1.471.49 0.04 142078 0.03 0.95 0.90
Mexico -0.10 =~ -2480.85 -0.02 -054094 -0.07* -1.14058 -0.01 -0.13 0.59
Caribbean/Central America -0.05 * -1.99 0.98  -0.09 ** -3.101.08 -0.01 -0.330.72 0.06* 1.21 0.59
East Asia 012 = 623134 -0.02 -072111 0.06* 189079 003 0.86 0.64
Southeast Asia 0.06* 256112 -0.04 -1.481.09 0.03 0.79 0.58  0.05 1.02 0.57
Other countries 0.06 == 2.170.83 -0.02 -0.47 0.92 0.09* 192060 001 0.23 0.56
Time variant covariates
Family SES (K) 0.32 *** 4.63 0.43 0.14 ==+ 1.82 0.45 0.10 094 064 -0.01 -0.07 0.43
Family SES (1) 0.06 0.58 0.62 0.00 -0.01 0.68
Family SES (3) 0.02 012 0.64
Number of sibling(K) -0.06 =** -0.570.16  -0.03  -0.250.20 0.09 057041 0.05 0.26 0.38
Number of sibling(1) -0.13* -0.82 041 -0.02 -0.09 0.49
Number of sibling(3) -0.03 -0.14 0.32
Two parents(K) 0.02 0.81 0.61 0.01 042080 -0.02 -0.371.01 -0.07 -1.21 0.83
Two parents(1) 0.04 099 1.01  0.07 1.37 0.97
Two parents(3) -0.02  -0.47 0.61
Locale of residence
Suburb (K) 0.02 0.39 1.33 0.11 247133 -009 -149170 007 092 184
Suburb (1) 0.08 125158 -0.05 -0.72 1.47
Suburb (3) -0.15 -1.98 1.16
Large city (K) 0.04 0.851.32 0.10 230139 -008 -125125 006 0.77 145
Large city (1) 0.06 093114 -012 -1.60 1.03
Large city (3) -0.06 -0.77 1.09
R’ 0.26 0.04 0.09 0.02

*<.05, ** < .01, *¥** <.001
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Testing of hypothesis 8_a: The association with the home literacy environment will

differ by gender

The model allowing the effect of the two measures of the home literacy
environment, parental involvement and child’s reading activity, to differ between
boys and girls was a good fit, with a CFI of .95, an RMSEA of .06, and an SRMR of
.06.

Reading and math test scores at kindergarten for boys and girls. The
structural models were compared between boys and girls (Table 11). Parental
involvement and child’s reading activity at kindergarten were both significantly
associated with boys' reading test scores at kindergarten (3 =.11, p<.001; 3 =.22,p
<.001, respectively), whereas only child’s reading activity was significant for girls (3
=.16, p <.001), controlling for family background, e.g., parent’s length of stay in the
U.S., parents’ English proficiency, maternal nativity, family SES, number of siblings,
number of parents, and the locale of residence. For math test scores at kindergarten,
more parental involvement at home and more frequent child reading activity was
associated with boys' higher math test scores at kindergarten (3 = .14, p <.001; 3 =
.13, p <.001). Although there was no significant effect of parental involvement on
girls’ math scores, more time spent reading was associated with girls’ higher math
scores (B = .11, p <.001).

Change in reading and math test scores from kindergarten to 1* grade.
Both parental involvement and children’s reading activity were still significant

predictors for increased reading test scores for boys from kindergarten to 1 grade (3

=.11, p<.001; 3 = .08, p < .05, respectively), controlling for family backgrounds.
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Meanwhile, only children's reading activity was significant for increases in reading
test scores for girls (3 = .11, p <.01). There were still benefits of parental
involvement and more children’s reading activity for boys’ increases in math scores
from kindergarten to 1% grade (3 = .09, p < .01; 3 = .08, p < .05, respectively). But
neither parental involvement nor children's reading activity was significant for the
change in math scores from 1% to 3" grade for girls.

Change in reading and math test scores from 1% grade to 3" grade. More
parental involvement and time spent reading at 1st grade were associated with the
increase in boys’ reading test scores from 1% grade to 3" grade (3 = .14, p < .001; B =
.08, p < .05, respectively), controlling for family background. Parental involvement at
kindergarten and 1% grade did not have an effect on the change in girls’ reading test
scores from 1% to 3" grade. But when girls read more at kindergarten, this was
associated with a decline in their reading scores from 1 grade to 3 grade (8 = -.08,
p < .05). These findings are discussed at greater length in the next chapter. For
children’s math test scores, parental involvement at kindergarten and 1% grade was
associated with increases in boys’ math test scores from 1% grade to 3" grade (8 =
.10, p < .01; B = .08, p < .05), as well as more reading time at kindergarten and 1°
grade (3 =.07, p <.05; 3 =.08, p <.05). There was no benefit of parental
involvement or children's reading for the change in girls” math skills from 1% to 3"
grade.

Change in reading and math test scores from 3™ grade to 5" grade.
Parental involvement in activities at 3" grade was a significant predictor for increased

reading test scores from 3" grade to 5™ grade for boys. None of the home activities
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was significant for predicting changes in girls’ reading scores at any time point. The
increase in boys’ math test scores from 3" grade to 5™ grade was significantly
influenced by children spending more time on reading at 3 grade.

Significantly different paths by gender. According to results comparing
differences in the path between genders, the effect of parental involvement at
kindergarten on reading and math test scores was significantly different between boys
and girls (3 =.11 vs. 3 = .01 for reading test scores; 3 = .14 vs. 3 = .02 for math test
scores). The effect of parental involvement at kindergarten on the change in reading
test scores from kindergarten to 1% grade was significantly different between boys and
girls (B = .11 vs B =- .04). The effect of parental involvement at 1% grade on the
change in reading and math test scores from 1% to 3" grade was significantly different
between boys and girls (3 = .14 vs. 3 = -.01 for reading test scores; 3 =.08 vs. 3 = -
.05 for math test scores). The effect of parental involvement at 3 grade on the
change in reading scores from 3" to 5 grade was significantly higher for boys than it
was for girls (3 = .09 vs. B = -.06). The effect of children’s reading activity at 3
grade on the change in math test scores from 3™ to 5" grade was significantly higher
for boys than it was for girls (3 = .16 vs. 3 =-.03).

In sum, among the activities comprising the home literacy environment,
children’s reading activity significantly contributed to increased reading and math test
scores. Boys’ higher math and reading scores at kindergarten and increased scores
between grades were associated with more reading at home. Girls’ higher reading and
math scores at kindergarten were also associated with their reading more at home, and

the increase in math scores from kindergarten to 1% grade was associated with more
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reading at home. The other aspect of the home literacy environment, parental
involvement, was associated only with boys’ test scores. There was no significant
effect of parental involvement on girls’ academic test scores. More parental
involvement at kindergarten was associated with boys’ higher reading and math
scores at kindergarten, increases in reading and math scores from kindergarten to 1°
grade, and increases in math scores from 1% to 3" grade. More parental involvement
at 1% grade also significantly contributed to increases in boys’ math scores from 1% to
3" grade. More parental involvement at 3 grade had a positive effect on boys’

increase in reading scores from 3" to 5™ grade.

79



Table 11. Coefficients from the Structural Model of Reading and Math Test Scores by
Gender?

Intercept Change K - 1st Change 1st-3rd Change 3rd-5th
Beta b SE Beta b SE Beta b SE Beta b SE
Reading Test Scores
Boys
Parents involvement(K) 0.11 *** 0.36 0.09 ® 0.11** 037 010° 0.04 0.08 0.08  0.03 0.05 0.07
Parents involvement(1) 0.14 **+ 0.31 0.08° -0.01  -0.01 0.09
Parents involvement(3) 0.09* 0.160.06"
Child reading (K) 0.22*+ 325034 008* 111 046 -0.03 -025030 0.05 0.350.29
Child reading (1) 0.08* 0.830.35 0.00 0.04 0.34
Child reading (3) 0.05 0.42 0.33
R 0.32 0.15 0.12 0.05
Girls
Parents involvement(K) 0.01 0.03 0.09"° -0.04 -0.12 0.11 " -0.03 -0.05 0.08  0.00 0.00 0.06
Parents involvement(1) -0.01 -0.01 0.07° 0.00 0.00 0.07
Parents involvement(3) -0.06 -0.090.06"
Child reading (K) 0.16 **~ 261039 011* 170 051 -0.08* -0.780.31 -0.04 -0.260.28
Child reading (1) 0.04 0.44 043 -0.01 -0.10 0.38
Child reading (3) 0.02 0.19 0.38
R 0.28 0.15 0.05 0.03
Math Test Scores
Boys
Parents involvement(K) 0.14 === 0.40 0.07 ® 009+ 024 008° 010* 018005 -004 -0.050.05
Parents involvement(1) 0.08* 0.160.07° 0.03 0.04 0.07
Parents involvement(3) 0.04 0.05 0.05
Child reading (K) 0.13*+ 169033 008> 091 040 0.07* 054024 0.03 0.17 0.25
Child reading (1) 0.08 * 0.66 0.26 0.00 0.02 0.31
Child reading (3) 0.16 *** 1.19 0.31 "
R 0.31 0.08 0.15 0.08
Girls
Parents involvement(K) 0.02 0.05 0.07° -0.05 -0.09 0.07 " 0.02 0.04 0.06  0.00 0.01 0.06
Parents involvement(1) -0.05 -0.08 0.05° 0.01 0.01 0.06
Parents involvement(3) 0.07 0.10 0.06
Child reading (K) 0.11 =+ 1.36 0.36  0.03 0.26 0.36 0.05 0.36 0.28 -0.03 -0.190.24
Child reading (1) 0.01 0.04 0.30 0.03 0.20 0.28
Child reading (3) 003 -0.26031"
R 0.27 0.03 0.07 0.04

# Controlling for parent's length of stay in the US, English proficiency, mother's country of origin, family SES,
number of siblings, two parents, the locale of residence.

b Significant difference in the path between boys and girls.

*<.05,** <.01, *** <.001
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Testing of hypothesis 9_a: The association with the home literacy environment will

differ across immigrant groups

The effects of parental involvement and children’s reading activity were
examined across seven immigrant groups. Given the finding of substantial difference
between genders, the structural model was conducted separately for each immigrant
group without constraining parameters between boys and girls. The model fit for the
South American group indicates a CFl of .86, an RMSEA of .15, and an SRMR of
.15; model fit for the Caribbean/Central American group is a CFl of .95, an RMSEA
of .09, and an SRMR of .12; model fit for the Mexican immigrant group is a CFI of
.91, an RMSEA of .10, and an SRMR of .19; model fit for the East Asian group is a
CFI of .90, an RMSEA of .12, and an SRMR of .19; model fit for the Southeast Asian
group is a CFI of .94, an RMSEA of .09, and an SRMR of .13; model fit for the group
of other countries is a CFI of .93, an RMSEA of .07, and an SRMR of .09; and model
fit for the U.S.-born mother group is a CFl of .92, an RMSEA of .10, and an SRMR
of .11. The larger values of RMSEA and SRMR (which should be less than .06 and
.09, respectively) mean that differences across immigrant groups need to be
interpreted with caution, since the average discrepancy between the observed and
predicted covariances may increase. The smaller values, in the case of CFls, which
should be greater than .96, can indicate that there is not much improvement in the
overall fit of the tested model relative to a null model, which is assumed to be
uncorrelated. Thus, the results of this study are reported along with a cautionary note

about interpreting and representing the results. Table 12 shows the effect of parental
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involvement and children’s reading on reading test scores for boys across immigrant
groups.

Reading test scores at kindergarten_boys. The significant effect of parental
involvement and child’s reading activity on reading test scores operated according to
a similar pattern among boys with a South American, Mexican, or Southeast Asian
mother. For these three groups, more parental involvement and more children’s
reading at kindergarten were associated with boys’ higher reading test scores at
kindergarten. For Caribbean/Central American families, there was a significant effect
of parent involvement (3 = .35, p <.001), but children’s reading activity had no
effect. For the remaining three immigrant groups (East Asian mother, mother from
“other” country, and U.S.-born mother/foreign-born father), a significant positive
effect of boys’ reading activity emerged (3 = .44, p <.001; 3 =.29, p<.001; B3 =.22,
p < .01, respectively), but parental involvement had no effect. Comparing the effect
of parental involvement and child’s reading activity between groups, the parental
involvement effect was significantly greater for children of Caribbean/Central Latin
American mothers than it was for children of South American, Mexican, or Southeast
Asian mothers; and the effect of children’s reading activity was significantly greater
for children of East Asian mother than for others.

Change in reading test scores from kindergarten to 1* grade_boys.
Parental involvement had a significant effect on the change in reading scores from
kindergarten to 1* grade for boys of Mexican mothers (8 = .24, p < .001),
Caribbean/Central American mothers (3 = .34, p <.001), East Asian mothers (3 =

.19, p <.05), and mothers from “other” countries (3 = .15, p <.05). The effect for
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children of Caribbean/Central American mothers was significantly larger than for
children of South Americans mothers and Mexican mothers. Reading activity was
associated with the change in reading scores for boys of South American mothers (3
= .46, p <.001), East Asian mothers (3 = .21, p <.05), Southeast Asian mothers (8 =
.23, p <.05), and mothers from “other” countries (3 = .17, p < .05). This effect of
children's reading activity was significantly larger for children of South American
mothers than for children of mothers from “other” countries.

Change in reading test scores from 1% grade to 3™ grade_boys. The effect
of parental involvement on the increase in reading scores for boys was significant
except in the case of those with a mother in the “Caribbean/Central American”
category or those with a U.S.-born mother and a foreign-born father. Parental
involvement at kindergarten was associated with the increase in reading scores for
boys of South American mothers; and parental involvement at 1* grade was
significantly associated with increased scores from 1% to 3" grade for boys of
Mexican mothers, East Asian mothers, Southeast Asian mothers, and mothers in the
“other countries” category. Boys’ reading had a positive effect on the increase in
scores only for Mexican and Caribbean/Central American boys (3 =.13, p <.05; 3 =
.18, p < .05).

Change in reading test scores from 3™ grade to 5™ grade_boys. Parental
involvement at 3" grade had a significant effect on increases in reading scores from
3" to 5™ grade for boys of Southeast Asian mothers (3 = .27, p < .001) and mothers
from “other” countries (3 = .24, p <.01), suggesting that boys' reading test scores

increased more when they engaged in more activities with their parent. More parental
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involvement at 1 grade had a negative effect on the change in scores for boys of
mothers from “other” countries (3 = -.24, p < .05), but had a positive effect for boys
from families with a U.S.-born mother and a foreign-born father (3 = .24, p < .05).
The increase in reading scores of East Asian boys and Mexican boys was associated
with more children’s reading at home during 3" grade (3=.22,p<.01;3=.11,p<

.05, respectively).
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Table 12. Coefficients from the Structural Model of Reading Test Scores by

Immigrant Groups, Boys®

Intercept Change K - 1st Change 1st-3rd Change 3rd-5th
Beta b SE Beta b SE Beta b SE Beta b SE
South America
Parents involvement(K) 0.14* 052025 -0.10 -045048 028* 0.780.37 0.30 0.60 0.30
Parents involvement(1) 0.13 039 041 -0.12 -0.26 0.37
Parents involvement(3) 0.01 0.01 0.26
Child reading (K) 0.36 *** 547 1.32 046 ** 918 2.77 -053* -6.27 1.74 -020 -1.69 1.35
Child reading (1) 0.21 285163 035* 344180
Child reading (3) -0.21  -235161
Mexico
Parents involvement(K) 0.32 *** 0.74 0.09 0.24 === 0.610.13  0.07 014014 0.12* 0.190.10
Parents involvement(1) 0.16 * 0.330.13 001 0.02 0.14
Parents involvement(3) 0.06 0.10 0.09
Child reading (K) 0.29 *** 3.19 0.55 0.07 0.850.77 013* 112046 0.09 0.66 0.42
Child reading (1) 0.07 0.70 053 -0.10 -0.74 0.51
Child reading (3) 0.11* 0.98 0.43
Caribbean/Central America
Parents involvement(K) 0.35 *** 1.12 0.14 0.34 == 0.980.21 0.12 0.29 020 0.17 0.29 0.18
Parents involvement(1) 0.13 030019 -0.10 -0.170.18
Parents involvement(3) 0.09 0.16 0.16
Child reading (K) 0.10 199098 -0.08 -1.051.41 -0.09 -0.97 1.02  0.26 ** 1.97 0.78
Child reading (1) 0.18* 208093 0.02 0.14 0.80
Child reading (3) 0.04 0.42 0.75
East Asia
Parents involvement(K) 0.15 0.76 040 019* 074032 0.05 013025 -0.12 -0.210.25
Parents involvement(1) 0.19 * 051025 0.07 0.13 0.31
Parents involvement(3) 0.07 0.12 0.16
Child reading (K) 0.44** 960176 021* 349163 -0.11 -1.22 111 0.09 0.66 0.99
Child reading (1) 0.01 011129 -0.03 -0.241.09
Child reading (3) 0.22 > 1.99 0.78
Southeast Asia
Parents involvement(K) 0.16 ** 0.690.21 0.11* 0.380.20 -0.03 -0.05 0.15 -0.07 -0.12 0.12
Parents involvement(1) 0.30 *** 0.57 0.13 011 0.19 0.16
Parents involvement(3) 0.27 *** 0.49 0.13
Child reading (K) 0.21** 417094 023> 372141 -0.07 -0.59 0.64 -0.27 ** -2.07 0.78
Child reading (1) 0.10 0.87 0.67 0.03 0.24 0.83
Child reading (3) 0.15 1.40 0.98
Other countries
Parents involvement(K) -0.01  -0.050.25 0.15* 055022 0.11 0.27 0.18 -0.04 -0.09 0.22
Parents involvement(1) 0.26 ** 0.630.20 -0.24* -0.530.24
Parents involvement(3) 0.24** 0.51 0.19
Child reading (K) 0.29 *** 4891.07 017> 249109 -0.12 -1.18 0.69 -0.06  -0.48 0.67
Child reading (1) 0.00 -0.030.81 0.25* 248 1.07
Child reading (3) -0.12  -1.28 1.07
U.S.-born mother family
Parents involvement(K) 0.08 0.290.22 0.00 0.010.26 0.03 0.07 022 -0.01 -0.02 0.19
Parents involvement(1) -0.05 -0.11 018 0.24* 0.390.16
Parents involvement(3) -0.03  -0.050.17
Child reading (K) 0.22** 317099 0.07 119133 0.10 0.90 0.74  0.05 0.37 0.64
Child reading (1) 0.14 148 088 -0.08 -0.670.71
Child reading (3) -0.03  -0.24 0.85

& Controlling for parent's length of stay in the US, English proficiency, family SES, number of siblings, two parents,

and the locale of residence.
* <05, ** <.01, *** <.001
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Table 13 shows the effect of parental involvement and child’s reading activity
on boys’ math test scores from kindergarten to 5" grade across immigrant groups.
Table 14 summarizes findings of significant difference in the association of parental
involvement and child’s reading activity with reading and math test scores for boys
across immigrant groups.

Math test scores at kindergarten_boys. More parental involvement was
associated with higher math test scores at kindergarten for boys of all Latin American
families ( = .24, p < .01 for South America; 3 = .31, p <.001 for Mexico; 3 = .35, p
<.001 for Caribbean/Central America), whereas there was no effect on boys of East
Asian mothers. The positive association between math test scores and parental
involvement was significantly higher for boys of Mexican mothers and
Caribbean/Central American mothers than for boys of U.S.-born mothers. Reading
activity was significantly associated with higher math scores except in the case of
boys of Caribbean/Central American mothers. The association between math test
scores and child’s reading activity was significantly higher for boys of East Asian
mothers than for boys of other immigrant groups.

Change in math test scores from kindergarten to 1% grade_boys. For boys
of Caribbean/Central American mothers, more parental involvement was associated
with the increase in test scores from kindergarten to 1% grade (8 = .20, p < .01).
Southeast Asian boys’ increase in math scores from kindergarten to 1% grade was
associated with more reading at home at kindergarten (3 = .25, p < .01).

Change in math test scores from 1% grade to 3" grade_boys. Parental

involvement at kindergarten was significantly associated with the increases in boys’
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scores for all Latin immigrant families (3§ = .33, p < .01 for South America; 3 =.19, p
< .01 for Mexico; 3 = .27, p < .01 for Caribbean/Central America). This association
was significantly higher for boys of Latin-origin mothers than for boys of U.S.-born
mothers.

Change in math test scores from 3" grade to 5" grade_boys. Significant
effects of parental involvement disappeared except in the case of the Southeast Asian
group. Meanwhile, children’s reading, which did not seem to have an effect on the
increase in scores between kindergarten and 3" grade, appeared to have a significant
positive effect on the increase in scores from 3" to 5" grade. Specifically, more
reading at kindergarten and at 3" grade was associated with increased math scores
from 3" to 5" grade for Mexican boys (3 = .14, p < .05; 3 = .18, p < .01). More
reading at 3" grade was associated with the increase in math scores for East Asian
boys (3 = .37, p <.001), Southeast Asian boys (3 = .22, p <.01), and those in the

“other countries” group (3 = .19, p <.05).
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Table 13. Coefficients from the Structural Model of Math Test Scores by Immigrant
Groups, Boys®

Intercept Change K - 1st Change 1st-3rd Change 3rd-5th
Beta b SE Beta b SE Beta b SE Beta b SE

South America
Parents involvement(K) 0.24 = 0.57 0.19 -0.01 -0.050.36 0.33* 0.69 0.26 -0.14 -0.23 0.22

Parents involvement(1) 0.13 0.29 041 -0.03  -0.06 0.32
Parents involvement(3) 0.31 0.51 0.28
Child reading (K) 0.25** 248 098 0.25 408293 -003 -028129 -007 -051114
Child reading (1) 0.16 171 133 -011 -094134
Child reading (3) 0.14 1.39 1.25
Mexico
Parents involvement(K) 0.31 *** 0.68 0.09  0.21 *** 0.480.09 0.19* 0.31 0.10 0.01 0.01 0.09
Parents involvement(1) 0.09 0.17 0.11  0.09 0.130.11
Parents involvement(3) 0.00 0.00 0.08
Child reading (K) 0.19 === 2.00 0.47 0.14* 146057 010* 081040 014* 0.880.40
Child reading (1) 0.05 0.41 042 -0.09 -0.580.51
Child reading (3) 0.18 =~ 1.33 0.47

Caribbean/Central America
Parents involvement(K) 0.35 *** 0.85 0.13 0.20** 051015 0.27* 0.52 0.17 0.15 0.20 0.17

Parents involvement(1) 0.00 0.00 0.15 -0.15 -0.200.15
Parents involvement(3) 0.17 0.250.14
Child reading (K) 0.10 1.00 0.88 -0.03 -0.371.04 0.06 0.49 0.85 -0.02  -0.12 0.57
Child reading (1) 0.18 160 0.93 017 1.08 0.71
Child reading (3) 0.11 0.78 0.70
East Asia
Parents involvement(K) 0.05  0.24 0.34  0.16 0.530.30 0.11 0.22 019 0.02 0.03 0.20
Parents involvement(1) 0.09 0.19 0.27 0.19 0.30 0.23
Parents involvement(3) 0.03 0.04 0.17
Child reading (K) 0.40 *** 7.79 1.28  0.14 1.901.67 0.25 217 120 -0.21* -1.320.67
Child reading (1) 0.07 0.61 1.39 -0.04 -0.28 1.10
Child reading (3) 0.37 *** 2.91 0.70

Southeast Asia
Parents involvement(K) 0.15* 0.54 0.22 0.11 0.310.18 0.07 0.13 0.15 -0.02 -0.02 0.11

Parents involvement(1) 0.19* 034015 -005 -0.06 0.15
Parents involvement(3) 0.30 *** 0.42 0.10
Child reading (K) 0.18** 295097 025* 330116 -0.01 -0.10 053 -0.19 -1.130.60
Child reading (1) 0.09 0.72 0.57  0.08 0.51 0.62
Child reading (3) 0.16 1.14 0.64
Other countries
Parents involvement(K) 0.18 =~ 0.57 0.21  0.13 0.390.21 0.05 0.11 0.17 -0.14 -0.250.18
Parents involvement(1) 0.17* 034 016 0.00 0.00 0.20
Parents involvement(3) 0.09 0.16 0.12
Child reading (K) 0.13 162 1.03 0.04 049105 013* 107 053 -002 -0.140.66
Child reading (1) 0.13 120 0.70  0.00 0.03 0.83
Child reading (3) 0.19* 1.630.69

U.S.-born mother family
Parents involvement(K) 0.07  0.21 0.18  0.09 031024 -015 -030021 0.04 0.07 0.17

Parents involvement(1) 0.12 0.21 0.16  0.07 0.11 0.15
Parents involvement(3) -0.20 -0.320.16
Child reading (K) 0.17* 205100 0.05 0.70 1.12 0.13 1.01 0.62 0.06 0.41 0.67
Child reading (1) 0.09 0.76 0.72  0.02 0.17 0.74
Child reading (3) 0.14 1.06 0.81

& Controlling for parent's length of stay in the US, English proficiency, family SES, number of siblings, two parents,
and the locale of residence.
*< .05, ** <.01, *** <.001
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Table 14. Summary of Significant Differences in the Association with Boys’ Academic Achievement across Immigrant Groups

Intercept Change K to 1st Change 1st to 3rd Change 3rd to 5th
Boys
Reading Test Scores
Parental involvement(K) CC vs. South Am, Mexico, = CC vs. South Am, Mexico South Am Vvs. Southeast South Am, Mexico Vs.
Southeast East,Southeast
Parental involvement(1) Mexico, East, Southeast, -
other vs. U.S.
Parental involvement(3) Mexico vs. Southeast
Child reading (K) East vs. each (except South Am) South Am Vvs. other South Am vs. each (except other CC vs.South Am
East vs. Southeast
Child reading (1) - South Am vs. Mexico, U.S.
Child reading (3) Mexico, East, Southeast Vs.
South Am
Math Test Scores
Parental involvement(K) Mexico, CC vs. U.S. - South Am, Mexico, CC vs. -
u.S.
Parental involvement(1) - -
Parental involvement(3) South Am, Mexico, CC,
Southeast vs. U.S.
Child reading (K) East vs. each Southeast vs. CC - Mexico vs. East,Southeast
Child reading (1) - -
Child reading (3) Southeast vs. CC

Each (every other immigrant group); South Am (South America); CC (Caribbean/Central America); East (East Asia); Southeast (Southeast Asia); other (Other
countries); U.S. (U.S.-born mother). Selectively shown for statistical significance. Larger value first vs. smaller value second.
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Table 15 presents the effect of parental involvement and children’s reading on
changes in girls’ reading scores across immigrant groups.

Reading test scores at kindergarten_girls. There was no effect of parental
involvement at kindergarten on reading scores at kindergarten in any of the immigrant
groups. But children’s reading activity was significantly associated with girls’ higher
test scores at kindergarten in all immigrant groups except girls with a South American
mother. The association between children’s reading and reading test scores was
significantly higher for girls of East Asian mothers than girls of other immigrant
groups.

Change in reading test scores from kindergarten to 1% grade_girls.
Parental involvement had an effect on the change in reading scores from kindergarten
to 1% grade for only one immigrant group and in the opposite direction from that
predicted: more parental involvement on the part of Mexican mothers was associated
with a decrease in their daughters' reading scores (3 = -.14, p <.05).

More reading activity at kindergarten was associated with increased test
scores from kindergarten to 1 grade for girls from all three Latin American groups
(8 =.31, p < .05 for South America; 3 = 15, p <.05 for Mexico; 3 = .19, p < .05 for
Caribbean/Central American). The association between reading activity and change in
reading scores was significantly higher for girls of South American mothers and
Caribbean/Central mothers than for girls of East Asian mothers.

Change in reading test scores from 1 grade to 3™ grade_girls. None of
the home activities was associated with the change in reading scores from 1% to 3

grade for girls for any of the immigrant groups.
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Change in reading test scores from 3™ grade to 5" grade_girls. There were
few significant effects of parental involvement and child’s reading activity on girls’
change in reading scores from 3 grade to 5" grade. Only girls of South American
mothers and those with mothers from “other” countries were influenced at all. More
parental involvement at 1 grade was associated with increased test scores from 3™ to
5% grade for girls of South American mothers (3 = .48, p < .01), but more parental
involvement at 3" grade decreased scores for girls of South American mothers (3 = -

49, p <.01) and girls of mothers from “other” countries (3 = -.16, p <.05).
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Table 15. Coefficients from the Structural Model of Reading Test Scores by
Immigrant Groups, Girls®

Intercept Change K - 1st Change 1st-3rd Change 3rd-5th
Beta b SE Beta b SE Beta b SE Beta b SE
South America
Parents involvement(K) -0.07  -0.240.37 -0.11  -0.360.52 0.14 0.290.25 -0.21 -0.29 0.21
Parents involvement(1) -0.08 -0.16 0.25 0.48** 0.650.20
Parents involvement(3) -0.49 ** -0.68 0.26
Child reading (K) 0.18 325246 031* 587261 -0.09 -098144 -0.14 -1.06 0.98
Child reading (1) 0.08 0.891.23 -0.21 -1.65 0.90
Child reading (3) -0.10 -0.79 0.87
Mexico
Parents involvement(K) 0.00 0.000.11 -0.14* -041018 -0.10 -0.180.12 0.03 0.05 0.10
Parents involvement(1) -0.03 -0.06 0.12 -0.05 -0.08 0.13
Parents involvement(3) -0.08 -0.14 0.11
Child reading (K) 014> 124057 015> 214090 -0.03 -0.29049 0.02 0.15 0.53
Child reading (1) 0.11 1.080.68 0.04 0.32 0.64
Child reading (3) -0.04 -0.35 0.62
Caribbean/Central America
Parents involvement(K) 0.10 029030 -011 -0.31022 0.07 0.140.18 -0.11 -0.17 0.15
Parents involvement(1) 0.11 0.230.18 -0.02 -0.03 0.12
Parents involvement(3) -0.04 -0.06 0.17
Child reading (K) 013+ 185088 019* 259113 -010 -0.970.78 0.09 0.65 0.76
Child reading (1) 0.08 0.940.93 0.05 0.42 1.09
Child reading (3) -0.05 -0.39 0.93
East Asia
Parents involvement(K) 0.05 0.27 0.42 -0.03 -0.14 044  0.03 0.06 0.25 -0.09 -0.13 0.19
Parents involvement(1) 0.07 0.14 022 0.09 0.14 0.18
Parents involvement(3) 0.03 0.04 0.13
Child reading (K) 0.30 *** 897282 -0.13 -310253 -013 -147103 -0.14 -1.27 0.92
Child reading (1) 0.00 0.011.03 0.07 0.52 0.96
Child reading (3) 0.07 0.61 0.97
Southeast Asia
Parents involvement(K) 0.02 0.090.29 0.17 0.630.35 -0.15 -0.300.18 0.06 0.09 0.14
Parents involvement(1) -0.05  -0.080.16 0.00 0.00 0.13
Parents involvement(3) -0.07 -0.09 0.17
Child reading (K) 0.10 221135 0.12 206139 -001 -005076 -0.21* -1570.74
Child reading (1) -0.07 -0.680.84 0.01 0.04 0.76
Child reading (3) -0.08 -0.74 0.98
Other countries
Parents involvement(K) 0.03 0.100.25 0.09 0.290.23 -0.08 -0.170.18 0.13 0.22 0.13
Parents involvement(1) 0.00 0.00 0.21 -0.02 -0.04 0.18
Parents involvement(3) -0.16 = -0.250.11
Child reading (K) 0.25 *** 353099 0.11 170 1.17 -0.22* -2.140.73 0.02 0.15 0.55
Child reading (1) -0.07  -0.750.94 -0.05 -0.40 0.68
Child reading (3) 0.10 1.04 0.81
U.S.-born mother family
Parents involvement(K) -0.04  -0.130.25 0.01 0.050.26  0.09 0.180.23 -0.01 -0.01 0.18
Parents involvement(1) -0.06 -0.12 0.18 0.09 0.17 0.18
Parents involvement(3) -0.01 -0.01 0.17
Child reading (K) 0.17 === 2.520.79 0.01 014110 -0.16+ -1550.82 -0.06 -0.49 0.82
Child reading (1) -0.05 -0.561.01 -0.10 -0.97 0.97
Child reading (3) 0.16* 1.710.67

# Controlling for parent's length of stay in the US, English proficiency, family SES, number of siblings, two parents,

and the locale of residence.
* <05, ** < .01, *** < .001
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Table 16 presents the effect of parental involvement and children’s reading on
changes in girls” math test scores across immigrant groups. Table 17 summarizes
differences in the association of parental involvement and girls’ reading activity with
reading and math test scores at kindergarten and over time.

Math test scores at kindergarten_girls. In the case of girls of
Caribbean/Central American mothers and mothers from “other” countries, more
children's reading at home was associated with higher math test scores at kindergarten
(3=.20,p<.01; 3=.21, p<.01, respectively).

Change in math test scores from kindergarten to 1% grade_girls. The
positive effect of more reading activity at kindergarten persisted to increase scores
from kindergarten to 1% grade for girls of Caribbean/Central American mothers ( =
.16, p < .05). This association was significantly higher for girls of Caribbean/Central
American mothers than for girls of U.S.-born mothers.

Change in math test scores from 1% grade to 3" grade_girls. More parental
involvement negatively affected the change in scores for girls of mothers in the “other
countries” group (3 = -.20, p <.05). More reading at kindergarten was associated with
the increase in math scores from 1% to 3" grade for girls of East Asian mothers (3 =
.23, p <.01). This association was significantly higher for girls of East Asian mother
and for girls of Mexican mothers.

Change in math test scores from 3" grade to 5™ grade_girls. More
parental involvement at 3" grade was associated with increases in math scores from

3" to 5™ grade for girls of East Asian mothers and U.S.-born mothers (3 = .21, p <

.05; 3 =.23, p < .05, respectively). More reading activity in kindergarten, which had a
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positive effect on the change in scores from 1% to 3 grade, now had a negative
influence on the change in scores from 3" to 5" grade for girls of East Asian mothers

(B =-.21, p < .05).
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Table 16. Coefficients from the Structural Model of Math Test Scores by Immigrant
Groups, Girls®

Intercept Change K - 1st Change 1st-3rd Change 3rd-5th
Beta b SE Beta b SE Beta b SE Beta b SE

South America
Parents involvement(K) -0.02 -0.050.26 0.04 0.09 0.39 -0.02 -0.03 0.19 -0.26 -0.44 0.35

Parents involvement(1) 0.08 0.10 0.21 0.32 0.530.31
Parents involvement(3) -0.01 -0.01 0.32
Child reading (K) 0.21 256141 -0.06 -0.76 228 -0.07 -052 1.17  0.09 0.83 1.26
Child reading (1) -019 -145083 0.04 0.35 1.30
Child reading (3) 0.25 244 1.42
Mexico
Parents involvement(K) -0.04  -0.07 0.11 -0.10 -0.19 0.11  0.00 0.00 0.11  0.02 0.02 0.10
Parents involvement(1) -0.06 -0.10 0.09 -0.01 -0.02 0.12
Parents involvement(3) 0.01 0.02 0.10
Child reading (K) 0.07 0.680.55 0.07 070052 -0.01 -0.10 050 -0.01 -0.060.39
Child reading (1) 0.03 0.26 0.54  0.03 0.20 0.43
Child reading (3) -0.06  -0.51 0.56

Caribbean/Central America
Parents involvement(K) 0.10 0.200.17 -0.18 -0.330.19 -0.06 -0.08 0.13 0.17 0.21 0.17

Parents involvement(1) 0.04 0.06 0.14 -0.04 -0.05 0.12
Parents involvement(3) 0.08 0.10 0.15
Child reading (K) 0.20*= 204065 016* 145066 0.09 0.62 0.62  0.02 0.12 0.59
Child reading (1) 0.05 0.38 0.66  0.16 1.150.81
Child reading (3) -0.16  -1.140.75
East Asia
Parents involvement(K) 0.08 0.250.26  0.06 0.14 0.24 0.07 0.10 0.18 -0.13 -0.16 0.17
Parents involvement(1) 0.07 0.11 0.14 -0.03 -0.04 0.16
Parents involvement(3) 021* 028014
Child reading (K) 0.09 179187 0.02 023137 023* 212086 -021* -1.620.80
Child reading (1) -0.09 -0.77 0.70 -0.06 -0.380.72
Child reading (3) -0.03  -0.180.76

Southeast Asia
Parents involvement(K) 0.06 0.17021  0.06 0.14 019 -0.04 -0.07 0.12 -0.09 -0.13 0.14

Parents involvement(1) -0.10 -0.14 0.11 0.03 0.030.19
Parents involvement(3) 0.01 0.01 0.18
Child reading (K) 0.06 0.840.94 0.02 0.24 0.66 0.10 0.75 0.57 -0.06 -0.430.59
Child reading (1) 0.04 0.31 060 -0.04 -0.300.93
Child reading (3) 0.22 1.91 1.00
Other countries
Parents involvement(K) 0.03 0.090.19 0.05 0.13 018 0.12 0.22 0.14 -0.05 -0.08 0.16
Parents involvement(1) -0.20* -0.42 0.16 0.18 0.320.18
Parents involvement(3) -0.14 -0.20 0.13
Child reading (K) 0.21* 260092 -0.01 -0.06 120 0.08 0.66 0.70 -0.10  -0.67 0.52
Child reading (1) 0.01 0.08 0.65  0.01 0.06 0.80
Child reading (3) -0.05 -0.48 0.81

U.S.-born mother family
Parents involvement(K) -0.04  -0.090.15 -0.01 -0.030.20 0.05 0.07 0.14 -0.06 -0.09 0.14

Parents involvement(1) -0.01 -0.02 0.16 -0.04 -0.06 0.14
Parents involvement(3) 0.23* 0.360.16
Child reading (K) 0.05 0.580.69 -0.11 -1.01083 0.01 0.11 059  0.08 0.53 0.57
Child reading (1) 0.01 0.11 0.74  0.01 0.12 0.77
Child reading (3) -0.10 -0.87 0.68

& Controlling for parent's length of stay in the US, English proficiency, family SES, number of siblings, two parents,
and the locale of residence.
*< .05, ** < .01, *** < .001
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Table 17. Summary of Significant Differences in the Association with Girls” Academic Achievement across Immigrant Groups

Change 1st to 3rd

Change 3rd to 5th

Intercept Change K to 1st
Girls
Reading Test Scores
Parental involvement(K) - Southeast vs. Mexico,CC

Parental involvement(1)

Parental involvement(3)

Child reading (K) East vs. each (excpt.South Am) South Am vs. CC, East
Child reading (1)

Child reading (3)

Math Test Scores
Parental involvement(K) - -

Parental involvement(1)

Parental involvement(3)

Child reading (K) - CCvs. U.S.
Child reading (1)

Child reading (3)

South Am, CC, East vs. other

East vs. Mexico

other vs. South Am

South Am vs. Mexico, CC,
Southeast,other

CC, East vs. South Am
CC vs. Southeast

U.S. vs. South Am, Mexico,
Southeast

East vs. other
U.S. vs. East

South Am. vs. CC

Each (every other immigrant group); South Am (South America); CC (Caribbean/Central America); East (East Asia); Southeast (Southeast Asia); other (Other

countries); U.S. (U.S.-born mother). Selectively shown for statistical significance. Larger value first vs. smaller value second.
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Findings related to social skills

Table 18 shows the means and variances of intercept factors and difference
factors of self-control and interpersonal skills from kindergarten through 5™ grade.
The goodness-of-fit indices indicate a very good fit to the data, with an RMSEA of

0.00, a CFI of 1.00, and an SRMR of 0.00.

Testing of hypothesis 4_b: Children’s self-control and interpersonal skills will

increase over time.

Scores on self-control increased steadily over time. Large values of variance
of all latent variables indicate that self-control and interpersonal skills differed
substantially across individuals at kindergarten, and that the change in scores at each

time period also differed across individuals.

Testing of hypothesis 5_b: The pattern of the growth trajectory will differ by
gender.

Girls had significantly higher self-control and interpersonal skills at
kindergarten than did boys. The effect size is 0.32, and 0.35. However, the changes in
self-control and interpersonal skills from kindergarten to 1% grade, 1% to 3" grade,

and 3" to 5" grade were same between boys and girls.
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Table 18. Means and Variances of Latent Factors of Social Skills, All Children and

by Gender
All children Boys Girls boy
Means SE Mean SE Mean SE vs.girl effectsize

Self-control

Intercept 320 0.02 3.11 0.02 330 0.02* 0.32

Change K - 1st grade 0.00 0.02 -0.01 0.03 0.01 0.03 0.03

Change 1st-3rd grade 0.02 0.01 0.01 0.01 0.02 0.01 0.03

Change 3rd-5th grade 0.03 0.01 0.02 0.01 0.03 0.01 0.02
Interpersonal skills

Intercept 312  0.02 3.01 0.02 323 0.02* 0.35

Change K - 1st grade 0.01 0.02 -0.01 0.03 0.02 0.03 0.05

Change 1st-3rd grade 0.00 0.01 -0.01 0.02 0.00 0.02 0.05

Change 3rd-5th grade 0.01 0.01 -0.01 0.02 0.02 0.01 0.07

All children Boys Girls boy
Variance SE Variance SE Variance SE vs. girl

Self-control

Intercept 035 0.01 0.36 0.01 0.33 0.01

Change K - 1st grade 0.43 0.02 0.45 0.03 0.42 0.02

Change 1st-3rd grade 011 0.01 0.12 0.01 0.11 0.01

Change 3rd-5th grade 011 0.01 0.12 0.01 0.10 0.01
Interpersonal skills

Intercept 038 0.01 0.37 0.01 0.37 0.01

Change K - 1st grade 051 0.02 0.51 0.03 0.51 0.03

Change 1st-3rd grade 013 0.01 0.14 0.01 0.12 0.01

Change 3rd-5th grade 012 0.01 0.13 0.01 0.12 0.01

* Significant difference between boys and girls at the .05.
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Testing of hypothesis 6_b: The pattern of the growth trajectory will differ across
immigrant groups.

Table 19_a shows means and variances of intercepts and changes over time
across immigrant groups. Table 19 b shows summarized results for whether there
were differences in changes in social skills across immigrant groups. Boys’ initial
statuses for self-control and interpersonal skills were significantly different across
immigrant groups. Boys of East Asian mothers had significantly higher self-control
and interpersonal skills at kindergarten than did boys of Mexican mothers and
Caribbean/Central American mothers. Changes in boys’ self-control from
kindergarten to 1 grade, and 1% grade to 3" grade, differed across immigrant groups,
whereas there was no difference in the change from 3™ to 5 grade. For interpersonal
skills, there was no difference from 1% to 3" grade, or from 3" to 5" grade.

Girls of East Asian mother had significantly higher self-control at
kindergarten than did girls of Caribbean/Central American mothers. From
kindergarten to 3" grade, immigrant groups appeared not to differ, but some
differences were found from 3" to 5™ grade. Girls of East Asian mothers increased
self-control skills from 3" to 5™ grade more than did girls of Mexican mothers,
Caribbean/Central American mothers, and U.S.-born mothers. Girls’ initial status for
interpersonal skills was the same across immigrant groups, but the change from 3" to
5" grade was different. Girls of East Asian mothers increased interpersonal skills
from 3" to 5™ grade more than did girls of Mexican mothers, Caribbean/Central

American mothers, and U.S.-born mothers.
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Table 19_a. Means and Variances of Latent Factors of Social Skills by Immigrant
Groups

Boys Girls
Mean SE  Variar SE Mean SE Varian SE

South America

Self-control skills

Self-control at K 3.14 0.10 0.37 0.04 3.29 0.09 0.36 0.08
Change fromK to 1st ~ 0.14 0.10 037 0.11 0.00 0.11 0.54 0.09
Change from 1stto 3rd  0.03 0.04 0.15 0.04 0.08 0.05 0.19 0.04
Change from 3rd to 5th  -0.01 0.04 0.17 0.05 0.03 0.05 0.15 0.03
Interpersonal skills

Interpersonal skills at K 3.08 0.11 0.37 0.07 3.25 0.10 0.41 0.06
Change from K to 1st ~ 0.13 0.12 0.46 0.11 0.00 0.12 0.56 0.12
Change from 1st to 3rd -0.04 0.06 0.20 0.07 0.03 0.06 0.26 0.04
Change from 3rd to 5th  -0.05 0.07 0.25 0.06 0.01 0.06 0.21 0.03

Mexico

Self-control skills

Self-control at K 3.10 0.03 0.33 0.02 3.28 0.03 0.29 0.02
Change fromK to 1st ~ 0.00 0.05 0.46 0.06 -0.01 0.04 0.42 0.04
Change from 1st to 3rd -0.02 0.02 0.25 0.03 0.04 0.02 0.22 0.03
Change from 3rd to 5th  0.04 0.02 0.24 0.03 0.02 0.02 0.21 0.02
Interpersonal skills

Interpersonal skills at K 2.96 0.04 0.37 0.03 3.19 0.03 0.33 0.02
Change fromK to 1st ~ 0.04 0.05 0.48 0.05 0.05 0.05 0.49 0.04
Change from 1st to 3rd -0.02 0.03 0.27 0.03 0.01 0.03 0.24 0.02
Change from 3rd to 5th  -0.02 0.03 0.23 0.02 0.01 0.02 0.25 0.03

Caribbean/Central America

Self-control skills

Self-control at K 2.94 0.08 0.53 0.05 3.20 0.06 0.36 0.04
Change fromK to 1st  0.02 0.08 0.58 0.08 -0.02 0.07 0.49 0.07
Change from 1stto 3rd  0.12 0.04 0.30 0.06 0.02 0.03 0.20 0.03
Change from 3rd to 5th  -0.03 0.04 0.27 0.04 0.01 0.04 0.25 0.03
Interpersonal skills

Interpersonal skills at K 2.91 0.07 0.44 0.04 3.17 0.05 0.37 0.03
Change from K to 1st  -0.01 0.08 0.58 0.08 0.01 0.08 0.63 0.10
Change from 1stto 3rd  0.03 0.04 0.26 0.05 0.01 0.04 0.25 0.04
Change from 3rd to 5th -0.01 0.04 0.29 0.05 -0.03 0.03 0.19 0.03

East Asia

Self-control skills

Self-control at K 3.30 0.06 0.33 0.05 3.37 0.05 0.23 0.04
Change fromK to 1st ~ 0.02 0.07 0.37 0.06 -0.01 0.06 0.27 0.04
Change from 1st to 3rd -0.01 0.04 0.16 0.03 0.04 0.04 0.21 0.04
Change from 3rd to 5th  0.04 0.05 021 0.04 0.11 0.03 0.15 0.03
Interpersonal skills

Interpersonal skills at K 3.21 0.07 0.33 0.04 3.25 0.07 0.36 0.06
Change from K to 1st  -0.09 0.07 0.43 0.08 0.01 0.07 0.34 0.05
Change from 1stto 3rd  0.04 0.04 0.23 0.04 0.00 0.04 0.23 0.04
Change from 3rd to 5th  -0.05 0.04 0.17 0.03 0.12 0.04 0.26 0.04
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Southeast Asia

Self-control skills

Self-control at K 3.18 0.05
Change fromK to1st ~ 0.06 0.05
Change from 1stto 3rd  0.01 0.04
Change from 3rd to 5th  0.03 0.04
Interpersonal skills

Interpersonal skills at K 3.05 0.06
Change fromK to 1st ~ 0.03 0.06
Change from 1stto 3rd  0.00 0.03
Change from 3rd to 5th  0.02 0.03

Other countries

Self-control skills

Self-control at K 3.11 0.05
Change from K to 1st  -0.03 0.06
Change from 1stto 3rd -0.01 0.03
Change from 3rd to 5th  0.05 0.03
Interpersonal skills

Interpersonal skills at K 3.03 0.05
Change from K to 1st  -0.05 0.06
Change from 1st to 3rd -0.02 0.04
Change from 3rd to 5th  0.01 0.04

U.S.-born mother

Self-control skills

Self-control at K 3.12 0.05
Change from K to 1st  -0.12 0.05
Change from 1stto 3rd  0.04 0.03
Change from 3rd to 5th  0.00 0.03
Interpersonal skills

Interpersonal skills at K 3.08 0.04
Change from K to 1st  -0.15 0.06
Change from 1st to 3rd -0.01 0.03
Change from 3rd to 5th  0.01 0.03

0.30
0.38
0.23
0.21

0.36
0.50
0.27
0.23

0.31
0.42
0.24
0.25

0.36
0.43
0.33
0.34

0.35
0.43
0.23
0.22

0.31
0.59
0.26
0.28

0.03
0.05
0.04
0.02

0.03
0.10
0.05
0.03

0.03
0.06
0.03
0.04

0.03
0.04
0.05
0.05

0.03
0.05
0.04
0.03

0.03
0.07
0.04
0.04

3.36
0.11
0.00
0.06

3.27
0.09
0.01
0.04

3.32
0.00
-0.01
0.06

3.28
-0.07
-0.02

0.07

3.31
0.06
0.00
-0.02

3.27
0.05
-0.01
-0.02

0.06
0.07
0.03
0.04

0.07
0.08
0.04
0.03

0.05
0.06
0.04
0.04

0.06
0.06
0.04
0.04

0.05
0.05
0.03
0.03

0.05
0.05
0.03
0.03

0.28
0.35
0.17
0.17

0.36
0.52
0.22
0.19

0.35
0.41
0.26
0.23

0.40
0.54
0.27
0.26

0.39
0.38
0.20
0.19

0.39
0.49
0.25
0.20

0.05
0.06
0.03
0.03

0.04
0.09
0.03
0.02

0.04
0.06
0.03
0.04

0.04
0.07
0.04
0.05

0.04
0.05
0.03
0.02

0.03
0.05
0.04
0.03
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Table 19 b. Summary of Significant Differences in the Mean and Variance of Latent Variables across Immigrant Groups

Intercept

Change K to 1st Change 1st to 3rd Change 3rd to 5th

Boys
Mean
Self-control

Interpersonal skills
Variance
Self-control

Interpersonal skills

Girls
Mean
Self-control

Interpersonal skills

Variance
Self-control

Interpersonal skills

East vs. Mexico,CC

East vs. Mexico,CC,other

CC vs. each
CC. vs. U.S.

East vs. CC

U.S. vs. Mexico,East

East vs. Mexico, CC, other, CC vs. Mexico -

u.s.
U.S. vs. Mexico, CC - -

CC vs. East,Southeast Mexico, CC vs. South Am -

U.S. vs. other - other, U.S. vs. East

East vs. Mexico, CC, U.S.
East vs. Mexico, CC, U.S.

CC vs. South Am, East,
Southeast

South Am, Mexico, CC, other  other VS. Southeast

VS. East

Mexico, CC, other, U.S. vs. - -
East

Each (every other immigrant group); South Am (South America); CC (Caribbean/Central America); East (East Asia); Southeast (Southeast Asia); other (Other
countries); U.S. (U.S.-born mother). Selectively shown for statistical significance. Larger value first vs. smaller value second.
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Testing of hypothesis 7_b: The home literacy environment will be associated with

better self-control and interpersonal skills.

Table 20 shows the effect of parental involvement and child’s reading activity
and covariates on children’s self-control skills from kindergarten to 5™ grade. The
goodness-of-fit indices indicate a very good fit to the data, with an RMSEA of 0.026,
a CFl of .98, and an SRMR of 0.02.

Self-control scores at kindergarten. There was no significant effect of
parental involvement or children’s reading on self-control skills at kindergarten. Girls
showed better self-control skills than boys (3 = .15, p <.001). Children whose
immigrant parents had lived longer in the U.S. had better self-control (3 =.07, p <
.01). Higher family socioeconomic status also predicted children’s better self-control
(3=.09, p<.01).

Change in self-control from kindergarten to 1% grade. Immigrant parents’
length of stay in the U.S. was associated with children’s decreases in self-control
skills from kindergarten to 1* grade (8 = -.06, p < .05). None of the other variables
was significant for changes in self-control during this period.

Change in self-control from 1% grade to 3" grade. Living with both parents
in the same household at 1* grade was associated with an increase in the self-control
rating from 1% grade to 3" grade (8 = .11, p < .01).

Change in self-control from 3" grade to 5t grade. Children from East
Asian families showed increased self-control from 3" grade to 5™ grade (b = .06, p <

.05) compared to children from families with a foreign-born father.
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Table 20. Coefficients from the Structural Model of Self-control, All Children

Intercept Change K - 1st Change 1st-3rd Change 3rd-5th

Beta b SE Beta b SE Beta b SE Beta b SE

Home literacy environment
Parents involvement(K) 0.02 0.00 0.00 0.01 0.00 0.00 -0.02 0.00 0.00 -0.02 0.00 0.00

Parents involvement(1) 0.00 0.00 0.00 0.02 0.00 0.00
Parents involvement(3) 0.00 0.00 0.00
Child reading (K) 0.04 0.02001 -001 -0.010.02 001 0.00 0.01 0.00 0.000.01
Child reading (1) 0.03 0.01 0.01 0.00 0.00 0.01
Child reading (3) 0.01 0.00 0.01
Time invariant covariates

Girl 0.15*~ 0.180.03  0.02 0.02 0.03 0.01 0.00 0.02 0.01  0.010.02

Length of stay inthe U.S. 0.07 ** 0.000.00 -0.06* 0.000.00 0.02 0.00 0.00 -0.01  0.00 0.00
Parents English proficiency -0.03 -0.01001 0.01 0.00 0.01 0.02 0.00 0.00 -0.04  0.000.00
Country of origin (U.S.-born mother omitted)

South America 0.01 0.020.08 0.03 0.08 0.09  0.02 0.04 0.04 0.00  0.00 0.04
Mexico 0.04 0.040.05 0.01 0.01 0.06  0.02 0.01 0.03 0.01  0.00 0.04
Caribbean/Central America -0.05 -0.10 0.07 0.02 0.03 0.07 0.05 0.05 0.04 -0.01 -0.01 0.04
East Asia 0.04 0.090.06 0.01 0.02 0.06 -0.01 -0.01 0.04 0.06 * 0.08 0.04
Southeast Asia 0.04 0.07 0.06 0.04 0.08 0.06 0.00 0.00 0.03 0.04 0.04 0.04
Other countries 0.00 -0.010.05 0.01 0.02 0.05 -0.03 -0.03 0.03 0.06  0.06 0.04
Time variant covariates
Family SES (K) 0.09 >~ 0.060.02 -0.01 -0.010.02 -0.02 -0.01 0.02  -0.14* -0.06 0.03
Family SES (1) 0.03 0.01 0.02 0.02  0.010.04
Family SES (3) 0.12  0.050.03
Number of sibling(K) 0.00 0.000.01  0.00 0.00 0.01 0.01 0.00 0.02  -0.02 -0.010.03
Number of sibling(1) -0.06 -0.02 0.02 0.06 0.02 0.03
Number of sibling(3) 0.02 0.01 0.02
Two parents(K) 0.05 0.080.05 0.00 0.00 0.05 -0.07 -0.07 0.04 0.05  0.040.05
Two parents(1) 0.11* 0.11 0.04 -0.04 -0.040.06
Two parents(3) -0.02 -0.02 0.04
Locale of residence
Suburb (K) -0.01 -0.02 0.08 -0.08 -0.11 0.11  -0.02 -0.02 0.07 0.23* 0.150.08
Suburb (1) 0.07 0.05 0.04 -0.10 -0.070.06
Suburb (3) -0.11  -0.07 0.04
Large city (K) -0.03 -0.030.08 -0.09 -0.120.11 -0.03 -0.02 0.08 0.23* 0.150.07
Large city (1) 0.08 0.05 0.05 -0.23* -0.150.07
Large city (3) 0.01 0.01 0.03
R2 0.05 0.01 0.01 0.02

*<.05,** <.01, ¥ <.001
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Table 21 shows the effect of parental involvement and child’s reading activity
and covariates on children’s interpersonal skills from kindergarten to 5t grade.

Interpersonal skills at kindergarten. Children’s reading for pleasure at
kindergarten was associated with better interpersonal skills at kindergarten (3=.07, p
<.01). Girls and children whose parents had lived longer in the U.S. had higher
ratings for interpersonal skills, as did those whose parents were less proficient in
English (3 =.16, p<.001; 3 =.08, p<.01; 3 =-.08, p <.05, respectively). Children
from Caribbean/Central American families had lower interpersonal skills compared to
children from families in which the father was foreign-born (3 = -.08, p < .05).
Family socioeconomic status, of course, was an important predictor for children’s
better social skills (3 = .08, p <.01).

Change in interpersonal skills from kindergarten to 1% grade. Children
with a Mexican immigrant mother were more likely than other children to experience
an increase in interpersonal skills from kindergarten to 1% grade (3 = .09, p < .05).

Change in interpersonal skills from 1% grade to 3" grade. For increased
interpersonal skills from 1% grade to 3" grade, living with both parents in the
household at 1% grade was the significant contributing factor for children in
immigrant families (3 = .13, p <.01).

Change in interpersonal skills from 3" grade to 5t grade. More frequent
activities with parents at kindergarten was associated with a decline in interpersonal
skills from 3 grade to 5™ grade (8 = -.09, p < .05). Children who lived in the suburbs
or in large cities at kindergarten increased their interpersonal skills from 3™ grade to

5" grade (B = .31, p < .05 for suburbs; B = .31, p < .05 for large city), whereas
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children who lived in the suburbs at 3" grade decreased their interpersonal skills (8 =
-.14, p < .05), compared to children who lived in rural areas.

Table 21. Coefficients from the Structural Model of Interpersonal Skills, All Children

Intercept Change K - 1st Change 1st-3rd Change 3rd-5th

Beta b SE Beta b SE Beta b SE Beta b SE

Home literacy environment
Parents involvement(K)  0.04 0.01 0.00 -0.01 0.00 0.00 0.02 0.00 0.00 -0.09 * -0.010.00

Parents involvement(1) 0.01 0.00 0.00 0.01  0.000.00
Parents involvement(3) 0.02  0.000.00
Child reading (K) 0.07 ** 0.04 0.02 0.00 0.00 0.02 -0.03 -0.010.01 0.03 0.010.01
Child reading (1) 0.00 0.00 0.01 0.01  0.000.01
Child reading (3) 0.02 0.010.01
Time invariant covariates
Girl 0.16 *** 0.20 0.03 0.02 0.03 0.04 0.03 0.02 0.02 0.03  0.020.02
Length of stay inthe U.S. 0.08 == 0.010.00  -0.03 0.00 0.00 -0.01 0.00 0.00 -0.04  0.000.00
English proficiency -0.08 = -0.02 0.01 0.02 0.01 0.01 0.02 0.00 0.00 0.01  0.00 0.00
Country of origin (U.S.-born mother omitted)
South America -0.01 -0.02 0.08 0.03 0.11 0.10 0.01 0.01 0.05 -0.01 -0.02 0.06
Mexico -0.07 -0.08 0.05 0.09 * 0.13 0.06 0.03 0.02 0.03 -0.02 -0.02 0.03
Caribbean/Central America -0.08 *  -0.14 0.06 0.04 0.08 0.07 0.03 0.04 0.04 -0.01 -0.010.04
East Asia 0.01 0.02 0.07 0.00 0.00 0.07 0.02 0.04 0.04 0.02 0.030.04
Southeast Asia 0.00 -0.01 0.06 0.04 0.10 0.07 0.02 0.02 0.03 0.02  0.020.03
Other countries -0.02 -0.030.05 -0.01 -0.02 0.06 0.00 0.00 0.04 0.04 0.040.04
Time variant covariates
Family SES (K) 0.08 ** 0.06 0.02 0.03 0.02 003 -004 -0.020.03 -0.11 -0.050.03
Family SES (1) 0.02 0.01 0.03 0.06  0.030.04
Family SES (3) 0.07  0.030.03
Number of sibling(K) -0.03 -0.02 0.01 -0.01 0.00 0.01 0.00 0.00 0.02 0.06  0.020.03
Number of sibling(1) -0.01 0.00 0.02 -0.05 -0.010.03
Number of sibling(3) 0.05 0.020.01
Two parents(K) 0.03 0.06 0.05 -0.02 -0.04 0.06 -0.07 -0.07 0.04 0.05 0.050.06
Two parents(1) 0.13* 0.13 0.04 -0.07 -0.08 0.06
Two parents(3) -0.03 -0.04 0.03
Locale of residence
Suburb (K) 0.00 0.00 0.07 -0.09 -0.13 0.11 0.03 0.02 0.08 0.31* 0.220.10
Suburb (1) 0.01 0.00 0.06 -0.14 -0.100.08
Suburb (3) -0.14 * -0.10 0.05
Large city (K) 0.04 0.05 0.07 -010 -0.14 011 -0.04 -0.03 0.09 0.31* 0.22 0.09
Large city (1) 0.06 0.04 0.06 -0.25* -0.18 0.07
Large city (3) -0.01 -0.010.03
R2 0.06 0.01 0.01 0.03

*<.05, ** < .01, *** < .001
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Testing of hypothesis 8_b: The association of social skills with the home literacy

environment will differ by gender.

The fit of the model allowing differences by gender in the effect of parental
involvement and children’s reading activity on social skills indicates a CFI of .91, an
RMSEA of .05, and an SRMR of .09. The value of the CFI is a smaller than the .96
recommended by Hu and Bentler (1999), but other indices are still in the acceptable
range.

Table 22 shows the effect of parental involvement and children’s reading on
self-control and interpersonal skills by gender.

Self-control at kindergarten. More parental involvement and children’s
reading were both associated with better self-control skills at kindergarten for boys (3
=.25,p<.001; B = .11, p <.01). However, none of the home activities was
significantly related to girls’ self-control at kindergarten. The association between
parental involvement and self-control skills significantly differed by gender.

Change in self-control from kindergarten to 1% grade. Neither parental
involvement nor children’s reading at kindergarten was associated with the change in
self-control from kindergarten to 1% grade, regardless of gender.

Change in self-control from 1% grade to 3" grade. More parental
involvement at kindergarten was associated with a decline in boys' self-control skills
from 1% grade to 3" grade (B = -.12, p < .05); meanwhile, parental involvement at 1°"
grade was associated with an increase in boys' self-control skills (3 = .13, p < .01).

More time spent reading at 1% grade increased self-control for boys, too (3 = .08, p <
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.05). However, more parental involvement at 1% grade was associated with a decline
in girls' self-control skills from 1% grade to 3" grade (3 = -.07, p < .05).

Change in self-control from 3™ grade to 5™ grade. None of the home
activities was associated with changes in self-control from 3" to 5" grade, neither for
boys nor for girls.

Interpersonal skills at kindergarten. Parental involvement and children's
reading were both associated with better interpersonal skills at kindergarten for boys
(3=.28,p<.001; 3 =.12, p <.001). Parental involvement was not associated with
girls’ interpersonal skills at kindergarten. Children's reading was associated with
better interpersonal skills for girls (3 = .07, p <.05).

Change in interpersonal skills from kindergarten to 1° grade. There was
no effect of parental involvement nor of children's reading on the change in
interpersonal skills.

Change in interpersonal skills from 1 grade to 3" grade. Boys’ increased
interpersonal skills from 1% to 3" grade was associated with more parental
involvement (3 =.11, p <.01). No other effect of parental involvement was observed.
Children's reading activity did not have an effect.

Change in interpersonal skills from 3" grade to 5t grade. More parental
involvement at kindergarten was associated with a decrease in interpersonal skills
from 3" to 5" grade for both boys and girls (3 = -.13, p < .01; 3 = -.08, p < .05).

Significant difference between genders. The effect of parental involvement
at kindergarten on the intercept of self-control and interpersonal skills was

significantly larger for boys than girls. The effect of parental involvement at
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kindergarten and at 1% grade on the change in self-control from 1% grade to 3" grade
differed significantly between boys and girls. The association with children’s reading
at 1% grade and the change in self-control from 1% to 3" grade also differed by gender.
There was no difference in the association of children’s reading activity with
interpersonal skills between genders. However, the association of parental
involvement at 1 grade with the change in interpersonal skills from 1% to 3" grade
was significantly different for boys and girls.

Overall, the distinctive difference between boys and girls in terms of how
their interpersonal and social skills were affected by parental involvement and child’s
reading activity is that boys were more influenced by parental involvement and their
own reading activity than were girls. More parental involvement benefited boys’
social skills up to 3" grade, whereas it did not have any effect for girls. Reading more
at home was helpful for improving boys' self-control, but it did not have that benefit
for girls. Reading more at home was associated with girls’ interpersonal skills at

kindergarten only.
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Table 22. Coefficients from the Structural Model of Self-control and Interpersonal
Skills by Gender?

Intercept Change K - 1st Change 1st-3rd Change 3rd-5th
Beta b SE Beta b SE Beta b SE Beta b SE
Self-control
Boys
Parents involvement(K) 0.25 *** 0.04 0.00 ® 003 0.000.00 -0.12* -0.01 0.00” -0.04  0.00 0.00
Parents involvement(1) 0.13** 0.01 0.00° -0.04 0.00 0.00
Parents involvement(3) 0.02 0.00 0.00
Child reading (K) 0.11* 0.080.02 0.00 0.00 0.02 -0.02 -0.01 0.02 0.01  0.000.01
Child reading (1) 0.08* 0.03001° -0.02 -0.010.02
Child reading (3) 0.05 0.02 0.01
R 0.23 0.02 0.05 0.05
Girls
Parents involvement(K) 0.00 0.000.00° 001 0.00 0.01 0.04 0.00 0.00° -0.04  0.00 0.00
Parents involvement(1) -0.07* -0.010.00" 0.08 0.01 0.00
Parents involvement(3) 0.02 0.00 0.00
Child reading (K) 0.04 0.020.02 0.01 0.01 003 0.01 0.00 0.01 -0.01  0.000.01
Child reading (1) -0.02 -0.01 0.01° 005  0.020.02
Child reading (3) 0.02 0.01 0.01
R 0.03 0.01 0.02 0.03
Interpersonal skills
Boys
Parents involvement(K) 0.28 *** 0.04 0.01 ® .0.01 0.00 0.01 -0.07 -0.01 0.00 -0.13 ** -0.01 0.00
Parents involvement(1) 0.11** 0.01 0.00° -0.05 0.00 0.00
Parents involvement(3) 0.06 0.00 0.00
Child reading (K) 0.12 *** 0.08 0.02  0.00 0.00 0.03 -0.05 -0.02 0.02 0.05 0.020.01
Child reading (1) 0.04 0.02 0.02 0.00 0.000.02
Child reading (3) 0.04  0.020.01
R 0.22 0.01 0.02 0.03
Girls
Parents involvement(K) 0.00 0.000.01" 0.2 0.00 0.01  0.05 0.00 0.00 -0.08 * -0.010.00
Parents involvement(1) -0.03 0.00 0.00° 0.05 0.00 0.00
Parents involvement(3) 0.02 0.00 0.00
Child reading (K) 0.07* 005002 0.03 0.02 0.03 -0.05 -0.02 0.01 0.00 0.000.01
Child reading (1) -0.03 -0.01 0.02 0.04  0.02 0.02
Child reading (3) 0.04 0.02 0.01
R 0.03 0.01 0.03 0.06

& Controlling for parent's length of stay in the US, English proficiency, mother's country of origin, family SES,
number of siblings, two parents, the locale of residence.
*<.05, ** <.01, *** <.001
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Testing of hypothesis 9_b. The association with the home literacy environment will

differ across immigrant groups.

The structural paths of the effect of parental involvement and child’s reading
activity on boys' self-control skills across immigrant groups are shown in Table 23.
Given the finding of substantial difference between genders, the structural model was
conducted separately for each immigrant group without constraining parameters
between boys and girls. The model fit for the South American group indicates a CFI
of .81, an RMSEA of .14, and an SRMR of .22 ; model fit for the Caribbean/Central
American group is a CFI of .89, an RMSEA of .09, and an SRMR of .20; model fit
for the Mexican immigrant group is a CFI of .83, an RMSEA of .10, and an SRMR of
.24; model fit for the East Asian group is a CFI of .81, an RMSEA of .12, and an
SRMR of .25; model fit for the Southeast Asia group is a CFI of .78, an RMSEA of
.11, and an SRMR of .27; model fit for the group of other countries is a CFl of .93, an
RMSEA of .08, and an SRMR of .15; and model fit for the U.S.-born mother group is
a CFl of .86, an RMSEA of .10, and an SRMR of .16.

Self-control at kindergarten_boys. Parental involvement was positively
associated with better self-control for boys from all immigrant groups. Among them,
the effect of parental involvement on the intercept was significantly larger for boys of
South American mothers and Caribbean/Central American mothers than boys of U.S.-
born mothers.

Children’s reading was associated with better self-control for boys with a
mother from Mexico, East Asia, Southeast Asia, or from one of the “other” countries

(3=.19,p<.001; 3=.30,p<.01,3=.15p<.05; 3 =.24, p<.01). The effect of
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reading activity was significantly larger for boys of East Asian mothers than boys of
Caribbean/Central American mothers.

Change in self-control from kindergarten to 1% grade_boys. The effect of
parental involvement disappeared for changes in self-control from kindergarten to 1°
grade except in the case of boys with a U.S.-born mother and a foreign-born father.
More parental involvement at kindergarten was associated with decreased self-control
skills for boys from families with a U.S. born-mother and a foreign-born father (3 = -
.23, p <.01). This association was statistically significantly different from boys of
Mexican mother, Caribbean/Central American mother, and East Asian mother.

More children’s reading was associated with decreased self-control skills for
boys of East Asian mothers (3 =-.23, p <.05). These boys may not have been able to
learn self-control from books. The effect of reading activity differed significantly
between boys of East Asian mothers and boys of Southeast Asian mothers.

Change in self-control from 1 grade to 3" grade_boys. Parental
involvement at kindergarten was associated with decreased self-control for boys of
Mexican mothers (B = -.23, p < .001). Parental involvement at 1% grade was
associated with increased self-control for boys of Mexican mothers and
Caribbean/Central American mothers (§ = .19, p <.01; 3 = .19, p <.05). The effect of
parental involvement at 1% grade differed significantly between Mexican group and
South American group.

More reading at 1% grade was associated with a decrease in self-control from

1% to 3" grade for boys of East Asian mothers (8 = -.31, p < .01), but it was
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associated with an increase for boys of Southeast Asian mothers (8 =.19, p <.01).
This association was significantly different between these two Asian groups.

Change in self-control from 3™ grade to 5™ grade_boys. More parental
involvement at 1 grade was associated with increased self-control skills of boys with
a South American mother (3 = .33, p < .01). More children’s reading at 3" grade was
associated with increased self-control for boys of Mexican mothers (3 = .14, p <.01).

The most distinctive difference across immigrant groups is that there was a
positive effect of parental involvement on self-control skills (i.e., more involvement
was associated with better self-control) after kindergarten for boys of South
American, Mexican, and Caribbean/Central American mothers, whereas there was no
effect of parental involvement for East Asian or Southeast Asian families. Children’s
reading at home at 3" grade was important for better self-control from 3" to 5" grade
for boys with a Mexican mother. For boys of East Asian mothers, more reading at
kindergarten and 1% grade had a negative effect, but for boys of Southeast Asian
mothers, more reading at 1% grade had a positive effect on changes in self-control

from 1% to 3" grade.
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Table 23. Coefficients from the Structural Model of Self-control by Immigrant
Groups, Boys®

Intercept Change K - 1st Change 1st-3rd Change 3rd-5th

Beta b SE Beta b SE Beta b SE Beta b SE

South America
Parents involvement(K) 0.45 **= 0.09 0.02  -0.05 -0.01 0.02 0.01 0.00 0.01 -0.25 -0.020.01

Parents involvement(1) -0.10 -0.01 0.01  0.33** 0.030.01
Parents involvement(3) 0.05 0.00 0.01
Child reading (K) 0.08 0.06 0.13 0.21 0.13 012 -0.16 -0.05 0.07 011 0.04 0.09
Child reading (1) 0.16 0.06 0.06 -0.20 -0.07 0.07
Child reading (3) 0.00 0.00 -0.19 -0.08 0.09
Mexico
Parents involvement(K) 0.40 === 0.07 0.01  0.03 0.00 0.00 -0.23*** -0.02 0.01 0.04  0.000.01
Parents involvement(1) 0.19* 0.02 0.01 -0.04 0.00 0.01
Parents involvement(3) 0.01  0.000.00
Child reading (K) 0.19 === 0.16 0.03  0.00 0.00 0.03 -0.04 -0.01 0.03 -0.08 -0.030.03
Child reading (1) 0.11 0.04 0.03 -0.05 -0.020.03
Child reading (3) 0.14 == 0.05 0.02

Caribbean/Central America
Parents involvement(K) 0.43 *** 0.08 0.01  0.07 0.01 0.01 -0.23 -0.02 0.01  0.08 0.01 0.01

Parents involvement(1) 019+ 002001 -0.11 -0.010.01
Parents involvement(3) 0.01 0.00 0.01
Child reading (K) 0.03 0.02 0.07  0.08 0.06 0.07  0.10 0.03 0.04 0.08 0.03 0.04
Child reading (1) 0.09 0.03 0.03  0.07 0.03 0.04
Child reading (3) -0.03  -0.01 0.04
East Asia
Parents involvement(K) 0.28 *** 0.05 0.01  0.17 0.02 0.01  0.00 0.00 0.01 -0.22 -0.020.01
Parents involvement(1) 0.11 0.01 0.01 -0.06 -0.010.01
Parents involvement(3) 0.14 0.01 0.01
Child reading (K) 0.30** 0.250.08 -0.23* -0.140.07 -0.10 -0.03 0.04 0.22 0.08 0.04
Child reading (1) -0.31** -0.10 0.03  0.06 0.02 0.05
Child reading (3) 0.06 0.03 0.04

Southeast Asia
Parents involvement(K) 0.37 === 0.07 0.01  -0.05 -0.01 0.01 -0.12 -0.01 0.01 -0.05 0.00 0.01

Parents involvement(1) 0.13 0.01 0.01 -0.14 -0.010.01
Parents involvement(3) 0.13 0.01 0.01
Child reading (K) 0.15* 0.120.06 0.13 0.08 0.08 -0.16 -0.06 0.04 -0.01 0.00 0.04
Child reading (1) 0.19 == 0.07 0.03 -0.18 -0.06 0.03
Child reading (3) 0.09 0.04 0.03
Other countries
Parents involvement(K) 0.33 *** 0.06 0.01  0.01 0.00 0.01 -0.05 0.00 0.01 -0.18 -0.020.01
Parents involvement(1) -0.04 0.00 0.01  0.09 0.01 0.01
Parents involvement(3) -0.01 0.00 0.01
Child reading (K) 0.24*= 0.170.05 -0.10 -0.06 0.04 0.03 0.01 0.03 0.00 0.000.04
Child reading (1) 0.13 0.05 0.04 -0.04 -0.020.04
Child reading (3) -0.01 -0.010.03

U.S.-born mother
Parents involvement(K) 0.23 ** 0.04 0.01 -0.23** -0.04 0.01  0.06 0.00 0.01 -0.04 0.00 0.01

Parents involvement(1) 0.16 0.01 0.01 -0.20 -0.010.01
Parents involvement(3) 0.08 0.01 0.01
Child reading (K) 0.14 0.100.05 -0.07 -0.04 0.06 -0.08 -0.03 0.03  0.13 0.04 0.03
Child reading (1) -0.01 0.00 0.03 0.12 0.04 0.04
Child reading (3) -0.04  -0.02 0.03

# Controlling for parent's length of stay in the US, English proficiency, family SES, number of siblings, two parents,
and the locale of residence.
*<.05, ** < .01, *** < .001
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Table 24 shows the effect of parental involvement and child’s reading activity
on interpersonal skills for boys across immigrant groups. Table 25 summarizes
whether there were significant differences in the association of parental involvement
and children’s reading activity of boy’s self-control and interpersonal skills across
immigrant groups.

Interpersonal skills at kindergarten_boys. Parental involvement was crucial
to boys’ interpersonal skills at kindergarten for all immigrant groups. Among them,
the effect was significantly larger for boys of Mexican mothers and
Caribbean/Central mothers than boys of U.S.-born mothers. Children’s reading at
home was significantly associated with better interpersonal skills for boys of
Mexican, East Asian, and Southeast Asian mothers, and also for those whose mothers
came from “other” countries (3 =.20, p<.001; 3 =.26,p<.05;3=.18,p<.01; B =
24, p < .01, respectively).

Change in interpersonal skills from kindergarten to 1% grade_boys. There
was no effect of parental involvement or of children’s reading on the change in
interpersonal skills from kindergarten to 1% grade except in the case of boys with a
U.S.-born mother. More parental involvement at home was associated with decreased
interpersonal skills for boys in families with a U.S.-born mother and a foreign-born
father.

Change in interpersonal skills from 1% grade to 3" grade_boys. More
parental involvement at kindergarten was detrimental to changes in interpersonal

skills from 1% to 3" grade for boys of Mexican mothers. More parental involvement
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at 1* grade was beneficial to changes in interpersonal skills for boys of Mexican
mothers; however, there was no statistically different effect across immigrant groups.

Change in interpersonal skills from 3™ grade to 5™ grade_boys. More
parental involvement at kindergarten was associated with a decrease in interpersonal
skills from 3" to 5™ grade for boys of South American mothers and boys with a
mother in the “other countries” group (3 =-.41, p <.01; 3 =-.29, p <.01). More
reading at 3" grade was helpful in increasing Mexican boys’ interpersonal skills.
More reading at kindergarten contributed to increased interpersonal skills from 3" to
5" grade for boys with an East Asian or a U.S.-born mother. This may mean that for
these boys, early experiences at home are important for increasing social skills later,
whereas for boys whose mothers are Mexican immigrants, immediate experience is
more crucial to increasing their social skills.

The most distinctive difference in the effect on interpersonal skills for boys is
that although more parental involvement was universally associated with better
interpersonal skills at kindergarten for all immigrant groups, children’s reading was
important only for boys in the Mexican, East Asian, Southeast Asian, or “other
countries” group. Both parental involvement and child’s reading activity did not
affect the change in interpersonal skills between kindergarten and 3 grade for boys
in immigrant families except in the case of boys of Mexican mothers. Early reading
experience was important for boys with an East Asian or U.S.-born mother, whereas
immediate reading experience was more important for boys with a Mexican mother.

Generally, although both parental involvement and children’s reading at home

were significant predictors for boys’ social skills at kindergarten, the social skills of
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Latin American-origin boys were influenced more by parental involvement at home,
and those of Asian-origin boys were influenced more by reading time at home.
Among Latin American-origin boys, early experience with parents (e.g., at
kindergarten and 1% grade) influenced changes from 3" to 5™ grade for boys with a
South American mother, and changes from 1% to 3" grade for boys with a Mexican
mother. It was striking that for boys whose mothers immigrated to the U.S. from
Mexico, unlike those whose mothers came from elsewhere in Latin America, reading
at home was important for predicting better social skills from 3" to 5™ grade. As for
the Asian group, more reading at home negatively affected the social skills of boys of
East Asian mothers, whereas it positively affected the social skills of boys of

Southeast Asian mothers.
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Table 24. Coefficients from the Structural Model of Interpersonal Skills by Immigrant
Groups, Boys®

Intercept Change K - 1st Change 1st-3rd Change 3rd-5th
Beta b SE Beta b SE Beta b SE Beta b SE

South America
Parents involvement(K) 0.38 *** 0.07 0.02  0.06 0.01 0.03 -0.08 -0.01 0.01  -0.41* -0.04 0.02

Parents involvement(1) 0.11 0.01 0.01 -0.12 -0.01 0.02
Parents involvement(3) 0.25 0.02 0.01
Child reading (K) 0.15 012013 0.13 0.10 0.20 -0.01 -0.01 0.08  -0.11 -0.04 0.07
Child reading (1) -0.15 -0.06 0.10 0.18 0.08 0.10
Child reading (3) 0.04 0.02 0.07
Mexico
Parents involvement(K) 0.42 *** 0.07 0.01  0.01 0.00 0.01 -0.19* -0.01 0.00 -0.04 0.00 0.01
Parents involvement(1) 0.18* 0.01 0.01 -0.12 -0.01 0.01
Parents involvement(3) 0.05 0.00 0.00
Child reading (K) 0.20 === 0.16 0.03  0.01 0.00 0.04 -0.06 -0.02 0.03  -0.03 -0.01 0.02
Child reading (1) 0.04 0.02 0.03 0.07 0.02 0.03
Child reading (3) 0.09* 0.030.02

Caribbean/Central America
Parents involvement(K) 0.47 === 0.09 0.01 0.00 0.00 0.01 -0.11 -0.01 0.01 -0.04 0.00 0.01

Parents involvement(1) 0.10 0.01 0.01 0.03 0.00 0.01
Parents involvement(3) 0.06 0.01 0.01
Child reading (K) 0.06 0.050.06 0.13 0.09 0.07 0.01 0.00 0.04  -0.03 -0.01 0.04
Child reading (1) 0.04 0.01 0.04 -0.01 0.00 0.05
Child reading (3) 0.07 0.03 0.03
East Asia
Parents involvement(K) 0.35 *** 0.07 0.02  0.07 0.01 0.01 -0.07 -0.01 0.01  -0.07 -0.01 0.01
Parents involvement(1) 0.10 0.01 001 -0.14 -0.01 0.01
Parents involvement(3) 0.15 0.01 0.01
Child reading (K) 026* 021009 -0.10 -0.060.08 -0.17 -0.06 0.04 0.41 === 0.13 0.03
Child reading (1) -0.11 -0.04 0.02 -0.25* -0.08 0.03
Child reading (3) 0.11 0.04 0.04

Southeast Asia
Parents involvement(K) 0.36 *** 0.06 0.01  -0.02 0.00 0.02 -0.06 0.00 0.01 -0.11 -0.01 0.01

Parents involvement(1) 0.03 0.00 0.01 0.05 0.00 0.01
Parents involvement(3) 0.07 0.01 0.01
Child reading (K) 0.18** 0.140.05 0.06 0.04 0.09 -0.15 -0.05 0.05 0.05 0.02 0.04
Child reading (1) 0.12 0.04 0.03 -0.26 * -0.09 0.04
Child reading (3) 0.16 0.06 0.03
Other countries
Parents involvement(K) 0.33 *** 0.06 0.01 -0.07  -0.01 0.01  0.08 0.01 0.01  -0.29 ** -0.03 0.01
Parents involvement(1) -0.02 0.00 0.01 0.06 0.01 0.01
Parents involvement(3) 0.11 0.01 0.01
Child reading (K) 0.24*= 0.180.06 -0.06 -0.04 0.05 -0.02 -0.01 0.04 0.04 0.02 0.04
Child reading (1) 0.05 0.02 0.04 -0.01 -0.01 0.05
Child reading (3) -0.02 -0.01 0.04

U.S.-born mother
Parents involvement(K) 0.24 ** 0.040.01 -0.18* -0.030.02 0.14 0.01 0.01 -0.17 -0.02 0.01

Parents involvement(1) 0.12 0.01 0.01 -0.16 -0.01 0.01
Parents involvement(3) 0.00 0.00 0.12 0.01 0.01
Child reading (K) 0.11 0.070.05 -0.07 -0.050.07 -0.08 -0.03 0.04 0.22* 0.080.04
Child reading (1) -0.09 -0.04 0.04 0.14 0.06 0.05
Child reading (3) 0.03 0.01 0.03

& Controlling for parent's length of stay in the US, English proficiency, family SES, number of siblings, two parents,
and the locale of residence.
*< .05, ** < .01, *** < .001
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Table 25. Summary of Significant Differences in the Association with Boys’ Social Skills across Immigrant Groups

Intercept

Change K to 1st

Change 1st to 3rd

Change 3rd to 5th

Boys
Self-control skills

Parental involvement(K) South Am, CC vs. U.S.

Parental involvement(1)

Parental involvement(3)

Mexico, CC, East vs. U.S. U.S. vs. Mexico

Mexico vs. South Am. other

Reading(K) East vs. CC CC, Southeast vs. East -
Reading(1) Southeast vs. East
Reading(3)

Interpersonal skills
Parental involvement(K) Mexico, CC vs. U.S.-born Mexico, East vs. U.S. other, U.S. vs. Mexico

Parental involvement(1)
Parental involvement(3)
Reading(K)

Reading(1)
Reading(3)

Southeast vs. East

South Am vs. Mexico, CC,
Southeast, U.S.

East vs. Mexico

Mexico vs. U.S.

Mexico vs. South Am, other

East vs. South Am, Mexico, CC,
Southeast

Mexico, U.S. vs. East, Southeast

Each (every other immigrant group); South Am (South America); CC (Caribbean/Central America); East (East Asia); Southeast (Southeast Asia); other (Other
countries); U.S. (U.S.-born mother). Selectively shown for statistical significance. Larger value first vs. smaller value second.
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Table 26 shows the effect of parental involvement and child’s reading activity
on the self-control skills of girls across immigrant groups.

Self-control at kindergarten_girls. The child’s reading activity had an effect
only for girls in the East Asian group. More reading at home at kindergarten was
associated with better self-control skills for girls in this group (3=.19, p < .05).

Change in self-control from kindergarten to 1% grade_girls. Neither
parental involvement nor child’s reading activity had an effect on the change in self-
control among girls from kindergarten to 1% grade.

Change in self-control from 1% grade to 3" grade_girls. More children’s
reading at home was associated with decreased self-control skills from 1% to 3" grade
for girls with a mother born in the U.S. (3 = -.26, p <.01).

Change in self-control from 3™ grade to 5" grade_girls. More parental
involvement at kindergarten was detrimental to improvements in self-control from 3"
to 5" grade for girls of East Asian mothers (8 = -.29, p < .05). More reading at 1°*
grade and at 3" grade was associated with increased self-control for girls of U.S.-born
mothers (3 =.23, p<.01; 3 = .16, p < .05).

Parental involvement and child’s reading activity did not explain the change
in girls' self-control skills over time. Girls in the East Asian group benefited from
more reading activity at home, but more parental involvement did not improve their
self-control skills later, after 3" grade. More reading activity significantly influenced

the growth self-control for girls of U.S.-born mothers.
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Table 26. Coefficients from the Structural Model of Self-control by Immigrant

Groups, Girls®

Intercept Change K - 1st Change 1st-3rd Change 3rd-5th
Beta b SE Beta b SE Beta b SE Beta b SE
South America
Parents involvement(K) 0.03 0.000.02  0.07 0.01 0.02 -0.13 -0.01 0.02 0.22 0.01 0.01
Parents involvement(1) -0.01 0.00 0.01 -0.19 -0.010.01
Parents involvement(3) 0.04 0.00 0.01
Child reading (K) -0.01 -001012 -0.03 -0.030.16 -0.06 -0.02 0.07 0.04 0.010.06
Child reading (1) 0.10 0.04 0.06 0.02 0.01 0.06
Child reading (3) 0.11 0.04 0.02
Mexico
Parents involvement(K) 0.03 0.000.00 -0.07 -0.010.01 0.05 0.00 0.01 0.04 0.000.00
Parents involvement(1) -0.11 -0.01 0.00 0.06 0.00 0.01
Parents involvement(3) 0.00 0.00 0.00
Child reading (K) -0.06  -0.030.03 0.08 0.050.05 0.04 0.01 0.03  0.05 0.02 0.02
Child reading (1) 0.02 0.01 0.02 0.01 0.00 0.03
Child reading (3) -0.01 0.00 0.02
Caribbean/Central America
Parents involvement(K) 0.01 0.000.01  0.09 0.01 0.02 -0.11 -0.01 0.01 0.04  0.000.01
Parents involvement(1) -0.10 -0.01 0.01 022 0.02 0.01
Parents involvement(3) -0.13  -0.010.01
Child reading (K) 0.14 0.080.05 -0.05 -0.04 0.07 0.13 0.04 0.04 -0.09 -0.030.04
Child reading (1) 0.04 0.02 0.04 020 0.09 0.05
Child reading (3) -0.12  -0.050.05
East Asia
Parents involvement(K) 0.04 0.010.01 -0.01 0.00 0.01 0.04 0.00 0.01 -0.29* -0.02 0.01
Parents involvement(1) -0.13 -0.01 0.01 o021 0.01 0.01
Parents involvement(3) 0.11 0.01 0.00
Child reading (K) 0.19* 012007 -0.13  -0.09 0.06 -0.09 -0.04 0.04 0.00 0.000.05
Child reading (1) 0.04 0.02 0.04 -0.12 -0.040.05
Child reading (3) 0.08 0.030.03
Southeast Asia
Parents involvement(K) 0.00 0.000.01 -0.10 -0.010.01 0.16 0.01 0.01 -0.13 -0.010.01
Parents involvement(1) -0.05 0.00 0.01  0.09 0.01 0.01
Parents involvement(3) 0.00 0.00 0.01
Child reading (K) 0.07 0.040.05 -0.08 -0.050.06 0.00 0.00 0.02  0.02 0.01 0.02
Child reading (1) -0.11 -0.04 0.03 0.04 0.010.03
Child reading (3) -0.01 0.00 0.02
Other countries
Parents involvement(K) -0.01 0.000.01  0.09 0.01 001 011 0.01 0.01 -0.23 -0.020.01
Parents involvement(1) -0.14 -0.01 0.01 0.18 0.02 0.01
Parents involvement(3) 0.06 0.00 0.01
Child reading (K) 0.06 0.030.05 -0.06 -0.04 0.06 -0.07 -0.03 0.04 0.12 0.04 0.03
Child reading (1) -0.03 -0.01 0.03  0.09 0.04 0.03
Child reading (3) -0.08  -0.04 0.03
U.S.-born mother
Parents involvement(K) -0.11 ~ -0.020.01  0.11 0.02 0.01 0.09 0.01 0.01 -0.15 -0.010.01
Parents involvement(1) 0.06 0.00 0.01 -0.10 -0.010.01
Parents involvement(3) 0.15 0.01 0.01
Child reading (K) 0.04 0.030.05 0.06 0.04 0.06 -0.06 -0.02 0.03 -0.16 -0.050.03
Child reading (1) -0.26 = -0.10 0.03  0.23** 0.09 0.04

Child reading (3)

0.16 *

0.07 0.03

# Controlling for parent's length of stay in the US, English proficiency, family SES, number of siblings, two parents,

and the locale of residence.
* <05, ** < .01, *** < ,001
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Table 27 shows the effect of parental involvement and child’s reading activity
on the interpersonal skills of girls across immigrant groups.

Interpersonal skills at kindergarten_girls. More reading at kindergarten
was associated with better interpersonal skills for girls of Caribbean/Central
American mothers (3 = .18, p <.05).

Change in interpersonal skills from kindergarten to 1* grade_girls.
Neither parental involvement nor child’s reading activity was associated with the
change in interpersonal skills from kindergarten to 1 grade.

Change in interpersonal skills from 1% grade to 3™ grade_girls. More
parental involvement for girls of Southeast Asian mothers (3 =-.12, p <.05), and
more reading at home for girls of U.S.-born mothers (3 = -.33, p <.001). were
associated with a decrease in interpersonal skills from 1% to 3" grade.(3 = -.33, p <
.001).

Change in interpersonal skills from 3" grade to 5" grade_girls. More
parental involvement at 1* grade influenced the decrease in interpersonal skills from
3" to 5™ grade for girls of South American mothers (3 = -.51, p < .05). More parental
involvement at 3" grade was associated with increased interpersonal skills for girls of
South American mothers (8 = .22, p < .05). More reading at 1% grade and at 3" grade
influenced increases in interpersonal skills for girls of U.S.-born mothers (3 = .23, p <
.05; 3 =.16, p <.05).

Parental involvement had an impact only for the interpersonal skills of girls of
Southeast Asian mothers, South American mothers, and U.S.-born mothers.

Children’s reading at home was important for Caribbean/Central American girls’
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interpersonal skills at kindergarten. And children’s reading was important for girls of
U.S.-born mothers when it came to the change in their interpersonal skills from 3" to
5" grade.

Generally, girls of Mexican mothers and those whose mothers came from
“other” countries were not influenced by parental involvement and child’s reading
activity in developing their social skills during the time period studied. For families
with a South American, East Asian, or Southeast Asian mother, parental involvement
in activities affected girls’ social skills: negatively for girls of East Asian mothers,
and positively for girls of South American or Southeast Asian mothers, during the

period from 3" to 5™ grade.
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Table 27. Coefficients from the Structural Model of Interpersonal Skills by Immigrant
Groups, Girls®

Intercept Change K - 1st Change 1st-3rd Change 3rd-5th
Beta b SE Beta b SE Beta b SE Beta b SE

South America
Parents involvement(K) 0.05 0.010.02 0.10 0.02 0.02 -0.25 -0.02 0.02 0.22 0.02 0.02

Parents involvement(1) 0.21 0.02 0.01 -0.51* -0.040.02
Parents involvement(3) 0.22* 0.020.01
Child reading (K) 0.13 0100.12 -0.14 -013016 0.02 0.01 0.07 -0.32* -0.130.06
Child reading (1) 0.10 0.05 0.05 0.00 0.00 0.06
Child reading (3) 0.18 0.08 0.04
Mexico
Parents involvement(K) 0.02 0.000.01 -0.08 -0.010.01 0.12 0.01 0.01 -0.08 -0.010.01
Parents involvement(1) -0.10 -0.01 0.01 0.08 0.01 0.01
Parents involvement(3) 0.00 0.00 0.00
Child reading (K) -0.04 -0.020.03 0.11 0.08 0.05 -0.08  -0.03 0.02 0.08 0.03 0.02
Child reading (1) 0.05 0.02 0.03 0.02 0.01 0.04
Child reading (3) -0.06 -0.030.02

Caribbean/Central America
Parents involvement(K) -0.02 0.000.01  0.09 0.02 0.02 -0.08 -0.01 0.01 0.03 0.00 0.01

Parents involvement(1) 0.09 0.01 0.01 0.06 0.00 0.01
Parents involvement(3) -0.08  -0.010.01
Child reading (K) 0.18* 011005 0.07 0.06 0.08 -0.12 -0.04 0.04 -0.06 -0.020.03
Child reading (1) -0.04  -0.02 0.03 0.20 0.08 0.04
Child reading (3) -0.01 0.00 0.05
East Asia
Parents involvement(K) -0.03 0.000.01  0.02 0.00 0.01 0.15 0.01 0.01 -0.20 -0.02 0.01
Parents involvement(1) -0.11 -0.01 0.01 0.18 0.01 0.01
Parents involvement(3) 0.04 0.00 0.01
Child reading (K) 0.08 0.070.08 -0.01 -0.010.08 0.07 0.03 0.05 -0.14 -0.07 0.06
Child reading (1) -0.04 -0.02 0.05 -0.08 -0.03 0.06
Child reading (3) 0.10 0.05 0.03

Southeast Asia
Parents involvement(K) -0.07 -0.010.01 0.00 0.00 0.01 0.12 0.01 0.01 -0.12 -0.010.01

Parents involvement(1) -0.12* -0.01 0.00 0.26 = 0.02 0.01
Parents involvement(3) -0.11  -0.010.01
Child reading (K) 0.10 0.06 0.07 -0.12 -0.100.10 -0.06 -0.02 0.04 0.07 0.03 0.02
Child reading (1) 0.05 0.02 0.02 -0.14 -0.050.05
Child reading (3) 0.02 0.01 0.04
Other countries
Parents involvement(K) -0.06 -0.010.01  0.08 0.01 001 0.09 0.01 0.01 -0.20 -0.02 0.01
Parents involvement(1) -0.10 -0.01 0.01 0.07 0.01 0.01
Parents involvement(3) 0.06 0.00 0.01
Child reading (K) 0.15 0.100.05 -0.04 -0.030.07 -002 -0.010.04 -0.05 -0.020.03
Child reading (1) -0.01 0.00 0.04 0.02 0.01 0.04
Child reading (3) 0.00 0.00 0.04

U.S.-born mother
Parents involvement(K) -0.04 -0.010.01 0.16 0.030.02 0.09 0.01 0.01 -0.32** -0.02 0.01

Parents involvement(1) 0.02 0.00 0.01 0.01 0.00 0.01
Parents involvement(3) 0.17 == 0.01 0.01
Child reading (K) 0.07 0.050.05 -0.03 -0.020.07 0.02 0.01 0.03 -0.02 -0.010.03
Child reading (1) -0.33 *** -0.14 0.03 0.23* 0.100.04
Child reading (3) 0.16 *  0.07 0.03

& Controlling for parent's length of stay in the US, English proficiency, family SES, number of siblings, two parents,
and the locale of residence.
* <05, ** < .01, *** < 001
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Table 28. Summary of Significant Differences in the Association with Girls” Social Skills across Immigrant Groups

Intercept Change K to 1st Change 1st to 3rd Change 3rd to 5th
Girls
Self-control skills
Parental involvement(K) - - - Mexico vs. other
Parental involvement(1) - CC, other vs. South Am
CC, other vs. U.S.
Parental involvement(3) U.S.vs. CC
Reading(K) East vs. Mexico - - U.S. vs. other
Reading(1) each (excpt. Southeast) vs. U.S. East vs. U.S.
Reading(3) South Am, U.S. vs. other
Interpersonal skills
Parental involvement(K) - - - South Am, CC vs. U.S.
Parental involvement(1) South Am, CC vs. Southeast each vs. South Am
Parental involvement(3) South Am vs. CC, Southeast
Mexico, Southeast vs. U.S.
Reading(K) CC vs. Mexico - - Mexico, Southeast vs. South Am
Reading(1) each (excpt. Southeast) vs. U.S. CC, U.S. vs. Southeast
Reading(3) U.S. vs. Mexico

Each (every other immigrant group); South Am (South America); CC (Caribbean/Central America); East (East Asia); Southeast (Southeast Asia); other (Other
countries); U.S. (U.S.-born mother). Selectively shown for statistical significance. Larger value first vs. smaller value second.
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Findings regarding association over time

Testing of hypothesis 10: The association of the home literacy environment with
children’s academic achievement and social skills will be stronger during the

earlier time period than during the later time period.

To examine whether there was a diminished effect of parental involvement
and children’s reading activity on children’s performance over time, early
associations in earlier childhood were compared to the associations during later
childhood. For example, the association between parental involvement/child reading
activity at kindergarten and the change in reading/math test scores from kindergarten
to 1% grade was compared to the association between parental involvement/child
reading activity at kindergarten and the change in reading/math scores from 1% to 3"
grade; and the association between parental involvement/child reading activity at
kindergarten and the change in reading/math test scores from 1% grade to 3" grade
was compared to the association between parental involvement/child reading activity
at kindergarten and the change in reading/math test scores from 3" to 5™ grade.
Results showed that there was no difference in the association between children’s
reading activity and the changes in reading/math test scores over time. However,
parental involvement at kindergarten had a greater association with the change in
reading test scores from kindergarten to 1% grade than with the change in reading test
scores from 1% to 3" grade. The association between children’s reading activity and

the change in math test scores did not vary over time.
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Testing of hypothesis 11: The time period during which the association of the home

literacy environment is stronger will differ by gender.

For boys, the association between parental involvement at kindergarten and
the change in reading scores from kindergarten to 1% grade was greater than the
association between parental involvement at kindergarten and the change in reading
scores from 1% to 3" grade; whereas there was no difference in the association
between parental involvement and the change in reading scores over time for girls.
For both boys and girls, the association between children’s reading activity at
kindergarten and the change in reading test scores from kindergarten to 1% grade was
greater than the association between reading activity at kindergarten and the change
in reading test scores from 1% to 3" grade.

For math test scores, the associations for children’s reading activity at
kindergarten, which did not change over time, did not differ by gender. However, for
boys, the association between parental involvement and the change in math test
scores from 1st grade to 3rd grade was greater than the association between parental
involvement and the change in math test scores from 3rd to 5th grade; whereas, for
girls, there was no difference in the association between parental involvement and the
changes in math test scores over time.

For children’s social skills, parental involvement had a greater influence on
the change in self-control from kindergarten to 1% grade than on the change from 1°
to 3" grade for boys. The association between parental involvement at 1% grade and
the change in self-control/interpersonal skills from 1% to 3" grade was greater for

boys than the association between parental involvement at 1% grade and the change in
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self-control/interpersonal skills from 3" to 5™ grade. However, in contrast to boys, for
whom there was a greater association between parental involvement and self-control
during their earlier years, there was no difference in the association over time for

girls.

Testing of hypothesis 12: The time period during which the association of the home

literacy environment is stronger will differ across immigrant groups.

For boys of South American mothers, East Asian mothers and Southeast
Asian mothers, children’s reading activity at kindergarten had more influence on the
change in reading test scores from kindergarten to 1* grade than on the change in
reading test scores from 1% to 3" grade. But the associations for the reading activity
did not vary over time for boys of Mexican mothers and Caribbean/Central American
mothers. For math test scores of boys of South American mothers and Mexican
mothers, the association between parental involvement and the change in math test
scores from 1% to 3" grade was greater than the association between parental
involvement and the change in math test scores from 3™ to 5™ grade. For math test
scores of boys of East Asian mothers, reading activity had a greater association with
the change in math test scores from 1% to 3" grade than with the change in math test
scores from 3" to 5™ grade. For boys of Southeast Asian mothers, children’s reading
activity had a greater association with the change in math test scores from
kindergarten to 1% grade than with the change in math test scores from 1% to 3" grade.

For girls of Caribbean/Central American mothers, children’s reading activity
had a greater association with the change in reading test scores from kindergarten to

1% grade than with the change in reading test scores from 1% to 3" grade. For girls of
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East Asian mothers, reading activity had a greater association with the change in math
test scores from kindergarten to 1% grade than with the change in math test scores
from 1% to 3" grade. For girls of Southeast Asian mothers, parental involvement had a
greater association with the change in reading test scores from kindergarten to 1%
grade than with the change in reading scores from 1% to 3 grade.

In sum, there was a stronger association between parental involvement and
children’s reading activity during earlier childhood than later childhood. Parental
involvement had a significantly greater association with the change in boys’ math test
scores from 1% to 3" grade than it did between 3 and 5" grade; whereas, for girls,
there was no difference in the change in the association between parental involvement
and math test scores over time. Additionally, children of Latin-origin mothers tended
to show a stronger association between parental involvement and the change in math
test scores during the earlier compared to the later elementary school period.
Similarly, children of Asian-origin mothers showed a stronger association between
reading activity and the change in math test scores during the early elementary school

period compared to the later elementary school period.

129



Chapter 6: Discussion

This study examined children in immigrant families from kindergarten
through 5™ grade, focusing specifically on their activities at home and the effect of
these activities on their academic achievement test scores and social skills. The goal
of this study was to investigate whether children’s academic achievement and social
skills could be explained by the two measures comprising home-based literacy related
activities, namely parental involvement and child’s reading activity. Overall, parental
involvement and child’s reading activity were both found to have a significant
positive effect on the academic achievement and social skills of children in immigrant
families; however, there were substantial differences in the association between both
measures and children’s performance by gender and across immigrant groups.

This chapter includes a summary of findings. The “home literacy
environment’ referenced in the research questions is divided into its two constituent
measures (i.e., parental involvement and child’s reading activity) in the summary and
interpretation of results. Findings from the analyses are discussed in the order in
which the research questions were posed initially. This chapter also describes the
limitations of the study, along with conclusions and implications for policy,

education, and further research.

Summary of findings

Hypothesis Results

Research question 1. What is the longitudinal trajectory of the home literacy environment in
immigrant families over the time span starting in kindergarten and ending in fifth grade?
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H1. Home-based literacy related activities will
decrease over time through kindergarten to 5th
grade.

H2. The pattern of change in home-based
literacy related activities over time will differ
by gender.

H3. The pattern of change in home-based
literacy related activities over time will differ
across immigrant groups.

H1. Partially supported. Parental involvement
decreased over time, but children’s reading
increased over time.

H2. Not supported. The pattern of change in
parental involvement over time did not differ
by gender. The pattern of change in children’s
reading activity did not differ by gender, even
though girls spent more time reading than did
boys at kindergarten.

H3. Supported. Those in the Mexican group
had children who read less than others. East
Asian mothers decreased parental involvement
more than Caribbean/Central American
mothers did.

Research question 2. What is the longitudinal trajectory of academic achievement test scores and
social skills of children in immigrant families over the time span starting in kindergarten and

ending in fifth grade?

H4_a. Children’s reading and math test scores
will increase over time from kindergarten to
5" grade.

H4 b. Children’s self-control and
interpersonal skills will increase over time.

H5_a. The pattern of change in reading and
math test scores will differ by gender.

H5_b. The pattern of change in self-control
and interpersonal skills will differ by gender.

H6_a. The pattern of change in reading and
math test scores will differ across immigrant
groups.

H6_b. The pattern of change in self-control
and interpersonal skills will differ across
immigrant groups.

H4_a. Supported. Children increased reading
and math test scores over the time span starting
in kindergarten and ending in fifth grade.

H4 _b. Not supported. Children’s self-control
and interpersonal skills were stable over time.

H5_a. Supported. There was no difference in
reading and math scores at kindergarten
between boys and girls. However, increases in
girls’ reading test scores were steeper than
boys' increases from kindergarten to 1* grade:;
increases in boys’ math test scores were steeper
than girls' increases from 1% to 3" grade.

H5.b. Not supported. Girls had better self-
control and interpersonal skills than boys at
kindergarten but there was no difference in
changes over time.

H6_a. Supported. Children of East Asian
mothers had significantly higher reading and
math test scores at kindergarten than children
in other immigrant groups. Children of South
American mothers had a significantly steeper
increase in reading and math scores from 1% to
3" grade compared to children in other
immigrant groups.

H6_b. Supported. Boys of East Asian mothers
had significantly better self-control and
interpersonal skills at kindergarten than boys of
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Mexican and Caribbean/Central American
mothers. Girls of East Asian mothers had a
steeper increase in interpersonal skills between
3" to 5™ grade than girls of Mexican mothers.

Research question 3. Is the home literacy environment associated with children’s academic

achievement and social skills?

H7_a. The home literacy environment will be
associated with higher children’s reading and
math test scores.

H7_b. The home literacy environment will be
associated with better self-control and
interpersonal skills.

H8_a. The association between the home
literacy environment and reading and math
test scores will differ by gender.

H8_b. The association between the home
literacy environment and self-control and
interpersonal skills will differ by gender.

H9_a. The association between the home
literacy environment and reading and math
test scores will differ across immigrant
groups.

H9_b. The association between the home
literacy environment and self-control and
interpersonal skills will differ across
immigrant groups.

H7_a. Supported. Children’s reading activity
was significantly associated with higher
reading and math test scores. However,
parental involvement was not so associated.

H7_b. Supported. Children’s reading activity
was significantly associated with better
interpersonal skills at kindergarten. However,
parental involvement was not so associated.

H8_a. Supported. The positive association
between parental involvement and reading and
math test scores was significantly higher for
boys than for girls.

H8_b. Supported. The positive association
between parental involvement and self-control
and interpersonal skills was significantly
higher for boys than for girls. The association
between children’s reading activity and self-
control was significantly higher for boys than
for girls.

H9_a. Supported. The association between
parental involvement and reading test scores at
kindergarten was significantly higher for boys
of Caribbean/Central American mothers than
for boys of other immigrant groups.

H9_b. Supported. The association between
children’s reading activity at kindergarten and
the self-control at kindergarten was
significantly higher for girls of East Asian
mothers than it was for girls of Mexican
mothers. The association between parental
involvement at 1% grade and the change in self-
control from 3™ to 5™ grade was significantly
higher for boys of South American mothers
than it was for boys of Mexican and
Caribbean/Central American mothers.

Research question 4. Are there differences in the association of the home literacy environment
with reading and math test scores over childhood?

H10. The significant association will be

H10. Supported. The association between
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greater during the early time period than parental involvement and reading and math test

during the later time period. scores from kindergarten to 1% grade was
significantly greater than that during the later
time periods.

H11. The stronger association during the early  H11. Supported. The effect of parental

time period will differ by gender. involvement on boys' changes in reading and
math test scores from 1% to 3" grade was
significantly greater than the effect on the
change from 3" to 5", whereas there was no
difference in the effect of parental involvement
on girls’ test scores across different time
periods.

H12. The stronger association during the early  H12. Supported. There was a stronger

time period will differ across immigrant association of parental involvement at

groups. kindergarten with the change in math scores
from 1% to 3" grade for boys of South
American and Mexican mothers than the
association during other time periods, whereas
there was no difference in the associations
across different time points for boys in other
immigrant groups.

Discussion of findings

Research question 1: Parental involvement and child’s reading activity in

immigrant families.

Overall results for children in immigrant families. The frequency of
activities in which a parent was involved decreased over time from kindergarten to 5"
grade, and children’s reading activity increased over time. Although little research
has examined how parental involvement and child’s reading activity change over time
in immigrant families, based on the literature on the familial obligations of children in
immigrant families, it was expected that time spent with parents would not decrease
over time (Kim, 2005; Fuligni, Tseng, & Lam, 1999) because children would be more
likely to comply with familial or parental rules and to participate in activities driven

by parents (Kim, 2005; Lau & Cheung, 1987). However, this study found that
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parental involvement did decrease over time in immigrant families. The unexpected
finding may be because children spent more time with peers or had more free time
away from parents as they grew older (Le & Stockdale, 2005). Or, if immigrant
parents were assumed to have high expectations for their children’s education, the
decrease in parental involvement that was observed could be because most of the
parental involvement activities examined in this study were more playful activities,
not strictly educational/instructional activities. Immigrant parents may spend more
time with their child helping him or her to prepare for standardized tests or assisting
with homework. Indeed, a previous study found that East Asian parents devoted more
time to providing structured academic-related activities after school (Schneider &
Lee, 1986). The current study found that children’s reading activity increased over
time, and perhaps parents played some role in encouraging their children to read
independently.

Parental involvement and child’s reading activity by gender. The
frequency of activities in which a parent was involved decreased, and reading for
pleasure increased, for both boys and girls over time. There was no difference in
parent involvement between boys and girls at kindergarten. The decreased rate of
parental involvement over time did not differ by gender. Girls spent more time
reading than did boys, but the increased rate of children’s independent reading
activity over time did not differ by gender. The net results indicate that girls engaged
in more home-based literacy related activities than boys as girls read more. This

gender difference in reading activity out of school is consistent with what has been
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found in the general population of U.S. children ages 3-12: girls read more than boys
(Hofferth, 2010).

Home-based activities across immigrant groups. Regardless of mother’s
country of origin, all children experienced decreased parental involvement from
kindergarten to 3" grade. Meanwhile, the frequency of children’s reading for pleasure
increased over time except in the case of children with an Asian mother. These
children read less at 1% grade than they read at kindergarten and 3™ grade. Beginning
in 1% grade, more school work related to reading and math preparation may be
emphasized. Or it may be that less confident parents seek resources outside the home,
such as private tutoring. Educating by teachers, not parents, is considered more

practical among Asians (Lew, 2006).

Research question 2: Longitudinal trajectory of academic achievement test scores

and social skills of children in immigrant families over time.

Growth trajectory of children in immigrant families. The measure of
children’s academic achievement, namely reading and math test scores, increased
over time during the period starting in kindergarten and ending in fifth grade. The
growth was not linear. The rate of increase from 1% grade to 3" grade was steeper
than it was during both the period from kindergarten to 1% grade and the period from
3" grade to 5™ grade. Social skills, that is, self-control and interpersonal skills, were
stable over time. Most of the children showed relatively high teachers' ratings for
self-control and interpersonal skills, even in kindergarten. This may explain the lack

of change during later time periods.
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Growth trajectory by gender. Comparing the growth rate in reading and
math test scores over time for boys and girls, it is clear that both boys and girls
increase their reading and math test scores over time. The gender gap in reading and
math test scores appeared after kindergarten. Reading scores increased significantly
more for girls than for boys during the period from kindergarten to 1% grade. Math
test scores increased significantly more for boys than for girls during the period from
1% grade to 3" grade. Variances in math test scores from kindergarten to 1% grade,
and from 1% grade to 3" grade, were different for boys and girls. There was more
variability among boys than among girls during those periods. This finding of gender
gaps in reading and math is consistent with the pattern exhibited by U.S. children
overall (Denton & West, 2002; Perie & Moran 2005; Rathbum, West, & Germino-
Hausken, 2004; Robinson & Lubienski, 2011).

Social skills, that is, self-control and interpersonal skills, were significantly
different between boys and girls at kindergarten, but there was no difference in
change over time. Girls showed better self-control and interpersonal skills than boys
at kindergarten. This means girls who had better social skills at kindergarten kept
scoring higher than boys on self-control and interpersonal skills until 5" grade. This
finding that girls exhibit better social skills over time is consistent with previous
findings that girls' lower rate of antisocial behavior problems beginning in early
childhood persisted into the pre-school and elementary school years (Entwisle,
Alexander, & Olson, 2007).

Growth trajectory across immigrant groups. Even though there were

differences in reading and math performance in Kindergarten across immigrant
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groups, all children increased their reading and math test scores over the period from
kindergarten to 5™ grade. The finding that Asian children initially had the highest
scores and Mexican children had the lowest scores was consistent with a previous
study's finding (Glick & Hohmann-Marriott, 2007). However, Asian children’s
advances in reading and math test scores did not last after 1% grade. Children of South
American mothers had greater increases in reading and math scores from 1% to 3"
grade than others; and children of Mexican and Caribbean/Central American mothers
showed a big increase from 3" to 5" grade. Even though those children increased
significantly during the later time period, children of East Asian mothers consistently
scored higher across all time points.

In terms of the growth pattern of social skills, both boys and girls of East
Asian mothers showed better self-control and interpersonal skills than children with a
Mexican mother or a Caribbean/Central American mother at kindergarten. Boys of
Mexican mothers increased significantly less in self-control between 1% to 3" grade
compared to boys of East Asian mothers; and girls of Mexican and Caribbean/Central
American mothers increased significantly less in their interpersonal skills between 3™
to 5" grade compared to girls of East Asian mothers. The pattern of smaller
improvement in social skills in the Mexican and Caribbean/Central American groups
may be due to Latino children’s peer relations. In general, Latino children experience
very warm and supportive parenting. Children are taught to respect others, especially
adults, and they have a good sense of how to get along with others. However,
research (e.g., Pantin et al, 2003) indicates that Latino children were more likely to be

adversely influenced by peers when they entered into early adolescence. Updegraff
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and her colleagues (2006) found that more time spent with peers was related to risky
behavior and delinquency among children in Mexican immigrant families. Such peer-

approved behaviors might be seen as less desirable by teachers.

Research question 3: The association of parental involvement and child’s reading

activity with academic achievement and social skills.

The overall association for children in immigrant families. Controlling for
immigrant characteristics such as mothers’ nativity and English proficiency, as well
as family socioeconomic status, more children’s reading at home was associated with
higher reading and math test scores at kindergarten, whereas the activities in which
parents were involved did not have any positive effect on children’s reading and math
test scores. The positive effect of children’s reading at kindergarten was associated
with increased reading test scores from kindergarten to 1% grade. For children in
immigrant families, children’s reading activity seems to have played a greater role in
increased test scores than did parental involvement. This finding provides quite a
contrast to the studies on the positive effect of parental involvement in activities on
children’s cognitive development. Perhaps this is because the sample in this study
was older than the sample that has usually been tested in studies on the home literacy
environment (Linver, Brooks-Gunn, & Cabrera, 2004). But the positive effect of
children’s reading in this study is very well aligned with findings of previous studies
that reading for pleasure is a significant predictor for children’s academic
achievement test scores (Hofferth, 2010). Combining boys and girls obscures

substantial gender differences, which we discuss below.
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For the association of parental involvement and child’s reading activity and
social skills, children who read more often in kindergarten also exhibited better
interpersonal skills in kindergarten. This can be understood by noting that reading is
related to less disruptive behaviors, and it is beneficial to forming friendships and
getting along with others by showing sensitivity to their feelings. Meanwhile, in this
sample, more parental involvement in activities at kindergarten was detrimental to
interpersonal skills from 3™ grade to 5™ grade. This may suggest that more socializing
experience with others, not parents, during the early period could benefit their
interpersonal skills later.

The different associations by gender. Distinct differences in the association
of parental involvement and child’s reading activity with academic achievement and
socials skills between boys and girls were found. For academic achievement, parental
involvement had a significant effect on reading and math test scores at kindergarten
and increased scores over time for boys, whereas parental involvement was not
significantly associated with girls” academic achievement test scores or with changes
in these scores over time. The positive effect of children’s reading was universal as a
significant factor for better reading and math test scores, for both boys and girls.
There was a similar pattern for social skills. Boys gained more of an advantage from
parental involvement for self-control and interpersonal skills than did girls. In other
words, boys’ test scores and social skills were more dependent on the frequency of
interactions and conversations with parents. Meanwhile, girls were more independent
and could better utilize the benefits of reading, an activity that is mostly conducted

alone. This finding of a significant positive effect of parental involvement for boys
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may provide an important message to parents. Boys might achieve better test scores
and improve their social skills when their parents make an effort to involve them in
interactions and conversations at home. A possible explanation for the fact that
parental involvement benefits boys more than girls is that boys have traditionally
been given more independence than girls (Entwisle, Alexander, & Olson, 2007).
Playing outside the home and with many peers are privileges more likely to be
granted to boys. But more time spent with peers has been shown to elevate behavior
problems and delinquency in immigrant adolescent boys (Pantin, Schwarts, Sullivan,
Coatsworth, & Szapocznik, 2003; Updegraff, McHale, Whiteman, Thayer, & Crouter,
2006), which are related to poorer academic achievement test scores.

The association across immigrant groups. Boys with East Asian mothers
outperformed boys from other groups on math test scores, but their higher
achievement was not explained by parental involvement; instead, their reading
behavior during kindergarten contributed their increased scores up to 5" grade.
Meanwhile, the test scores of boys of Caribbean and Central American mothers were
associated with parental involvement. Presumably, they could achieve higher scores
in math if their parents were more involved in activities at kindergarten. Parental
involvement also played key roles for boys of South American and Mexican descent,
in terms of their association with increases in math scores from 1% grade to 3" grade.
This finding suggests that the positive effect of parental involvement was not as
applicable to boys of Asian descent as it was to boys from Latin American families.
As mentioned earlier in this chapter, the lack of association between higher math test

achievement and frequency of parental involvement and child’s reading activity may
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be due to the greater number of resources outside the home that are utilized by Asian
immigrant groups. For example, because they have high expectations of their children
when it comes to their academic achievement, Asian families commonly sign their
children up for extra classes to prepare for tests (Lew, 2006). After-school programs
and Sunday schools provided by churches in these communities also teach children
language and math. Outside resources could be more effective at raising the academic
test scores of Asian boys.

For girls, there were many fewer effects of parental involvement across all
immigrant groups. Despite very few effects of parental involvement overall, two
exceptions to this pattern were notable: more parental involvement in the activities of
girls with Mexican mothers was associated with a decline in reading test scores from
kindergarten to 1* grade, whereas such involvement was associated with increased
test scores for girls with Southeast Asian mothers. The inconsistent results, with
controls for immigrant characteristics and family SES, could be explained by possible
differences in parenting behaviors or different ways of interacting between parents
and children. A parent may engage in activities with the child inefficiently, thus
having a negative effect on the child’s academic performance. For families in which
parental involvement seems to have negative consequences for children's academic
outcomes, parents may need resources that show them how to engage in their
children's activities more effectively, or their children may need more specific outside
help related to reading and math.

More activities with parents and more reading were associated with boys’

better self-control and interpersonal skills. The social skills of Latin American-origin
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boys were influenced more by parental involvement at home, and those of Asian-
origin boys were influenced more by reading time at home. Among Latin American-
origin boys, early experience with parents (e.g., at kindergarten and 1% grade) was
good for their improvement of social skills later. As for the Asian group, more
reading at home positively affected the social skills for boys of Southeast Asian
mothers. The positive effect of parental involvement for boys in Latin American
immigrant families may be due to the “bien educado” (well behaved) cultural value,
which could very well be better transmitted to children when they engaged more with
their parents. For most girls, the ability to control emotions and behaviors was not

associated with either parental involvement or reading activity.

Research question 4: Different associations over time.

The overall association for children in immigrant families. This study
found that the association of parental involvement with academic achievement and
social skills is stronger earlier on. Home-based activities were more crucial to
younger children than to older children.

Different associations by gender. Parental involvement had a significantly
greater association with boys’ reading and math test performance during earlier
childhood than during later childhood; whereas, for girls, there was no difference in
the association between parental involvement and the changes in their reading and
math test scores over time. This means that for boys, early parental involvement was
crucial for academic performance, and that the effects were significant until 3" grade.
Considering that children tend to spend more time engaged in independent reading as

their age goes up, this quite long-lasting and significant association suggests that boys
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need more consistent interaction with their parents during their elementary school
years in order to develop academically. The same pattern was observed for children’s
social skills.

The different association across immigrant groups. In general, early
parental involvement was important for children of Latin-origin mothers, whereas
early reading activity was important for children of Asian-origin mothers.
Specifically, parental involvement was more beneficial to Latin-origin boys’ math
performance and interpersonal skills during their early elementary school years than it
was later on. Even though Latin-origin parents were more likely to be disadvantaged
with a lower socioeconomic status, lower English proficiency skills and a lower
percentage of two-parent families as compared to other immigrant groups, more
parental interactions at home played a positive role in their children’s academic
performance and social skills. Latino cultures that place value on children’s being
bien educado (well-behaved) and learning to conform may have been very effective
in developing children’s cognitive and social skills. Meanwhile, for Asian origin boys,
reading activity was more effective at improving math scores during the early school
years. There was no change in the association between parental involvement and
reading activity and children’s social skills over time.

In sum, this study’s findings of differences in parental involvement and
children’s reading activity, both by gender and across different cultural affiliations,
provide evidence of the interaction between children’s immediate environment and
macrosystem level influences. According to the Ecological perspective, children are

nested in various layers of context, and they are influenced directly and indirectly by
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these layered environments and the interactions that occur within and across their
multiple environments. This study found that there is a significant difference in the
effect of parental involvement on children’s reading and math test scores between
boys and girls, whereas no gender difference in the effect of children’s independent
reading activity was found. This may be because activities in which parents are
involved rend to reflect parents’ values (e.g., gender roles) or beliefs (e.g., what boys
are like vs. what girls are like). More strict or coercive monitoring could be more
effective for boys’ school performance than for girls’. In addition, differences in
home environment, children’s performance, and the effect of the home environment
across different cultural affiliations show how parents’ cultural orientation plays a
role in their children’s development. Most of the children in this study were born in
the U.S., but their academic achievement and social skills were clearly related to their
mother’s nativity.

Moreover, the fact that there were similar trends in the association of parental
involvement and child’s reading activity between East Asian and Southeast Asian
children suggests common collective cultural beliefs and values among Asians. The
family backgrounds of Southeast Asian families were more likely to be disadvantaged,
with a lower socioeconomic status, parents’ lower English proficiency and a greater
likelihood of living in a rural area compared to East Asian families. Indeed, the
family backgrounds of Southeast Asians were quite similar to those of South
American families, who had higher SES, better English proficiency, and more two-
parent families than other Latin American groups. However, the effect of Southeast

Asians’ home environment on their children’s academic performance was quite
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similar to the association found for East Asians. Asian cultures, which can be
characterized as placing a higher value on education, may play an important role for
disadvantaged Southeast Asian children. Or perhaps Southeast Asian families may
share, or be more influenced by resources and information provided by the larger
Asian-ethnic community. Even though there is a difference in socioeconomic status
between the two Asian immigrant groups, their child-rearing practices and

expectations may be similar.

Significance of this study

This study contributes to the literature on the influence of the home
environment on children’s education outcomes. Two aspects of the home literacy
environment were studied. One comprises activities structured by parents and done in
their company, such as doing arts and crafts or discussing a science project. The other
aspect is an activity the child may do alone, namely reading for pleasure. Both the set
of activities requiring parental involvement and children’s reading for pleasure have
been known to have a positive effect on children’s cognitive and social/emotional
development during early and middle childhood. Given the findings of differences in
academic achievement test scores and social skills, both by gender and across
immigrant groups, their association with home-based activities was examined to
determine whether the positive effects noted for the general population are
generalizable to children from immigrant families. According to the literature review,
higher academic achievement and better social skills during early and middle
childhood were expected to be explained by more parental involvement in activities

and by children’s voluntary reading. This study confirmed previous studies, and
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found that parental involvement played a more important role for boys in immigrant
families. From the developmental perspective, parental involvement should become
less important as children grow older, but such an association has not been confirmed
for U.S. immigrant families. Because of language barriers and low family income,
both of which may limit the educational resources available to immigrant families,
home-based activities may be a more accessible avenue for these parents and their
children.

Using latent difference score models, parental involvement and children’s
reading activity were found to influence children’s initial statuses for academic
achievement and social skills and to have a significant positive effect on changes
from kindergarten to 5" grade in immigrant families. This study confirmed findings
from previous studies indicating that the home literacy environment has a positive
effect during early elementary school. And this study added a new finding, namely
that the home-based activities that are usually expected to lose power over time
actually continued to have quite a strong influence up to 3" grade for some immigrant
groups, especially for boys. Southeast Asian boys improved their reading and math
skills during the period from 3" to 5™ grade with more parental involvement in home-
based activities at 3" grade; Caribbean/Central American boys improved their reading
test scores from 3" to 5™ grade if they had read more books at kindergarten. Reading
more books at 3" grade was helpful for Mexican boys in terms of learning to control
emotions and behaviors, and also for forming friendships in the period from 3" to 5

grade.
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The gender difference in the effect of parental involvement and children’s
reading activity was very distinct. Generally, boys needed more parental engagement
from kindergarten through 5t grade, whereas girls were more independent from their
parents after 1% grade in terms of their academic performance and social skills. But
for girls of East Asian descent and girls with a U.S.-born mother and a foreign-born
father, more parental involvement was crucial for improving their math test scores
from 3" to 5" grade.

This study also contributes to the literature on academic performance of
children in immigrant families by evaluating both children’s standardized academic
test scores in reading and math and their social skills, including interpersonal and
self-control skills. When immigrant children’s academic performance has been
considered in previous studies, their standardized test scores have been the focus on
attention, whereas their social skills have not been studied as carefully. However,
children’s interpersonal skills and their ability to control their behaviors are important
aspects of their school performance. For example, Asian children in this study were
often considered by their teachers to be a “model minority,” given their high
achievement on standardized tests. But they were also sometimes viewed as too shy
and lacking in leadership skills, or sometimes their teachers failed to comment on
their social skills at all. Including the social skills of immigrant children in the current

research may address the current lack of research on this important topic.

Limitations

This study has several limitations that should be addressed before interpreting

the findings. First, this study did not include activities that occurred outside the home,

147



even though they may have influenced children’s academic achievement and social
skills. Because of this study's longitudinal design, it is to be expected that, as children
grow older, the contributing effects of peer relations and the environments of school,
neighborhood and community become more salient when examining children’s
educational performance. Since this study examined the effect of parental
involvement and child’s reading activity on children in immigrant families, a follow-
up study could use multi-level models to investigate how out-of-home factors work
together to affect children’s performance over time.

A second limitation is that the SRS scales for self-control and interpersonal
skills were rated by different teachers over time, and the over-time correlations for
these items are relatively small compared to correlations for the reading and math test
scores. Different teachers could have different understandings and perceptions of
children’s exhibited behaviors. It is hard to determine whether the differences across
time are due to changes in children’s attitudes and behaviors or due to differences
between the raters. However, this study took advantage of teachers’ ratings because
teachers can provide a less biased rating than parents (Piguero, Jennings, & Farringto,
2010). Using teachers’ ratings is also reasonable because this study is interested in
children’s educational outcomes, and the test scores and social skills in this study are
expected to factor into children’s overall school performance.

The third limitation is that this study did not model academic achievement and
social skills simultaneously in the analysis. Findings reported in this study were from
separate models: one for reading and math test scores; and the other for self-control

and interpersonal skills. Even though there was little evidence of causal linkage
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between academic achievement and social skills, they are certainly associated with
each other. Using children’s overall educational performance, including standardized
test scores and socio-emotional status, will be useful to understand the dynamics of

the effect of home-based activities in immigrant families.

Suggestions for further research

More research is necessary to examine children’s educational performance in
immigrant families, with special consideration paid to cultural factors that may buffer
these children from, or possibly exacerbate, the effects of their socio-economically
and linguistically disadvantaged starting point. This minority group may have
expectations for their children’s education and values on child rearing that are
different from those of mainstream America. Even more importantly, cultural beliefs
and values can differ across different immigrant groups. Including these cultural
factors, which can capture immigrant parents’ perceptions of their children’s
educational success and provide insight into their parenting practices, will be helpful
in gaining a better understanding of the effect of the home environment on minority
children’s achievement over time.

Future research should investigate the role of the school context by addressing
questions such as how much immigrant parents involve themselves and how willing
they are to cooperate with teachers and school personnel when it comes to their
children’s school performance. Considering the fact that immigrant parents have not
had the experience of being schooled in the U.S., they might need more information

for their children’s transition to formal schooling, in elementary school. Identifying
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barriers to parents’ involvement at school is an important precursor to understanding
the most effective way to improve children’s outcomes.

This study tracked children’s outcomes during their elementary school years,
and found that East Asian children’s high academic achievement in elementary
school was associated with their own reading activity more than with parental
involvement, whereas South American children improved their reading and math test
scores more with more parental involvement than with their own reading activity. The
long-term educational consequences (e.g., graduating from high school and enrolling
in college) of the home environment need to be investigated. There is also little
known about what career paths are expected for early high achievers among Asians
and for socioeconomically disadvantaged Latin-origin children, and whether/how
descendants of immigrants are likely to be trapped by their parents’ socioeconomic

status or motivated to improve upon it.

Implications for research, policy, and practice

The current study extends the existing research on the home literacy
environment and children’s educational performance by investigating longitudinal
effects of parental involvement and children’s reading activity on changes in
academic achievement test scores and social skills from kindergarten to fifth grade.

The finding of gender differences in the effect of parental involvement and
children’s reading activity suggests that different approaches for boys and girls may
be necessary to improve child outcomes. Contrary to the traditional child-rearing
perspective, which stipulates that boys can be given more independence from parental

monitoring, it is actually the case that parental involvement and reading at home may
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be crucial for boys to improve their academic test scores and social skills over time.
More structured home-based activities are therefore recommended for boys in
immigrant families. And schools can provide efficient parenting information to
encourage more gender-specific home activities.

This study highlights the differences in the effect of parental involvement and
child’s reading activity across immigrant groups based on mothers' countries of
origin. Variations within the racial/ethnic groups that are usually categorized as
Latino and Asian were distinguished. Research on the U.S. immigrant population is
increasingly recognizing such variations within the traditional race categorizations,
and many researchers are adopting the practice of dividing their samples according to
general area or country of origin (Glick & Hohmann-Marriott, 2007). Policies that
affect the immigrant population, specifically those related to children’s education,
also need to display more sensitivity to these within-group variations. Further
research and future policies having to do with immigrant children should be sensitive
to the consistent findings that children’s educational and behavior outcomes have
much to do with their parents’ country of origin.

This study also found that the effect of parental involvement and children’s
reading activity was not only significant for children’s initial status at kindergarten,
but also lasted until 5™ grade for children in immigrant families. This emphasizes the
importance of the effect early experiences have on later outcomes. For example,
Mexican boys could significantly increase their math test scores from 3 to 5" grade
if they did more reading in kindergarten. Southeast Asian girls might exhibit better

interpersonal skills at 5 grade if they had more activities with parents at home in 1%
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grade. The importance of the early home environment should not be overlooked, and
attention should be given to which specific components of the home environment are
most salient for which immigrant groups. This may be achieved by building a good
partnership with local ethnic communities. Educators and evaluators who work with
local immigrant populations can identify what barriers exist for specific immigrant
parents when it comes to their involvement in structured activities at home; for
example, some ethnic groups may experience trouble obtaining information about the
U.S. educational system, have more problems with their economic situation, or
experience more difficulty communicating in English. Ethnic affiliation and local
environment-specific programs that respect immigrants’ cultural values are necessary
for immigrant children’s smooth transition to formal schooling and to their
performance later on in school. Also, providing some examples of successfully
structured ethnic communities can be helpful to other immigrant groups. Generally,
immigrants share some common problems, regardless of their ethnic affiliation, such
as the language barrier. Identifying how other immigrants were able to overcome
such problems, and what resources they used, may be helpful to other ethnic groups.
Providing this kind of support can be a meaningful step in the right direction because
research has found continuing divergence in socioeconomic status, and children’s
educational outcomes, in different immigrant groups.

This study evaluated children’s performance by examining both their
academic achievement test scores on reading and math, and also their self-control and
interpersonal skills. American children’s educational achievement is usually assessed

by measuring both cognitive and non-cognitive skills; however, for children in
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immigrant families, there has been too little focus on social skills. For example, it is
often reported that Mexican immigrant children’s academic achievement is lower, or
that children of Asian descent do better in math, but not enough is known about their
emotional and behavioral status. In addition to examining children’s scores on
standardized tests of academic achievement, the emotional/behavioral control skills of
immigrant children should be evaluated together, and gaps in social skills by gender

and across specific immigrant groups also should be considered.

Conclusion

This study examined how parental involvement and children’s reading activity
in immigrant families are linked to their children’s educational performance,
measured by academic test scores in reading and math, and to teachers' ratings of
social skills, specifically self-control and interpersonal skills.

Several findings are notable. Boys benefit more than girls from parents’
involvement at home. Girls’ independent reading appears to be strongly linked to
developing strong reading and math skills.

This study highlights the importance of considering immigrant children
according to their mother’s country of origin. Intriguing differences across immigrant
groups were found. Substantial differences in reading and math performance were in
evidence very early, at kindergarten. Children of East Asian and Southeast Asian
mothers benefited more from reading activity when it came to achieving higher
reading and math scores at kindergarten, but the positive effect did not last after
kindergarten. Meanwhile, children of Latin-origin mothers benefited from both

parental involvement at home and reading activity when it came to their reading and
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math scores. For children of Mexican and Caribbean/Central American descent,
especially, parental involvement had a continuing significant effect up to 5™ grade.
Similarly, parental involvement and children’s reading activity was crucial for better
social skills of kindergarteners from immigrant families. But the positive effects did
not continue after kindergarten except for children of Latin-origin mothers and
Southeast Asian mothers.

The finding of a strong and long-lasting association of both parental
involvement and children’s reading activity with Mexican and Caribbean/Central
American children’s performance emphasizes the importance of early experience
with parents at home, especially for boys in disadvantaged immigrant families. The
finding of differences in the association across immigrant groups also sends a
message that researchers who study this population need a clearer understanding of
ethnic-group differences; research and policies should recognize and reflect these
differences, and interventions should be designed so that they are effective for

specific groups.
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