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ABSTRACT 

The present study draws upon nationally representative data from the Early Childhood 

Longitudinal Study, Kindergarten Class of 1998-фф ǘƻ ŜȄŀƳƛƴŜ ǾŀǊƛŀǘƛƻƴ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ŜŀǊƭȅ 

academic performance along racial/ethnic, generational status, and national origin lines. This 

study comprises three distinct analytic chapters. The first uses a multilevel logistic regression 

approach to examine patterns of between-child variation in cognitive and socioemotional school 

ǊŜŀŘƛƴŜǎǎΦ ¢ƘŜ ǎŜŎƻƴŘ ŀƴŀƭȅǘƛŎ ŎƘŀǇǘŜǊ ŜȄŀƳƛƴŜǎ ŎƘƛƭŘǊŜƴΩǎ ǊŜŀŘƛƴƎ ŀƴŘ ƳŀǘƘŜƳŀǘƛŎǎ ŀōƛƭƛǘȅ 

growth from kindergarten through eighth grade using a three-level mixed-effects modeling 

ŦǊŀƳŜǿƻǊƪΦ ¢ƘŜ Ŧƛƴŀƭ ŎƻƳǇƻƴŜƴǘ ƻŦ ǘƘŜ ǇǊŜǎŜƴǘ ǎǘǳŘȅ ŜȄŀƳƛƴŜǎ ǾŀǊƛŀǘƛƻƴ ƛƴ ŀŘƻƭŜǎŎŜƴǘǎΩ 

reading and mathematics self-concept prior to high school entry using a two-level random-

effects modeling approach. Results suggest that immigrant generational status is an important 

moderator of racial/ethnic variation along several measures of academic success. Among non-

Asian minority children, those with foreign-born mothers tend to demonstrate lower levels of 

school readiness and flatter ability growth trajectories than third-plus generation children. 

Among Asian children, however, children of foreign-born mothers experience advantages 

relative to their first and second generation counterparts. After adjusting for an array of family 

background characteristics, children from racial/ethnic minority and immigrant families 

demonstrate comparable ability growth trajectories to non-Hispanic white children of native-

born mothers, with the exception of non-Hispanic black and first/second generation Mexican 

children, who fall increasingly behind over the elementary and middle school years. Children of 

immigrant mothers generally demonstrate higher levels of academic self-concept than children 

of native-born mothers, and most minority adolescents have comparable levels of academic 

self-concept to non-Hispanic white adolescents after adjusting for family background 

characteristics.  
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CHAPTER ONE 

Background & Introduction 

 

 

The Stratification of Early Academic Outcomes 

¢ƘŜ ƛƴƛǘƛŀƭ ȅŜŀǊǎ ƻŦ ǎŎƘƻƻƭƛƴƎ ǿƛŜƭŘ ŀ ǎǳōǎǘŀƴǘƛŀƭ ƛƴŦƭǳŜƴŎŜ ƻƴ ƛƴŘƛǾƛŘǳŀƭǎΩ ǳƭtimate 

academic achievement, educational attainment, and labor market success (Alexander 

and Entwisle 1998; Entwisle et. al 1997; Hart and Risley 1995; Kerckhoff and Glennie 

1999; Stanovich 1986). Students who are well prepared to achieve in the first few years 

of school tend to enjoy continued success (Alexander and Entwisle 1988; Entwisle and 

Alexander 2002), and research has repeatedly indicated that the gap between high- and 

low-achievers grows over time (Boardman et al. 2002; Farkas and Beron 2004; Phillips, 

Crouse and Ralph 1998).  

Early academic performance is strongly related to the family contexts into which 

children are born. From the earliest stages of life, children begin developing cognitively 

and socioemotionally, subject to the skills and resources possessed by their caregivers. 

Families that face human, cultural, or social capital deficiencies are less able to foster 

ǘƘŜƛǊ ŎƘƛƭŘǊŜƴΩǎ ŘŜǾŜƭƻǇƳŜƴǘ ό5ǳƴŎŀƴΣ .Ǌƻƻƪǎ-Gunn, and Klebanov 1994, Guo and 

Stearns 2002, Hart and Risley 1995), placing these children at a disadvantage from the 

ǾŜǊȅ ŜŘǳŎŀǘƛƻƴŀƭ άǎǘŀǊǘƛƴƎ ƎŀǘŜέ ό[ŜŜ ŀƴŘ .ǳǊƪƘŀƳ нллнύΦ 

LƴŜǉǳŀƭƛǘȅ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ŜŀǊƭƛŜǎǘ ŀŎŀŘŜƳƛŎ ŜȄǇŜǊƛŜƴŎŜǎ Ǉƭŀȅs a substantial role in 

the intergenerational transmission of disadvantage. Academic disadvantage in the first 
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years of schooling is predictive of poor education and labor market outcomes, which are 

associated with low levels of socioeconomic attainment (Jencks 1972; Sewell, Hauser, 

and Featherman 1976). Low socioeconomic status (SES) among parents is in turn 

associated with initial academic disadvantage in the subsequent generation (Duncan et 

al. 1994), creating an intergenerational feedback loop of disadvantage.  

Sociologists of education have turned increasing attention toward the early years 

of education, with a particular focus on the period preceding the transition to formal 

schooling. This research indicates that class- and race-based educational inequalities 

observed among school-aged children are likely rooted in earlier-emerging inequalities 

in cognitive development.  Hart and Risley (1995) demonstrated that social class 

ŘƛŦŦŜǊŜƴŎŜǎ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ǿƻǊƪƛƴƎ ǾƻŎŀōǳƭŀǊȅ Ŏŀƴ ōŜ ƛŘŜƴǘƛŦƛŜŘ ƛƴ ŎƘƛƭŘǊŜƴ ŀǎ ȅƻǳƴƎ ŀǎ му 

months, and by 36 months of age the children of professional-class parents used more 

than twice as many words as children from low-income families. These social class 

discrepancies in language ability persist well into adolescence (Farkas and Beron 2004). 

Racial and ethnic differences in oral vocabulary have also been found to emerge early in 

life. Jencks and Phillips (1998) found a black-white ƎŀǇ ƻŦ ŀǇǇǊƻȄƛƳŀǘŜƭȅ ƻƴŜ ȅŜŀǊΩǎ 

vocabulary knowledge among three to six-year-old children, controlling for their 

ŦŀƳƛƭƛŜǎΩ ƛƴŎƻƳŜ ŀƴŘ ǇŀǊŜƴǘŀƭ ŜŘǳŎŀǘƛƻƴ ƭŜǾŜƭǎΦ Fuller and colleagues (2009) found that 

children from Mexican-American and other Hispanic backgrounds demonstrated 

significantly slower cognitive growth than non-Hispanic white children by 24 months of 

age, net of relevant family background characteristics.  
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Racial/ethnic and social class inequalities at school entry have received 

somewhat more research attention than pre-school differences. Research using national 

data from the Children of the National Longitudinal Survey of Youth (CNLSY)  and Early 

Childhood Longitudinal Study, Kindergarten Class of 1998-99 (ECLS-K) indicates that 

children demonstrate substantial socioeconomic and racial/ethnic inequalities in oral 

vocabulary and cognitive ability scores at the outset of schooling (Farkas and Beron 

2004, Lee and Burkham 2002). Lee and Burkham (2002) estimate that the children from 

the ECLS-YΩǎ ƘƛƎƘŜǎǘ ŦŀƳƛƭȅ {9{ ǉǳƛƴǘƛƭŜ ǎŎƻǊŜ сл҈ ƘƛƎƘŜǊ ƻƴ ŎƻƎƴƛǘƛǾŜ ŀōƛƭƛǘȅ ǘŜǎǘǎ ŀǘ 

kindergarten entry than students in the bottom family SES quintile. Similarly, the 

authors find that black and Hispanic children score approximately 20% lower on 

cognitive tests than non-Hispanic white children at school entry.  

Findings regarding pre-school and school-entry inequalities are important to the 

sociological study of schooling. Investigations of academic inequality cannot focus on 

ǿƘŜǘƘŜǊ ǎŎƘƻƻƭǎ ΨŎǊŜŀǘŜΩ Ŏƭŀǎǎ ŀƴŘ ǊŀŎŜ-based inequalities ς these are established 

before children ever set foot in the classroom. Rather, sociologists examining the school 

years must focus on determining the degree to which schooling mitigates or 

exacerbates these pre-existing inequalities. 

The kindergarten and first grade curriculum constitutes a foundation-laying 

enterprise; children are taught the fundamental tools of literacy and numeracy upon 

which the development of future knowledge and skills depends. As soon as children 

begin schooling they are expected to acquire this fundamental knowledge at an 

extraordinarily rapid pace. For example, Jencks (1985) estimated that the average rate 
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of learning during first grade was ten times greater than the average learning rate in 

high school. Children who struggle during this period of rapid acquisition of fundamental 

knowledge due to a lack of basic skills can be expected to face substantial obstacles to 

future academic achievement, while children who are already familiar with the early 

academic curriculum are well situated to acquire more advanced skills and knowledge. 

Evidence suggests that racial/ethnic and social class inequalities in school 

readiness lead to inequalities in academic achievement growth over the elementary 

ǎŎƘƻƻƭ ȅŜŀǊǎΦ 5ŀǘŀ ŦǊƻƳ 9ƴǘǿƛǎƭŜ ŀƴŘ !ƭŜȄŀƴŘŜǊΩǎ .ŜƎƛƴƴƛƴƎ {ŎƘƻƻƭ {ǘǳŘȅ ό.{{ύ ǇǊƻǾƛŘŜŘ 

some of the first longitudinal estimates of elementary school inequality. In analyses of 

BSS data focusing on black-white and low-high SES gaps in reading and mathematics 

ability (Entwisle and Alexander 1992, 1994; Alexander, Entwisle and Olson 1997, 2001) 

the authors found that black and white childrenΩǎ ǘŜǎǘ ǎŎƻǊŜǎ tended to diverge over 

time, with black students falling increasingly behind over the elementary school years. A 

similar pattern emerged among children from low-SES families, whose reading and 

mathematics achievement trajectories were flatter than those of students from higher-

SES backgrounds. In other words, those students who entered school at an academic 

disadvantage grew increasingly disadvantaged over the elementary school years, 

suggesting that schooling exacerbates initial race/ethnicity and class-based academic 

inequalities.  

Several other sociologists have identified similar trends in racial/ethnic 

achievement gaps. Phillips and colleagues (1998) conducted an analysis of the black-

white test score gap using multiple waves of data from 8 large-scale studies. The 
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ŀǳǘƘƻǊǎ ŎƻƴŎƭǳŘŜŘ ǘƘŀǘ ōƭŀŎƪ ŀƴŘ ǿƘƛǘŜ ŎƘƛƭŘǊŜƴΩǎ ǘŜǎǘ ǎŎƻǊŜǎ ŘƛǾŜǊƎŜ ƻǾŜǊ time, and 

nearly all of this divergence occurs before high school. The consequences of 

achievement differences at school entry on black-white test score divergence were 

ǉǳƛǘŜ ƭŀǊƎŜΥ  ǘƘŜ ŀǳǘƘƻǊǎΩ ŜǎǘƛƳŀǘŜǎ ǎǳƎƎŜǎǘŜŘ ǘƘŀǘ ƻǾŜǊ ƘŀƭŦ ƻŦ ǘƘŜ ōƭŀŎƪ-white test 

score gap at the end of twelfth grade could be eliminated by equalizing reading and 

mathematics achievement at the beginning of first grade (Phillips et al. 1998).  

 Boardman and colleagues (2002) examined reading and mathematics 

achievement growth in children between the ages of 6 and 14 (approximately the same 

age range analyzed in Chapter 4 of the present study) using National Longitudinal Study 

of Youth (NLSY) data. The authors found statistically robust differences between non-

Hispanic white, black, and Mexican children, indicating that the mathematics and 

reading scores of Mexican and black students trailed those of white students. 

Furthermore, the authors found that the achievement gap between Mexican and non-

Hispanic white students remained stable over time, while the black-white gap grew over 

the elementary and middle school years. This longitudinal trend in racial/ethnic 

achievement inequality was also demonstrated by Downey and colleagues (2004) and 

Fryer and Levitt (2004). Both studies examined ECLS-K data and concluded that black 

childrenΩǎ ǘŜǎǘ ǎŎƻǊŜǎ declined over the first two years of schooling relative to the scores 

of non-Hispanic white children, while gaps from white children remained constant over 

time for members of other racial/ethnic groups.  

!ǎƛŀƴ ŎƘƛƭŘǊŜƴΩǎ ŜŀǊƭȅ ŀŎŀŘŜƳƛŎ ŀŎƘƛŜǾŜƳŜƴǘ Ƙŀǎ ōŜŜƴ ƭŜǎǎ ŦǊŜǉǳŜƴǘƭȅ ŜȄŀƳƛƴŜŘ 

than other racial/ethnic groups.  However, recent research indicates that Asian children 
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have comparable or higher levels of academic achievement at school entry than non-

IƛǎǇŀƴƛŎ ǿƘƛǘŜǎΣ ŀƴŘ !ǎƛŀƴǎΩ ŀŎƘƛŜǾŜƳŜƴǘ ƎǊƻǿǎ ŀǘ ŀ ŎƻƳǇŀǊŀōƭŜ ǊŀǘŜ ŀǎ ǿŜƭƭ όCǊȅŜǊ ŀƴŘ 

Levitt 2004; Glick and Hohmann-Marriott 2007; Han 2006; Palacios, Guttmannova, and 

Chase-Lansdale 2008).  

¢ƘŜ ŜƳǇƛǊƛŎŀƭ ŜǾƛŘŜƴŎŜ ƛǎ ŀōǳƴŘŀƴǘ ŀƴŘ ŎƭŜŀǊΥ ŎƘƛƭŘǊŜƴΩǎ ŀŎŀŘŜƳic performance 

at and prior to school entry varies along racial/ethnic and social class lines, with high-

SES, some Asian, and non-Hispanic white children demonstrating achievement 

advantages over low-SES and black or Hispanic children. Moreover, these initial 

achievement differences correspond to gaps in academic performance in subsequent 

years of schooling. Achievement gaps appear to increase over time for black and low-

SES children relative to whites and high-SES children, while the more limited evidence 

for Hispanic and Asian children generally does not suggest such over-time achievement 

divergence.  

The research literature on inequalities in pre-secondary education converges on 

several key conclusions, which are discussed at greater length in the chapter previews 

below. In spite of the progress that has been made, however, our understanding of 

academic inequalities at school entry and over the course of the elementary and middle 

school years is far from complete, because sociologists of education have a long history 

of framing educational inequality within a black-white racial dichotomy.  

However, American society is becoming increasingly multiethnic as a result of 

large-scale immigration from Asian and Latin American countries. As racial and ethnic 

diversity in American society increases, so too does the diversity of academic 
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experiences of children from various social groups. The present study focuses attention 

on the influences of this increasing racial diversity as well as the influences of immigrant 

generational status and national origin group affiliation. It examines how these factors 

ƛƴŦƭǳŜƴŎŜ ŎƘƛƭŘǊŜƴΩǎ ŎƻƎƴƛǘƛǾŜ ŀƴŘ ǎƻŎƛƻŜƳƻǘƛƻƴŀƭ ǎŎƘƻƻƭ ǊŜŀŘƛƴŜǎǎΣ ŀŎŀŘŜƳƛŎ ŀōƛƭƛǘȅ 

growth from kindergarten through eighth grade, and academic self-concept prior to the 

transition to high school. In doing so, this study expands our evidence-based 

ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǊŀŎƛŀƭκŜǘƘƴƛŎ ǾŀǊƛŀǘƛƻƴ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ǇǊŜ-secondary educational 

experiences to better reflect an America that is being rapidly and profoundly reshaped 

through immigration. This immigration-related growth is illustrated by the fact that over 

half of Hispanic youth and 9 in 10 Asian youth are the children of immigrant parents 

(Zhou 1997). Understanding the full range of educational inequality that stems from 

race/ethnicity requires a greater emphasis on the important role that immigration and 

generational status play in these inequalities.  

 

Immigration to the United States since 1965 

5ŜǎǇƛǘŜ ōŜƛƴƎ ŦǊŜǉǳŜƴǘƭȅ ŘŜǎŎǊƛōŜŘ ŀǎ ŀ άƴŀǘƛƻƴ ƻŦ ƛƳƳƛƎǊŀƴǘǎέΣ ŎƻƴǘŜƳǇƻǊŀǊȅ !ƳŜǊican 

society has taken a particularly ambivalent stance toward immigration. As public and 

political debate continue over how many and what type of foreign-born individuals 

ought to be permitted to take up residence in the U.S., well over one million immigrants 

per year do just that (White and Glick 2009). High levels of immigration have led to a 

dramatic increase in the share of the U.S. population that is foreign-born, rising from 5 

percent in 1970 to 12 percent in 1993 (Capps et al. 2004). This immigration occurs in 
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authorized and unauthorized forms, with recent data suggesting that the annual 

number of unauthorized arrivals exceeds the number of documented arrivals (Passel 

2005).  

Scholars generally trace the beginning of the contemporary era of United States 

immigration to the Immigration and Naturalization Act of 1965, which eliminated 

preexisting national origin quotas that discriminated against immigrants from certain 

regions, Asian countries in particular. The dismantling of the quota system contributed 

to the characteristic that, to many observers, defines contemporary immigration: the 

change in the national origins of United States immigrants away from European 

countries toward a decidedly Asian- and Latin American-heavy immigrant flow.  

For example, in the ten years leading up to the Immigration Act of 1965, 

European immigrants constituted over half of the immigrant population, Asian 

immigrants less than 10 percent and Latin American immigrants roughly 20 percent. By 

contrast, in the 1990s Europeans accounted for less than 15 percent of all immigrants 

while documented immigration from Latin America accounted for over 50 percent of all 

immigration (with half of this figure being attributable to documented Mexican 

immigration alone), and Asian immigration accounted for roughly 30 percent of the total 

immigrant flow (Alba and Nee 2003, White and Glick 2009). Only two of the top fifteen 

immigrant origin countries from 1996 to 2000 are found outside of Asian and Latin 

America: Russia and Ukraine, each of which accounted for about 2 percent of the total 

documented immigrant flow. The modal immigrant origins during this time period were 

Mexico, which produced 20 percent of total documented immigration, and Philippines, 
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China, and India, each of which produced about 5 percent each of total documented 

immigration (Alba and Nee 2003).  

  The shift in immigrant national origins since 1965 has led to a contemporary 

immigrant population composed overwhelmingly of individuals whose race and 

ethnicity place them in the minority in the United States. However, members of 

immigrant families comprise 20 percent of the under-18 population of the United States 

(Hernandez 1999), and 22 percent of the population under age 6 (Capps et al. 2004). As 

these young people age, the coming decades will see an increasing share of the 

population composed of non-white offspring of immigrant parents, with the non-

Hispanic white population projected to dip below 50 percent of the total U.S. population 

for the first time between 2040 and 2045 (U.S. Census Bureau 2008).  

While large-scale demographic changes promise to reshape the American ethnic 

landscape in the near future, as of the first decade of the 21st century the Unites States 

still possesses a distinct non-Hispanic white cultural mainstream.  Within the United 

{ǘŀǘŜǎΩ ǎƻŎƛŀƭ-historical context of racial/ethnic inequality in which non-white individuals 

frequently encounter structural disadvantage, racial/ethnic minority status may play a 

profound role in shaping the assimilation1 pathways of contemporary immigrants and 

their children. For contemporary immigrants, intergenerational assimilation into 

American society may take many forms, not all of which are necessarily positive.  

                                                           
1
 Throughout the present study, I use the term assimilation to refer to a decline in differences between 

members of a given immigrant group and a particular segment of American society across generational 
time. In the present study, the differences in question relate broadly to the status attainment process, 
and specifically to academic success. The present study does not examine cultural assimilation. For a 
ǘƘƻǊƻǳƎƘ ǘǊŜŀǘƳŜƴǘ ƻŦ ǘƘƛǎ ΨŘŜŎƭƛƴƛƴƎ ŘƛŦŦŜǊŜƴŎŜǎΩ ǇŜǊǎǇŜŎǘƛǾŜ ƻƴ ŀǎǎƛƳƛƭŀǘƛƻƴΣ ǎŜŜ !ƭōŀ ŀƴŘ bŜŜ όнллоύΦ 
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The notion that assimilation may occur along multiple, divergent pathways is a 

rather recent development in assimilation theory. This concept is most frequently 

referred to as segmented assimilation (Portes and Rumbaut 2001, Portes and Zhou 

1993, Zhou 1999). Segmented assimilation theory provides a more flexible view of the 

cross-generational assimilation process than earlier theoretical perspectives that tended 

ǘƻ ŜƛǘƘŜǊ ƻǾŜǊǎǘŀǘŜ όŜΦƎΦΣ ǘƘŜ ΨƳŜƭǘƛƴƎ ǇƻǘΩ ǇŜǊǎǇŜŎǘƛǾŜύ ƻǊ ǳƴŘŜǊǎǘŀǘŜ όŜΦƎΦΣ ǘƘŜ ΨǎǘŜǿǇƻǘΩ 

ƻǊ ΨǎŀƭŀŘ ōƻǿƭΩ ǇŜǊǎǇŜŎǘƛǾŜΣ ŜǘƘƴƛŎ ǇƭǳǊŀƭƛǎƳύ ǘƘŜ ŘŜƎǊŜŜ ǘƻ ǿhich immigrant ethnic 

groups and the receiving society are likely to converge in response to ethnically and 

culturally diverse immigration. A parallel shortcoming of earlier assimilation theory was 

its tendency to ignore the salience and stability of distinct dominant and underclass 

segments of American society, as well as the structural conditions responsible for their 

ŎǊŜŀǘƛƻƴ ŀƴŘ ǇŜǊǇŜǘǳŀǘƛƻƴ όŜΦƎΦΣ ǘƘŜ /ƘƛŎŀƎƻ ǎŎƘƻƻƭΩǎ ΨŎƻƴǘŀŎǘ ƘȅǇƻǘƘŜǎƛǎΩΣ ΨǎǘǊŀƛƎƘǘ-ƭƛƴŜΩ 

assimilation theory).  These earlier theories assumed that assimilation would invariably 

lead toward a sole social destination: the American mainstream.  

Segmented assimilation theory provides a perspective that, while perhaps 

lacking the rosy aura of a straight-line assimilation model2, acknowledges a reality in 

which the life chances of immigrants and their children are shaped and constrained by 

the interplay between their race and ethnicity, their stocks of human, cultural, and 

social capital and the social-historical contexts in which they settle (Portes and Rumbaut 

нллмΤ ½Ƙƻǳ ŀƴŘ ·ƛƻƴƎ нллрύΦ Lƴ ǇŀǊǘƛŎǳƭŀǊΣ ƛƳƳƛƎǊŀƴǘǎΩ ŎǳƭǘǳǊŀƭ ŀƴŘ ŜǘƘƴƛŎ ƛŘŜƴǘƛǘƛŜǎ ŀƴŘ 

                                                           
2
 Alba and Nee (2003) offer a thoughtful critique of segmented assimilation theory as being overly 

deterministic and, therefore, for dark-skinned immigrants in particular, unnecessarily pessimistic (see 
161-166).  
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ǊŜǎƻǳǊŎŜǎ ǇŜǊƳƛǘ ŀŎŎŜǎǎ ǘƻ ǾŀǊȅƛƴƎ ƻǇǇƻǊǘǳƴƛǘƛŜǎ ŘŜǇŜƴŘƛƴƎ ƻƴ ǘƘŜ ǊŜŎŜƛǾƛƴƎ ǎƻŎƛŜǘȅΩǎ 

preexisting racial and ethnic relations. In the United States, this means that immigrants 

who bear a cultural, linguistic, or phenotypic resemblance to members of historically 

marginalized, non-mainstream groups (African Americans especially) are likely to 

assume the constrained educational and occupational opportunities characteristic of the 

American minority experience.  

Assimilation into the American mainstream represents just one of multiple 

possible assimilation trajectories, with assimilation into a historically disadvantaged 

segment of the population being the road more often traveled by members of certain 

minority immigrant groups (Gans 1992; Portes and Zhou 1993; Waters 1990). The 

outcomes associated with immigration depend to a large degree on the racial/ethnic 

identity of the person or group in question. In the parlance of quantitative social 

research, evidence suggests that race/ethnicity moderates the effect of immigrant 

status on social mobility.  

While race and ethnicity undoubtedly shape ƛƳƳƛƎǊŀƴǘǎΩ ŀǎǎƛƳƛƭŀǘƛƻƴ 

trajectories, it would be a mistake to view these ascribed characteristics in an overly 

deterministic light. Even for members of otherwise disadvantaged immigrant groups, 

high levels of educational achievement and attainment may play an important role in 

ensuring positive assimilation trajectories. Indeed, research suggests that immigrant 

ŎƘƛƭŘǊŜƴΩǎ ŜŘǳŎŀǘƛƻƴŀƭ ǎǳŎŎŜǎǎ ǘŜƴŘǎ ǘo go hand-in-hand with intergenerational 

trajectories of upward social mobility and positive assimilation (Suarez-Orozco and 
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Suarez-Orozco 2001, Zhou 1997). With this in mind, discussion will now turn to the topic 

of educational variation among the children of contemporary American immigrants.  

 

Educational Experiences of Contemporary Immigrants 

As a primary engine of social stratification, schooling plays a central role in dictating the 

assimilation and social mobility outcomes of the children of immigrants. For immigrant 

families who are thrust into the American status attainment machine bearing many of 

the disadvantages linked by prior research to poor educational outcomes (Bean and 

¢ƛŜƴŘŀ мфутύΣ ǊŜǎƛƭƛŜƴŎŜ ƛƴ ŦƻǎǘŜǊƛƴƎ ŎƘƛƭŘǊŜƴΩǎ ǇƻǎƛǘƛǾŜ ŘŜǾŜƭƻǇƳŜƴǘŀƭ ŀƴŘ ǎŎƘƻƭŀǎǘƛŎ 

outcomes is a crucial step in solidifying an upward intergenerational assimilation 

trajectory (Suarez-Orozco and Suarez-Orozco 2001, Zhou 1997).  

 Research on geƴŜǊŀǘƛƻƴŀƭ ǎǘŀǘǳǎ ŘƛŦŦŜǊŜƴŎŜǎ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ŀŎŀŘŜƳƛŎ ǇŜǊŦƻǊƳŀƴŎŜ 

generally supports the conclusion that children of immigrant parents have higher levels 

of academic achievement than third-plus generation children. This pattern has been 

demonstrated among Hispanics (Hirschman 2001; Matute-Bianchi 1986; Padilla and 

Gonzalez 2001; Portes 1995; Portes and MacLeod 1996; Rumbaut 1994, 1995), Asians 

(Gibson 1993; Glick and White 2003; Kao and Tienda 1995), and blacks (Kao 2004; 

Thomas 2009).  

Kao and Tienda (1995, мффуύ ŜȄǇƭŀƛƴ ƛƳƳƛƎǊŀƴǘǎΩ ƘƛƎƘ ƭŜǾŜƭǎ ƻŦ ŀŎƘƛŜǾŜƳŜƴǘ ŀƴŘ 

aspirations through their immigrant optimism hypothesis. This theoretical perspective 

suggests that immigrant families possess a dual frame-of-reference, drawing continuous 

comparisons between the opportunity structures of their origin countries and the 
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United States. The relative openness of the American opportunity structure promotes 

optimistic attitudes among students and, perhaps more importantly, their parents. 

Immigrant parents perceive the potential for enormous social mobility through 

educational success in the United States, and work diligently to instill similar attitudes in 

their children. This optimistic characteristic of immigrant families is further enhanced 

through international migratiƻƴΩǎ ǎŜƭŦ-selection effect: the perception of greater 

ƻǇǇƻǊǘǳƴƛǘȅ ǇǊƻǾƛŘŜǎ ǘƘŜ ƛƳǇŜǘǳǎ ŦƻǊ Ƴŀƴȅ ŦŀƳƛƭƛŜǎΩ ŘŜŎƛǎƛƻƴ ǘƻ ƳƛƎǊŀǘŜΣ ǿƘƛŎƘ ǎŜǊǾŜǎ 

to select into the immigrant population those who are most optimistic toward their life 

chances in the United States (Palloni and Morenoff 2001).  

In addition to documenting the relatively high levels of educational performance 

and aspirations among first and second generation children, the research literature on 

ƛƳƳƛƎǊŀƴǘ ŎƘƛƭŘǊŜƴΩǎ ŀŎŀŘŜƳƛŎ ŜȄǇŜǊƛŜƴŎŜǎ ǳƴŘŜǊǎŎƻǊŜǎ ǘƘŜ divergent achievement 

outcomes of those from different racial/ethnic and national origin backgrounds. Asian 

immigrant children are widely reported to demonstrate higher levels of academic 

performance (particularly in math and science), grades, and educational attainment 

than children from other racial/ethnic backgrounds (Kao 1995; Portes and Rumbaut 

1990; Schneider and Lee 1990; Zhou and Bankston 1994). This characteristically high 

ŀŎƘƛŜǾŜƳŜƴǘ Ƙŀǎ ƭŜŘ ǎƻƳŜ ǘƻ ǎǘŜǊŜƻǘȅǇŜ !ǎƛŀƴ ŎƘƛƭŘǊŜƴ ŀǎ ǘƘŜ άƳƻŘŜƭ ƳƛƴƻǊƛǘȅέ ς living 

proof that minority status need not imply poor outcomes (Blair and Quian 1998; Kao 

1995)3. 

                                                           
3
 ¢ƘŜ άƳƻŘŜƭ ƳƛƴƻǊƛǘȅέ ǎǘŜǊŜƻǘȅǇŜ ǎǘŜƳǎ ŦǊƻƳ ǘƘŜ ƳƛǎƎǳƛŘŜŘ ŎƻƴŎƭǳǎƛƻƴ ǘƘŀǘ all Asian students excel in 

school and the labor market. This is not an accurate portrayal of the heterogeneity that exists within the 
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Asian educational success, including very high educational aspirations (Kao and 

Tienda 1998; Goyette and Xie 1999), is typically explained as an effect of a shared 

cultural emphasis on education, transmitted to youth through between- and within-

family social capital4 (Hao and Bonstead-Bruns 1998; Schneider and Lee 1990). Parents, 

teachers, and co-ethnic community members often hold especially high expectations for 

!ǎƛŀƴ ǎǘǳŘŜƴǘǎΩ ŀŎŀŘŜƳƛŎ ǇŜǊŦƻǊƳŀƴŎŜ όDƻȅŜǘǘŜ ŀƴŘ ·ƛŜ мфффΤ [ƻǳƛŜ нллмΤ {ŎƘƴŜƛŘŜǊ 

ŀƴŘ [ŜŜ мффлύΦ Lƴ ŀŘŘƛǘƛƻƴΣ ǊŜǎŜŀǊŎƘ ƛŘŜƴǘƛŦƛŜǎ !ǎƛŀƴ ŎǳƭǘǳǊŀƭ ƴƻǊƳǎ ŜƳǇƘŀǎƛȊƛƴƎ άǉǳƛŜǘΣ 

ƛƴŘǳǎǘǊƛƻǳǎΣ ŘƛǎŎƛǇƭƛƴŜŘΣ ŀƴŘ ƻǊŘŜǊƭȅ ōŜƘŀǾƛƻǊǎέ ό{ŎƘƴŜƛŘŜǊ ŀƴŘ [ŜŜ мффлΥотп) as a 

ŘǊƛǾƛƴƎ ŦƻǊŎŜ ōŜƘƛƴŘ !ǎƛŀƴ ƛƳƳƛƎǊŀƴǘǎΩ ƘƛƎƘ ƭŜǾŜƭǎ ƻŦ ŀŎŀŘŜƳƛŎ ǇŜǊŦƻǊƳŀƴŎŜΦ ¢ŜŀŎƘŜǊǎ 

ƛƳƳŜŘƛŀǘŜƭȅ ǊŜŎƻƎƴƛȊŜ ǘƘŜǎŜ ŎǳƭǘǳǊŀƭ Ƙŀōƛǘǎ ŀǎ ǘƘŜ ƘŀƭƭƳŀǊƪ ƻŦ ŀ ΨƎƻƻŘ ǎǘǳŘŜƴǘΩ ŀƴŘ 

regard Asian children accordingly5.  

Unlike Asian children, Hispanic children tend to demonstrate less favorable 

academic outcomes than members of other ethnic groups in the United States. 

IƛǎǇŀƴƛŎǎΩ ŜŘǳŎŀǘƛƻƴŀƭ ƻǳǘŎƻƳŜǎ ƛƴŘƛŎŀǘŜ ǘƘŀǘ ǘƘŜȅ ŀǊŜ ǘƘŜ ƭŜŀǎǘ ŜŘǳŎŀǘŜŘ ƳŀƧƻǊ 

population group in the United States (Mickelson 2002). These educational outcomes 

include lower test scores, lower grades, and higher attrition rates (Bean and Tienda 

1987; Landale et al. 1998; Portes and Rumbaut 2001; Velez 1989; Warren 1996). 

                                                                                                                                                                             
pan-ŜǘƘƴƛŎ Ψ!ǎƛŀƴέ ŎŀǘŜƎƻǊȅΣ ƘƻǿŜǾŜǊΦ CƻǊ ŜȄŀƳǇƭŜΣ Cambodian, Hmong, and Laotian students often 
experience severe educational disadvantages (Mickelson 2002, Yang 2005). 
4
 ²ƘƛƭŜ άǎƻŎƛŀƭ ŎŀǇƛǘŀƭέ ǘŜǊƳƛƴƻƭƻƎȅ ƛǎ ƴƻǘ ǳƴƛǾŜǊǎŀƭƭȅ ŜƳǇloyed in the literature, there is wide support for 
ƴƻǘƛƻƴ ǘƘŀǘ ŎƭƻǎŜ ǇŀǊŜƴǘŀƭ ƳƻƴƛǘƻǊƛƴƎ ŀƴŘ ƛƴǾƻƭǾŜƳŜƴǘ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ǎŎƘƻƻƭƛƴƎ όƭŀōŜƭŜŘ άǿƛǘƘƛƴ-family 
ǎƻŎƛŀƭ ŎŀǇƛǘŀƭέ ōȅ Iŀƻ ŀƴŘ ƻǘƘŜǊǎύ ŀƴŎƘƻǊǎ !ǎƛŀƴ ŎƘƛƭŘǊŜƴΩǎ ƘƛƎƘ ǇŜǊŦƻǊƳŀƴŎŜΦ  
5
 While this perspective is the dominant explanation for Asian academic success, it is by no means t the 
ƻƴƭȅ ƻƴŜ ǘƘŀǘ Ƙŀǎ ōŜŜƴ Ǉǳǘ ŦƻǊǘƘΦ CƻǊ ŜȄŀƳǇƭŜΣ {ǳŜ ŀƴŘ hƪŀȊŀƪƛ όмффлύ ŎƻƴǎƛŘŜǊ !ǎƛŀƴǎΩ ǇǊƻ-education 
cultural characteristics an effect as well as a cause of their social location. The authors suggest that 
alternative avenues to social mobility in the United States have been blocked for Asians, leaving 
ŜŘǳŎŀǘƛƻƴŀƭ ǎǳŎŎŜǎǎ ŀǎ ǘƘŜƛǊ ƻƴƭȅ ǾƛŀōƭŜ ǊƻǳǘŜ ǘƻ ǎǘŀǘǳǎ ŀǘǘŀƛƴƳŜƴǘΦ CǊƻƳ ǘƘƛǎ ǇŜǊǎǇŜŎǘƛǾŜΣ !ǎƛŀƴǎΩ 
seemingly singular focus on education is at least in part a product of their bounded mobility 
opportunities.  
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Substantial heterogeneity within the Hispanic population exists, however. For example, 

children of Cuban immigrants tend to demonstrate comparatively high levels of 

academic achievement and attainment (Portes and Rumbaut 2001; Velez 1989), while 

Mexican and Puerto Rican immigrant children often demonstrate lower levels of 

academic success (Oropesa and Landale 2000; Rumberger and Larson 1998; Warren 

1996). However, this intra-ethnic heterogeneity is frequently obscured in studies that do 

not disaggregate the Hispanic population by national origin (e.g., Palacios et al. 2008).  

Hispanic immigrant children are more likely than non-Hispanic white or Asian 

children to face family disadvantages linked to educational difficulties, such as low 

family income, low parental education, high numbers of siblings, and English deficiency 

(Driscoll 1фффΤ DƭƛŎƪ ŀƴŘ ²ƘƛǘŜ нллоΣ ±ŜƭŜȊ мфуфύΦ ! άǎƻŎƛƻŜŎƻƴƻƳƛŎέ ƻǊ άƘǳƳŀƴ 

ŎŀǇƛǘŀƭέ ǇŜǊǎǇŜŎǘƛǾŜ όwǳƳōŜǊƎŜǊ ŀƴŘ [ŀǊǎƻƴ мффуύ ŦƻŎǳǎƛƴƎ ƻƴ ǘƘŜǎŜ ŦŀƳƛƭȅ ōŀŎƪƎǊƻǳƴŘ 

disadvantages is most often employed to explain the low educational performance 

levels of Hispanic immigrant children. For example, Kao and Tienda (1995) find that 

parental SES explains test score and course grade gaps between immigrant and native 

Hispanic eighth graders.  

With the centrality of academic achievement to the intergenerational status 

transmission and structural assimilation processes firmly in mind, the present study 

ǇǊƻŎŜŜŘǎ ŦǊƻƳ ǘƘŜ ǇŜǊǎǇŜŎǘƛǾŜ ǘƘŀǘ ƳƛƴƻǊƛǘȅ ƛƳƳƛƎǊŀƴǘ ƎǊƻǳǇǎΩ ŀǾŜǊŀƎŜ ƭŜǾŜƭǎ ƻŦ ǎŎƘƻƻƭ 

readiness, elementary and middle school academic ability growth, and adolescent 

academic self-concept may serve as indicators of the extent to which individuals sharing 
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common ethnic and national origin backgrounds are poised to achieve upward social 

mobility in the United States.  

Each analytic chapter of the present study focuses on a different academic 

outcome. In Chapter 3, I examine patterns of low cognitive and socioemotional school 

ǊŜŀŘƛƴŜǎǎΦ ¢Ƙƛǎ ŀƴŀƭȅǎƛǎ ǇǊƻǾƛŘŜǎ ŜǎǘƛƳŀǘŜǎ ƻŦ ǘƘŜ ŀƳƻǳƴǘ ƻŦ ǾŀǊƛŀǘƛƻƴ ƛƴ ŎƘƛƭŘǊŜƴΩǎ 

preparedness to begin formal schooling that is associated with race/ethnicity, national 

origin, and generational status, net of an array of family context characteristics. Chapter 

4 examines cognitive ability growth from kindergarten entry through the conclusion of 

ŜƛƎƘǘƘ ƎǊŀŘŜΦ Lƴ ǘƘƛǎ ŎƘŀǇǘŜǊΣ L ŜȄŀƳƛƴŜ ŎƘƛƭŘǊŜƴΩǎ ǎƪƛƭƭ ŀŎǉǳƛǎƛǘƛon over the elementary 

and middle school years, paying particular attention to racial/ethnic, generational 

ǎǘŀǘǳǎΣ ŀƴŘ ƴŀǘƛƻƴŀƭ ƻǊƛƎƛƴ ŘƛŦŦŜǊŜƴŎŜǎ ƛƴ ƛƴŘƛǾƛŘǳŀƭǎΩ ŀōƛƭƛǘȅ ƎǊƻǿǘƘ ǘǊŀƧŜŎǘƻǊƛŜǎΦ ¢ƘŜ Ŧƛƴŀƭ 

analytic chapter, Chapter 5, considers variation in chƛƭŘǊŜƴΩǎ ŀŎŀŘŜƳƛŎ ǎŜƭŦ-perceptions 

as they prepare to enter high school. These social-psychological measures provide an 

alternative to standardized test measures of academic success, and analyses reveal 

patterns of racial/ethnic, national origin, and generational status variation in academic 

self-concept that are distinct from variation in academic achievement. These outcomes 

are described in greater detail in the chapter previews below.  

Taken as a whole, the present study provides a portrait of elementary and 

middle school educational inequality experienced by racial/ethnic minority and 

immigrant children. From their cognitive and behavioral preparedness to enter 

kindergarten, through their reading and mathematics ability gains over the elementary 

and middle school years, and finally to their self-perceived academic competence at the 
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transition to high school, the present study identifies and explains important sources of 

ŀŎŀŘŜƳƛŎ ǾŀǊƛŀǘƛƻƴ ŘǳǊƛƴƎ ǘƘŜ Ƴƻǎǘ ƛƴŦƭǳŜƴǘƛŀƭ ŜŘǳŎŀǘƛƻƴŀƭ ǇŜǊƛƻŘ ƛƴ ŀƴ ƛƴŘƛǾƛŘǳŀƭΩǎ ƭife.  

The demographic landscape of the United States continues to be reshaped by 

large-ǎŎŀƭŜ ƛƳƳƛƎǊŀǘƛƻƴΦ Lƴ ƭƛƎƘǘ ƻŦ ǘƘƛǎ ŦŀŎǘΣ ǘƘŜ ǇǊŜǎŜƴǘ ǎǘǳŘȅΩǎ ŦƻŎǳǎ ƻƴ ŎƘƛƭŘǊŜƴ ŦǊƻƳ 

immigrant families provides an important contribution to our knowledge regarding 

contemporary educational inequalities. Perhaps more importantly, however, this study 

suggests patterns of inequality that may become increasingly pronounced as the United 

States undergoes a significant demographic shift over the coming years. Without a clear 

understanding of the challenges facing the children, families, and schools impacted by 

immigration, attempts to mitigate impending educational inequalities cannot succeed.  

 

Chapter Previews   

Chapter 2: Data & Methods 

Chapter 2 introduces the data and analytic methods employed in subsequent chapters. 

The chapter includes an introduction to the ECLS-K, the study from which the data were 

obtained. Chapter 2 also includes a description of the key variables examined in 

Chapters 3, 4, and 5, and an in-depth discussion of the statistical modeling approaches 

used. 

 

Chapter 3: School Readiness 

/ƘŀǇǘŜǊ о ƛƴǾŜǎǘƛƎŀǘŜǎ ǾŀǊƛŀǘƛƻƴ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ŎƻƎƴƛǘƛǾŜ ŀƴŘ ǎƻŎƛƻŜƳƻǘƛƻƴŀƭ ǎŎƘƻƻƭ 

readiness associated with race/ethnicity, national origin, and generational status. As 
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discǳǎǎŜŘ ŀōƻǾŜΣ ǊŜǎŜŀǊŎƘ ǎǘǊƻƴƎƭȅ ƛƳǇƭƛŎŀǘŜǎ ǘƘŜ ǾŜǊȅ ŜŀǊƭƛŜǎǘ ǎǘŀƎŜǎ ƻŦ ŎƘƛƭŘǊŜƴΩǎ 

academic careers as a prominent influence on their subsequent success in school and 

beyond (Alexander and Entwisle 1993, 1998; Entwisle et. al 1997). Inequalities in school 

readiness, therefore, may serve as early indicators of the patterns of educational 

inequality that evolve as schooling proceeds. 

Children are ready to begin formal schooling when their cognitive and social 

skills are sufficient to meet the demands of the classroom environment. Chapter 3 

conceptualizes school readiness along four domains: literacy readiness, numeracy 

readiness, general knowledge readiness, and socioemotional/behavioral readiness. Pre-

school children acquire these cognitive and social skills in their childcare settings, 

ǎǳōƧŜŎǘ ǘƻ ǘƘŜ ƛƴŦƭǳŜƴŎŜǎ ƻŦ ǘƘŜƛǊ ŀŘǳƭǘ ŎŀǊŜƎƛǾŜǊǎΩ ǊŜǎƻǳǊŎŜǎ ŀƴŘ ǎƪƛƭƭǎ ό/ŀƳǇōŜƭƭ ŀƴŘ 

von Stauffenberg 2008; Landry and Smith 2008; Magnuson and Waldfogel 2005).  

Prior analyses of school readiness inequalities using ECLS-K data indicate that 

black and Hispanic children face disadvantages relative to Asians and non-Hispanic 

whites, and children of immigrant parents tend to have higher levels of school readiness 

than coethnic children of U.S.-born parents (e.g., Brooks-Gunn and Markman 2005; 

Duncan and Magnuson 2005; Farkas and Hibel 2008; Lee and Burkham 2002). These 

studies also suggest that socioeconomic, racial/ethnic, and cultural capital differences 

between families account for a bulk of the variance in chiƭŘǊŜƴΩǎ ǎŎƘƻƻƭ ǊŜŀdiness levels. 

Studies of early cognitive and educational development indicate that families with fewer 

socioeconomic resources tend to demonstrate lower oral vocabulary usage and direct 

cognitive skill instruction in the home (Hart and Risley 1995; Farkas and Beron 2004), 
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higher levels of family distress, leading to harsher and less responsive parenting 

(Duncan, Brooks-Gunn, and Klebanov 1994; Landry and Smith 2008), and less parental 

involvement in structured educational activities (Lareau and Weininger 2008). In part 

because low family SES is more prevalent among racial/ethnic minority and immigrant 

families (White and Glick 2009), the cognitive and socioemotional school readiness of 

children from these families may be lower as well.  

 

Chapter 3 focuses on the following research questions: 

(1) How do racial/ethnic minority children of immigrant mothers compare to 

children of native-born mothers in terms of their readiness to succeed in school?  

(2) Which minority immigrant groups tend to arrive in the United States well-

prepared to achieve educational success, and which groups face the steepest 

disadvantages? 

(3) What factors explain school readiness differences between white and non-white 

children, as well differences between co-ethnic children of foreign- and native-

born mothers?  

 

The first two research questions are descriptive in nature. Question 1 involves 

within-group school readiness comparisons of the children of foreign- and native-born 

mothers, while Question 2 involves comparisons between racial/ethnic and national 

origin groups.  
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Question 3 investigates the factors associated with school readiness inequalities. 

By statistically controlling for measures of family economic, human and cultural capital, 

and parental involvement, the analyses presented in Chapter 3 estimate the effects of 

these oft-ƳŜƴǘƛƻƴŜŘ ǎƻǳǊŎŜǎ ƻŦ ŦŀƳƛƭȅ ŀŎŀŘŜƳƛŎ ƛƴŦƭǳŜƴŎŜ ƻƴ ƛƳƳƛƎǊŀƴǘ ŎƘƛƭŘǊŜƴΩǎ 

likelihood of arriving at kindergarten with low levels of school readiness. The axiomatic 

finding that family socioeconomic background is the most powerful determinant of 

ŎƘƛƭŘǊŜƴΩǎ ŜŀǊƭȅ ŜŘǳŎŀǘƛƻƴŀƭ ǎǳŎŎŜǎǎ ƛƳǇƭƛŜǎ ǘƘŀǘ ǘƘŜ ŎƘƛƭŘǊŜƴ ƻŦ ŦƻǊŜƛƎƴ-born mothers 

will demonstrate lower levels of school readiness than their third-plus generation 

coethnic counterparts and that members of relatively more resource-rich immigrant 

groups should demonstrate higher levels of school readiness than more disadvantaged 

immigrant groups. However, researchers frequently find that first and second 

generation children demonstrate better health and education outcomes than children 

of native-born parents despite possessing disadvantageous background characteristics, 

ŀ ŦƛƴŘƛƴƎ ǎƻƳŜ ǊŜŦŜǊ ǘƻ ŀǎ ǘƘŜ άƛƳƳƛƎǊŀƴǘ ǇŀǊŀŘƻȄέ όIǳƳƳŜǊ Ŝǘ ŀƭΦ нллтΤ tŀƭƭƻƴƛ ŀƴŘ 

Morenoff 2001; Palacioset al. 2008). The present study aims to identify those immigrant 

groups whose school readiness outcomes reflect the typical positive relationship 

between family resources and academic success as well as those immigrant groups 

ǿƘƻǎŜ ǇŀǘǘŜǊƴǎ ƻŦ ǎŎƘƻƻƭ ǊŜŀŘƛƴŜǎǎ ŀǊŜ ƛƴŘŜŜŘ άǇŀǊŀŘƻȄƛŎŀƭέΦ  

 Despite the existence of separate, well-developed streams of research 

highlighting the importance of immigrant status, race/ethnicity, and school readiness in 

the social mobility process, surprisingly little research has been conducted that 

combines these three foci. Those studies that have examined school readiness among 
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the children of immigrants are limited by a lack of attention to the breadth of school 

readiness indicators, inattention to racial/ethnic and national origin diversity among the 

children of immigrants, or a combination of both limitations.6  

Recent research comparing school readiness levels of immigrant and non-

immigrant children suggests that those born to immigrant parents demonstrate lower 

(Crosnoe 2006, 2007; Magnuson, Lahai, and Waldfogel 2006) or statistically equivalent 

(Palacios et al. 2008) levels of early achievement. /ǊƻǎƴƻŜΩǎ όнллсΣ нллтύ ǊŜǎŜŀǊŎƘ ƻƴ 

aŜȄƛŎŀƴ ƛƳƳƛƎǊŀƴǘ ŦŀƳƛƭƛŜǎ ŀƴŘ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴΩǎ ǎŎƘƻƻƭ ǊŜŀŘƛƴŜǎǎ ǳǎŜŘ 9/[{-K data to 

examine math achievement at kindergarten entry and at the end of first grade, finding 

that Mexican children from immigrant families began kindergarten and finished first 

grade with significantly lower mathematics proficiency than non-Hispanic white, Asian, 

or other Hispanic students, while their test scores were statistically equivalent to those 

of African American students. These gaps were largely (but not completely) accounted 

ŦƻǊ ōȅ ŦŀƳƛƭȅ ǎƻŎƛƻŜŎƻƴƻƳƛŎ ǎǘŀǘǳǎΣ ŎƘƛƭŘΩǎ ǎŜƭŦ-regulation, and, to a lesser extent, 

assorted measures of parental involvement, school context, and ŎƘƛƭŘΩǎ ǇƘȅǎƛŎŀƭ ƘŜŀƭǘƘΦ  

Using ECLS-K data, Magnuson and colleagues (2006) conceptualized school 

readiness along three dimensions: English proficiency, reading ability, and mathematics 

ability, and reported 15 percent lower scores among children with immigrant parents 

compared to those with non-immigrant parents. Examining the same data set, Palacios 

and colleagues (2008) concluded that first and second-ƎŜƴŜǊŀǘƛƻƴ ŎƘƛƭŘǊŜƴΩǎ ŜŀǊƭȅ 

                                                           
6
 To be fair, it is perfectly legitimate for researchers to take on a narrow empirical focus. My goal in 

pointing out these limitations is not meant as an out-of-hand condemnation of prior research, but is 
instead intended as an illustration of the fact that a gap in the body of knowledge exists: one that is filled 
by the present wide-ranging study and its multi-dimensional conception of school readiness.   
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reading achievement7 did not differ significantly from that of third-plus generation 

children. However, Magnuson and colleagues did not examine variation associated with 

ŎƘƛƭŘǊŜƴΩǎ ǊŀŎŜκŜǘƘƴƛŎƛǘȅ ƛƴ ǘƘŜƛǊ ƳƻŘŜƭǎ ŘŜǎǇƛǘŜ ŀƴŀƭȅȊƛƴƎ Řŀǘŀ ŦǊƻƳ ǘƘŜ 9/[{-K, which 

contains a wealth of such information. Palacios and colleagues examined race/ethnicity 

as a covariate, but did not distinguish between immigrant children from different 

national origin backgrounds in their analysis, nor did they examine differences in 

generational status effects across race/ethnic groups8. In light of the thoroughly 

documented educational inequalities that exist between children from different 

racial/ethnic and national origin backgrounds, these omissions complicate the 

interpretation of ǘƘŜ ǎǘǳŘƛŜǎΩ ǊŜǎǳƭǘǎ.  

Glick and Hohmann-Marriott (2007) conducted a study that is in many ways 

similar to the analysis presented in Chapter 3. They analyzed ECLS-K data, examined the 

separate effects of generational status, race/ethnicity, and national origin, and 

grounded their study in segmented assimilation theory9. However, ǘƘŜ ŀǳǘƘƻǊǎΩ 

ƻǳǘŎƻƳŜǎ ƻŦ ƛƴǘŜǊŜǎǘ ŀǊŜ ŎƘƛƭŘǊŜƴΩǎ ƳŀǘƘŜƳŀǘƛŎǎ ŀŎƘƛŜǾŜƳŜƴǘ ǘŜǎǘ ǎŎƻǊŜǎ ƛƴ ǘƘƛǊŘ ƎǊŀŘŜ 

and the change in these test scores between first and third grade, as opposed to ability 

                                                           
7
 The authors examined achievement at the end, rather than the beginning of kindergarten, for 

unspecified reasons. Thus, the outcome is not technically a measure of school readiness, as it reflects 
knowledge gained in school as well as prior to school entry. 
8
 The authors explained that concerns regarding sample size and model complexity precluded these 

analyses. However, I and other researchers (e.g., Durham 2007; Glick and Hohmann-Marriott 2007, 
Reardon and Galindo 2006, 2007) have not encountered such problems when analyzing the ECLS-K. 
9
 In light of the similarities between the present study and Glick and Hohmann-aŀǊǊƛƻǘǘΩǎ (2007) article, it 

may be worth mentioning that the results from the present study were presented at a professional 
meeting and submitted for eventual publication prior to Glick and Hohmann-aŀǊǊƛƻǘǘΩǎ ŀǊǘƛŎƭŜ ōŜƛƴƎ 
published (see attached vitae). Given the typically lengthy peer review process, however, Glick and 
Hohmann-aŀǊǊƛƻǘǘΩǎ ƳŀƴǳǎŎǊƛǇǘ ƘŀŘ ŀƭƳƻǎǘ ŎŜǊǘŀƛƴƭȅ ŀƭǊŜŀŘȅ ōŜŜƴ ǎǳōƳƛǘǘŜŘ ŦƻǊ ǇǳōƭƛŎŀǘƛƻƴ ōy the time 
results from my study were made public. The overlap between the two studies, therefore, appears 
coincidental.  
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measures at school entry. This represents a significant conceptual difference between 

Glick and Hohmann-aŀǊǊƛƻǘǘΩǎ ǿƻǊƪ ŀƴŘ ǘƘŜ ŎǳǊǊŜƴǘ ǎǘǳŘȅΦ  

Because school readiness cannot, by definition, be a product of schooling, 

examining school readiness as a dependent variable allows researchers to avoid certain 

endogeneity problems inherent in studies of educational inequality measured after 

schooling has begun. The children of immigrants, like racial/ethnic minority and lower-

SES children of native-born mothers, tend to attend schools that, for many reasons, may 

be less effective in educating students than schools attended by non-Hispanic white and 

higher-SES children, on average (Crosnoe 2005; Fryer and Levitt 2004)10. Examining 

inequality in school readiness rather than school achievement isolates the influence of 

ŎƘƛƭŘǊŜƴΩǎ ŦŀƳily and community backgrounds from the confounding effects of 

differential school quality. 

Glick and Hohmann-Marriott (2007) conclude that substantial racial/ethnic and 

national origin variation in early mathematics achievement exists among children of 

immigrants. Mexican, Puerto Rican, Central American, Caribbean, and 

Laotian/Cambodian immigrant children scored significantly lower on mathematics 

ability tests than non-Hispanic white students of native-born mothers. The third grade 

mathematics scores of Chinese, East Asian, Vietnamese, Indian, and European 

immigrant children, however, exceeded those of third-plus generation non-Hispanic 

whites.  In their test of the relative strength of effects, they conclude that race/ethnicity 

exerts a larger impact on early academic achievement than generational status.  

                                                           
10

 Glick and Hohmann-Marriott (2007) do not adjust their analyses for between-school differences.  
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The studies reviewed above have been of relatively narrow scope, examining 

one or two dimensions of early school performance (Crosnoe 2007; Glick and Hohmann-

Marriott 2007; Palacios et al. 2008), failing to account for racial/ethnic diversity among 

children in the United States (Magnuson et al. 2006) or focusing on a single racial/ethnic 

immigrant group (Crosnoe 2006, 2007). In addition, the most inclusive study (Glick and 

Hohmann Marriott 2007) examines academic performance in mid-elementary school, 

allowing (but not accounting) for the potential of between-school differences to bias 

their results. Thus, a gap exists in the research literature, as no extant study has 

examined patterns of generational status, racial/ethnic, and national origin inequalities 

across multiple dimensions of school readiness. Chapter 3 directly addresses this 

knowledge gap. 

 

Chapter 4: Kindergarten through Eighth Grade Ability Growth 

Chapter 4 comprises a longitudinal assessment of ŎƘƛƭŘǊŜƴΩǎ ŀŎŀŘŜƳƛŎ ŀōƛƭƛǘȅ ǘǊŀƧŜŎǘƻǊƛŜǎ 

from school entry through the end of the eighth grade year, paying specific attention to 

ability level and growth rate differences between racial/ethnic and national origin 

groups as well as generational status differences within these groups. Whereas Chapter 

3 identifies those race/ethnic, immigrant, and national origin groups that are more and 

ƭŜǎǎ ǎǳŎŎŜǎǎŦǳƭ ƛƴ ǇǊƻƳƻǘƛƴƎ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴΩǎ ǇǊŜ-school cognitive and socioemotional 

development, Chapter 4 extends the lƛƴŜ ƻŦ ƛƴǉǳƛǊȅ ǘƻ Ŧƻƭƭƻǿ ŎƘƛƭŘǊŜƴΩǎ ǊŜŀŘƛƴƎ ŀƴŘ 

mathematics ability development through the conclusion of middle school.  
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Chapter 4 addresses three research questions: 

(1) How does kindergarten through eighth grade ability growth vary from one child 

to another, and what proportion of this variation resides within children, 

between children, and between schools?  

(2) Can race/ethnicity, national origin, and generational status account for any 

ǇǊŜŘƛŎǘŜŘ ŘƛŦŦŜǊŜƴŎŜǎ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ǊŜŀŘƛƴƎ ŀƴŘ ƳŀǘƘŜƳŀǘƛŎǎ ŀōƛƭƛǘȅ ǘǊŀƧŜctories? 

(3) Do immigrant enclaves play a role in shaping the academic ability growth of the 

children of foreign-born and native born mothers? 

 

With respect to Question 1 above, I hypothesize that the majority of total 

ǾŀǊƛŀƴŎŜ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ǊŜŀŘƛƴƎ ŀƴŘ ƳŀǘƘŜƳatics ability growth exists between children in 

the same schools, and a much smaller portion resides between schools. This pattern of 

variance partitioning is supported by prior research using a multilevel growth modeling 

approach (e.g., Cheadle 2005, Downey, von Hippel, and Broh 2004), as well as 

sociological theory on the relative influence of family and school effects dating back at 

ƭŜŀǎǘ ǘƻ ǘƘŜ /ƻƭŜƳŀƴ wŜǇƻǊǘΩǎ ǊŜƭŜŀǎŜ ƛƴ мфссΦ 

Also related to Question 1, I hypothesize that Asian and non-Hispanic white 

children have higher levels of initial reading and mathematics ability and steeper ability 

growth trajectories than children from Hispanic and non-Hispanic black families. This is 

in line with research indicating non-IƛǎǇŀƴƛŎ ǿƘƛǘŜ ŀƴŘ !ǎƛŀƴ ǎǘǳŘŜƴǘǎΩ ǘŜƴŘency to 

demonstrate higher levels of academic achievement than other racial/ethnic groups in 

the United States (Blair and Qian 1998; Kao 1995; Portes and Rumbaut 1990).  
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In terms of generational status differences, I hypothesize that among the 

children of foreign-born mothers, Asians will have the highest levels of initial ability and 

ability growth, while Mexican and Puerto Rican children will demonstrate the lowest 

initial ability levels and flattest growth trajectories. Again, I draw this hypothesis from 

evidence that Asian immigrants are more academically successful than their Mexican 

and Puerto Rican immigrant counterparts who face steep disadvantages (Bean and 

Tienda 1987; Kao 1995; Oropesa and Landale 2000; Rumberger and Larson 1998; White 

and Glick 2009; Warren 1996).  

Within racial/ethnic and national origin categories, I hypothesize that foreign-

born/native-born-mother differences will vary across groups. For racial/ethnic and 

national origin groups who typically follow upward assimilation trajectories (e.g., non-

Hispanic whites, Asians, Cubans), I expect to find significantly higher initial ability levels 

and more rapid rates of ability growth among the children of native-born mothers than 

children of foreign-born mothers. For groups considered to be at greater risk of 

downward assimilation (e.g., non-Hispanic blacks, Puerto Ricans), I expect to find the 

opposite pattern: higher initial ability and more rapid ability growth among first/second 

generation children than third-plus generation children. 

With regard to Question 3 above, I hypothesize that generational status 

ŘƛŦŦŜǊŜƴŎŜǎ ƛƴ ŦŀƳƛƭƛŜǎΩ ŜŎƻƴƻƳƛŎΣ ƘǳƳŀƴΣ ŀƴŘ ŎǳƭǘǳǊŀƭ ŎŀǇƛǘŀƭ ǿƛƭƭ ŜȄǇƭŀƛƴ ŀ ǎƛƎƴƛŦƛŎŀƴǘ 

ǇƻǊǘƛƻƴ ƻŦ ƎŜƴŜǊŀǘƛƻƴŀƭ ǎǘŀǘǳǎ ŘƛŦŦŜǊŜƴŎŜǎ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ƛƴƛǘƛŀƭ ǊŜŀŘƛƴƎ ŀƴŘ ƳŀǘƘŜƳŀǘƛŎǎ 

ability, as well as differences in rates of K-8 ability growth. Likewise, I expect 
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racial/ethnic differences in family resources to explain a substantial share of any 

observed racial/ethnic gaps in initial academic ability and ability growth rate.  

Neither academic achievement nor intergenerational assimilation occurs in a 

social vacuum. Segmented assimilation involves continuous reciprocal influence 

ōŜǘǿŜŜƴ ƛƳƳƛƎǊŀƴǘǎΩ ƛƴŘƛǾƛŘǳŀƭ ŎƘŀǊŀŎǘŜǊƛǎǘƛŎǎ όƛΦŜΦΣ ƘǳƳŀƴΣ ǎƻŎƛŀƭΣ ŀƴŘ ŎǳƭǘǳǊŀƭ ŎŀǇƛǘŀƭύ 

and the broader social contexts where assimilation takes place (Portes and Rumbaut 

2001; Portes and Zhou 1993). Immigrant groups that encounter socially and 

economically inclusive contexts experience favorable assimilation outcomes compared 

to immigrant groups in contexts characterized by constrained opportunities, mistrust, or 

hostility.  

 One strategy for counteracting less-than-ideal contexts of immigrant 

incorporation has been for ethnic minority immigrant groups to establish their own 

culturally, economically, and geographically distinct ethnic enclave communities. Portes 

όмфумΥнфмύ ŘŜŦƛƴŜǎ ƛƳƳƛƎǊŀƴǘ ŜƴŎƭŀǾŜ ŜŎƻƴƻƳƛŜǎ ŀǎ ŎƻƴǎƛǎǘƛƴƎ ƻŦ άƛƳƳƛƎǊŀƴǘ ƎǊƻǳǇǎ 

which concentrate in a distinct spatial location and organize a variety of enterprises 

serving their own ethnic market and/or ǘƘŜ ƎŜƴŜǊŀƭ ǇƻǇǳƭŀǘƛƻƴΦέ ¢ƘŜǎŜ ƛƳƳƛƎǊŀƴǘ 

enclave communities serve to insulate members of the minority immigrant community 

from downward assimilation pressures, providing opportunities to gain economic and 

educational footholds that might not be as readily available in broader society.   

This is not to suggest that immigrant enclaves yield exclusively beneficial 

ƻǳǘŎƻƳŜǎΦ tŜǊŎŜƛǾŜŘ άŎƭŀƴƴƛǎƘƴŜǎǎέ ŀƳƻƴƎ ŜƴŎƭŀǾŜ ǊŜǎƛŘŜƴǘǎ Ŏŀƴ ƭŜŀŘ ǘƻ Ƙƻǎǘƛƭƛǘȅ ŦǊƻƳ 

the surrounding population (Portes and Manning 1986). Poor immigrant enclave 
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communities may also foster reactive, oppositional subcultures, particularly among 

second generation youth (Matute-Bianchi 1986). In these cases, immigrants with a 

connection to a firmly established enclave community may be worse off than those with 

connections to a nascent immigrant community that has not existed long enough to 

foster oppositional subcultures (Gibson 1987), and may even be worse off than 

immigrants with no co-ethnic community at all (Portes and Zhou 1993).  

On the whole, research on the role played by social context in shaping 

ƛƳƳƛƎǊŀƴǘǎΩ ŀǎǎƛƳƛƭŀǘƛƻƴ ƻǳǘŎƻƳŜǎ ǎǳƎƎŜǎǘǎ ǘƘŀǘΣ ŦƻǊ ǘƘŜ ŎƘƛƭŘǊŜƴ ƻŦ ƛƳƳƛƎǊŀƴǘǎΣ 

embeddedness in an ethnic immigrant community may provide educational benefits in 

the form of higher levels of achievement and higher educational aspirations (Kao 1995, 

Zhou and Bankston 1998). In light of this research, I hypothesize that community 

immigrant concentration will be associated with higher initial reading and mathematics 

ability and, to a greater extent, higher levels of ability growth across the school years. I 

also hypothesize that measures of school-levels disadvantage (i.e., low-SES and minority 

ŜƴǊƻƭƭƳŜƴǘǎύ ǿƛƭƭ ōŜ ƴŜƎŀǘƛǾŜƭȅ ŀǎǎƻŎƛŀǘŜŘ ǿƛǘƘ ŀƭƭ ŎƘƛƭŘǊŜƴΩǎ ƛƴƛǘƛŀƭ ǊŜŀŘƛƴƎ ŀƴŘ 

mathematics ability, as these school context variables should serve as proxy measures 

of neighborhood disadvantage during the pre-school years. In addition, I hypothesize 

that high enrollments of low-SES and non-white students will be associated with slower 

reading and mathematics ability growth over the K-8 period. By accounting for 

measures of community and school composition, the statistical models presented in 

Chapter 4 should explain a greater share of the variation in academic achievement 

trajectories than models that do not account for these contextual influences. 
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Achievement gaps between more and less successful immigrant groups as well as gaps 

between coethnic children of foreign- and native-born mothers may arise in part from 

differences in those groups residential and school attendance patterns. The analyses 

reported in Chapter 4 test the extent to which this mediation takes place.  

Most research on educational differences between immigrant and native 

students focuses on outcomes measured in high school or later (e.g., Bankston and Zhou 

1997; Fuligni 1997; Glick and White 2003; Greenman and Xie 2007; Hirschman 2001; 

Kao and Tienda 1995; Pong, Hao, and Gardner 2005; Thomas 2009; White and Glick 

2009). ¢Ƙƛǎ ōƻŘȅ ƻŦ ǊŜǎŜŀǊŎƘ ǘŜƴŘǎ ǘƻ ǎǳǇǇƻǊǘ ŀƴ άƛƳƳƛƎǊŀƴǘ ǎǳǇŜǊŀŎƘƛŜǾŜƳŜƴǘέ 

perspective (White and Glick 200фύΤ ǘƘŀǘ ƛǎΣ ŘǳŜ ƭŀǊƎŜƭȅ ǘƻ ƛƳƳƛƎǊŀƴǘ ŦŀƳƛƭƛŜǎΩ ƘƛƎƘŜǊ 

ƳƻǘƛǾŀǘƛƻƴ ǘƻ ΨƎŜǘ ŀƘŜŀŘΩ ŀƴŘ ǘƘŜƛǊ ƛƴŎǊŜŀǎŜŘ ŜƳǇƘŀǎƛǎ ƻƴ ŀŎŀŘŜƳƛŎ ǎǳŎŎŜǎǎ ŀǎ ŀ ƳŜŀƴǎ 

for doing so, high schoolers with immigrant parents demonstrate higher achievement 

and aspirations than comparable students with native-born parents.  

As sociological attention to early educational inequalities has increased in recent 

years, the scope of such research has expanded to reflect the increasingly multiethnic 

composition of the United States. This research tends to demonstrate less inequality in 

elementary school achievement growth between Asian or Hispanic children and non-

Hispanic whites than exists between black and white children (Crosnoe 2006; Reardon 

and Galindo 2006, 2007). In their analysis of reading and mathematics skills, Reardon 

and Galindo (2006) found that gaps between non-Hispanic white and Hispanic students 

tend to narrow over the early years of schooling, especially between school entry and 

the end of first grade. By contrast, black-white gaps in reading and math skills grow over 
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the course of the K-5 period in both subject areas. Asian students outperformed non-

Hispanic white children in both areas at kindergarten entry. By the end of fifth grade, 

Asian students are further ahead of non-Hispanic whites in terms of their math skills and 

less far ahead in reading skills compared to their advantages at kindergarten entry.  

Separating Hispanic children by national/regional origin, the authors found that all 

groups (Mexican, Cuban, Puerto Rican, Central American, and South American) began 

school with lower math and reading skills than non-Hispanic whites, but each had also 

narrowed the gap with white students by the end of fifth grade. By contrast, Crosnoe 

(2006) found that Mexican children from immigrant families experienced a stable (i.e., 

neither widening nor narrowing) gap in mathematics achievement relative to non-

Hispanic white children between first and third grade.  

wŜŀǊŘƻƴ ŀƴŘ DŀƭƛƴŘƻΩǎ ǿƻǊƪ ƛǎ ŎŜǊǘŀƛƴƭȅ ƛƴŦƻǊƳŀǘƛǾŜ ǿith respect to racial/ethnic 

variation in early learning trajectories. However, these studies did not intend to examine 

ƎŜƴŜǊŀǘƛƻƴŀƭ ǎǘŀǘǳǎ ǾŀǊƛŀǘƛƻƴΣ ŀƴŘ ǘƘŜǊŜŦƻǊŜ Ŏŀƴƴƻǘ ƛƴŦƻǊƳ ǘƘŜ ǇǊŜǎŜƴǘ ǎǘǳŘȅΩǎ 

examination of generational status differences within ethnic and national origin 

groups11.  

Leventhal, Xue and Brooks-Gunn (2006) conducted a readily comparable analysis 

to Chapter 4 of the present study. Examining verbal ability growth from ages 6 ς 16 

among non-Hispanic white, non-Hispanic black, Mexican, and Puerto Rican 

schoolchildren from a sample of Chicago neighborhoods, the authors found that non-

                                                           
11

 In both studies, Reardon and Galindo (2006; 2007) only examined generational status differences 
among Mexican children, finding significant disadvantages among first and second generation children 
compared to Mexican children of native-born mothers. 
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Hispanic white children demonstrated the widest immigrant/non-immigrant gap in 

growth rate. In addition, Puerto Rican and Mexican children of native-born mothers 

exhibited higher verbal ability growth rates than those with foreign-born mothers. Black 

children, on the other hand, demonstrated the opposite pattern: immigrant children 

demonstrated higher levels of verbal ability than non-immigrant children. The authors 

found that family socioeconomic background partially explained these inequalities, 

though neighborhood measures did not contribute any explanatory power.  

While the aforementioned study did not find support for the hypothesis that 

community context exertǎ ŀƴ ƛƴŦƭǳŜƴŎŜ ƻƴ ŎƘƛƭŘǊŜƴΩǎ ǾŜǊōŀƭ ŀōƛƭƛǘȅ ƎǊƻǿǘƘΣ ǘƘŜǊŜ ƛǎ 

ample reason to expect that present study improves upon the methodology used by 

Leventhal and colleagues (2006), and as a result, may identify social contextual sources 

ƻŦ ǾŀǊƛŀǘƛƻƴ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ŀōƛƭƛǘȅ ƎǊƻǿǘƘ ǘǊŀƧŜŎǘƻǊƛŜǎΦ ¢ƘŜ ǇǊŜǎŜƴǘ ǎǘǳŘȅΩǎ ǳǎŜ ƻŦ ƴŀǘƛƻƴŀƭƭȅ 

representative data, as opposed to a sample drawn from a single city, should result in 

greater diversity of social contexts and therefore a greater opportunity for social context 

to discriƳƛƴŀǘŜ ŎƘƛƭŘǊŜƴΩǎ ŀōƛƭƛǘȅ ǘǊŀƧŜŎǘƻǊƛŜǎΦ In addition, the present study considers a 

wider variety of ethnic immigrant groups, allowing for the examination of greater 

between-group variation in ability trajectories, as well as the examination of the 

community contexts inhabited by several different minority immigrant groups (e.g., 

Asians, Cubans). Finally, it is surprising that the study by Leventhal, and colleagues did 

not incorporate measures of school context into their analysis of verbal ability growth 

among school-aged children. The present study remedies this shortcoming, examining 

ǘƘŜ ŜŦŦŜŎǘǎ ƻŦ ǎŎƘƻƻƭ ǊŀŎƛŀƭκŜǘƘƴƛŎ ŀƴŘ ǎƻŎƛƻŜŎƻƴƻƳƛŎ ŎƻƳǇƻǎƛǘƛƻƴ ƻƴ ŎƘƛƭŘǊŜƴΩǎ ǊŜŀŘƛƴƎ 
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ŀƴŘ ƳŀǘƘŜƳŀǘƛŎǎ ŀōƛƭƛǘȅ ƎǊƻǿǘƘΦ !ǎ ŘŜƳƻƴǎǘǊŀǘŜŘ ōȅ /ǊƻǎƴƻŜ όнллрύ aŜȄƛŎŀƴ ŎƘƛƭŘǊŜƴΩǎ 

school poverty and, to a lesser extent, minority enrollment levels contributed to 

ƛƴŘƛǾƛŘǳŀƭǎΩ ƭƻǿŜǊ ƭŜǾŜƭǎ ƻŦ ŦƛǊǎǘ ƎǊŀŘŜ ƳŀǘƘŜƳŀǘƛŎǎ ǇŜǊŦƻǊƳŀƴŎŜΦ ¢ƘŜ ǎŀƳŜ ŎƻƴǘŜȄǘǳŀƭ 

effect could certainly hold over the longer K-8 period, and in reading ability as well as 

mathematics.  

While the studies discussed above represent important steps toward developing 

a more complete understanding of academic inequality along racial/ethnic, national 

origin, and generational status lines, the present study promises to advance our 

knowledge further by benefit of multiple advantages over prior work.  By examining 

ability growth in both reading and mathematics, extending the period of inquiry to cover 

the time of kindergarten entry through middle school completion, examining 

generational status differences within multiple immigrant groups, and incorporating 

measures of school context into the model of ability growth, Chapter 4 makes a unique 

and potentially valuable  research contribution. 

 

Chapter 5: Adolescent Academic Self-Concept  

Chapter 5 provides both a complementary bookend to Chapter 3 and a unique 

ŜȄǘŜƴǎƛƻƴ ƻŦ ǘƘŜ ŜȄǘŀƴǘ ǊŜǎŜŀǊŎƘ ƻƴ ƛƳƳƛƎǊŀƴǘ ŎƘƛƭŘǊŜƴΩǎ ŜŘǳŎŀǘƛƻƴŀƭ ŜȄǇŜǊƛŜƴŎŜǎ ōȅ 

ŜȄŀƳƛƴƛƴƎ ǎǘǳŘŜƴǘǎΩ ŀŎŀŘŜƳƛŎ ǎŜƭŦ-concepts immediately prior to high school entry. The 

analyses in Chapter 5 examine the associations between academic self-concept and 

race/ethnicity, national origin, and generational status. While Chapters 3 and 4 used test 

scores as indicators of academic success, Chapter 5 takes a different approach to the 
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measuremeƴǘ ƻŦ ǎǳŎŎŜǎǎ ƛƴ ǎŎƘƻƻƭƛƴƎΣ ŘƛǊŜŎǘƛƴƎ ŀǘǘŜƴǘƛƻƴ ǘƻǿŀǊŘǎ ǊŜǎǇƻƴŘŜƴǘǎΩ 

orientations toward education, as well as their understanding of their personal roles 

within the American schooling institution.  

Self-ŎƻƴŎŜǇǘ ŎƻƳǇǊƛǎŜǎ ŀ ǇŜǊǎƻƴΩǎ ǎŜƭŦ-perceptions, formed through ongoing 

interactions with the environment and significant others (Marsh 1993; Shavelson, 

IǳōƴŜǊΣ ŀƴŘ {ǘŀƴǘƻƴ мфтсύΦ !ƴ ƛƴŘƛǾƛŘǳŀƭΩǎ ƎŜƴŜǊŀƭ ǎŜƭŦ-concept is thought to be 

multifaceted and hierarchical, such that academic self-concept represents one 

component, and nested within this facet of overall self-concept are self-concept 

components reflecting distinct subject areas (i.e., verbal/reading self-concept, 

mathematics self-concept) (Shavelson et al. 1976).  

Academic self-concept represents an alternative to achievement test scores as a 

ƳŜŀǎǳǊŜ ƻŦ ƛƴŘƛǾƛŘǳŀƭǎΩ ŀŎŀŘŜƳƛŎ ǎǳŎŎŜǎǎ ŀƴŘ ǇƻǘŜƴǘƛŀƭΦ DƛǾŜƴ ǎǘŀƴŘŀǊŘƛȊŜŘ ǘŜǎǘǎΩ 

widely discussed shortcomings in terms of predictive validity (especially among minority 

students) (e.g., Fleming and Garcia 1998; Vars and Bowen 1998) and racial and cultural 

bias (e.g., Jencks 1998; Steele and Aronson 1995), as well as research that suggests 

academic self-concept is a better predictor of academic success among minority and 

low-SES individuals than measures of cognitive skills (Gerardi 1990), academic self-

concept may provide different and perhaps more appropriate information about the 

future life chances of the children of immigrants. 

High academic self-concept in middle school has been shown to predict positive 

high school outcomes, including plans to attend college (Murdock, Anderman, and 

Hodge 2000), lower risk of dropout (Olga and Jason 1993), higher academic effort 
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(Murdock et al. 2000), higher academic achievement12 (Marsh 1990), improved 

educational and career aspirations, and increased probability of college attendance 

(Marsh 1991).. Research also indicates that, during educational transitions such as the 

middle-to-high school transition captured in the present study, high self-perceived 

academic competencies are associated with higher levels of motivation and subsequent 

school grades among Hispanic students (Zanobini and Usai 2002).   

The time period examined in Chapter 5 marks a particularly important transition. 

Students who successfully complete the eighth grade continue on to a new educational 

setting: the high school. The high school context represents a larger, less personal, more 

achievement-oriented school setting than students have previously experienced (Eccles, 

Midgley, and Adler 1984; Newman et al. 2000). Students who do not adjust well to the 

high school environment are at much greater risk of low achievement and eventual 

drop-out than students who experience educational success during their first high 

school year (Neild, Stoner-Eby, and Furstenberg 2008). Adolescents from urban, 

racial/ethnic minority, and low-income backgrounds are especially susceptible to 

academic performance declines following the transition to high school (Newman et al. 

нлллΤ wŜȅŜǎ Ŝǘ ŀƭΦ нлллύΦ  .ȅ ŜȄŀƳƛƴƛƴƎ ǎǘǳŘŜƴǘǎΩ ŀŎŀŘŜƳƛŎ ŀŎƘƛevement (in Chapter 4) 

and academic self-concept (in Chapter 5) at this critical juncture, the present study 

identifies those social groups that are best and least prepared to make a successful 

transition to the higher-pressure learning environment of the high school.  

                                                           
12

 While academic self-concept and academic achievement are reciprocally related, research generally 
supports the conclusion that self-concept has causal priority over achievement (Marsh 1990, 1992; 
Skaalvik and Hagtvet 1990).  
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Chapter 5 examines the following research questions:  

(1) Iƻǿ Řƻ ŀŘƻƭŜǎŎŜƴǘǎΩ ƭŜǾŜƭǎ ƻŦ ŜƛƎƘǘƘ ƎǊŀŘŜ ǾŜǊōŀƭκǊŜŀŘƛƴƎ ŀƴŘ ƳŀǘƘŜƳŀǘƛŎǎ 

self-concept vary by race/ethnicity, national origin, and generational status? 

(2) ¢ƻ ǿƘŀǘ ŜȄǘŜƴǘ Ŏŀƴ ŎƘƛƭŘǊŜƴΩǎ ƎŜƴŘer, initial academic ability, and family 

socioeconomic status account for between-child variation in academic self-

concept? 

(3) Do community immigrant concentration and school racial/ethnic and 

ǎƻŎƛƻŜŎƻƴƻƳƛŎ ŎƻƴǘŜȄǘ ŜȄǇƭŀƛƴ ǾŀǊƛŀǘƛƻƴ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ŀŎŀŘŜƳƛŎ ǎŜƭf-

concepts? 

 

Question 1 is aimed at establishing patterns of inter- and intra-ethnic variation in 

ŀŘƻƭŜǎŎŜƴǘǎΩ ŀŎŀŘŜƳƛŎ ǎŜƭŦ-concept at the conclusion of middle school. With these 

unconditional differences established, Question 2 takes a first step toward explaining 

variation in academic self-concept as a function of individual and family background 

characteristics. Investigating Question 2 involves testing gender, prior academic 

performance, and family SES as mediators of the effects of race/ethnicity, national 

origin, and generational status on academic self-concept.  

Research Question 3 examines the role of social context in contributing to 

ǾŀǊƛŀǘƛƻƴ ƛƴ ŀŘƻƭŜǎŎŜƴǘǎΩ ŀŎŀŘŜƳƛŎ ǎŜƭŦ-concepts. Immigrant optimism (Kao and Tienda 

1995) and oppositional culture perspectives (Fordham and Ogbu 1986; Matute-Bianchi 

1986) suggest that successful immigrant groups derive their academic success in part 
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from strong, tightly knit, pro-educational communities characterized by high levels of 

social capital. On the other side of the coin are less successful, involuntary immigrant 

groups, whose immigrant communities may encourage an oppositional stance toward 

education (Matute-Bianchi 1986). Based on these theoretical perspectives, I hypothesize 

that Asian children of immigrants will derive academic self-concept benefits from 

residence in a community with higher levels of immigrant concentration, while children 

from disadvantaged groups ς non-Hispanic black children in particular ς will experience 

negative self-concept effects of residence in an immigrant community.  

School minority and low-income enrollments, like community immigrant 

ŎƻƴŎŜƴǘǊŀǘƛƻƴΣ ŀǊŜ ƘȅǇƻǘƘŜǎƛȊŜŘ ōŜ ǇƻǎƛǘƛǾŜƭȅ ŀǎǎƻŎƛŀǘŜŘ ǿƛǘƘ ŀŘƻƭŜǎŎŜƴǘǎΩ ŀŎŀŘŜƳƛŎ 

self-concepts. School socioeconomic context has been found to negatively relate to 

ŎƘƛƭŘǊŜƴΩǎ ŀŎŀŘŜƳƛŎ ǎŜƭŦ-concept (Marsh and Parker 1984). In schools with 

ŘƛǎŀŘǾŀƴǘŀƎŜŘ ǎǘǳŘŜƴǘ ǇƻǇǳƭŀǘƛƻƴǎΣ ƛƴŘƛǾƛŘǳŀƭǎΩ ǎŜƭŦ-concepts are developed relative to 

ŀ ŦǊŀƳŜ ƻŦ ǊŜŦŜǊŜƴŎŜ ƛƴ ǿƘƛŎƘ ǘƘŜ άōŀǊ Ƙŀǎ ōŜŜƴ ƭƻǿŜǊŜŘέΦ .ȅ ŎƻƴǘǊŀǎǘΣ ǎǘudents in 

ǎŎƘƻƻƭǎ ǿƛǘƘ ƳƻǊŜ ŀŘǾŀƴǘŀƎŜŘ ǎǘǳŘŜƴǘ ǇƻǇǳƭŀǘƛƻƴǎ ŀǊŜ ǘƘŜ ǇǊƻǾŜǊōƛŀƭ άƭƛǘǘƭŜ ŦƛǎƘ ƛƴ ŀ ōƛƎ 

ǇƻƴŘέΣ ŀƴŘ ǘƘŜƛǊ ǎŜƭŦ-appraisals suffer as a result of their social comparisons to more 

advantaged children. In addition, evidence from a study of special education placement 

ǎǳƎƎŜǎǘǎ ǘƘŀǘ ǘŜŀŎƘŜǊ ŜǾŀƭǳŀǘƛƻƴǎ ƻŦ ǎǘǳŘŜƴǘǎΩ ŀōƛƭƛǘƛŜǎ ŀǊŜ ǎǳōƧŜŎǘ ǘƻ ǘƘŜ ǎŀƳŜ ŦǊŀƳŜ-of-

reference contextual effects (Hibel, Farkas, and Morgan in press), and students in high-

minority and/or low-SES schools are less likely to receive negative teacher appraisals, 

net of their own academic performance.  
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The research literature on academic self-concept variation among immigrant 

youth is very limited. Mitchell (2005) compared the academic self-concept scores of a 

sample of 200 first, second, and third-generation black Caribbean adolescents (ages 11-

13), finding that those with immigrant parents had significantly higher academic self-

concepts than those with U.S.-born parents. This mean comparison comprised the 

entirety of the analysis; no covariates were examined in the study.  

Research carried out in other countries, however, indicates that immigrant 

students may have lower academic self-concepts than children of native-born parents. 

This pattern has been demonstrated among Russian immigrants in Greece (Giavrimis, 

Konstantinou, and Hatzichristou 2003) and Germany (Roebers and Schneider 1999), and 

Vietnamese refugees in Australia (Klimidis et al. 1994). To the extent that there are 

ǳƴƛǾŜǊǎŀƭ άƛƳƳƛƎǊŀƴǘ ŜŦŦŜŎǘǎέ ƻƴ ŀŎŀŘŜƳƛŎ ǎŜƭŦ-concept that exist independent of social 

context, it is possible that studies conducted in other countries could inform research on 

academic self-concept formation among immigrants in the United States as well. Given 

ǘƘŜ ǇǊƛƳŀŎȅ ƻŦ ǎƻŎƛŀƭ ŎƻƴǘŜȄǘ ƛƴ ǎƘŀǇƛƴƎ ƛƳƳƛƎǊŀƴǘǎΩ experiences, however, such a case 

would be difficult to make. 

Sociologists have examined a global self-concept construct (alternately referred 

ǘƻ ŀǎ άǎŜƭŦ-ŜǎǘŜŜƳέ) more extensively than the domain-specific academic self-concept 

construct that is the focus of the present study. This research typically converges on 

findings of very high levels of self-concept/self-esteem among black youth (e.g., 

Bankston and Zhou 2002; Kao 1998). Studies of immigrant-non-immigrant differences n 

self-esteem yield less conclusive results, however. Kao (1998) and Harris (1998) 
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examined group differentiation in global self-concept along generational status and 

racial/ethnic lines, and neither author noted significant differentiation between 

immigrant and native youth. Bankston and Zhou (2002), however, found that children of 

immigrants demonstrated lower self-esteem than children of native-born parents.  

hƴ ǘƘŜ ǎǳǊŦŀŎŜΣ άŀŎŀŘŜƳƛŎ ǎŜƭŦ-ŎƻƴŎŜǇǘέ ŀƴŘ άǎŜƭŦ-concept/self-ŜǎǘŜŜƳέ Ƴŀȅ 

seem to be roughly equivalent constructs. However, a great deal of research on the 

measurement and construct validity of these outcomes suggests that they in fact 

measure wholly different psychological characteristics (see Marsh and Shavelson 1985 

for a review of this literature) 13. Self-esteem or global self-concept is generally found to 

be either weakly correlated (Hattie 1982) or uncorrelated (Marsh 1986) with academic 

performance, while domain-specific academic self-concept and subsequent 

performance correlate much more strongly (Marsh 1986; Marsh, Byrnse, and Shavelson 

1988). Research further indicates that academic self-concept has a direct causal 

relationship with academic achievement (Marsh 1990, 1992; Skaalvik and Hagtvet 

мффлύΦ !ƭƭ ƻŦ ǘƘƛǎ ǎǳƎƎŜǎǘǎ ǘƘŀǘ ŜȄǘǊŀǇƻƭŀǘƛƴƎ ŦǊƻƳ ǇǊƛƻǊ ǊŜǎŜŀǊŎƘ ƻƴ ƛƳƳƛƎǊŀƴǘǎΩ self-

ŜǎǘŜŜƳ ǘƻ ǘƘŜ ǇǊŜǎŜƴǘ ǎǘǳŘȅΩǎ ŦƻŎǳǎ ƻƴ ƛƳƳƛƎǊŀƴǘǎΩ ŀŎŀŘŜƳƛŎ ǎŜƭŦ-concept would be 

fundamentally flawed.  

To the best of my knowledge, variation in academic self-concept among 

adolescents from multiple immigrant groups in the United States has not been 

ŜȄŀƳƛƴŜŘ ǇǊƛƻǊ ǘƻ ǘƘŜ ǇǊŜǎŜƴǘ ǎǘǳŘȅΦ Lƴ ŀŘŘƛǘƛƻƴΣ ǘƘŜ ǇǊŜǎŜƴǘ ǎǘǳŘȅΩǎ ǳǎŜ ƻŦ ƴŀǘƛƻƴŀƭƭȅ 

                                                           
13

 The measure of self-concept analyzed by Bankston and Zhou (2002), for example, is a scale composed 
ƻŦ с ƛǘŜƳǎ ƳŜŀǎǳǊƛƴƎ ŀŘƻƭŜǎŎŜƴǘǎΩ ǇǊƛŘŜ ŀƴŘ ǇŜǊŎŜƛǾŜŘ ŀŎŎŜǇǘŀƴŎŜΣ ŀƴŘ м ƛǘŜƳ ƳŜŀǎǳǊƛƴƎ ǘƘŜƛǊ ǇŜǊŎŜƛǾŜŘ 
intelligence. By contrast, the measures of academic self concept analyzed in the present study are scales 
composed solely of items that ask respondents to assess their ability and interest in their schoolwork. 
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representative, longitudinal data and a regression-based statistical modeling approach 

stand as advances over prior research. Chapter 5 therefore represents a considerable 

step forward in the examination of immigrant and non-ƛƳƳƛƎǊŀƴǘ ŀŘƻƭŜǎŎŜƴǘǎΩ ƴƻƴ-

cognitive orientations toward schooling in the United States. 

 

Chapter 6: Conclusion 

This chapter summarizes and integrates the results of the preceding chapters. Chapter 6 

concludes with a statement of the contributions made by the present study to the fields 

of social demography, sociology, and education studies, as well as a brief discussion of 

promising avenues for future expansion of this work.  

  



40 

 

 

 

CHAPTER 2 

Data & Methods 

 

Data 

With the exception of one U.S. Census-derived variable, the data analyzed in the 

following chapters are taken from the Early Childhood Longitudinal Study, Kindergarten 

Class of 1998τ99 (ECLS-K)14. The ECLS-Y ŦƻŎǳǎŜǎ ƻƴ ŎƘƛƭŘǊŜƴΩǎ ǎŎƘƻƻƭ ŜȄǇŜǊƛŜƴŎes 

beginning in kindergarten and ending with eighth grade. Drawing on multiple sources 

and using multiple methods of data collection, the ECLS-K includes information from 

direct child assessments, interviews with parents, questionnaires administered to 

children, parents, teachers, and school principals, and official student records. The ECLS-

K began following a nationally representative cohort of kindergarteners in the fall of 

1998, and subsequent waves of data were collected from the sample in the spring of 

1999 (kindergarten), fall of 1999 (first grade), spring of 2000 (first grade), spring of 2002 

(third grade), spring of 2004 (fifth grade), and spring of 2007 (eighth grade). The study 

was developed under sponsorship from the U.S. Department of Education, Institute of 

Education Sciences, National Center for Education Statistics (NCES).  

 The ECLS-K employs a multistage cluster sampling design. A sample of 100 

counties was drawn and then stratified based on size, racial/ethnic composition, and per 

capita income. A sample of 1,277 schools offering kindergarten programs was then 

drawn from the sample of counties. These schools had selection probabilities 

                                                           
14

 This description of the ECLS-K is taken from Tourangeau et al (2009) except where otherwise noted.  
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proportional to the size of the 1998 kindergarten cohort. The final stage consisted of 

drawing a sample of children from within each selected school, with a goal of selecting 

24 students per school. Asian and Pacific Islander students were oversampled to ensure 

a large enough sample size for this underrepresented group. The resulting sample 

consisted of 21,387 children, 19,684 of whom contributed data to the ECLS-K. As 

researchers have come to expect in longitudinal studies, however, the sample size 

dropped over successive waves of data collection. Table 2.1 presents the number of 

children included in each round of data collection. By the spring of the eighth grade year 

(2007), 8,706 students (41 percent of original respondents) remained in the sample and 

participated in all waves of data collection. The ECLS-K data include sample weights 

designed to adjust for initial differential probabilities of selection as well as the effects 

of attrition and item nonresponse.  

 

[TABLE 2.1 HERE] 

 

Because the ECLS-K follows a single cohort of children over time, the data are 

only representative of those children who began kindergarten in the United States in 

1998. This point is particularly relevant in light of ǘƘŜ ǇǊŜǎŜƴǘ ǎǘǳŘȅΩǎ focus on the 

children of immigrants. While Chapters 4 and 5 include analyses of student outcomes at 

the end of eighth grade, students who immigrated to the U.S. at some point after the 

data collection began (i.e., after kindergarten entry) are not included in the dataset, and 

ǘƘŜ ǇǊŜǎŜƴǘ ǎǘǳŘȅΩǎ findings can therefore not be generalized to children who 

immigrated after approximately age five or after fall, 1998.  
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Analytic Samples 

Due to two mitigating factors, each of the three analytic chapters of the present 

dissertation examines a different subset of the ECLS-K data. The first of these factors is 

sample attrition, which is described above. Chapter 3 examines child outcomes 

measured at the first wave of data collection, when all original study participants 

remained enrolled in the study. Thus, it was possible to make use of a large analytic 

sample (N = 12,186). However, Chapters 4 and 5 include outcomes measured at the end 

of eighth grade, by which point attrition had eliminated 59 percent of the original ECLS-

K participants. As a result, these analytic data sets were much smaller than the one 

analyzed in Chapter 3; 7,119 children comprise the Chapter 4 ŘŀǘŀǎŜǘΣ ǿƘƛƭŜ /ƘŀǇǘŜǊ рΩǎ 

dataset includes 5,045 cases. Attrition bias, which occurs when the respondents who 

remain in the study differ systematically from those who drop out, has the potential to 

ŘƛƳƛƴƛǎƘ ǘƘŜ ǎǘǳŘȅΩǎ ǊŜǇǊŜǎŜƴǘŀǘƛǾŜƴŜǎǎ ŀƴŘ ƎŜƴŜǊŀƭƛȊŀōƛlity (external validity) as well as 

the validity of the observed relationships between variables (internal validity) (Miller 

and Hollist 2007). 

 In addition to sample attrition, item non-response contributes to the loss of 

cases from each analytic sample. 9ŀŎƘ ŎƘŀǇǘŜǊΩǎ ŀƴŀƭȅǘƛŎ ǎŀƳǇƭŜ ƛǎ ǊŜǎǘǊƛŎǘŜŘ ǘƻ 

individuals who contributed information to every dependent and independent variable 

included in the statistical models. Ideally, all analyses would be conducted using the 

same sample of individuals, ensuring comparability across chapters. Such between-

chapter consistency is particularly threatened in cases where item non-response is non-

random and thus differentially screens particular types of individuals from the analytic 
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samples (Schafer 1997). A comparison of the descriptive statistics for each analytic 

dataset suggests that the present study may face limitations on this front. For example, 

non-Hispanic white children of native-born mothers comprise 62 percent of the sample 

analyzed in Chapter 3 and 61 percent of the sample analyzed in Chapter 4, but 67 

percent of the sample analyzed in Chapter 5.  

Adjusting for attrition and non-response bias is the next step in developing the 

research agenda represented by the present study. This will be achieved through a two-

stage process. The first stage consists of using multiple imputation to replace missing 

ǾŀƭǳŜǎ ŦƻǊ ŜŀŎƘ ŎŀǎŜ ƻƴ ŜŀŎƘ ŎƘŀǇǘŜǊΩǎ Ŧǳƭƭ ǎŜǘ ƻŦ ƛƴŘŜǇŜƴŘŜƴǘ ǾŀǊƛŀōƭŜǎΦ aǳƭǘƛǇƭŜ 

imputation involves the creation of multiple complete data sets containing imputed 

values for missing data, each of which can be analyzed using standard complete-data 

methods. The estimates garnered from the separate data sets are then combined into 

one coherent set of findings (Rubin 1977, 1996). Multiple imputation has the advantage 

over single imputation of incorporating uncertainty into the standard errors of imputed 

values by accounting for variance between imputed solutions (Acock 2005; Schafer 

1999). Because single imputation approaches assume perfect estimation of imputed 

values and ignore between-imputation variability, single imputation may result in 

artificially small standard errors and increased likelihood of type-one errors, particularly 

when the proportion of missing items is high. 

The second stage involves adjusting for attrition bias. Attrition bias may be 

tested for by estimating a logistic regression in which the dependent variable is a binary 

indicator of attrition. Using data from the initial wave of the ECLS-K as the set of 



44 

 

 

 

independent variables, the attrition model estimates the effect of each explanatory 

variable on the likelihood of dropping out of the study prematurely. Based on this 

logistic regression model, a predicted probability of attrition, or lambda statistic, can be 

calculated for each case in the dataset. The lambda statistic can then be entered into 

ǘƘŜ Ŝǉǳŀǘƛƻƴǎ ǳǎŜŘ ǘƻ ǘŜǎǘ ǘƘŜ ǎǘǳŘȅΩǎ ƘȅǇƻǘƘŜǎŜǎ ŀƭƻƴƎǎƛŘŜ ǘƘŜ ƻǘƘŜǊ ƛƴŘŜǇŜƴŘŜƴǘ 

ǾŀǊƛŀōƭŜǎΣ ǘƘŜǊŜōȅ ǎǘŀǘƛǎǘƛŎŀƭƭȅ ŎƻƴǘǊƻƭƭƛƴƎ ŦƻǊ ŜŦŦŜŎǘǎ ǊŜƭŀǘƛƴƎ ǘƻ ŜŀŎƘ ƛƴŘƛǾƛŘǳŀƭΩǎ 

estimated likelihood of dropping out of the study prematurely (Heckman 1976; 1979). 

This procedure is commonly known as the Heckman correction.  

 

Measures 

Accounting for Intra-Ethnic Diversity 

Heterogeneity within pan-ethnic groups provides an obstacle for researchers interested 

in studying imƳƛƎǊŀƴǘǎΩ ǎƻŎƛŀƭΣ ŜŘǳŎŀǘƛƻƴŀƭΣ ŀƴŘ ŜŎƻnomic outcomes. These studies 

necessitate more finely ǘǳƴŜŘ ŜǘƘƴƛŎ ŘŜŦƛƴƛǘƛƻƴǎΣ ŦƻŎǳǎƛƴƎ ƻƴ ƛƳƳƛƎǊŀƴǘǎΩ ǎǇŜŎƛŦƛŎ 

national origins rather than their broad, pan-ethnic classifications alone. To this end, the 

present study separates the children of Hispanic immigrant mothers into country-

ǎǇŜŎƛŦƛŎ ƎǊƻǳǇǎ ǘƻ ǘƘŜ ŜȄǘŜƴǘ ǘƘŜ Řŀǘŀ ŀƭƭƻǿΦ .ŀǎŜŘ ƻƴ ǘƘŜƛǊ ƳƻǘƘŜǊǎΩ ŎƻǳƴǘǊȅ ƻŦ ōƛǊǘƘ 

and/or national origin group affiliation, Hispanic children are classified as Mexican, 

Puerto Rican, /ǳōŀƴΣ ƻǊ άƻǘƘŜǊ IƛǎǇŀƴƛŎέ όŀ ŎŀǘŜƎƻǊȅ ŎƻƳǇƻǎŜŘ of Hispanic children 

whose mothers were born in other countries or did not identify a national origin 

affiliation).  
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The ECLS-YΩǎ ƴŀǘƛƻƴŀƭ ƻǊƛƎƛƴ Řŀǘŀ ŦƻǊ ¦Φ{Φ-born Asian mothers and their children 

yield insufficiently large cell sizes for reliable application in inferential statistical 

models15. It is therefore necessary to group all Asian children under the same umbrella 

category in a study such as this, where within-group comparisons of children of foreign- 

and native-born mothers are a central focus.  

This is far from an ideal situation. For example, Blair and Qiang (1998) 

convincingly demonstrate that Chinese, Filipino, Korean, Southeast Asian, and Japanese 

high schoolers differ significantly from one another, not just in terms of their 

educational performance, but also along such key family background characteristics as 

religion, language use, parental education, family size and income, and the availability of 

educational resources16. Thus, the present studyΩǎ ŀƴŀƭȅǎƛǎ ƻŦ !ǎƛŀƴ ŎƘƛƭŘǊŜƴ ŀǎ ŀ ǎƛƴƎǳƭŀǊ 

group is flawed, and is a regrettable consequence of data limitations17. 

 Likewise, due to the absence of data indicating national origin group affiliation 

of native-born Hispanic mothers beyond the Mexican, Puerto Rican, and Cuban groups, 

it is not possible identify children of United States-born mothers from other prominent 

Hispanic national backgrounds (e.g., Dominicans, Salvadorans). Thus, while this study 

                                                           
15

 As discussed above, prior to the Immigration and Naturalization act of 1965, immigration from Asian 
nations was strictly limited by a discriminatory quota system. Since 1965, Asian immigration rates have 
tripled (White and Glick 2009). Thus, a large proportion of Asians living in the United States in 1998 were 
either immigrants or the children of immigrants, and a much smaller proportion were members of the 3

rd
 

or higher generation. When this relatively small segment of the ECLS-K sample (<1%)  is subdivided by 
country of origin, the resulting groups are too small to be used in the statistical models,   
16

 See also Goyette and Xie (1999) for a discussion of Asian national origin differences in family behaviors. 
17

 In their analysis of ECLS-K data, Glick and Hohmann-Marriott (2007) address this same problem by 
comparing country-specific groups of 1

st
/2

nd
 generation Asian children to a pan-ethnic group of Asian 3

rd
-

plus generation children. While this approach provides the benefit of permitting a descriptive comparison 
of children of immigrant mothers across Asian national origin groups, their foreign-born/native-born 
comparisons (which constitute the primary focus of the present study) remain flawed, as they rest on 
comparisons of country-specific groups to a heterogeneous, pan-ethnic Asian category. 



46 

 

 

 

makes headway toward examining ethnic differences at a finer level of specificity, it 

cannot be considered a comprehensive representation of all Hispanic or, especially, 

Asian immigrant groups in the United States.  

The present study focuses on two key independent variables. The first indicates 

ŎƘƛƭŘǊŜƴΩǎ ǊŀŎƛal/ethnic identity and national origin group affiliation (Hispanics only; for 

other racial/ethnic groups national origin data are not available or the number of 

respondents in resulting racial/ethnic and national origin groups is too small for 

meaningful statistical analysis).  The racial/ethnic and national origin groups examined 

are as follows: 

¶ Non-Hispanic white: Children identified as white/Caucasian and non-Hispanic18. 

Children are not separately identified by country of origin. 

¶ Non-Hispanic black: Children identified as black/African American19 and non-

Hispanic. Children are not separately identified by country of origin. 

¶ Mexican: Children identified as Hispanic whose mothers either identified as Mexican 

(United States-born mothers) or reported being born in Mexico. Mexican children 

are identified by ethnicity and national origin-group affiliation but are not 

                                                           
18

 ¢ƘŜ ǳǎŜ ƻŦ ǘƘŜ ǘŜǊƳ άIƛǎǇŀƴƛŎέ ǊŀǘƘŜǊ ǘƘŀƴ ά[ŀǘƛƴƻκŀέ ƛƴ ǘƘŜ ǇǊŜǎŜƴǘ ǎǘǳŘȅ ƛǎ ƴƻǘ ƛƴǘŜƴŘŜŘ ŀǎ ŀ 
ǎǘŀǘŜƳŜƴǘ ƻŦ ǇǊŜŦŜǊŜƴŎŜ ŦƻǊ ƻƴŜ ǘŜǊƳ ƻǾŜǊ ǘƘŜ ƻǘƘŜǊΤ ǘƘŜ ŘŜōŀǘŜ ƻǾŜǊ ǘƘƻǎŜ ǘŜǊƳǎΩ ŀǇǇǊƻǇǊƛŀǘŜƴŜǎǎ 
continues, and I do not hold a position on either side, and note that both are acceptable according to the 
!ƳŜǊƛŎŀƴ {ƻŎƛƻƭƻƎƛŎŀƭ !ǎǎƻŎƛŀǘƛƻƴΩǎ ǎǘȅƭŜ ƎǳƛŘŜΦ  
19

 The ECLS-Y ǉǳŜǎǘƛƻƴƴŀƛǊŜ ŜǉǳŀǘŜǎ ǘƘŜ ǘŜǊƳǎ άōƭŀŎƪέ ŀƴŘ ά!ŦǊƛŎŀƴ !ƳŜǊƛŎŀƴέΦ IƻǿŜǾŜǊΣ ƴƻǘ ŀƭƭ 
ƛƴŘƛǾƛŘǳŀƭǎ ǿƘƻ ƛŘŜƴǘƛŦȅ ŀǎ άōƭŀŎƪέ όƻǊ ǿƘƻ ŀǊŜ ǊŜƎŀǊŘŜŘ ŀǎ ǎǳŎƘ ƛƴ !ƳŜǊƛŎŀƴ ǎƻŎƛŜǘȅύ ŀǊe African 
American; African immigrants, many West Indians, and many Hispanics from Caribbean countries may 
serve as examples of non-!ŦǊƛŎŀƴ !ƳŜǊƛŎŀƴ ōƭŀŎƪǎΦ L ǘƘŜǊŜŦƻǊŜ ǳǎŜ ǘƘŜ ǘŜǊƳ άōƭŀŎƪέ ƛƴ ǘƘŜ ǘŜȄǘ ŘǳŜ ǘƻ ƛǘǎ 
greater inclusiveness and accuracy. I do noǘ ŎŀǇƛǘŀƭƛȊŜ άǿƘƛǘŜέ ƻǊ άōƭŀŎƪέ ƛƴ ŀŎŎƻǊŘŀƴŎŜ ǿƛǘƘ ǘƘŜ !ƳŜǊƛŎŀƴ 
{ƻŎƛƻƭƻƎƛŎŀƭ !ǎǎƻŎƛŀǘƛƻƴΩǎ ǎǘȅƭŜ ƎǳƛŘŜΦ  
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differentiated by race (i.e., their mothers could select white, black, Asian, more than 

one race, or no response).  

¶ Puerto Rican: Children identified as Hispanic whose mothers either identified as 

Puerto Rican (native-born mothers20) or reported being born in Puerto Rico. Like 

Mexican children, Puerto Rican children are identified by ethnicity and national 

origin-group affiliation but are not differentiated by race. 

¶ Cuban: Children identified as Hispanic whose mothers either identified as Cuban 

(native-born mothers) or reported being born in Cuba. Cuban children are identified 

by ethnicity and national origin-group affiliation but are not differentiated by race. 

¶ Other Hispanic: Children identified as Hispanic whose mothers either did not select a 

national origin group affiliation, selected the ά{ƻǳǘƘ ƻǊ /ŜƴǘǊŀƭ !ƳŜǊƛŎŀƴ ƻǊƛƎƛƴέ 

catch-all response to the national origin question, or reported being born 

somewhere other than the United States, Mexico, Puerto Rico, or Cuba.  Other 

Hispanic children are not differentiated by race. 

¶ Asian: Children identified as Asian and non-Hispanic. Children are not separately 

identified by country of origin, as too few children of native-born mothers are 

represented in the available national origin categories to permit statistical 
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 aƻǘƘŜǊǎ ōƻǊƴ ƛƴ tǳŜǊǘƻ wƛŎƻ ŀǊŜ ǘŜŎƘƴƛŎŀƭƭȅ ƴƻǘ άŦƻǊŜƛƎƴ-ōƻǊƴέΣ ŀǎ tǳŜǊǘƻ wƛŎƻ ƛǎ ŀ ¦ƴƛǘŜŘ {ǘŀǘŜǎ 
territory. However, like many other studies of migration to the United States (e.g. Alba and Nee 2003, 
Landale and Oropesa 2001), the present study distinguishes between mainland-born Puerto Ricans and 
those who have migrated to one of the 50 states. For stylistic consistency, the text refers to these 
mothers as native- and foreign-born, respectively. Given the linguistic and cultural distinctiveness of 
Puerto Rico, the present study makes the implicit contention that the native-born/foreign-born 
characterization is as salient for Puerto Ricans as it is for Latin American groups from politically 
independent nations.  
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comparisons between children of foreign- and native-born mothers within national 

origin groups.  

¢ƘŜ ǎŜŎƻƴŘ ǾŀǊƛŀōƭŜ ƛƴŘƛŎŀǘŜǎ ƳƻǘƘŜǊΩǎ ƴŀǘƛǾƛǘȅ ώŦoreign- or native (U.S.)-born]. 

This information, along with data on race/ethnicity and national origin was provided by 

ǘƘŜ ŎƘƛƭŘΩǎ ǇǊƛƳŀǊȅ ŎŀǊŜƎƛǾŜǊ όƛƴ Ƴƻǎǘ ŎŀǎŜǎ ǘƘŜ ƳƻǘƘŜǊύΦ  

 

Chapter 3 

Chapter 3 examines school readiness variation across race/ethnicity, national origin, and 

generational status groups. Analyses in Chapter 3 focus on four outcomes, each of 

which represents a distinct dimension of school readiness: literacy readiness, numeracy 

readiness, general knowledge readiness, and behavioral readiness. These measures are 

described below. 

¶ Literacy ReadinessΥ ¢Ƙƛǎ ŘƛƳŜƴǎƛƻƴ ƻŦ ǎŎƘƻƻƭ ǊŜŀŘƛƴŜǎǎ ƛǎ ōŀǎŜŘ ƻƴ ŀ ŎƘƛƭŘΩǎ ǎŎƻǊŜ ƻƴ 

the ECLS-YΩǎ ƛǘŜƳ ǊŜǎǇƻƴǎŜ ǘƘŜƻǊȅ όLw¢ύ ǊŜŀŘƛƴƎ ǘŜǎǘ ƛƴ ǘƘŜ Ŧŀƭƭ ƻŦ мффуΦ ¢ƘŜ ŎƻƳǇƭŜǘŜ 

reading test comprises ten proficiency levels: letter knowledge, knowledge of 

ōŜƎƛƴƴƛƴƎ ǎƻǳƴŘǎΣ ƪƴƻǿƭŜŘƎŜ ƻŦ ŜƴŘƛƴƎ ǎƻǳƴŘǎΣ άǎƛƎƘǘέ ǿƻǊŘ ǊŜŎƻƎƴƛǘƛƻƴΣ ƛŘŜƴǘƛŦȅƛƴƎ 

words in context, drawing literal inferences, extrapolation, reading evaluation, 

nonfiction comprehension, and complex syntax evaluation. Kindergartners were 

administered a reduced test that included items belonging to the first five 

proficiency categories only, as the higher-order domains of reading proficiency 

exceed the abilities of even the highest-achieving new kindergartners.  The testΩs 

broad array of evaluated competencies as well as its grounding in item response 
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theory allows the same instrument to be administered to children with rudimentary 

reading ability as well as those with highly developed reading skills. The breadth of 

material covered by the ECLS-YΩǎ Lw¢ ǘŜǎǘǎ ōŜŎƻƳŜǎ ǇŀǊǘƛŎǳƭŀǊƭȅ ǳǎŜŦǳƭ ƛƴ /ƘŀǇǘŜǊ пΣ 

in which the focus is on ŎƘƛƭŘǊŜƴΩǎ ǘŜǎǘ ǎŎƻǊŜ ƎǊƻǿǘƘ ƻǾŜǊ ǘƘŜ ƪƛƴŘŜǊƎŀǊǘŜƴ through 

eighth grade period.  

¶ Numeracy Readiness: This dimension of school readiness is based on a ŎƘƛƭŘΩǎ ǎŎƻǊŜ 

on the ECLS-YΩǎ Lw¢ ƳŀǘƘŜƳŀǘƛŎǎ ǘŜǎǘ ƛƴ ǘƘŜ Ŧŀƭƭ ƻŦ мффуΦ ¢ƘŜ ǇǊƻŦƛŎƛŜƴŎȅ ƭŜǾŜƭǎ 

measured by the mathematics test include number and shape identification, relative 

size comparison, ordinality and sequence recognition, addition and subtraction, 

multiplication and division, place value understanding, measurement and rate 

ƪƴƻǿƭŜŘƎŜΣ ŦǊŀŎǘƛƻƴǎΣ ŀƴŘ ŀǊŜŀ ŀƴŘ ǾƻƭǳƳŜ ƪƴƻǿƭŜŘƎŜΦ YƛƴŘŜǊƎŀǊǘƴŜǊǎΩ ǇǊƻŦƛŎƛŜƴŎƛŜǎ 

were tested up to multiplication and division ability.  

¶ General Knowledge Readiness: This dimension of school readiness is indicated by a 

ŎƘƛƭŘΩǎ ǎŎƻǊŜ ƻƴ ǘƘŜ 9/[{-YΩǎ Lw¢ ƎŜƴŜǊŀƭ ƪƴƻǿƭŜŘƎŜ ǘŜǎǘ ƛƴ ǘƘŜ Ŧŀƭƭ ƻŦ мффуΦ ¢Ƙƛǎ ǘŜǎǘ 

ǿŀǎ ŘŜǎƛƎƴŜŘ ǘƻ ŀǎǎŜǎǎ ŎƘƛƭŘǊŜƴΩǎ ƪƴƻǿƭŜŘƎŜ ƻŦ ǘƘŜ ǇƘȅǎƛŎŀƭΣ ƴŀǘǳǊŀƭΣ ŀƴŘ ǎƻŎƛŀƭ 

world, as well as their ability to draw inferences, comprehend implications, and 

establish relationships.  

The kindergarten general knowledge test is divided into two content areas: 

science and social studies. Science questions evaluate children along three dimensions: 

earth and space science (e.g., soil, rain, the sun and moon), physical science (e.g., 

matter and motion), and life science (e.g., ecology and human health). Social studies 

questions include questions in five categories: history (e.g., present vs. past), 
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government (e.g., purposes of government, distinctions between local, state, and 

national government), culture [e.g., everyday objects όάǿƘŀǘ Řƻ ǘǊŀƛƴǎ ŀƴŘ ǇƭŀƴŜǎ ƘŀǾŜ 

ƛƴ ŎƻƳƳƻƴΚέύ, and social roles (άǿƘŀǘ ŘƻŜǎ ŀ ŦƛǊŜƳŀƴ ŘƻΚέύ], geography (e.g., 

knowledge of where one lives in relation to the rest of the world, familiarity with 

maps), and economics (e.g., distinguishing between needs and wants, understanding 

the division of labor, understanding the relationship between supply and demand). The 

bulk of the test questions are devoted to the culture and geography areas (NCES 2002).  

¶ Behavioral Readiness: Behavioral readiness was measured by teacher ratings of 

ŎƘƛƭŘǊŜƴΩǎ ǘŀǎƪ-related classroom behavior in the fall of 1998. Teachers were asked 

ǘƻ ǊŀǘŜ ŎƘƛƭŘǊŜƴΩǎ ōŜƘŀǾƛƻǊǎ ǘƘŀǘ ŀŦŦŜŎǘ ǘƘŜ ŜŀǎŜ ǿith which the child could benefit 

from the classroom learning environment from one (never) to four (very often) in 

the following areas: attentiveness, task persistence, eagerness to learn, learning 

independence, flexibility, and organization (NCES 2002).  

 

The goal of Chapter 3 is to describe patterns of school unreadiness along the 

dimensions described above. For the purposes of this analysis, unreadiness is 

operationalized by a dichotomous variable indicating whether a child falls within the 

lowest quintile of students in the ECLS-K sample on each measure. This 

operationalization follows previous work on school readiness using the ECLS-K (Farkas 

and Hibel 2007).  

To provide an illustrative example of the ŘƛŦŦŜǊŜƴŎŜ ōŜǘǿŜŜƴ ΨǳƴǊŜŀŘȅΩ ŀƴŘ 

ΨǊŜŀŘȅΩ ǎǘǳŘŜƴǘǎΣ ¢able 2.2 presents average reading proficiency probabilities across the 
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four most basic domains of reading: letter recognition, knowledge of beginning sounds, 

knowledge of ending sounds, and knowledge of sight words. These proficiency 

probabilities, which aǊŜ ōŀǎŜŘ ƻƴ ŎƘƛƭŘǊŜƴΩǎ ǎŎƻǊŜǎ ƻƴ ǘƘŜ Lw¢-modeled reading ability 

ǘŜǎǘΣ ŀǊŜ ƛƴǘŜǊǇǊŜǘŜŘ ŀǎ ŀ ƎƛǾŜƴ ŎƘƛƭŘΩǎ ƭƛƪŜƭƛƘƻƻŘ ƻŦ ōŜƛƴƎ ǇǊƻŦƛŎƛŜƴǘ ƛƴ ŀ ƎƛǾŜƴ ŘƻƳŀƛƴ ƻŦ 

reading ability. Table 2.2 displays sample means, with respondents separated based on 

their scores on the reading unreadiness variable.  

 

[TABLE 2.2 HERE] 

 

¢ƘŜǎŜ ǇǊƻŦƛŎƛŜƴŎȅ ǇǊƻōŀōƛƭƛǘƛŜǎ ƘƛƎƘƭƛƎƘǘ ŜȄŀŎǘƭȅ Ƙƻǿ ŘƛǎŀŘǾŀƴǘŀƎŜŘ άǳƴǊŜŀŘȅέ 

children are with respect to the remaining 80 percent of new kindergarteners. Students 

ƛƴ ǘƘŜ ΨǳƴǊŜŀŘȅΩ ŎŀǘŜƎƻǊȅ ƛƴ ƭƛǘŜracy have a 0.12 probability of being proficient in naming 

the letters of the alphabet, and virtually no likelihood of proficiency in the higher-order 

reading and pre-ǊŜŀŘƛƴƎ ǎƪƛƭƭǎΦ .ȅ ŎƻƳǇŀǊƛǎƻƴΣ ŎƘƛƭŘǊŜƴ ǿƘƻ ŀǊŜ ƴƻǘ ŎƻŘŜŘ ΨǳƴǊŜŀŘȅΩ 

have a 0.88 probability of being proficient in knowing their letters, a 0.41 probability of 

being proficient in identifying beginning word sounds, and a 0.23 probability of being 

proficient in identifying ending sounds. Put in simplified terms, children who are 

unready for school in terms of their pre-reading skills arrive for the first day of 

kindergarten needing assistance to learn their ABCs, while the remaining 80 percent of 

children arrive on the first day of school already well on their way to sounding out 

ǿƻǊŘǎΦ Ψ¦ƴǊŜŀŘȅΩ ŎƘƛƭŘǊŜƴ ŀǊŜ ƎǊŀǇǇƭƛƴƎ ǿƛǘƘ ǘƘŜ ŦǳƴŘŀƳŜƴǘŀƭ ƳŜŎƘŀƴƛŎǎ ƻŦ ƭŜŀǊƴƛƴƎ ŀǘ 

ǘƘŜ ǘƛƳŜ ƻŦ ǎŎƘƻƻƭ ŜƴǘǊȅΣ ǿƘƛƭŜ ΨǊŜŀŘȅΩ ŎƘƛƭŘǊŜƴ ŀǊŜ ŦŀǊ ŎƭƻǎŜǊ ǘƻ ǳǎƛƴƎ ǿǊƛǘǘŜƴ ƭŀƴƎǳŀƎŜ 
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as a tool to acquire new skills and knowledge. Given the powerful influence of early 

academic skills on later achievement (Duncan et. al 2007, Entwisle and Alexander 1990), 

ŎƘƛƭŘǊŜƴ ŎƭŀǎǎƛŦƛŜŘ ŀǎ ΨǳƴǊŜŀŘȅΩ ƛƴ ǘƘŜ ǇǊŜǎŜƴǘ ǎǘǳŘȅ ŀǊŜ ŦƻǊŎŜŘ ǘƻ ŎƻǇŜ ǿƛǘƘ ŀ 

considerable setback at the outset of their academic careers.  

Literacy and General Knowledge unreadiness were more complicated to 

determine than unreadiness in other dimensions. Students from non-English 

backgrounds were administered the Oral Language Development Scale (OLDS) by ECLS-K 

personnel, and only those students who passed the test were administered the IRT 

reading and general knowledge batteries. Thus, children without basic English 

competency levels at school entry ς a group composed largely of the children of 

minority immigrant parents ς did not receive reading ability or general knowledge 

scores in the fall of 1998. The fact that a student was screened out of the reading or 

general knowledge assessments based on his or her primary language, in and of itself, 

does not indicate that the child possessed any cognitive deficiency that would limit his 

or her ability to comprehend and manipulate written language or grasp the intricacies of 

the physical and natural world. However, since the outcome of interest in Chapter 3 is 

unreadiness to begin formal schooling in the United States, children who demonstrated 

inadequate command of the English language to receive the reading or general 

ƪƴƻǿƭŜŘƎŜ ōŀǘǘŜǊƛŜǎ ǿŜǊŜ ŎƻŘŜŘ ŀǎ ΨǳƴǊŜŀŘȅΩ ŀƭƻƴƎ ǘƘƻǎŜ ŘƛƳŜƴǎƛƻƴǎΦ Unreadiness, 

therefore, takes on a meaning above and beyond a strictly cognitive definition in the 

present study. This concept of unreadiness includes the inability to meet the linguistic 

profile expected of U.S. kindergarten students as well as the inability to demonstrate 
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the expected degree of cognitive and behavioral preparedness. Children who did not 

pass the OLDS were administered a translated version of the mathematics assessment, 

and therefore received scores that were considered alongside those of English-

ǇǊƻŦƛŎƛŜƴǘ ǎǘǳŘŜƴǘǎ ƛƴ ŎƻƴǎǘǊǳŎǘƛƴƎ ǘƘŜ ƳŀǘƘŜƳŀǘƛŎǎ ǳƴǊŜŀŘƛƴŜǎǎ ǾŀǊƛŀōƭŜΦ !ƭƭ ŎƘƛƭŘǊŜƴΩǎ 

teachers assessed their behavioral readiness as well.    

Lƴ ŀŘŘƛǘƛƻƴ ǘƻ ŎƘƛƭŘǊŜƴΩǎ ǊŀŎŜκŜǘƘƴƛŎƛǘȅΣ ƴŀǘƛƻƴŀƭ ƻǊƛƎƛƴΣ ƎŜƴŜǊŀǘƛƻƴŀƭ ǎǘŀǘǳǎΣ ŀƴŘ 

gender21 information, the regression models presented in Chapter 3 include 13 

covariates reflecting two general categories of influence. The first area of influence is 

family socioeconomic background, indicated by the following measures: 

¶ Family Socioeconomic Status (SES): CŀƳƛƭȅ {9{ ƛǎ ƛƴŘƛŎŀǘŜŘ ōȅ ǘƘŜ ŎƘƛƭŘΩǎ ǎŎƻǊŜ ƻƴ ŀ 

scale created by NCES, reflecting their household inŎƻƳŜΣ ǇŀǊŜƴǘǎΩ ŜŘǳŎŀǘƛƻƴŀƭ 

ŀǘǘŀƛƴƳŜƴǘΣ ŀƴŘ ǇŀǊŜƴǘǎΩ ƻŎŎǳǇŀǘƛƻƴŀƭ ǇǊŜǎǘƛƎŜΦ L ǎǘŀƴŘŀǊŘƛȊŜŘ ǘƘƛǎ ǎŎŀƭŜ ǎŎƻǊŜ ŀŎǊƻǎǎ 

all children in the fall kindergarten wave of data, such that a child with a sample-

mean level of family SES received a score of zero, and the sample distribution of the 

variable had a standard deviation of one.  

¶ Family incomeΥ CŀƳƛƭȅ ƛƴŎƻƳŜ ǿŀǎ ǊŜǇƻǊǘŜŘ ōȅ ǘƘŜ ŎƘƛƭŘΩǎ ǇǊƛƳŀǊȅ ŎŀǊŜƎƛǾŜǊΣ ŀƴŘ 

reflects the total household income in the year prior to kindergarten entry 

¶ Poverty: Poverty is indicated by a dichotomous variable indicating whether or not a 

ŎƘƛƭŘΩǎ ŦŀƳƛƭȅ ƛƴŎƻƳŜ ƛƴ мффу ǇƭŀŎŜŘ ǘƘŜ ŦŀƳƛƭȅ ōŜƭƻǿ ǘƘŜ ŦŜŘŜǊŀƭ ǇƻǾŜǊǘȅ ƭƛƴŜ όмҐ 

below the poverty line, 0 = above the poverty line) 

                                                           
21

 DŜƴŘŜǊ ƛǎ ƛƴŘƛŎŀǘŜŘ ōȅ ŀ ŘƛŎƘƻǘƻƳƻǳǎ ǾŀǊƛŀōƭŜ ƭŀōŜƭŜŘ άƳŀƭŜέ όмҐƳŀƭŜΣ лҐŦŜƳŀƭŜύΦ 
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¶ Central City Residence: This dichotomous variable indicates whether the child lived 

ƛƴ ŀ ƳŜǘǊƻǇƻƭƛǘŀƴ ŀǊŜŀ ŘŜŦƛƴŜŘ ŀǎ ŀ ΨŎŜƴǘǊŀƭ ŎƛǘȅΩ ōȅ b/9{ ƛƴ мффу όмҐ ƭƛǾŜŘ ƛƴ ŀ 

central city, 0= lived in a non-central city community setting). 

¶ aƻǘƘŜǊΩǎ ŎƻƭƭŜƎŜ ŀǘǘŜƴŘŀƴŎŜ: This dichotomous variable indicates whether the 

ŎƘƛƭŘΩǎ ƳƻǘƘŜǊ ƘŀŘ ŀƴ ŜŘǳŎŀǘƛƻƴŀƭ ŀǘǘŀƛƴƳŜƴǘ ƻŦ ŀǘ ƭŜŀǎǘ άǎƻƳŜ ŎƻƭƭŜƎŜέ ƛƴ мффу 

(1=some college or higher attainment, 0= high school graduate or lower attainment) 

¶ CŀǘƘŜǊΩǎ ŎƻƭƭŜƎŜ ŀǘǘŜƴŘŀƴŎŜΥ ¢Ƙƛǎ ŘƛŎƘƻǘƻƳƻǳǎ ǾŀǊƛŀōƭŜ ƛƴŘƛŎŀǘŜǎ ǿƘŜǘƘŜǊ ǘƘŜ ŎƘƛƭŘΩǎ 

father had an educatioƴŀƭ ŀǘǘŀƛƴƳŜƴǘ ƻŦ ŀǘ ƭŜŀǎǘ άǎƻƳŜ ŎƻƭƭŜƎŜέ ƛƴ мффу όмҐǎƻƳŜ 

college or higher attainment, 0= high school graduate or lower attainment) 

¶ The second category of independent variable is pre-K learning resources, indicated by 

the following measures: Head Start Attendance: This dichotomous variable indicates 

whether the child participated in the federally funded Head Start program prior to 

ƪƛƴŘŜǊƎŀǊǘŜƴ ŜƴǘǊȅΣ ŀǎ ǊŜǇƻǊǘŜŘ ōȅ ǘƘŜ ŎƘƛƭŘΩǎ ǇŀǊŜƴǘ ŀƴŘ ŎƻǊǊƻōƻǊŀǘŜŘ ōȅ b/9{ 

personnel (1=attended Head Start, 0= did not attend Head Start) 

¶ Number of Books in the Home: This measure is a direct count of the number of 

books available to the child in his or her home in fall, 1998, and is a proxy measure 

for the learning environment in the home. 

¶ Computer in the Home: This dichotomous measure indicates whether or not the 

child has access to a home computer in 1998 (1=computer present, 0=no computer 

present). 

¶ Arts and Crafts Participation: This dichotomous measure indicates whether or not 

the ŎƘƛƭŘΩǎ ǇǊƛƳŀǊȅ ŎŀǊŜƎƛǾŜǊ ǊŜǇƻǊǘŜŘ ǘƘŀǘ ǘhe child participated in organized arts 
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and crafts activities outside the home in the year prior to kindergarten entry (1=yes, 

0=no) 

¶ Performing Arts Participation: This dichotomous measure indicates whether or not 

the childΩǎ ǇǊƛƳŀǊȅ ŎŀǊŜƎƛǾŜǊ ǊŜǇƻǊǘŜŘ ǘƘŀt the child participated in organized 

performing arts activities outside the home in the year prior to kindergarten entry 

(1=yes, 0=no) 

¶ Sports/Clubs Participation: This measure indicates the number of sports teams 

and/or clubs in which the child participated in the year prior to kindergarten entry, 

as reported by his or her primary caregiver. 

¶ Educational Trips: This measure indicates the number of educational trips that the 

ŎƘƛƭŘΩǎ ǇǊƛƳŀǊȅ ŎŀǊŜƎƛǾŜǊόǎύ ǊŜǇƻǊǘŜŘ ǘŀƪƛƴƎ ǘƘŜ ŎƘƛƭŘ ƻƴ ƛƴ ǘƘŜ ȅŜŀǊ ǇǊƛƻǊ ǘƻ 

kindergarten entry. 

 

Chapter 4 

Analyses in Chapter 4 examine the same reading and math IRT test scores used in 

Chapter 3, although the Chapter 4 analyses investigate changes in these scores from 

kindergarten entry through the end of eighth grade. Children were administered the 

reading and math instruments at each wave of data collection. Thus, each individual 

contributes as many as six scores that can be used to model ability growth22.   

                                                           
22

 Partial missingness on the dependent variable is not especially problematic for the mixed effects model 
and does not require listwise deletion. The maximum likelihood estimator produces unbiased model 
parameter estimates once predictors relating to the missingness are in the model (Singer and Willett 
2003).   
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 Like Chapter 3, Chapter 4 is primarily concerned with variation in the 

outcƻƳŜǎ ŀǎǎƻŎƛŀǘŜŘ ǿƛǘƘ ŎƘƛƭŘǊŜƴΩǎ ǊŀŎƛŀƭκŜǘƘƴƛŎ ƛŘŜƴǘƛǘȅΣ ƴŀǘƛƻƴŀƭ ƻǊƛƎƛƴ ƎǊƻǳǇ 

ŀŦŦƛƭƛŀǘƛƻƴΣ ŀƴŘ ƳƻǘƘŜǊΩǎ ƴŀǘƛǾƛǘȅΦ !ŘŘƛǘƛƻƴŀƭ ƛƴŘŜǇŜƴŘŜƴǘ ǾŀǊƛŀōƭŜǎ ƛƴŎƭǳŘŜ ŎƘƛƭŘ ƎŜƴŘŜǊΣ 

family socioeconomic status (SES), school racial/ethnic minority and subsidized meal-

eligible enrollments, and community minority immigrant composition. School social 

context is measured in terms of racial/ethnic and socioeconomic composition. 

Elementary school principals23 were asked to report a percentage breakdown of 

students in their schools according to race/ethnicity. I used this information to create a 

ǾŀǊƛŀōƭŜ ƛƴŘƛŎŀǘƛƴƎ ŜŀŎƘ ǎŎƘƻƻƭΩǎ ǇǊƻǇƻǊǘƛƻƴŀǘŜ ƴƻƴ-white enrollment.  

Principals also reported the proportion of students qualifying for free and 

reduced-price school lunches through the ¦Φ{Φ CƻƻŘ ŀƴŘ bǳǘǊƛǘƛƻƴ {ŜǊǾƛŎŜΩǎ bŀǘƛƻƴŀƭ 

School Lunch Program24. This program, which was established in 1946 under the 

National School Lunch Act, provides free lunches to children whose families receive 

public assistance in the form of Food Stamps or TANF, those who qualified for Head 

{ǘŀǊǘ ƻǊ 9ǾŜƴ {ǘŀǊǘ ōŀǎŜŘ ƻƴ ǘƘƻǎŜ ǇǊƻƎǊŀƳǎΩ ƛƴŎƻƳŜ ŎǊƛǘŜǊƛŀΣ ƘƻƳŜƭŜǎǎΣ ƳƛƎǊŀƴǘΣ ƻǊ 

runaway children receiving social services assistance, and children whose household 

income is at or below 130 percent of the Federal poverty threshold. Reduced-price 

lunches, which cost 40 cents or less, are provided to students whose household income 

Ŧŀƭƭǎ ōŜǘǿŜŜƴ мол ŀƴŘ мур ǇŜǊŎŜƴǘ ƻŦ ǘƘŜ CŜŘŜǊŀƭ ǇƻǾŜǊǘȅ ǘƘǊŜǎƘƻƭŘΦ L ŎƻƳōƛƴŜŘ ǎŎƘƻƻƭǎΩ 

                                                           
23

 School context measures are taken from the fifth grade wave of data collection and are treated as time-
invariant in the statistical models. The elementary school context is used as opposed to middle school 
context because students spent their earliest (and arguably most formative) years in these schools and 
attended them for at least twice as long as their middle schools.  
24

 Information about the National School Lunch Program is taken from United States Department of 
Agriculture (2008).  
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free and reduced-price lunch-eligible enrollments to create a single indicator of the 

ǇǊƻǇƻǊǘƛƻƴ ƻŦ ŀ ǎŎƘƻƻƭΩǎ ǎǘǳŘŜƴǘǎ ǿƘƻ ŦŀŎŜ ŀŎǳǘŜ ǎƻŎƛƻŜŎƻƴƻƳƛŎ ŘƛǎŀŘǾŀƴǘŀƎŜΦ  

Community minority immigrant context is indicated by an additive index 

composed of two variables taken from the 2000 Census ς the year that most students 

were in first and second grade. The first variable reports the percentage of residents 

living in the same zip code as the school a child attended who were born outside the 

U.S. The second census variable indicates the proportion of households in a chƛƭŘΩǎ ȊƛǇ 

ŎƻŘŜ ǘƘŀǘ ǿŜǊŜ άƭƛƴƎǳƛǎǘƛŎŀƭƭȅ ƛǎƻƭŀǘŜŘέ ƛƴ нлллΦ [ƛƴƎǳƛǎǘƛŎ ƛǎƻƭŀǘƛƻƴ ƻŎŎǳǊǎ ǿƘŜƴ ŀƭƭ 

members of a household aged 14 and over speak a language other than English, and 

ƴƻƴŜ ǎǇŜŀƪǎ 9ƴƎƭƛǎƘ άǾŜǊȅ ǿŜƭƭέ όǘƘŜ ƻǘƘŜǊ ǊŜǎǇƻƴǎŜ ƻǇǘƛƻƴǎ ŀǊŜ άǿŜƭƭέΣ άƴƻǘ ǿŜƭƭέΣ άƴƻǘ 

ŀǘ ŀƭƭέύ ό{ƛŜƎŜƭΣ aŀǊǘƛƴΣ ŀƴŘ .Ǌǳƴƻ нллмύΦ {ƛƴŎŜ ōƻǘƘ ƳŜŀǎǳǊŜǎ ǿŜǊŜ ƘƛƎƘƭȅ ǇƻǎƛǘƛǾŜƭȅ 

skewed, I log-transformed the scores to more closely approximate normality. 

 Model fit analyses (not presented) indicated that an additive combination of the 

two measures provided preferable model fit to alternative model specifications in which 

each measure was included separately. With the log-transformed measures of 

community immigrant and linguistically isolated representation additively combined, I 

standardized the resulting values across all children in the fall kindergarten sample. 

¢ƘǳǎΣ ŀ ǎŎƻǊŜ ƻŦ ȊŜǊƻ ƻƴ ǘƘŜ ǾŀǊƛŀōƭŜΣ ǿƘƛŎƘ L ǊŜŦŜǊ ǘƻ ƛƴ ǘŀōƭŜǎ ŀƴŘ ǘŜȄǘ ŀǎ άŎƻƳƳǳƴƛǘȅ 

ƛƳƳƛƎǊŀƴǘ ŎƻƴŎŜƴǘǊŀǘƛƻƴέΣ ƛƴŘƛŎŀǘŜǎ ŀ ǎŀƳǇƭŜ-mean minority immigrant context, 

negative values reflect lower levels of minority immigrant representation, and higher 

scores reflect a higher degree of minority immigrant clustering.  
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Chapter 5 Measures 

Chapter 5 analyzes a subset of the ECLS-K sample composed of students who 

contributed data in the final wave of data collection (the spring of eighth grade) and for 

whom there was no item missingness across the variables examined in the final 

statistical model (N = 5,045). 

¦ƴƭƛƪŜ ǘƘŜ ǇǊŜŎŜŘƛƴƎ ŎƘŀǇǘŜǊǎΣ /ƘŀǇǘŜǊ р ŜȄŀƳƛƴŜǎ ŎƘƛƭŘǊŜƴΩǎ ǎŎƘƻƻƭƛƴƎ-related 

self-perceptions as opposed to their test performance or teacher evaluations. ECLS-K 

respondents completed the verbal/reading and mathematical self-concept portions of 

the Self-Description Questionnaire II (Marsh 1992) in the spring of eighth grade. These 

ǎŎŀƭŜǎ ƛƴŎƭǳŘŜŘ ƛǘŜƳǎ ƻƴ ǊŜǎǇƻƴŘŜƴǘǎΩ ǇŜǊŦƻǊƳŀƴŎŜ ƛƴ 9ƴƎƭƛǎƘ ŀƴŘ ƳŀǘƘŜƳŀǘƛŎǎ ŎƭŀǎǎŜǎΣ 

as well as their interest in and enjoyment of reading and mathematics. Each scale score 

ǊŜǇǊŜǎŜƴǘǎ ǘƘŜ ǊŜǎǇƻƴŘŜƴǘΩǎ ƳŜŀƴ ǊŀǘƛƴƎ ƻŦ ǘƘŜ ƛǘŜƳǎ ƛƴ ǘƘŜ ǎŎŀƭŜΣ ǿƛǘƘ Ǉƻǎǎƛōƭe ratings 

ƻŦ άм ς ƴƻǘ ŀǘ ŀƭƭ ǘǊǳŜέΣ άн ς ŀ ƭƛǘǘƭŜ ōƛǘ ǘǊǳŜέΣ άо ς Ƴƻǎǘƭȅ ǘǊǳŜέΣ ŀƴŘ άп ς ǾŜǊȅ ǘǊǳŜέΦ !ǎ 

with most questionnaire measures of social-emotional characteristics, the 

verbal/reading and mathematics self-concept distributions are positively skewed. 

LƴǘŜǊƴŀƭ ǊŜƭƛŀōƛƭƛǘȅΣ ŀǎ ƳŜŀǎǳǊŜŘ ōȅ /ǊƻƴōŀŎƘΩǎ ŀƭǇƘŀΣ ƛǎ ŀŎŎŜǇǘŀōƭŜ ŦƻǊ ōƻǘƘ ǎŎŀƭŜǎ ώʰverbal 

competence Ґ лΦтсΣ ʰmath competence = 0.89 (Tourangeau et. al 2009)]. 

 /ƘŀǇǘŜǊ рΩǎ ƪŜȅ ƛƴŘŜǇŜƴŘŜƴǘ ǾŀǊƛŀōƭŜǎ ƭŀǊƎŜƭȅ ƳƛǊǊƻǊ ǘƘƻǎŜ ƛƴŎƭǳŘŜŘ ƛƴ 

the prior analyseǎΦ DƛǾŜƴ ǘƘŜ ǇǊŜǎŜƴǘ ǎǘǳŘȅΩǎ ŀƛƳǎΣ ǘƘŜ Ƴƻǎǘ ƛƳǇƻǊǘŀƴǘ ǇǊŜŘƛŎǘƻǊǎ ƻŦ 

ŎƻƳǇŜǘŜƴŎŜ ŀǊŜ ŎƘƛƭŘǊŜƴΩǎ ǊŀŎŜκŜǘƘƴƛŎƛǘȅΣ ƴŀǘƛƻƴŀƭ ƻǊƛƎƛƴ ƎǊƻǳǇ ŀŦŦƛƭƛŀǘƛƻƴΣ ŀƴŘ ƳƻǘƘŜǊǎΩ 

ƴŀǘƛǾƛǘȅΦ Lƴ ŀŘŘƛǘƛƻƴΣ ǘƘŜ ƳƻŘŜƭǎ ƛƴŎƭǳŘŜ ƛƴŦƻǊƳŀǘƛƻƴ ŀōƻǳǘ ŎƘƛƭŘǊŜƴΩǎ ŦŀƳƛƭȅ {9{Σ ƎŜƴŘŜǊΣ 

and reading and mathematics ability, as well as their school racial and socioeconomic 
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composition and community immigrant context. Family SES, gender, school context, and 

community context variables appear in the same form in Chapters 4 and 5 (described 

above).  

CŀƳƛƭȅ ǎƻŎƛƻŜŎƻƴƻƳƛŎ ǎǘŀǘǳǎ ƛǎ ŀ ŎŀƴŘƛŘŀǘŜ ǘƻ ƛƴŦƭǳŜƴŎŜ ŀŘƻƭŜǎŎŜƴǘǎΩ ŀŎŀŘŜƳƛŎ 

self-concepts, and to mediate the influence of race/ethnicity and generational status as 

well. Prior research indicates that the association between family SES and self-concept 

generally ranges from zero to a modest positive relationship (Marsh and Parker 1984). 

Children construct their academic self-concepts with respect to external frames of 

reference, encountered through interactions with family members, peers, and teachers 

(MaǊǎƘ мфусΣ {ƪŀŀƭǾƛƪ ŀƴŘ wŀƴƪƛƴ мффрύΦ ¢ƻ ǘƘŜ ŜȄǘŜƴǘ ǘƘŀǘ ŀƴ ƛƴŘƛǾƛŘǳŀƭΩǎ ǎƻŎƛŀƭ 

comparisons and the evaluations offered by significant others are colored by his or her 

socioeconomic background, SES can be expected to be positively associated with 

measures of academic self-concept.   

Gender is also expected to demonstrate an association with academic self-

ŎƻƴŎŜǇǘΦ IŀǘǘƛŜΩǎ όмффнύ meta-analysis of research on gender differences in self-concept 

indicates that gender is significantly associated with domain-specific academic self-

concept. The study found a consistent pattern of higher levels of perceived mathematics 

competence among boys and higher levels of perceived verbal competence among girls. 

I hypothesize that the same relationships will hold in the present study. 

Academic ability is included in the multilevel models as a potential mediator of 

the relationship between the demographic variables of interest and academic self-
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concept. A portion of academic self-concept may be attributable to academic ability25. In 

order for the analysis of associations among race/ethnicity, national origin, generational 

status and academic self-concept to be conceptually distinct from the previously 

reported analyses of academic ability, ability must be disentangled from the self-

concept construct.  

Theory suggests that academic performance and academic self-concept are 

ǊŜŎƛǇǊƻŎŀƭƭȅ ǊŜƭŀǘŜŘΣ ǿƛǘƘ ŀƴ ƛƴŘƛǾƛŘǳŀƭΩǎ ǇŜǊŦƻǊƳŀƴŎŜ ŀǘ ƻƴŜ ǘƛƳŜ Ǉƻƛƴǘ ǎƘŀǇƛƴƎ Ƙƛǎ ƻǊ 

her academic self-concept at a later time, which in turn influences subsequent 

performance, and so on (Skaalvik and Hagtvet 1990). Fall-of-kindergarten academic 

ability, as opposed to a measure drawn from one of the later waves of data collection, is 

used as the indicator of academic ability because it is the most exogenous with respect 

to the reciprocal process of achievement, evaluation, and self-concept formation that 

occurs as children progress through school. Having received little feedback on their 

academic performance upon which to base their academic self-concepts, new 

kinŘŜǊƎŀǊǘŜƴŜǊǎΩ ǊŜŀŘƛƴƎ ŀƴŘ ƳŀǘƘŜƳŀǘƛŎǎ ŀōƛƭƛǘȅ ǘŜǎǘ ǎŎƻǊŜǎ ǎƘƻǳƭŘ ōŜ ƭŜǎǎ ǎǘǊƻƴƎƭȅ 

influenced by the same underlying construct tapped by their self-concept scores in 

eighth grade than ability measures obtained after children have accrued more schooling 

experience. Thus, a unidirectional effect from kindergarten academic ability test score 

to eighth grade academic self-concept can be inferred with more confidence than, for 

                                                           
25

 A meta-analysis of 128 studies examining the link between self-perceptions and academic achievement 
(Hansford and Hattie 1982) found an average correlation of 0.21 between academic self-concept and 
academic achievement.  
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example a unidirectional effect of fifth grade ability test score on eighth grade self-

concept26.  

   

Methods 

Chapter 3 Methods 

Chapter 3 consists of two analyses. The first analysis is strictly descriptive, and is 

intended to document patterns of school readiness variation across racial/ethnic, 

national origin, and generational status groups. The key comparisons in this section are 

between the children and foreign- and native-born mothers within racial/ethnic and 

national origin categories. The analysis involves the calculation of the proportion of each 

ǎŜƎƳŜƴǘ ƻŦ ǘƘŜ ǇƻǇǳƭŀǘƛƻƴ ǘƘŀǘ ƛǎ ΨǳƴǊŜŀŘȅΩ ŦƻǊ ǎŎƘƻƻƭ ŀƭƻƴƎ ŜŀŎƘ ǇǊŜǾƛƻǳǎƭȅ ŘŜǎŎǊƛōŜŘ 

readiness dimension, and tests the statistical significance of foreign-born/native-born 

mother differences within each group. 

The second phase of the Chapter 3 data analysis employs a random-effects 

logistic ǊŜƎǊŜǎǎƛƻƴ ŦǊŀƳŜǿƻǊƪ ǘƻ ŜǎǘƛƳŀǘŜ ŎƘƛƭŘǊŜƴΩǎ ƻŘŘǎ ƻŦ ōŜƛƴƎ ǳƴǊŜŀŘȅ ǘƻ ƭŜŀǊƴ ŀǘ 

kindergarten entry. This multilevel regression approach adjusts standard error estimates 

to reflect the clustering of students within common geographical locations.  

The random-effects logit model makes comparisons within clusters (in this case, 

schools) as opposed to calculating population-average estimates. This difference can be 

subtle. For example, the random-ŜŦŦŜŎǘǎ ƭƻƎƛǘ ƳƻŘŜƭ Ŏŀƴ ŀƴǎǿŜǊ ǘƘŜ ǉǳŜǎǘƛƻƴΣ άLǎ ŀ ŎƘƛƭŘ 

                                                           
26

 Endogeneity bias in this case is further mitigated by evidence suggesting that academic self-concept has 
not yet been crystallized into a stable trait when children are kindergarten-aged (Marsh 1993). Self-
concept (as measured in eighth grade) cannot cause kindergarten academic ability score because it has 
not yet been developed among kindergarteners.  
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with lower-than-average family SES more likely to experience literacy unreadiness than 

a child with average family SES who attends the same schoolΚέΣ ǿƘƛƭŜ ƭƻƎƛǘ ƳƻŘŜƭǎ ǘƘŀǘ 

Řƻ ƴƻǘ ŀŎŎƻǳƴǘ ŦƻǊ ŎƭǳǎǘŜǊƛƴƎ ŀƴǎǿŜǊ ǘƘŜ ǉǳŜǎǘƛƻƴΣ άLǎ ǘƘŜ population-average child with 

lower-than-average family SES more likely to experience literacy unreadiness than the 

population average ŎƘƛƭŘ ǿƛǘƘ ŀǾŜǊŀƎŜ ŦŀƳƛƭȅ {9{Κέ A random-effects model can be 

extended to estimate school-specific effects and the variation across schools in the 

magnitude of these effects. However, no level-2 contextual effects are explicitly 

modeled in Chapter 3. 

 The random-effects logit modeled can be specified as 

 

 

 

where the predicted value of the outcome is transformed via the logit link to take on the 

value of the log-ƻŘŘǎ ƻŦ άǎǳŎŎŜǎǎέ όƛƴ ǘƘƛǎ ŎŀǎŜΣ ǳƴǊŜŀŘƛƴŜǎǎύΦ ²ƘŜƴ ǘƘŜ ǇǊƻōŀōƛƭƛǘȅ ƻŦ 

success is greater than 0.5, the odds are greater than 1.0 and the log-odds value is 

positive. When the probability of success is less than 0.5, the odds are less than 1.0 and 

the log-odds value is negative. The RE superscripts on the intercept and slope 

coefficients on the right side of the equation represent the school-level random effects 

associated with those model parameters. The random-effects logit models presented in 

Chapter о ǿŜǊŜ ŜǎǘƛƳŀǘŜŘ ǳǎƛƴƎ {ǘŀǘŀ млΩǎ xtlogit command. 
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Chapter 4 Methods 

The mixed-effects or multilevel model for change permits the researcher to 

simultaneously examine within- and between-person longitudinal change processes. In 

Chapter 4, the mixed-effŜŎǘǎ ƳƻŘŜƭ ŜǎǘƛƳŀǘŜǎ ŜŀŎƘ ŎƘƛƭŘΩǎ ǊŜŀŘƛƴƎ ŀƴŘ ƳŀǘƘ ŀōƛƭƛǘȅ 

growth from kindergarten entry through the spring of the eighth grade year while also 

ƛŘŜƴǘƛŦȅƛƴƎ ŀƴŘ άŜȄǇƭŀƛƴƛƴƎέ ǎȅǎǘŜƳŀǘƛŎ ǾŀǊƛŀǘƛƻƴ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ŀōƛƭƛǘȅ ǘǊŀƧŜŎǘƻǊƛŜǎΦ  

Various authors have presented their own unique expressions of the mixed-

effects model. Raudenbush and Bryk (2002) and Singer and Willett (2003) provide two 

of the most widely cited perspectives on mixed-effects modeling. These authors 

consider a single mixed-effects model to actually represent a collection of separate, 

hierarchically nested models. The model consists of a level-1 submodel, which estimates 

ŜŀŎƘ ƛƴŘƛǾƛŘǳŀƭΩǎ ƛƴƛǘƛŀƭ ǎǘŀǘǳǎ ŀƴŘ ǊŀǘŜ ƻŦ ŎƘŀƴƎŜΣ ŀƴŘ ŀ ƭŜǾŜƭ-2 submodel, which models 

between-person variation in growth trajectories. The models in Chapter 4 add a third 

level of analysis to the mixed-effects model, capturing community/school-level effects 

(i.e., the association between interindividual differences in test score growth and 

community and school demographic characteristics).  

They key attraction of the mixed-effects model lies in its powerful variance 

partitioning capabilities. In addition to fixed-effects parameters, which provide 

estimates of the statistical relationships between independent variables and changes in 

individual growth trajectories, the random effects, or stochastic portions of the model 

permit the researcher to identify and examine the sources of population heterogeneity 
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(i.e., within-individual, between-individual, and between-group) while estimating the 

degree to which this heterogeneity can be accounted for by a given set of predictors.   

The basic level-1 submodel can be expressed as 

Yijk = ̄ 0j Ҍ ˉ1i (TIMEijύ Ҍ ʶij 

where Yijk represents the outcome of interest (in this case, ability score) for child i, in 

school k, at time j expressed as a linear function of the child-specific time of assessment. 

Deviations from this linear trajectory are capǘǳǊŜŘ ōȅ ǘƘŜ ǊŀƴŘƻƳ ŜǊǊƻǊ ǘŜǊƳΣ ʶij. 

However, as demonstrated in the Appendix, a better approximation of test score growth 

is provided by a nonlinear, quadratic function. Thus, the basic level-1 submodel is 

expanded through the inclusion of a second, squared time variable, TIME2, yielding 

Yijk = ̄ 0j Ҍ ˉ1i (TIMEijύ Ҍ ˉ2i (TIME2
ijύ Ҍ ʶij 

The level-2 submodel captures population processes that produce interindividual 

variation in growth trajectories. As such, the outcomes of the level-2 submodel 

equations are themselves parameters of the level-1 submodel. Thus, the level-2 

submodel models the extent to which the level-1 parameters vary as a function of time-

invariant, person-specific characteristics (i.e., fixed effects) and their associated random 

effects. The level-2 submodel can be expressed as 

0̄j = ̡ 00 Ҍ ʲ 01 Xi + r0i 

1̄i = ̡  10 Ҍ ʲ 11 Xi + r1i 

2̄i = ̡  20 Ҍ ʲ 21 Xi + r2i 

In this example of the level-н ǎǳōƳƻŘŜƭΣ ŜŀŎƘ ŎƘƛƭŘΩǎ ƛƴǘŜǊŎŜǇǘΣ ˉ0j, as well as both 

ƎǊƻǿǘƘ ǇŀǊŀƳŜǘŜǊǎΣ ˉ1i  and 2̄i, are expressed as functions of a population-average 
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intercŜǇǘ Ǉƭǳǎ ŀ ǎƭƻǇŜ ǇŀǊŀƳŜǘŜǊ όʲ 01,  ̡ 11, ŀƴŘ ʲ 21) associated with a child-level 

covariate. Each equation also contains a person-specific residual, ri, which captures 

individual variation around the population average for each estimated level-1 

parameter. The population variances of these residuals reflect the unexplained 

heterogeneity in level-1 intercepts and slopes, conditional on the presence of the level-2 

predictor(s).  

 Just as the outcomes of the level-2 submodel equations are level-1 submodel 

parameters, the outcomes of the level-3 submodel equations are components of the 

level-2 submodel. A simple expression of the level-3 submodel includes direct effects of 

community predictors, though it is fairly straightforward to estimate cross-level 

interactions (i.e., terms that allow the effects of level-3 covariates to vary according to 

values of level-н ŎƻǾŀǊƛŀǘŜǎύΦ ¢Ƙƛǎ ΨƳŀƛƴ ŜŦŦŜŎǘǎ-ƻƴƭȅΩ ǎǇŜŎƛŦƛŎŀǘƛƻƴ ƻŦ ǘƘŜ ƭŜǾŜƭ-3 

submodel yields 

 ̡00 = ɹ 000 Ҍ ʴ001 Sk + u00k 

 ̡10 = ɹ 100 Ҍ ʴ101 Sk + u10k 

 ̡20 = ɹ 200 Ҍ ʴ201 Sk + u20k 

where the constant term in each level-2 equation is a function of an intercept and a 

slope parameter associated with a school/community-level covariate as well as a 

school/community-specific residual, uk. Just as the variances of the level-2 residuals 

captured population heterogeneity between individuals, the level-3 conditional residual 

variances reflect unexplained between-community heterogeneity in individual growth 

trajectories.  
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 While it is helpful to present the mixed-effects model as a series of separate 

submodels, each of which comprises multiple equations, these separate equations are 

estimated simultaneously in the actual mixed-effects model. Most popular statistical 

software packages such as SAS and Stata are capable of estimating these models. In 

addition, purpose-built multilevel modeling software such as HLM exists. Stata is 

arguably more flexible and computationally transparent than HLM, but it is also a more 

memory-expensive program, and thus runs the maximum likelihood estimator much 

less efficiently on all but the most up-to-date, powerful computers. Due to this 

limitation, the mixed-effects models presented in this chapter are estimated using HLM 

6.0, which, while a bit less friendly to its users, runs more efficiently than Stata. 

 When applied to large samples such as the ECLS-K, maximum likelihood 

estimates are asymptotically unbiased, asymptotically normally distributed, and 

asymptotically efficient (Singer and Willett 2003). These characteristics mean that, 

through its iterative process of maximizing the log-likelihood function for all model 

parameters, the maximum likelihood estimator converges on the unknown population 

ǇŀǊŀƳŜǘŜǊǎΩ ǘǊǳŜ ǾŀƭǳŜǎ ŀƴŘ ȅƛŜƭŘǎ ŜŦŦƛŎƛŜƴǘ όƛΦŜΦΣ ǎƳŀƭƭΣ ǊŜƭŀǘƛǾŜ ǘƻ ƻǘƘŜǊ ŜǎǘƛƳŀǘƻǊǎύ 

standard error estimates.  

Two variants of maximum likelihood estimators exist: full and restricted 

maximum likelihood. While the evidence generally suggests that, with large samples, 

the two methods do not provide appreciably different parameter or standard error 

estimates (Kreft and de Leeuw 1998), one area in which the methods do differ is in the 

availability and interpretation of goodness-of-fit tests. Fit statistics for restricted 
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maximum likelihood models can only be used to compare the stochastic portions of two 

models. Further, the restricted maximum likelihood models being compared must have 

identical fixed-effects specifications. However, any two models estimated using 

maximum likelihood estimation may be compared, and the goodness of fit statistics 

provide a comparison of overall model fit, not just differences in the random effects 

portion of the model. With these advantages in mind, the models presented here are 

estimated using the full maximum likelihood estimator.  

 

Chapter 5 

The analyses of verbal/reading and mathematics self-concept presented in Chapter 5 

are based on two-level random-effects models. These multilevel models are similar to 

those presented in Chapter 3, although they predict outcomes along a continuous scale 

using an identity link function (i.e., a non-transformed outcome). The Chapter 5 models 

also differ from those presented in Chapter 3 due to their explicit modeling of 

school/community-level contextual effects.  

Expressed as concurrent submodels in the same manner as the mixed-effects 

model above, the level-1 random-effects submodel is: 

Yij = ̄ 0j Ҍ ˉ1j X1ijΣ Φ Φ Φ Σ ˉni Xnij  Ҍ ʶij 

where Yij represents the outcome (predicted academic self-concept) for child i in school 

jΣ ˉ0j represents the school-specific intercept (i.e., conditional school-mean competence 

score), X1ij, . . . , Xnij represents the vector of level-1 (child/family-ƭŜǾŜƭύ ŎƻǾŀǊƛŀǘŜǎΣ ŀƴŘ ʶij 

represents the random effect associated with child i in school j (i.e., the between-child, 



68 

 

 

 

within-school effect, the variance of which represents unexplained residual variance 

between children after taking X1ij, . . . , Xnij into account).  

 The level-2 submodel describes between-school/community differences in 

ŎƘƛƭŘǊŜƴΩǎ ǇŜǊŎŜƛǾŜŘ ŀŎŀŘŜƳƛŎ ŎƻƳǇŜǘŜƴŎŜΦ ¢ƘŜ ƻǳǘŎƻƳŜǎ ƻŦ ǘƘŜ ƭŜǾŜƭ-2 submodel are 

the level-м ƳƻŘŜƭ ǇŀǊŀƳŜǘŜǊǎΣ ǎƻ ǘƘŀǘ ŜŀŎƘ ŎƘƛƭŘΩǎ Ǉredicted self-perceived competence 

score is modeled as a child-specific deviation from a school/community-specific 

intercept and vector of slope parameters. The level-2 submodel can be expressed as 

0̄j = ̡ 00 Ҍ ʲ 01 Sj + r0j 

1̄j = ̡  10 Ҍ ʲ 11 Sj + r1j 

n̄j = ̡  n0 Ҍ ʲ n1 Sj + rnj 

ǿƘŜǊŜ ʲ00 represents the adjusted mean competence in schools/communities with 

scores of zero on covariate Sj Σ ʲ 01 represents the effect of covariate Sj on school-mean 

competence, r0j represents the between-school residual in mean self-perceived 

ŎƻƳǇŜǘŜƴŎŜΣ ʲ 10Σ  Φ Φ Φ Σ ʲ n0 represent the pooled within-school/community regression 

coefficients for level-1 covariates X1ij, . . . , XnijΣ ʲ 11Σ  Φ Φ Φ Σ ʲ n1 represent level-2 covariate 

effects on level-1 regression coefficients27, and r 1j,  . . . , r nj represent between-school 

random effects on the respective level-1 slope coefficients.  

                                                           
27

 This statistical relationship is probably most easily understood as a form of moderation. The coefficients 

 ̡11Σ  Φ Φ Φ Σ ʲ n1 ŀǊŜ ƻŦǘŜƴ ǘŜǊƳŜŘ άŎǊƻǎǎ-ƭŜǾŜƭ ƛƴǘŜǊŀŎǘƛƻƴǎέΣ ŀǎ ǘƘŜȅ ǊŜǇǊŜǎŜƴǘ ƳƻŘŜǊŀǘƛƻƴ ƻŦ ŎƘƛƭŘ-level 
effects by school-level variables.  
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 These two-level random-effects models are easily and efficiently estimated in 

Stata 10 via the xtreg command and the mle estimator specification, which invokes the 

maximum-likelihood estimator28. 

 

A Note on ECLS-K Sampling Weights 

The ECLS-K data files include several different specifications of probability weights with 

each wave of data. These weights were designed by NCES specifically to compensate for 

ŎƘƛƭŘǊŜƴΩǎ ŘƛŦŦŜǊŜƴǘƛŀƭ ǎŜƭŜŎǘƛƻƴ ǇǊƻōŀōƛƭƛǘƛŜǎ ŀƴŘ ǘƻ ŀŘƧǳǎǘ ŦƻǊ ǘƘŜ ŜŦŦŜŎǘǎ ƻŦ ƴƻƴǊŜǎǇƻƴǎŜ 

(Tourangeau et. al 2009). Including the appropriate weights is necessary for analyses to 

reflect the population proportions represented in the original sampling design. By 

including these weights in the analyses reported in the present study, I ensure that 

longitudinal analyses and analyses of data obtained in later waves of collection, when 

sample sizes had been reduced, can have the same field of generalizability as analyses of 

the ECLS-YΩǎ ƻǊƛƎƛƴŀƭ ƴŀǘƛƻƴŀƭƭȅ ǊŜǇǊŜǎŜƴǘŀǘƛǾŜ ǎŀƳǇƭŜΦ Lƴ /ƘŀǇǘŜǊ оΣ L ǳǎŜŘ ǘƘŜ 9/[{-YΩǎ 

base year child weight, which adjusts for within-school selection probability and non-

response (Tourangeau et al. 2009). In Chapters 4 and 5 I used the eighth grade 

longitudinal child weight, which adjusts for selection probability, non-response, and 

sample attrition.  

  

                                                           
28

 The generalized least squares (GLS) estimator is {ǘŀǘŀΩǎ Řefault. However, for the reasons discussed 
above, the maximum likelihood estimator is preferable.  
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Tables 

Table 2.1 

 

  

Fall-K 19,684

Spring-K 20,578

Spring-1st 17,324

Spring-3rd 15,305

Spring-5th 11,820

Spring-8th 9,725

Number of Respondents in the ECLS-K 

Sample by Data Collection Round

Source: Tourangeau et. al (2009)
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Lowest Quintile 

(Unready)

Remaining 80% of 

Students

Overall Mean 

Proficiency Probability

Letter Recognition 0.12 0.88 0.73

Beginning Sounds 0.01 0.41 0.33

Ending Sounds 0.003 0.23 0.19

Sight Words 0.00 0.04 0.03

Table 2.2: Reading Proficiency Probabilities by 'Unreadiness' Status
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CHAPTER 3 

Generational Status Differentials in ChildǊŜƴΩǎ {ŎƘƻƻƭ wŜŀŘƛƴŜǎǎΥ 
 

Examining the Roles of Race/Ethnicity and Country of Origin  

 

Introduction 

School readiness, and inequality therein, has garnered increasing attention among 

researchers and policy makers interested in understanding and, ultimately, mitigating 

educational inequality. The topic of school readiness has generated recent edited 

volumes (e.g., Booth and Crouter 2008, Pianta, Cox, and Snow 2007), policy reports 

(e.g., Burkham and Lee 2002), and dedicated special issues of research journals (e.g., 

The Future of Children, vol. 15, no. 1, 2005). Much of this research has followed in the 

tradition of American sociology of education, focusing on white/minority and high/low-

SES comparisons. The present chapter contributes to the body of research of school 

readiness inequality by examining the roles played by generational status and immigrant 

country of origin in addition to race/ethnicity and socioeconomic status.  

 

The present chapter focuses on the following research questions: 

(1) How do children of racial/ethnic minority immigrant mothers compare to the 

children of native-born mothers in terms of their readiness to succeed in school?  
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(2) Which minority immigrant groups tend to arrive in the United States well-

prepared to achieve educational success, and which groups face the steepest 

disadvantages? 

(3) What factors explain school readiness differences between co-ethnic children of 

foreign- and native-born mothers?  

  

Descriptive Analysis 

Table 3.1 presents sample means or proportions for all control variables used in analysis 

for fourteen different racial/ethnic and generational status groups: non-Hispanic white 

children of foreign-born and native-born mothers, non-Hispanic black children of 

foreign-born and native-born mothers, Mexican children of foreign-born and native-

born mothers, Puerto Rican children of foreign-born and native-born mothers, Cuban 

children of foreign-born and native-born mothers, other Hispanic children of foreign-

born and native-born mothers, and Asian children of foreign-born and native-born 

mothers.  

 

[TABLE 3.1 HERE] 

 

A cursory comparison of the group means reported in Table 3.1 yields descriptive 

information about the influence of race/ethnicity and generational status on the life 

circumstances of children and their families. These descriptive statistics illustrate the 
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similarities and differences between each group with respect to important background 

characteristics that predict school unreadiness.  

Among non-Hispanic white children, those born to native-born mothers have 

greater access to resources than children of immigrant mothers. These advantages 

include higher average SES scores and higher family incomes. In addition, a lower 

proportion of this group is living in poverty and a greater proportion has a college-

educated mother or father. Finally, non-Hispanic white children with native-born 

mothers have more books in the home, greater access to a home computer, and higher 

levels of participation in sports and activities. Readers should keep in mind, though, that 

the differences between children with native- and foreign-born mothers are not always 

very large (e.g., Head Start attendance).   

The disparity between foreign-born and native born non-Hispanic white children 

is reversed among non-Hispanic black children and their families along several 

important measures of family context. Descriptive statistics suggest that black children 

of foreign-born mothers have higher average family SES and higher median family 

incomes. In addition, a smaller proportion of black children of foreign-born mothers live 

in poverty, and a higher proportion have fathers who attended college. However, a 

smaller proportion of black children of native-born mothers reside in central cities, and 

a higher proportion report performing arts activity participation. Along the remaining 

dimensions of family background, black children of foreign- and native-born mothers 

ŘƛŦŦŜǊ ƻƴƭȅ ƳŀǊƎƛƴŀƭƭȅ ƻǊ ƴƻǘ ŀǘ ŀƭƭ όŜΦƎΦΣ ƴǳƳōŜǊ ƻŦ ōƻƻƪǎ ƛƴ ǘƘŜ ƘƻƳŜΣ ƳƻǘƘŜǊǎΩ ŎƻƭƭŜƎŜ 

attendance). 
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 Foreign-born/native-born mother differences among the Hispanic groups more 

closely resemble the pattern for non-Hispanic white families than black families. Among 

Mexican, Puerto Rican, and other Hispanic children, those with foreign-born mothers 

have lower family SES, lower median family income, and a higher proportion of families 

living in poverty than children of native-born mothers. Cubans vary somewhat from this 

pattern; children of foreign-born mothers live in lower-SES and lower income families, 

on average, than children of native-born mothers, but the proportion of children living 

in poverty is equal between generational status categories. This suggests that there may 

be more economic differentiation within the Cuban-American community than exists in 

other immigrant groups, which is consistent with findings from prior research (Portes 

and Zhou 1993; Wilson and Portes 1980). While third-plus generation Cubans are, on 

average, quite prosperous (their median family income is the highest of any group, 

along with third-plus generation Asians), 13 percent of children in this category still live 

in poverty. 

Within each Hispanic group, the proportion of children living in a central city is 

higher among those with foreign-born mothers. A smaller proportion of Hispanic 

children of foreign-born mothers have parents who attended college than their third-

plus generation counterparts as well. In general, Hispanic children of foreign-born 

mothers also possess fewer educational resources and lower levels of activity 

participation than children of native-born mothers, though this is not always the case 

(e.g., performing arts, sports/clubs, and educational trips participation among Puerto 

Ricans).    



76 

 

 

 

Within the Asian category, children of foreign-born mothers demonstrate lower 

average family SES, lower median family income, and a higher proportion of families in 

poverty. In addition, Asian children of foreign-born mothers more frequently live in a 

central city, have access to fewer books in the home, and a smaller proportion of their 

mothers and fathers attend college. It is interesting to note, however, that despite 

facing multiple socioeconomic disadvantages, Asian children in families with foreign-

born mothers have only slightly lower levels of home computer access and activity 

participation than Asian children of native-born mothers. This finding is in line with prior 

research on Asian immigrant families indicating a strong parental commitment to and 

ƛƴǾƻƭǾŜƳŜƴǘ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ŜŘǳŎŀǘƛƻƴŀƭ ŘŜǾŜƭƻǇƳŜƴǘ όŜΦƎΦΣ ½Ƙƻǳ ŀƴŘ .ŀƴƪǎǘƻƴ мффпύΦ In 

the next section, I focus attention on school readiness differences between and within 

racial/ethnic and national origin groups. With these initial learning gaps identified, the 

focus will turn to examining the extent to which between- and within-group school 

readiness inequalities can be explained by the family background characteristics 

discussed above.  

  

Examining School Readiness Differentials 

Figures 3.1 through 3.4 present the proportion of children in each racial/ethnic and 

ƴŀǘƛƻƴŀƭ ƻǊƛƎƛƴ ƎǊƻǳǇ ŎƭŀǎǎƛŦƛŜŘ ŀǎ ΨǳƴǊŜŀŘȅΩ ŀƭƻƴƎ ŜŀŎƘ dimension of unreadiness: 

literacy, numeracy, general knowledge, and approaches to learning. T-tests of mean 

unreadiness differences between children of foreign- and native-born mothers within 
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each group were conducted; asterisks following group names indicate statistically 

significant differences29.  

 

[FIGURES 3.1 ς 3.4 HERE] 

 

In terms of literacy readiness (Figure 3.1), Mexican, Puerto Rican, and other 

Hispanic children of foreign-born mothers are at a particular disadvantage, with two 

thirds of Mexican, over half of Puerto Rican, and 39 percent of other Hispanic children of 

foreign-born mothers falling in the bottom quintile of ECLS-K students in reading test 

scores. The foreign-born/native-born mother gaps in literacy unreadiness are quite large 

for Mexican, Puerto Rican, and other Hispanic children, as the unreadiness proportion 

drops to approximately 29 percent among Mexican and Puerto Rican children of native-

born mothers and 21 percent among other Hispanic children of native-born mothers. 

Non-Hispanic white children also demonstrate a significant advantage among the 

children of native-born mothers, although the actual gap between non-Hispanic white 

children with foreign-born and native born mothers is substantively quite small.  

Non-Hispanic black children do not demonstrate literacy unreadiness differences 

between the children of foreign- and native-born mothers. Nonetheless, a smaller 

proportion of black versus Hispanic children of foreign-born mothers exhibit literacy 

unreadiness, while a slightly greater proportion exhibit literacy unreadiness compared 

to non-Hispanic white and Asian children of foreign-born mothers.  

                                                           
29

 Two-tailed tests. *p<.05, **p <.01, *** p<.001 
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While non-Hispanic white, Mexican, Puerto Rican, and other Hispanic children 

demonstrate more unreadiness among the children of foreign-born mothers, Asian 

children demonstrate significantly less unreadiness among the children of foreign-born 

parents relative those with native-born mothers. This finding is somewhat 

counterintuitive because Asians, like non-Hispanic white and Hispanic children, 

demonstrate family background disadvantages among the children of foreign-born 

mothers. However, this material disadvantage does not result in higher levels of literacy 

unreadiness among Asian children of foreign-born mothers.  

Asian children of foreign-born mothers not only have lower levels of unreadiness 

than those with native-born mothers, they demonstrate the lowest level of literacy 

unreadiness of any group in the study. It would be inaccurate to portray Asian children 

of foreign-born mothers as disadvantaged relative to the entire population of 

kindergarten-aged children. In terms of their family SES and parental college 

attendance, Asian children of foreign-born mothers appear to be the most advantaged 

first/second generation group, and enjoy more favorable circumstances than black, 

Mexican, Puerto Rican, or other Hispanic children of native-born parents as well. Still, 

first/second generation Asian children do face obstacles such as a relatively high 

proportion of children living in poverty and relatively few books in the home, in addition 

to unmeasured challenges associated with immigration. Yet these children have lower 

levels of literacy unreadiness than the most advantaged group in study (in terms of the 

indicators reported in Table 3.1): Asian children of native-born mothers.  
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The patterns of unreadiness evident in the literacy dimension (Figure 3.1) are 

replicated in the numeracy dimension (Figure 3.2). As with literacy unreadiness, non-

Hispanic white, Cuban, and Asian children demonstrate the lowest levels of numeracy 

unreadiness, while a higher proportion of black, Mexican, Puerto Rican, and other 

Hispanic children are unready. Statistically significant disadvantages are evident among 

children of foreign-born mothers in the non-Hispanic white, Mexican, Puerto Rican, and 

other Hispanic categories, though these gaps tend to be smaller for numeracy 

unreadiness than literacy unreadiness as a result of less prevalent numeracy 

unreadiness than literacy unreadiness among the children of foreign-born mothers. As 

with literacy unreadiness, a smaller proportion of Asian children of foreign born mothers 

than native-born mothers demonstrate numeracy unreadiness: 13 percent of children 

with native-born mothers fall ƛƴ ǘƘŜ ΨǳƴǊŜŀŘȅΩ ŎŀǘŜƎƻǊȅ ŀƴŘ т ǇŜǊŎŜƴǘ of children with 

foreign-born mothers are classified as such.   

The foreign-born school readiness decrement is particularly conspicuous in the 

general knowledge domain, in which higher proportions of Mexican, Puerto Rican, and 

other Hispanic children of foreign-born mothers demonstrate unreadiness than their co-

ethnic counterparts with native-born mothers (Figure 3.3). Non-Hispanic white children 

also demonstrate a significant general knowledge readiness disadvantage among the 

children of foreign-born mothers, though the gap is narrower and the overall levels 

lower than those of the aforementioned groups.  

As in the previously discussed dimensions of school readiness, non-Hispanic 

black and Cuban children do not demonstrate evidence of foreign-born/native-born 
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ƳƻǘƘŜǊ ƎŜƴŜǊŀƭ ƪƴƻǿƭŜŘƎŜ ǊŜŀŘƛƴŜǎǎ ƛƴŜǉǳŀƭƛǘȅΦ ²ƘƛƭŜ /ǳōŀƴ ŎƘƛƭŘǊŜƴΩǎ ǳƴǊŜŀŘƛƴŜǎǎ 

levels in literacy, numeracy, and general knowledge appear to vary by generational 

status, the relatively small size of the Cuban sample (N = 62) results in inflated standard 

error estimates when conducting significance tests of mean generational status 

differences, making rejection of the null hypothesis improbable.  

Unlike the literacy and numeracy dimensions of school readiness, general 

knowledge readiness favors Asian children of native-born mothers over their 

counterparts with foreign-born mothers. Among Asians, 11 percent of children with 

native-ōƻǊƴ ƳƻǘƘŜǊǎ ŀǊŜ ŎƻŘŜŘ ΨǳƴǊŜŀŘȅΩ ƻƴ ƎŜƴŜǊŀƭ ƪƴƻǿƭŜŘƎŜΣ ǿƘƛƭŜ нр ǇŜǊŎŜƴǘ ƻŦ 

those with foreign-born mothers are categorized as such. Asian immigrant families, it 

would seem, are better able to facilitate resilience to immigration-related disadvantages 

ƛƴ ǘŜǊƳǎ ƻŦ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴΩǎ ǇǊŜ-reading and mathematics skills than in their knowledge 

of the physical and social world, as measured by the ECLS-YΩǎ ƎŜƴŜǊŀƭ ƪƴƻǿƭŜŘƎŜ 

battery.    

Aside from a small, statistically significant difference among non-Hispanic white 

children, there are no appreciable or statistically significant foreign-born/native-born 

mother differences in behavioral school unreadiness, as measured by teacher-reported 

approaches to learning (Figure 3.4).  A distinct pattern of unreadiness across groups is 

also difficult to identify, as there appears to be relatively little variation in behavioral 

school readiness associated with race/ethnicity and national origin.   
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Explaining School Readiness Differentials 

¢ŀōƭŜ оΦн ǇǊŜǎŜƴǘǎ ǘƘŜ ǊŜǎǳƭǘǎ ƻŦ ǊŀƴŘƻƳ ŜŦŦŜŎǘǎ ƭƻƎƛǘ ƳƻŘŜƭǎ ŜǎǘƛƳŀǘƛƴƎ ǎǘǳŘŜƴǘǎΩ ƻŘŘǎ 

of unreadiness in each performance domain relative to non-Hispanic white children of 

native-born mothers. These models provide estimates of the extent to which the 

racial/ethnic group disparities evident in Figures 3.1 through 3.4 can be accounted for 

ōȅ ŎƘƛƭŘǊŜƴΩǎ ōŀŎƪƎǊƻǳƴŘ ŎƘŀǊŀŎǘŜǊƛǎǘƛŎǎΦ aƻŘŜƭǎ ŦƻǊ ŜŀŎƘ ƻŦ ǘƘŜ ŦƻǳǊ ƻǳǘŎƻƳŜǎ 

presented in Table 3.2 were constructed using the Akaike information criterion (AIC), 

Bayesian information criterion (BIC), and log-likelihood to maximize model fit. The 

specific set of covariates differs between models, as the inclusion of a given variable 

may have improved the model fit for one outcome without contributing to the model fit 

for another.  

 Table 3.2 presents two models for each outcome. Model 1 includes only 

race/ethnicity, national origin, and generational status as predictors of unreadiness, 

giving an overall picture of between-group differences that replicates findings presented 

in Figures 3.1 ς 3.4. Model 2 controls for a set of child and family background variables, 

thereby presenting a conditional likelihood of unreadiness for children from each group. 

Table 3.2 only reports the results of models with non-Hispanic white children of 

American-born mothers as the reference category. However, additional models were 

estimated in which children of native-born mothers from each racial/ethnic and national 

origin group were set as the reference categories, allowing for within-group foreign-

born/native-born comparisons. Where children of foreign-born and native-born 
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mothers from the same racial/ethnic group were statistically different from one another 

(p < .05, two-tailed), this difference is indicated by italicized odds ratios.  

 

[TABLE 3.2 HERE] 

 

The results from Model 1 for each school unreadiness outcome mirror the 

informal comparisons drawn from Figures 3.1 through 3.4. According to Model 1, black 

and Hispanic children (except Cubans) tend to demonstrate higher odds of unreadiness 

than non-Hispanic white children of native-born mothers in literacy, numeracy, and 

general knowledge. Additionally, black and Mexican children in both generational status 

categories and Puerto Rican children of native-born mothers have higher odds of 

behavioral unreadiness than non-Hispanic white children of native-born mothers.  Asian 

children of native-born mothers tend not to differ significantly from non-Hispanic white 

children of native-born mothers, while Asian children of foreign-born mothers have 

significantly lower odds of unreadiness in numeracy and higher odds of unreadiness in 

general knowledge than non-Hispanic white children of native-born mothers.   

Modeƭ мΩǎ ǿƛǘƘƛƴ-group comparisons also tend to reflect the patterns evident in 

Figures 3.1 through 3.4.  Non-Hispanic white children of foreign-born mothers have 

higher odds of unreadiness than white children of native-born mothers in the general 

knowledge and approaches to learning domains. Mexican, Puerto Rican, and other 

Hispanic children of foreign-born mothers are disadvantaged relative to third-plus 

generation co-ethnic children in literacy, numeracy, and general knowledge readiness. 
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Consistent with Figures 3.1-3.4, Asian children demonstrate a significant school 

readiness advantage among the children of foreign-born mothers in the literacy and 

numeracy dimensions, but a native-born mother advantage in general knowledge 

readiness. Black and Cuban childrenΩǎ ƭƛƪŜƭƛƘƻƻŘ ƻŦ ǎŎƘƻƻƭ ǳƴǊŜŀŘƛƴŜǎǎ does not differ by 

ƳƻǘƘŜǊΩǎ ƴŀǘƛǾƛǘȅ ŀƭƻƴƎ ŀƴȅ ǊŜŀŘƛƴŜǎǎ ŘƛƳŜƴǎƛƻƴΦ 

Model 2 introduces additional covariates to each random-effects logit model. 

Results from these models indicate that a substantial portion of the racial/ethnic, 

national origin, and generational status differentials in school readiness evident in the 

unconditional models and Figures 3.1- 3.4 are accounted for by child gender and 

measures of family context.  

In terms of literacy, numeracy, and approaches to learning, boys are more likely 

than girls to be unready for school. The opposite relationship holds for unreadiness in 

general knowledge, where girls experience a disadvantage. Family socioeconomic status 

is a significant predictor of school unreadiness in all dimensions, with children from 

higher-SES backgrounds facing lower odds of unreadiness. Likewise, higher family 

income is associated with lower odds of unreadiness in all dimensions except behavior. 

Children from families below the federal poverty threshold have higher estimated odds 

of unreadiness in literacy, numeracy, and general knowledge. Parental education 

ŘŜƳƻƴǎǘǊŀǘŜǎ ŀƴ ŀǎǎƻŎƛŀǘƛƻƴ ǿƛǘƘ ŎƘƛƭŘǊŜƴΩǎ ƻŘŘǎ ƻŦ ǳƴǊŜŀŘƛƴŜǎǎΣ ǿƛǘƘ ŎƘƛƭŘǊŜƴ ƻŦ 

college-educated parents (mothers in particular) facing lower odds of unreadiness along 

each dimension in which the variables contributed to the model fit and were therefore 

included as covariates.  
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CŀƳƛƭƛŜǎΩ ŜŘǳŎŀǘƛƻƴŀƭ ǊŜǎƻǳǊŎŜǎ ŀƴŘ ŀŎǘƛǾƛǘƛŜǎ ŀǊŜ ŀǎǎƻŎƛŀǘŜŘ ǿƛǘƘ ƭƻǿŜǊ ƻŘŘǎ ƻŦ 

school unreadiness, as the number of books in the home, the presence of a home 

ŎƻƳǇǳǘŜǊΣ ŀƴŘ ŎƘƛƭŘǊŜƴΩǎ ǇŀǊǘƛŎƛǇŀǘƛƻƴ ƛƴ ŜƴǊƛŎƘƳŜƴǘ ŀŎǘƛǾƛǘƛŜǎΦ 5ŜǎǇƛǘŜ ōŜƛƴƎ ŀƴ 

ƛƴǘŜǊǾŜƴǘƛƻƴ ŀƛƳŜŘ ǎǇŜŎƛŦƛŎŀƭƭȅ ŀǘ ƛƳǇǊƻǾƛƴƎ ŎƘƛƭŘǊŜƴΩǎ ǎŎƘƻƻƭ ǊŜŀŘƛƴŜǎǎ ǎƪƛƭƭǎΣ IŜŀŘ {ǘŀǊǘ 

attendance is associated with increased likelihood of unreadiness in numeracy and 

behavior, and was not a predictor of unreadiness in literacy or general knowledge. One 

interpretation of this finding is that the present statistical models do not sufficiently 

account for selection bias resulting from the fact that Head Start programs serve an 

educationally disadvantaged population.  

Controlling for this array of child and family background variables, the results of 

aƻŘŜƭ н ǇƻǊǘǊŀȅ ǇŀǊǘƛŀƭƭȅ ŘƛƳƛƴƛǎƘŜŘ ǊŜƭŀǘƛƻƴǎƘƛǇǎ ŀƳƻƴƎ ǊŀŎŜκŜǘƘƴƛŎƛǘȅΣ ƳƻǘƘŜǊΩs 

nativity, and school readiness relative to those revealed in the unconditional 

comparisons (Figures 3.1-3.4 and Models 1 in Table 3.2)Φ hƴŎŜ ŎƘƛƭŘǊŜƴΩǎ odds of 

unreadiness are adjusted for family resources and gender, the gap between non-

Hispanic white and black children is largely explained and no longer statistically 

significant, and the gaps in numeracy, general knowledge, and behavior unreadiness are 

all substantially reduced.  

Gaps between Mexican and non-Hispanic white students are reduced in literacy, 

numeracy, and general knowledge unreadiness, and are almost fully explained and no 

longer statistically significant in the behavior dimension.  

Unreadiness differences between Puerto Rican and non-Hispanic white children 

of native-born mothers are partially explained for literacy, numeracy general 
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knowledge, and behavior, with only the literacy readiness gap remaining statistically 

significant. For Puerto Rican children of foreign-born mothers, the disadvantages 

relative to non-Hispanic white children are partially explained for literacy, numeracy, 

and general knowledge unreadiness but are still statistically significant. Other Hispanic 

children of native-born mothers no longer significantly differ from non-Hispanic white 

children of native-born mothers in their likelihood of literacy or numeracy unreadiness 

after the addition of additional covariates, and the gap in odds of general knowledge 

unreadiness is reduced by 14 percent.  

In contrast to the groups discussed above, for whom the inclusion of family 

background measures decreases their predicted difference from non-Hispanic white 

children of native-born mothers, Asian children of foreign-born mothers demonstrate 

greater predicted differences from non-Hispanic whites in literacy and numeracy 

unreadiness in Model 2Φ ¢Ƙŀǘ ƛǎΣ ŀŦǘŜǊ ŀŘƧǳǎǘƛƴƎ ǘƘŜǎŜ ŎƘƛƭŘǊŜƴΩǎ ŜǎǘƛƳŀǘŜŘ ƻŘŘǎ ƻŦ 

unreadiness for their generally disadvantageous family backgrounds, they have lower 

predicted odds of unreadiness than non-Hispanic white children (71 percent lower for 

literacy and 66 percent lower for numeracy).  

Even before accounting for family background differences, Asian children of 

immigrant mothers had a lower likelihood of experiencing numeracy unreadiness than 

non-Hispanic white children of native-born mothers. Controlling for family background 

magnifies this difference. This finding highlights the resilience to socioeconomic 

disadvantage demonstrated by Asian immigrant families, who appear quite successful in 

preparing their children to begin school in terms of their literacy and numeracy skills. 
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With respect to the general knowledge domain, in which Asian children of foreign-born 

mothers possess higher predicted odds of unreadiness than non-Hispanic white children 

of native-born mothers, the inclusion of family background controls narrows, but does 

not completely explain the gap.  

Measures of family background introduced in Model 2 are more effective in 

explaining foreign-born/native-born mother differences in some groups than others. 

Among non-Hispanic white children, the unconditional model predicted increased odds 

of general knowledge and behavior unreadiness among children of foreign-born 

mothers. The inclusion of additional covariates in Model 2 accounts for these 

differences. For Mexican and Puerto Rican children, family background measures largely 

explain foreign-born/native-born mother gaps in numeracy unreadiness, but children of 

foreign-born mothers continue to demonstrate disadvantages in literacy and general 

knowledge domains of school readiness. Generational status differences among other 

Hispanic children are reduced to non-significance by family background in the literacy 

and numeracy domains, but not in the general knowledge domain. 

Among Asian children, controlling for family background characteristics increases 

the predicted difference between children of foreign-born and native-born mothers 

with respect to literacy and numeracy unreadiness. Children in the former group 

demonstrate lower predicted odds of unreadiness. In the general knowledge domain, 

there are no significant differences between children of foreign-born and native-born 

mothers in Model 2.  
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The final within-group comparison that changes between Models 1 and 2 can be 

observed in the general knowledge domain among non-Hispanic black children. In the 

unconditional model, black children with native- and foreign-born mothers are 

predicted to experience equivalent odds of general knowledge unreadiness. However, 

¢ŀōƭŜ оΦм ƛƭƭǳǎǘǊŀǘŜǎ ŎƘƛƭŘǊŜƴ ƻŦ ōƭŀŎƪ ƛƳƳƛƎǊŀƴǘ ƳƻǘƘŜǊǎΩ ǊŜƭŀǘƛǾŜ ŀŘǾŀƴǘŀƎŜ ŎƻƳǇŀǊŜŘ 

to children of native-born mothers (particularly along economic lines). Thus, one may 

expect lower odds of general knowledge unreadiness among black children of foreign-

born mothers, but the data do not bear this out.  Children of foreign-born mothers are 

more likely to exhibit general knowledge unreadiness compared to children of native 

born mothers.   

 

Discussion 

As a descriptive examination of school readiness differentials, this chapter highlights the 

wide variation in early academic experiences across racial/ethnic minority and 

generational status groups. It is impossible to draw broad, sweeping conclusions about 

ΨƳƛƴƻǊƛǘȅΩ ƻǊ ΨƎŜƴŜǊŀǘƛƻƴŀƭ ǎǘŀǘǳǎΩ ŜŦŦŜŎǘǎ ǿǊƛǘ ƭŀǊƎŜΤ race/ethnicity, national origin, and 

ƳƻǘƘŜǊΩǎ ƴŀǘƛǾƛǘȅ ƛƴǘŜǊŀŎǘ ǿƛǘƘ ƻƴŜ another to shape chiƭŘǊŜƴΩǎ ǎŎƘƻƻƭ ǊŜŀŘƛƴŜǎǎ 

outcomes. In addition to variation across groups, patterns of advantage and 

disadvantage shift depending on the dimension of readiness being measured.  

Of the four domains of school readiness examined in this chapter, early literacy 

skill is probably the most frequently implicated as a precursor to subsequent academic 

success (Hart and Risley 1995, Farkas and Beron 2004, Morgan et. al 2008).  In terms of 
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their raw literacy unreadiness levels, non-Hispanic black, Mexican, Puerto Rican, and 

Other Hispanic children are at particular risk, while Asian and Cuban children have 

statistically equivalent odds of unreadiness to those of non-Hispanic white children. For 

Mexican, Puerto Rican, and other Hispanic children, the odds of literacy unreadiness are 

much higher among the children of foreign-born mothers, yet Asian children of foreign-

born mothers have lower odds of literacy unreadiness than their counterparts with U.S.-

born mothers. Generational status does not differentiate non-Hispanic white, non-

IƛǎǇŀƴƛŎ ōƭŀŎƪΣ ƻǊ /ǳōŀƴ ŎƘƛƭŘǊŜƴΩǎ ƻŘŘǎ ƻŦ ǳƴǊŜŀŘƛƴŜǎǎΦ  

 According to the thirteen measures of family context reported in Table 3.1 and 

included in these analyses, non-Hispanic black, Mexican, Puerto Rican, and other 

Hispanic children tend to spend their early years in disadvantageous contexts relative to 

non-Hispanic white and Asian children. When the influence of these variables on literacy 

unreadiness is modeled, three major findings emerge. The first is that a substantial 

portion of the school readiness disadvantage exhibited by black, Mexican, Puerto Rican, 

and other Hispanic children is attributable to their less resource-rich home 

environments. The differences in odds of literacy unreadiness between non-Hispanic 

white children of native-born mothers and black children in both generational status 

categories and other Hispanic children of native-born mothers are largely explained by 

the measures of family context. The differences in odds of unreadiness for the other 

disadvantaged groups are all reduced by the inclusion of family background measures.  

The second major finding regarding literacy unreadiness involves foreign-

born/native-born mother differences within racial/ethnic and national origin groups. For 
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Mexican and Puerto Rican children, intra-ethnic generational status differences persist 

after the inclusion of family background measures in models. Family background 

measures largely account for the generational status difference in odds of literacy 

unreadiness among other Hispanic children, however.  

The final major finding revealed by the analysis of literacy unreadiness is that 

Asian children demonstrate a wholly different pattern of school readiness than non-

Hispanic black, Mexican, Puerto Rican or other Hispanic children. Rather than mitigating 

the unequal odds of unreadiness evident in Model 1, the family background measures 

introduced in Model 2 predict wider gaps in literacy unreadiness between Asian children 

of foreign-born mothers and white children of native-born mothers as well as greater 

inequality between Asian children of foreign- and native-born mothers. Furthermore, 

this inequality exists in the opposite direction of the inequality demonstrated by other 

racial/ethnic and national origin groups ς Asian children of foreign-born mothers are 

better-off than both their third-plus generation co-ethnics and non-Hispanic children of 

native-born mothers. The present analysis suggests than Asian immigrant families are 

able to foster literacy readiness in spite of their socioeconomic circumstances.  

While early mathematics skills have received somewhat less research attention 

than early literacy skills (e.g., Ginsburg and Russell 1981, Morgan, Farkas, and Wu in 

press), the present study indicates that children of different racial/ethnic, national 

origin, and generational statuses enter kindergarten with numeracy readiness levels 

that vary just as widely as literacy readiness. Moreover, patterns of inequality in 

childreƴΩǎ ƻŘŘǎ ƻŦ ƴǳƳŜǊŀŎȅ ǳƴǊŜŀŘƛƴŜǎǎ ǾŀǊȅ ŀƭƻƴƎ ǎƛƳƛƭŀǊ ƭƛƴŜǎΦ  



90 

 

 

 

Non-Hispanic black, Mexican, Puerto Rican, and other Hispanic children have 

elevated likelihoods of numeracy unreadiness compared to non-Hispanic white children 

of native-born mothers. Asian children of native-born mothers have comparable odds 

and those with foreign-born mothers have lower odds of numeracy unreadiness than 

non-Hispanic whites, however. Family context measures account for portions of these 

white/minority gaps for black and Mexican children in both generational status 

categories and Puerto Rican and other Hispanic children of foreign-born mothers. After 

including these measures in models, Puerto Rican and other Hispanic children of native-

born mothers have statistically equivalent predicted likelihoods of numeracy 

unreadiness to non-Hispanic white children.  

In the same way that controlling for family background measures increased the 

gap in predicted odds of literacy unreadiness between non-Hispanic white children of 

native-born mothers and Asian children of foreign-born mothers, Model 2 predicts even 

lower odds of unreadiness among Asian children of foreign-born mothers than the 

unconditional model (Model 1).  

Within-group foreign-born/native-born mother differences in numeracy 

unreadiness appear to be more strongly tied to family background than intra-group 

differences in literacy unreadiness. Family background characteristics largely explain 

these intra-ethnic differences for Mexican, Puerto Rican, and other Hispanic children. As 

with literacy unreadiness, however, accounting for family context results in a larger 

predicted generational status difference in numeracy unreadiness among Asian 

children.  
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Within-group comparisons of general knowledge readiness reveal that children 

ƻŦ ƛƳƳƛƎǊŀƴǘ ƳƻǘƘŜǊǎ ŀǊŜ ǇŀǊǘƛŎǳƭŀǊƭȅ ƭƛƪŜƭȅ ǘƻ ǇƻǎǎŜǎǎ ƭƻǿŜǊ ƭŜǾŜƭǎ ƻŦ άƪƴƻǿledge of the 

physical and social ǿƻǊƭŘǎέ ǘƘŀƴ ŎƘƛƭŘǊŜƴ ƻŦ ƴŀǘƛǾŜ-born mothers. This should perhaps 

be unsurprising, for two reasons. First, the general knowledge test has the potential to 

rely more strongly on a culturally specific repertoire of knowledge than a test of letter or 

number knowledge. Additionally, non-English-proficient children were excluded from 

ǘƘŜ ƎŜƴŜǊŀƭ ƪƴƻǿƭŜŘƎŜ ǘŜǎǘ ŀƴŘ ŎƻŘŜŘ ŀǎ ΨǳƴǊŜŀŘȅΩ ŀǎ ŀ ǊŜǎǳƭǘΦ ¢Ƙƛǎ ŀǊǘƛŦŀŎǘ ƻŦ ǾŀǊƛŀōƭŜ 

construction likely leads to more children of foreign-born mothers being coded as 

ΨǳƴǊŜŀŘȅΩ ƛƴ ƎŜƴŜǊŀƭ ƪƴƻǿƭŜŘƎŜΦ  

Non-Hispanic white and Asian children of foreign-born mothers, non-Hispanic 

black, Mexican, Puerto Rican, and other Hispanic children in both generational status 

categories are significantly more likely than non-Hispanic children of native-born 

mothers to be unready for school in terms of general knowledge. While family 

background accounts for a portion of these differences for all groups, family context 

variables only reduce the gap between for white children of foreign-born mothers and 

Puerto Rican children of native-born mothers to statistical non-significance. Likewise, 

intra-ethnic differences are robust to the introduction of family background measures, 

as these gaps persist for non-Hispanic black, Mexican, Puerto Rican, and other Hispanic 

ŎƘƛƭŘǊŜƴΦ DƛǾŜƴ ǘƘŜ ƎŜƴŜǊŀƭ ƪƴƻǿƭŜŘƎŜ ŘƻƳŀƛƴΩǎ ǇŀǊǘƛŀƭ ǊŜƭƛŀƴŎŜ ƻƴ ƪƴƻǿƭŜŘƎŜ ƻŦ ǘƘŜ 

social world, it may be that the cultural familiarity with American society gained as a 

result of higher generational status is more salient, and socioeconomic resources less 

salient, for general knowledge readiness than literacy or numeracy readiness. Again, 
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however, the differential selection of children who did not pass the OLDS test into the 

ΨǳƴǊŜŀŘȅΩ ŎŀǘŜƎƻǊȅ Ƴŀȅ ōƛŀǎ ǘƘƛǎ ǊŜǎult.  

While general knowledge skills are rarely the focus in studies of educational 

stratification, scores on such tests may provide insight into the cultural capital 

acquisition process. General knowledge skills as measured by the ECLS-K may reflect a 

particular type of parenting, termed concerted cultivation, in which parents strive to 

ƛƴŎǊŜŀǎŜ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴΩǎ ƪƴƻǿƭŜŘƎŜ ŀƴŘ ŦŀƳƛƭƛŀǊƛǘȅ ǿƛǘƘ ŀ ōǊƻŀŘ ǊŀƴƎŜ ƻŦ ǎƻŎƛŀƭΣ ŎǳƭǘǳǊŀƭΣ 

and academic topics (Lareau 2003). Children who possess knowledge across a broad 

range of domains may be able to signal their competencies more effectively to 

important adults in school (e.g., teachers)  as well as later in life (e.g., potential 

employers) (Cheadle 2005). Results from the present chapter suggest that children of 

immigrants may be less able to present these social capital cues to their kindergarten 

teachers, a disadvantage that could lead to those teachers holding inaccurately low 

ŜȄǇŜŎǘŀǘƛƻƴǎ ŦƻǊ ŦƛǊǎǘκǎŜŎƻƴŘ ƎŜƴŜǊŀǘƛƻƴ ŎƘƛƭŘǊŜƴΩǎ ŀŎŀŘŜƳƛŎ ǇƻǘŜƴǘƛŀƭΦ   

The final domain of school readiness examined in the present study, behavioral 

ǊŜŀŘƛƴŜǎǎΣ ƛǎ ƛƴŘƛŎŀǘŜŘ ōȅ ǘŜŀŎƘŜǊǎΩ ǊŀǘƛƴƎǎ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ŀǇǇǊƻŀŎƘŜǎ ǘƻ ƭŜŀǊƴƛƴƎ ƛƴ ǘƘŜ Ŧŀƭƭ 

of kindergarten. The present study finds that non-Hispanic white children of foreign-

born mothers, Puerto Rican children of native-born mothers, and Mexican and black 

children in both generational status categories are more likely than non-Hispanic white 

children of native-born mothers to exhibit behavioral unreadiness. However, family 

background reduces these differences to non-significance for all groups except black 

children of foreign- and native-born mothers. Net of their family background 
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characteristics, black children remain more likely than non-Hispanic whites to receive 

low classroom behavior scores, and generational status is not associated with different 

odds of behavioral unreadiness for black children.  

 Prior research has identified a tendency for children from low-social status 

minority groups to be evaluated less positively than students from racial/ethnic majority 

and high-status backgrounds (Alexander et. al 1987, Downey and Pribesh 2004). A 

cultural discontinuity perspective (e.g., Ogbu 1982) on this phenomenon suggests that 

black students may find themselves out of place in an institution designed to foster and 

reward the behavioral qualities defined as ideal by the dominant cultural group. 

Minority students may experience a disconnect between the modes of behavior that are 

reinforced in their outside-of-school life and those that are expected of them in the 

classroom. By the same token, teachers are trained to demand a particular mode of 

classroom conduct defined by the cultural majority and to be relatively intolerant of 

alternative behaviors. Cultural discontinuity may create a system in which members of 

the racial/ethnic minority begin school poorly prepared to succeed in the classroom 

setting, and are disproportionately evaluated as below-average students as a 

consequence. 

 

Limitations  

As a study of assimilation and the effects of generational time, this study faces 

prohibitive data limitations that necessitate mention. The data do not include sufficient 

information to identify the national origin backgrounds of more than a select few 
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native-born individuals, making within-group comparisons across generations 

impossible for some Hispanic groups and all Asian groups. Additionally, the ECLS-K 

sample is a single cohort of American children and their families followed over time. 

Thus, school readiness differences that may appear to be effects of assimilation may in 

fact be produced by differences in the economic, human, social, or cultural capital 

possessed by recent immigrants relative to their earlier-arriving counterparts. In other 

words, if contemporary immigrants are more or less educationally advantaged than 

earlier immigrants, generational status differences may be caused by unmeasured 

ŜȄƻƎŜƴƻǳǎ ŦŀŎǘƻǊǎ ŀƴŘ ƴƻǘ ōȅ ƎǊƻǳǇǎΩ ŀǎǎƛƳƛƭŀǘƛƻƴ ǘǊŀƧŜŎǘƻǊƛŜǎΦ  

An ideal study of divergent assimilation trajectories would follow the same 

immigrant families across multiple generations, effectively controlling for the influences 

of historical context and immigrant cohort composition that potentially bias the cross-

cohort comparisons made in the present study. Of course, a research design of this sort 

would be extremely time- and resource-intensive, which may be one reason why even 

the most prominent assimilation researchers often rely on single-cohort data to test 

assimilation hypotheses, in many cases without making mention of the inherent 

limitations cross-sectional data impose (e.g., Hirschman 2001, Kao and Tienda 1995, 

2005, Leventhal, Xue, and Brooks-Gunn 2006, Pong, Hao, and Gardner 2005).  

A second point highlighted by this study involves the importance of taking 

national origin into account when examining racial/ethnic differences. A wealth of 

empirical research ς this study included ς indicates that national origin designations are 

ƳƻǊŜ ǳǎŜŦǳƭ ƛƴ ŘŜǎŎǊƛōƛƴƎ ŀƴŘ ǇǊŜŘƛŎǘƛƴƎ ƛƴŘƛǾƛŘǳŀƭǎΩ ƭƛŦŜ ƻǳǘŎƻƳŜǎ ǘƘŀƴ ǘƘŜ ƻǾŜǊƭȅ 
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general pan-ethnic labels freqǳŜƴǘƭȅ ǳǎŜŘ ōȅ ǎƻŎƛŀƭ ǎŎƛŜƴǘƛǎǘǎΦ ¢ƘŜ ǇǊŜǎŜƴǘ ǎǘǳŘȅΩǎ 

findings of intra-ethnic differences in school readiness among Mexican, Puerto Rican, 

Cuban and other Hispanic children throws the deficiency in ǘƘƛǎ ǎǘǳŘȅΩǎ ǊŜƎǊŜǘǘŀōƭȅ 

necessary reliance on a pan-ethnƛŎ Ψ!ǎƛŀƴΩ ƭŀōŜƭ ƛƴǘƻ ǎƘŀǊǇ ǊŜƭƛŜŦΦ aŜƳōŜǊǎ ƻŦ ǘȅǇƛŎŀƭƭȅ 

high-achieving national origin groups such as Koreans, Indians, and Japanese are 

subsumed alongside members of much more disadvantaged groups such a Hmong, 

Vietnamese, and Filipinos into the Asian racial/ethnic group. It can only be assumed that 

much detail is lost as a result.  

Finally, item non-response results in the analytic sample differing from the 

original, nationally representative ECLS-K sample. This item non-response is likely non-

random, introducing possible selection bias to the analysis. While this possibility is at 

least partially addressed by the use of probability weights supplied with the ECLS-K, it 

cannot be ruled out.  
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TABLES 

Table 3.1, Means/Sample Proportions by Race/Ethnicity and Foreign-Born (FB)/Native-Born (NB) Mother 

White FB 

Mother

White NB 

Mother

Black FB 

Mother

Black NB 

Mother

Mexican 

FB Mother

Mexican 

NB 

Mother

Puerto 

Rican FB 

Mother

Puerto 

Rican NB 

Mother

Cuban      

FB Mother

Cuban  

NB 

Mother

Other 

Hisp. FB 

Mother

Other 

Hisp. NB 

Mother

Asian FB 

Mother

Asian NB 

Mother

Family SES (Z -score) 0.22 0.31 -0.32 -0.47 -0.94 -0.23 -0.55 -0.17 0.26 0.59 -0.37 -0.06 0.31 0.63

Family Income (Median) $45,500 $55,000 $24,000 $22,000 $20,000 $34,000 $28,000 $35,000 $36,000 $60,000 $25,000 $45,000 $45,000 $60,000

Below Federal Poverty Line 0.12 0.08 0.38 0.42 0.52 0.21 0.35 0.21 0.13 0.13 0.33 0.16 0.21 0.08

Central City 0.36 0.30 0.66 0.55 0.65 0.55 0.64 0.60 0.77 0.70 0.66 0.49 0.53 0.38

Mother Attended College 0.60 0.66 0.45 0.47 0.15 0.48 0.40 0.48 0.72 0.87 0.44 0.53 0.62 0.84

Father Attended College 0.54 0.57 0.26 0.22 0.14 0.35 0.29 0.30 0.56 0.70 0.32 0.41 0.68 0.76

Attended Head Start 0.08 0.07 0.36 0.41 0.22 0.20 0.28 0.18 0.05 0.04 0.16 0.15 0.16 0.06

Number of Books in Home 83 98 40 40 21 65 37 52 43 86 36 73 43 95

Home Computer 0.62 0.69 0.39 0.35 0.22 0.46 0.38 0.49 0.56 0.83 0.38 0.56 0.63 0.66

Arts and Crafts 0.13 0.16 0.10 0.10 0.04 0.11 0.03 0.08 0.05 0.13 0.09 0.17 0.13 0.16

Performing Arts 0.28 0.32 0.23 0.32 0.08 0.25 0.16 0.17 0.28 0.57 0.21 0.28 0.30 0.33

Sports/Clubs 2.18 2.29 2.04 1.95 1.88 2.04 2.03 2.00 1.64 2.17 1.94 2.11 2.04 2.28

Educational Trips 1.78 1.68 1.60 1.63 1.24 1.75 1.50 1.49 1.67 1.87 1.54 1.79 1.85 1.93

Group n 674 7,525 353 1,449 712 505 58 112 39 23 288 408 581 109

 

Source: Early Childhood Longitudinal Study, Kindergarten Class of 1998-99
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Source: Early Childhood Longitudinal Study, Kindergarten Class of 1998-99 (ECLS-K) 

 

 

 

 

 

 

 

 

Model 1 Model 2 Model 1 Model 2 Model 1 Model 2 Model 1 Model 2

White FB 1.02 0.96 1.07 0.96 1.33* 1.24 1.24* 1.16

Black NB 2.02*** 1.04 2.37*** 1.25** 5.18*** 2.90*** 2.04*** 1.41***

Black FB 1.83*** 0.97 2.91*** 1.61** 6.76*** 3.93*** 2.42*** 1.71***

Mexican NB 1.99*** 1.51** 2.67*** 1.93*** 2.29*** 1.66*** 1.36* 1.08

Mexican FB 8.88*** 3.92*** 4.73*** 1.99*** 14.19*** 6.21*** 1.46*** 0.95

Puerto Rican NB 2.61*** 1.69* 2.33*** 1.58 1.89* 1.23 1.95** 1.45

Puerto Rican FB 7.78*** 4.64*** 4.21*** 2.44** 9.16*** 5.32*** 1.55 1.11

Cuban NB 1.14 1.48 0.96 1.17 0.73 0.86 1.25 1.42

Cuban FB 1.75 1.71 1.54 1.26 1.61 1.36 1.22 1.16

Other Hispanic NB 1.46** 1.20 1.52** 1.27 2.17*** 1.86*** 1.10 0.97

Other Hispanic FB 3.29*** 2.02*** 2.51*** 1.51** 7.42*** 4.46*** 1.29 1.00

Asian NB 0.90 1.06 0.92 1.17 1.22 1.50 1.05 0.96

Asian FB 0.42 0.29*** 0.49*** 0.34*** 3.24*** 2.50*** 0.90 0.86

Male --- 1.32*** --- 1.14* --- 0.84** --- 2.24***

Family SES --- 0.74*** --- 0.75*** --- 0.79*** --- 0.83***

Family Income --- 0.99*** --- 0.99*** --- 0.99* --- ---

Poverty Status --- 1.54*** --- 1.32*** --- 1.46*** --- ---

Father Attended  College --- 0.87* --- --- --- 0.86* --- ---

Mother Attended  College --- 0.67*** --- 0.69*** --- 0.78*** --- ---

Urban Area --- --- --- --- --- --- --- ---

Number of Books in Home --- 0.99*** --- 0.99*** --- 0.99*** --- 0.99***

Computer in Home --- 0.82** --- 0.76*** --- 0.71*** --- 0.81**

Sports/Clubs Participation --- 0.77*** --- 0.81*** --- 0.82*** --- ---

Performing Arts Participation --- 0.76*** --- 0.83** --- 0.77*** --- 0.82**

Head Start Attendance --- --- --- 1.14* --- --- --- 1.33***

Arts/Crafts Participation --- --- --- --- --- --- --- 0.79**

N = 12,836

*p<.05; **p<.01; ***p<.001

Note: Italics indicate statistically significant (p<.05) NB-FB differences within racial/ethnic groups

Table 3.2  Random-Effects Logit Models for Multiple Dimensions of School Unreadiness (coefficients reported as odds ratios)

Race/Ethnicity and Generational 

Status Variables

Child and Family Demographic 

Variables

Literacy Numeracy General Knowledge

Approaches   to 

Learning
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Figures 

 

Source: Early Childhood Longitudinal Study, Kindergarten Class of 1998-99 (ECLS-K) 
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Figure 3.1: Proportion of Students Unready by Ethnicity/National 
Origin and Mother's Nativity: Literacy

Foreign Born Native Born
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Source: Early Childhood Longitudinal Study, Kindergarten Class of 1998-99 (ECLS-K) 
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Figure 3.2: Proportion of Students Unready by Ethnicity/National 
Origin and Mother's Nativity: Numeracy

Foreign Born Native Born
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Source: Early Childhood Longitudinal Study, Kindergarten Class of 1998-99 (ECLS-K) 
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Figure 3.3: Proportion of Students Unready by Ethnicity/National 
Origin and Mother's Nativity: General Knowledge

Foreign Born Native Born
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Source: Early Childhood Longitudinal Study, Kindergarten Class of 1998-99 (ECLS-K) 
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CHAPTER 4 

Kindergarten through Eighth Grade Reading and Mathematics 
Ability Growth: 

 

Modeling the Influence of Generational Status, Race/Ethnicity, Country of 
Origin, and School/Community Context  

 

 

Introduction 

This chapter extends the analysis presented in Chapter 3 by comparing kindergarten 

through eighth grade30 reading and mathematics ability growth trajectories of children 

from different racial/ethnic, national origin, and generational status groups. Whereas 

/ƘŀǇǘŜǊ о ŦƻŎǳǎŜǎ ƻƴ ŎƘƛƭŘǊŜƴΩǎ ŀōƛƭƛǘƛŜǎ ŀǘ ǘƘŜ ǘƛƳŜ ƻŦ ǎŎƘƻƻƭ ŜƴǘǊȅΣ ǘƘŜ ǇǊŜǎŜƴǘ ŎƘŀǇǘŜǊ 

examines questions of over-time academic inequality. The analysis asks whether 

ǎŎƘƻƻƭƛƴƎ ǘǊǳƭȅ ƛǎ άǘƘŜ ƎǊŜŀǘ ŜǉǳŀƭƛȊŜǊέ ό5ƻǿƴŜȅ et al. 2004), reducing initial inequalities 

over time, or whether initially disadvantaged children continue to fall further behind as 

the years progress.  

In addition to examining patterns of achievement associated with race/ethnicity, 

generational status, and immigrant national origin, analyses in the present chapter bring 

attention to the role of school and community context. If schools influence achievement 

gaps between the children of immigrant parents and the children of native-born 

parents, what type of school context yields the most favorable outcomes? Do children 

                                                           
30

 While I refer to the final wave of data collection as άǘƘŜ ŜƛƎƘǘƘ ƎǊŀŘŜ ȅŜŀǊέΣ ƴƻǘ ŀƭƭ ŎƘƛƭŘǊŜƴ ƛƴ ǘƘŜ 
sample were finishing eighth grade at this time. ECLS-K participants who were retained or advanced one 
or more grade levels were finishing a different grade in the spring of 2007.  
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of immigrants tend to experience more positive outcomes when they live and attend 

school in immigrant enclaves, surrounded by other coethnic children? 

 

The present chapter addresses three research questions: 

(1) How does kindergarten through eighth grade ability growth vary from one child 

to another, and what proportion of this variation resides within children, 

between children, and between schools?  

(2) Can race/ethnicity, national origin, and generational status account for any 

ǇǊŜŘƛŎǘŜŘ ŘƛŦŦŜǊŜƴŎŜǎ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ǊŜŀŘƛƴƎ ŀƴŘ ƳŀǘƘŜƳŀǘƛŎǎ ŀōƛƭƛǘȅ ǘǊŀƧŜŎǘƻǊƛŜǎΚ 

(3) Do immigrant enclaves play a role in shaping the academic ability growth of the 

children of foreign-born and native born mothers? 

 

 

Results 

Descriptive Statistics 

Table 4.1 presents descriptive statistics for all analytic variables.  

 

 [TABLE 4.1 HERE] 

 

wŜŀŘƛƴƎ ŀƴŘ ƳŀǘƘŜƳŀǘƛŎǎ ŀōƛƭƛǘȅ ŀǊŜ ƛƴŘƛŎŀǘŜŘ ōȅ ŎƘƛƭŘǊŜƴΩǎ ǎŎƻǊŜǎ ƻƴ ǘƘŜ 9/[{-

YΩǎ ǎǘŀƴŘŀǊŘƛȊŜŘ Lw¢ ǊŜŀŘƛƴƎ ŀƴŘ ƳŀǘƘ ǘŜǎǘǎΦ To provide a sense of the average 
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kindergarten-to-eighth grade growth in scores on each test, descriptive statistics are 

provided for these test scores at the first and last wave of data collection (fall of 

kindergarten and spring of eighth grade). The mean reading score at kindergarten entry 

was 36.20, growing to an average of 171.46 by the end of eighth grade. The average 

math score at kindergarten entry was 27.77, and increased to 142.72 by the end of the 

eighth grade year. Additional scores were collected in the spring of kindergarten, spring 

of first grade, fall and spring of third grade, and fall and spring of fifth grade. Each of 

these ability measures is used to estimate the mixed-effects models of reading and 

mathematics ability growth.  

Descriptive statistics also indicate that the analytic sample is composed of 61.4 

percent third-plus generation non-Hispanic white children. Non-Hispanic black children 

of native-born mothers are the next largest group, comprising 8.1 percent of the 

sample, followed by Mexican children of foreign-born mothers (5.3 percent), non-

Hispanic white children of immigrant mothers (4.5 percent), Asian children of foreign-

born mothers (4.3 percent), and Mexican children of native-born mothers (3.5 percent). 

The remaining groups each make up less than 3 percent of the sample.  

 The analytic sample is composed of 50 percent boys and 50 percent girls. Family 

{9{ ǊŜǇǊŜǎŜƴǘǎ ŎƘƛƭŘǊŜƴΩǎ ǎŎƻǊŜǎ ƻƴ ǘƘŜ 9/[{-YΩǎ {9{ ǎŎŀƭŜΣ ƳŜŀǎǳǊŜŘ ƛƴ ǘƘƛǊŘ ƎǊŀŘŜΦ ¢Ƙƛǎ 

measure was standardized across all available respondents in the spring eighth grade 

wave of data collection.  

  Community immigrant concentration is indicated by a standardized, log-

transformed, additive index of the proportion of residents in a zip-code who were 
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foreign born in 2000 and the proportion of the zip-ŎƻŘŜΩǎ ƘƻǳǎŜƘƻƭŘǎ ǘƘŀǘ ǿŜǊŜ 

linguistically isolated31. The measures of school percent free and reduced-price school 

lunch enrollment and percent non-white enrollment were provided by school principals, 

and range from 0 to 100 (as opposed to 0 to 1).  

 

Unconditional Mixed-Effects Models of K-8 Reading and Mathematics 
Ability Growth 
 
As discussed in Chapter 2, a chief insight provided by the mixed-effects model relates to 

variance partitioning. The three-level models of reading and mathematics ability growth 

developed in this section provide estimates of within-child variability in test scores over 

time, between-child variability in ability growth, and between-community variability in 

ŎƘƛƭŘǊŜƴΩǎ ŀǾŜǊŀƎŜ ŀōƛƭƛǘȅ ƎǊƻǿǘƘΦ  

The first step in the examination of this multilevel variance structure involves 

setting a benchmark for the proportion of variance occurring at each level of the 

analysis. Baseline variance partitioning is typically provided by an unconditional means 

model, which constrains the slope parameter to be equal to zero. As a result, the level-1 

ǾŀǊƛŀƴŎŜ ŎƻƳǇƻƴŜƴǘ ǊŜŦƭŜŎǘǎ ǘƘŜ ŘƛǎǇŜǊǎƛƻƴ ƻŦ ŜŀŎƘ ŎƘƛƭŘΩǎ ǘŜǎǘ ǎŎƻǊŜǎ ŀǊƻǳƴŘ Ƙƛǎ ƻǊ ƘŜǊ 

single, time-invariant, person-specific mean. In an unconditional means model, the 

level-1 variance component reflects the total variance in test scores within each child.  

However, since this analysis examines growth in reading and mathematics ability 

ŦǊƻƳ ǘƘŜ ōŜƎƛƴƴƛƴƎ ƻŦ ƪƛƴŘŜǊƎŀǊǘŜƴ ǘƘǊƻǳƎƘ ǘƘŜ ŜƴŘ ƻŦ ŜƛƎƘǘƘ ƎǊŀŘŜΣ ŜŀŎƘ ŎƘƛƭŘΩǎ ǎŎƻǊŜǎ 

                                                           
31

 Linguistic isolation occurs when all household members speak a non-English language, and no member 
ƻŦ ǘƘŜ ƘƻǳǎŜƘƻƭŘ ƻǾŜǊ ǘƘŜ ŀƎŜ ƻŦ мп ǎǇŜŀƪ 9ƴƎƭƛǎƘ άǾŜǊȅ ǿŜƭƭέ ό{ƛŜƎŜƭΣ aŀǊǘƛƴΣ ŀƴŘ .Ǌǳƴƻ нллмύ 
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(and the abilities they represent) vary enormously across assessment waves ς ranging, 

for example, from the most rudimentary understanding of language as a kindergartner 

through a more adult-like ability to read as an adolescent. When the effect of time 

(which, in this case, serves as a proxy for both quantity of exposure to instruction and 

developmental processes influencing cognitive ability), this tremendous within-child 

heterogeneity completely overwhelms the actual population variance in ability growth. 

As a result, the benchmark variance partitioning must occur after an initial modeling 

ǎǘŜǇ Ƙŀǎ ōŜŜƴ ǘŀƪŜƴ ǿƘŜǊŜōȅ ŀƭƭ ŎƘƛƭŘǊŜƴΩǎ ǎŎƻǊŜǎ ŀǊŜ ŀǎǎǳƳŜŘ ǘƻ ƛƴŎǊŜŀǎŜ ŦǊƻƳ 

kindergarten through eighth grade at the same (nonlinear)32 rate. 

 Because the slope parameter is fixed, differences between children can only be 

expressed as differences in elevation of the growth trajectory (i.e., variation in the 

values of their person-specific intercepts). Within-child variation is then expressed as 

the level-1 residual variance, which captures each chilŘΩǎ ǎŎŀǘǘŜǊ ŀǊƻǳƴŘ ǘƘŜ ǇƻǇǳƭŀǘƛƻƴ 

average growth trajectory. Finally, a third variance component, the level-3 or between-

community component, captures variation in average child-specific intercepts between 

areas with different zip codes. Results from this initial model are presented as Model 1 

in Table 4.2. 

[TABLE 4.2 HERE] 

 

 As with most other examinations of variance components in regression models, 

the particular value of the variance measure in a mixed-effects model is of less interest 

                                                           
32

 See the Appendix for an in-depth description of the model specification process, including the argument 
for the use of a quadratic functional form to describe reading and mathematics ability growth. 
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than either the proportion of unexplained variance at each level prior to introducing 

controls or the amount of this unexplained heterogeneity accounted for in subsequently 

more complex models.  

The intraclass correlation coefficient (ICC) provides the benchmark estimate for 

the amount of variation between groups. The ICC is a simple expression of the 

proportion of total variance residing at the between-individual level (level-2). However, 

because the models in the present analysis incorporate two levels of nesting (time 

points within children and children within communities), there are two ICCs to calculate: 

ICCi, which indicates the proportion of total variance residing at level-2 (between 

individuals), and ICCk, which indicates the proportion of variance residing at level-3 

(between communities).   

Using Model 1 in Table 4.2 as the benchmark for determining the distribution of 

variance in reading and mathematics ability growth among the within-child, between-

child, and between-community levels, the value of ICCi (reported in the third panel of 

Table 4.2) is estimated to be 0.51 for reading and 0.56 for math, and the value of ICCk is 

estimated at 0.16 for reading and 0.15 for mathematics (leaving approximately 0.34 as 

the proportion of total variance residing at level-1 for reading and 0.29 for math). These 

ICC values imply that more than half of the total population variance in ability growth is 

associated with differences between children, 15 to 16 percent is associated with 

differences between school/community contexts, and 29 to 34 percent is attributable to 

within-child variance (i.e., variation around the population mean growth trajectory). At 

the risk of belaboring the point, note that this variance breakdown reflects the explicit 
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modeling of a quadratic effect of time, and is therefore not a classic unconditional 

means model. However, without the inclusion of this level-1 predictor, the level-2 and 

level-3 ICC values would be effectively zero, as nearly all variation in test scores would 

appear to reside within children.  

aƻŘŜƭ мΩǎ ŦƛȄŜŘ ŜŦŦŜŎǘǎ (reported in the top panel of Table 4.2) indicate the 

average child begins kindergarten with a reading ability score of 32.65 and a 

mathematics ability score of 26.27. The linear and quadratic growth terms yield a 

positive concave curve in which growth is most rapid in the early years and slows as 

ǘƛƳŜ ƎƻŜǎ ƻƴΦ Lƴ ƻǘƘŜǊ ǿƻǊŘǎΣ ǿƘƛƭŜ ŎƘƛƭŘǊŜƴΩǎ ŀōƛƭƛǘȅ ŎƻƴǘƛƴǳŜǎ ǘƻ ƎǊƻǿ ǘƘǊƻǳƎƘƻǳǘ 

elementary and middle school, they make proportionately smaller gains with each 

passing year. This feature of the reading and mathematics ability growth curves is 

consistent with research highlighting the importance of earliest years of schooling in 

preparing children for future academic success (e.g., Entwisle et. al 1997).  

Model 2 expands upon Model 1 by allowing the growth parameters to vary 

randomly at the child and school/community levels. The statistically significant level-2 

and 3 variance components (reported in the second panel of Table 4.2) associated with 

ά{ŜƳŜǎǘŜǊέ ŀƴŘ ά{ŜƳŜǎǘŜǊ2έ ƛƴŘƛŎŀǘŜ ǘƘŀǘ there is substantial between-child and 

between-school variation in K-8 test score growth.   

While including these random effects leads to little change in the fixed-effects 

ŜǎǘƛƳŀǘŜǎΣ ǘƘŜ ƳƻŘŜƭǎΩ ǾŀǊƛŀƴŎŜ ǇǊƻǇŜǊǘƛŜǎ ǳƴŘŜǊƎƻ ŎƻƴǎƛŘŜǊŀōƭŜ ŎƘŀƴƎŜΦ ¢ƘŜ Ƴǳƭǘƛƭevel 

nature of the mixed-effects model precludes the calculation of a traditional R2 statistic 

όwŀǳŘŜƴōǳǎƘ ŀƴŘ .Ǌȅƪ нллнύΦ IƻǿŜǾŜǊΣ ŀ ΨtǎŜǳŘƻ-R2Ω ǾŀƭǳŜΣ ǿƘƛŎƘ ǊŜǇǊŜǎŜƴǘǎ ǘƘŜ Ǌŀǘƛƻ 
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of unexplained heterogeneity associated with each fixed-effect in a given model relative 

to the heterogeneity in the baseline model, can be calculated. Thus, the Pseudo-R2 

reflects the proportionate change in each variance component from one model 

specification to the next. Observing the Pseudo-R2 values in the bottom panel of Table 

4.2, one finds that the inclusion of random effects on the level-2 and 3 linear and 

quadratic growth terms results in a 46 percent decrease in unexplained level-1 variance 

for reading and 50 percent for math, a 77 percent decrease in unexplained level-2 

variance for reading and 79 percent for math, and a 73 percent decrease in level-3 

variance for reading and 70 percent for math.  

¢ŀƪŜƴ ǘƻƎŜǘƘŜǊ ǿƛǘƘ aƻŘŜƭ нΩǎ ǎƛƎƴƛŦƛŎŀƴǘƭȅ ƭƻǿŜǊ ŘŜǾƛŀƴŎŜ ǎǘŀǘƛǎǘƛŎǎΣ the 

Pseudo-R2 values indicate that a random-slopes model is a much better fit to the data 

than a fixed-slope model. Children differ from one another in their reading ability 

trajectories ς both within and between schools ς and a one-size-fits-all model of 

development is a poor description of the K-8 reading and mathematics ability growth 

processes. However, despite the improvement in model fit gained by allowing slopes to 

vary between children and schools, significant unexplained variation still exists at each 

level of Model 2.  

The inclusion of random slope coefficients in Model 2 alters the interpretation of 

the level-1 residuals. In Model 1, wherein each child was constrained to the same 

population-average developmental trajectory, the level-1 residual and its variance 

ǊŜǇǊŜǎŜƴǘŜŘ ƛƴŘƛǾƛŘǳŀƭǎΩ ŘŜǾƛŀǘƛƻƴ ŦǊƻƳ the population mean trajectory. However, when 

slopes are free to vary across individuals, the level-1 residual reflects child-specific 
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measurement error ς the child-specific scatter of observed ability scores around his or 

her true reading ability trajectory33.  

In addition to the random slope parameters, Model 2 also introduces measures 

of the population covariance of the level-2 residuals (reported as correlations). Two of 

these covariances are reported: those describing the relationship between the intercept 

and each growth parameter. The third covariance parameter, measuring the association 

between the linear growth term residual and the quadratic growth term residual is, as 

one might expect, quite high and stable across all models34. These population 

covariance measures quantify the relationship between true initial status and true rate 

of change (Singer and Willett 2003). Their values in Model 2 suggest a strong 

relationship between reading ability at kindergarten entry and subsequent growth, such 

that children with higher initial levels of reading or mathematics ability experience both 

steeper initial ability growth and a sharper decline in growth in later years. Extrapolated 

to the entire population of American children, this correlation is indicative oŦ ŀ άŦŀƴ-

ǎǇǊŜŀŘέ ƻǊ άaŀǘǘƘŜǿέ ŜŦŦŜŎǘΣ ǿƘŜǊŜōȅ ƛƴƛǘƛŀƭƭȅ ŀŘǾŀƴǘŀƎŜŘ ƛƴŘƛǾƛŘǳŀƭǎ ƻǊ ƎǊƻǳǇǎ ƎǊƻǿ 

increasingly advantaged over time (Kerckoff and Glennie 1999).  

 

                                                           
33

 ! ǾŀƭƛŘ ŜǎǘƛƳŀǘƛƻƴ ƻŦ ŀ ŎƘƛƭŘΩǎ ǘǊǳŜ ŀōƛƭƛǘȅ ǘǊŀƧŜŎǘƻǊȅ ƛǎ ƻŦ ŎƻǳǊǎŜ ŘŜǇŜƴŘŜƴǘ ƻƴ ǘƘŜ ǉǳŀƭƛǘȅ ƻŦ ǘƘŜ ƳƻŘŜƭΦ 
While the level-1 residual theoretically captures only random measurement error, this is the case only 
when the model is perfectly specified. In incompletely specified models (which Model 2 surely is), the 
residual also captures unexplained systematic variation. 
34

 !ƭƭ ƛƴŘƛŎŀǘƛƻƴǎ ǎǳƎƎŜǎǘ ŀ άŎŜƛƭƛƴƎ ŜŦŦŜŎǘέ ƻƴ ǊŜŀŘƛƴƎ ŀƴŘ ƳŀǘƘŜƳŀǘƛŎǎ ŀōƛƭƛǘȅ ŀǎ ƳŜŀǎǳǊŜŘ ōȅ ǘƘŜ 9/[{-K 
ŀǎǎŜǎǎƳŜƴǘǎΦ Lƴ ƻǘƘŜǊ ǿƻǊŘǎΣ ŎƘƛƭŘǊŜƴ ǘŜƴŘ ǘƻ ǊŜŀŎƘ άƳŀȄƛƳǳƳ ŀōƛƭƛǘȅέ ŘǳǊƛƴƎ ǘƘŜ ǎǘǳŘȅ ǇŜǊƛƻŘΦ Lƴ ǘƘƛǎ 
scenario, it makes intuitive sense that a steeper positive linear component must be associated with a 
steeper negative quadratic component, as children who reach maximum ability earlier level-off more 
sharply than students who gain ability at a more gradual pace. Hence there is a strong, negative 
correlation between the two slope parameters. 
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Adding Race/Ethnicity and Generational Status to the Mixed-Effects Model 

 

Introducing covariates to the mixed-effects models allows three types of research 

ǉǳŜǎǘƛƻƴǎ ǘƻ ōŜ ŀŘŘǊŜǎǎŜŘΥ όмύ Ƙƻǿ Řƻ ǘƘŜ ŎƻǾŀǊƛŀǘŜǎ ǊŜƭŀǘŜ ǘƻ ŎƘƛƭŘǊŜƴΩǎ ǊŜŀŘƛƴƎ ŀƴŘ 

ƳŀǘƘŜƳŀǘƛŎǎ ŀōƛƭƛǘȅ ŀǘ ǎŎƘƻƻƭ ŜƴǘǊȅΣ όнύ Ƙƻǿ Řƻ ǘƘŜ ŎƻǾŀǊƛŀǘŜǎ ǊŜƭŀǘŜ ǘƻ ŎƘƛƭŘǊŜƴΩǎ 

growth trajectories during the K-8 period, and (3) how much unexplained variance do 

the covariates account for at the within-child, between-child, and between-

school/community levels.  

Building upon the three-level unconditional growth model (Model 2) presented 

in Table 4.2, the models in Tables 4.3 and 4.4 examine these three questions with 

respect to measures of race/ethnicity, national origin group affiliation, generational 

status, gender, family SES, and community and school demographic characteristics.  

 

[TABLE 4.3 HERE] 

 

[TABLE 4.4 HERE] 

 

 Tables 4.3 and 4.4 report the results of conditional mixed-effects models of 

reading and mathematics ability growth, respectively. Coefficients in Tables 4.3 and 4.4 

are estimated with respect to non-Hispanic white children of U.S.-born mothers, and 

asterisks denote statistically significant differences from this comparison group. In 

addition, italicized coefficients represent statistically significant (p<.05) within-group 

foreign-born/native-born mother differences. These within-group significance tests are 
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ŘŜǊƛǾŜŘ ŦǊƻƳ ŀ ǎŜǊƛŜǎ ƻŦ ŀƭǘŜǊƴŀǘƛǾŜ ƳƻŘŜƭ ǎǇŜŎƛŦƛŎŀǘƛƻƴǎ ƛƴ ǿƘƛŎƘ ŜŀŎƘ ƎǊƻǳǇΩǎ ƴŀǘƛǾŜ-

born mother category was set as the reference group. 

 Model 1 in Tables 4.3 and 4.4 predicts reading and mathematics ability growth as 

a function of generational status, race/ethnicity, and national origin group affiliation. 

The results of this model suggest that there are substantial initial ability gaps between 

non-Hispanic white children and children from other backgrounds. Recall that the 

intercept in tƘŜǎŜ ƳƻŘŜƭǎ ǊŜǇǊŜǎŜƴǘǎ ǎǘǳŘŜƴǘǎΩ ǇǊŜŘƛŎǘŜŘ ǊŜŀŘƛƴƎ ƻǊ ƳŀǘƘŜƳŀǘƛŎǎ ŀōƛƭƛǘȅ 

after zero semesters of schooling, and thus corresponds to ability at the time of school 

entry. These initial inequalities provided the focus of the preceding chapter, and given 

the fact that the same data are examined in the present chapter, it is perhaps 

unsurprising that the Chapter 3 results are largely mirrored in the intercept coefficients 

of the Table 4.3 and 4.4 models.  

The Chapter 3 models indicated that, without controlling for any additional 

information, black, Mexican, Puerto Rican, and other Hispanic children demonstrate 

elevated odds of literacy and numeracy unreadiness, and Asian children of foreign-born 

mothers possess lower odds of numeracy unreadiness than non-Hispanic white children 

of native-born mothers. The Model 1 intercept coefficients in Tables 4.3 and 4.4 indicate 

that non-Hispanic black children of native-born mothers enter school with reading 

ability scores that are 3.06 points lower than those of non-Hispanic white children of 

native-born mothers, who have predicted scores of 34.79. Thus, the gap in predicted 

initial reading ability between white and black children of native-born mothers is 9 

percent (3.06/34.79). The 5.00-point initial mathematics ability gap between non-
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Hispanic black and white children of native-born mothers can be expressed in similar 

terms: non-Hispanic black children of native-born mothers exhibit 18 percent lower 

mathematics ability than non-Hispanic white children of native-born mothers.  

Relative to non-Hispanic white children of native-born mothers, Mexican 

children of foreign-born mothers experience a 22 percent gap in initial reading ability 

and 28 percent gap in initial mathematics ability, while the initial reading and 

mathematics gaps for Mexican children of U.S.-born mothers are 7 and 12 percent, 

respectively. Among Puerto Rican children, those with Puerto Rico-born mothers have 

21 percent lower initial mathematics scores than non-Hispanic white children of native-

born mothers, and those whose mothers were born in one of the 50 States have 17 

percent lower reading and 19 percent lower mathematics ability scores. Other Hispanic 

children of foreign-born mothers experience a 13 percent gap in reading ability and a 19 

percent gap in mathematics ability relative to non-Hispanic white children of native-

born mothers, while other Hispanic children of native-born mothers experience a 13 

percent gap in initial mathematics ability. 

While these results correspond to findings reported in Chapter 3, there are a few 

ƛƴǎǘŀƴŎŜǎ ƛƴ ǿƘƛŎƘ ǘƘŜ ǇǊŜǎŜƴǘ ŎƘŀǇǘŜǊΩǎ ŀƴŀƭȅǎŜǎ Řƻ ƴƻǘ ƭƛƴŜ ǳǇ ǎƻ ƴŜŀǘƭȅΦ CƻǊ ƛƴǎǘŀƴŎŜΣ 

the Model 1 intercepts from Table 4.3 indicate that non-Hispanic black and Puerto Rican 

children of foreign-born mothers do not have significantly different levels of initial 

reading ability from non-Hispanic white children of U.S.-born mothers, nor do other 

Hispanic children of native-born mothers. In addition, Model 1 indicates that Asian 

children have higher levels (15 percent for children of foreign-born mothers, 8 percent 
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for children of U.S.-born mothers) of reading ability at school entry than non-Hispanic 

white children. Table 4.4 results indicate that non-Hispanic black and Asian children of 

foreign-born mothers do not differ in initial mathematics ability from non-Hispanic 

white children of native-born mothers, while Cuban children of U.S.-born mothers have 

higher levels (24 percent) and those with foreign-born mothers have lower levels (23 

percent) of initial mathematics ability.  

To the extent that these findings appear different from those in Chapter 3, there 

are two likely causes. First, there is a decrease in statistical power in the present 

analyses resulting from the smaller sample size used in constructing the mixed-effects 

model35. Because these analyses focus on outcomes over the nine-year period from 

kindergarten entry through eighth grade, sample attrition substantially reduces the 

number of children present in the analytic sample, especially when compared to a 

sample drawn from the initial wave of data collection, when 100 percent of the sample 

was present. Thus, certain relationships that achieved statistical significance in the high-

N scenario do not achieve significance when statistical power has been reduced36 .  

The second likely source of discrepancies between the two chapters relates to 

the dependent variable of interest. Chapter 3 examined a binary outcome ς low school 

readiness ς while this chapter examines group differences along continuous ability 

scales. One example of how this might lead to different patterns of significant results 

                                                           
35

 A future analysis will test whether the sample size difference between Chapter 3 and 4 analyses causes 
these differences by employing multiple imputation to replace missing data in the Chapter 4 dataset, then 
re-estimating the Chapter 4 models.  
36

 For example, the present chapter does not find that Puerto Rican children of Puerto Rico-born mothers 
differ from non-Hispanic white children of native-born mothers in initial reading ability, while Chapter 3 
found that they had substantially greater odds of literacy unreadiness. The Chapter 3 dataset included 58 
Puerto Rican children of foreign-born mothers; the dataset analyzed in the present chapter includes 20.  
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can be observed in the Asian/white comparisons. Chapter 3 found that Asian and non-

Hispanic white students did not demonstrate significantly different odds of unreadiness 

in reading, yet the mixed-effects model indicates that Asian students have significantly 

higher levels of initial reading ability than non-Hispanic white students. This apparent 

contradiction has a straightforward explanation: both groups have comparatively high 

average literacy scores and correspondingly low (and statistically equivalent) odds of 

unreadiness. However, while neither group is very likely to fall into the bottom 20% of 

test scores, the average scores of Asian students are even further out on the right-hand 

side of the distribution than the scores of non-Hispanic white students ς a difference 

ǘƘŀǘ ƛǎ ƻōǎŎǳǊŜŘ ƛƴ ǊŜƎǊŜǎǎƛƻƴǎ ƻŦ ǘƘŜ ōƛƴŀǊȅ άƭƻǿ ǊŜŀŘƛƴŜǎǎέ ƻǳǘŎƻƳŜ ƻƴ ŎƘƛƭŘǊŜƴΩǎ 

race/ethnicity but is picked up when the outcome is a continuous ability measure. The 

intercept parameters of the mixed-effects models presented in the present chapter 

ǎƘƻǳƭŘ ǘƘŜǊŜŦƻǊŜ ƴƻǘ ōŜ ŎƻƴŦǳǎŜŘ ǿƛǘƘ ǘƘŜ ōƛƴŀǊȅ ƻǳǘŎƻƳŜǎ ƻŦ /ƘŀǇǘŜǊ оΩǎ ǊŀƴŘƻƳ-

effects logit models; they are distinct measures of early academic status.  

In addition to the inter-group differences in initial reading and mathematics 

ability discussed above, Tables 4.3 and 4.4 present tests of intra-group ability 

differences, which compare the initial ability levels of children of foreign-born and 

native-born mothers from the same racial/ethnic or national origin group. Statistically 

significant (p<.05) within-group generational status differences in initial ability, which 

ŀǊŜ ƛŘŜƴǘƛŦƛŜŘ ōȅ ƛǘŀƭƛŎƛȊŜŘ Ψƛƴƛǘƛŀƭ ǎǘŀǘǳǎΩ ŎƻŜŦŦƛŎƛŜƴǘǎ ƛƴ ǘƘŜ ǘŀōƭŜǎΣ ŜȄƛǎǘ ŀƳƻƴƎ ƴƻƴ-

Hispanic black, Mexican, other Hispanic, and Asian children for both reading and 

mathematics ability at school entry.  
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The Hispanic groups that demonstrate generational status differences (Mexican 

and other Hispanic children) demonstrate a foreign-born disadvantage in initial reading 

and mathematics ability: those children whose mothers were not immigrants begin 

school with higher levels of reading and mathematics ability than co-ethnic children 

whose mothers were born outside the U.S., although both are disadvantaged relative to 

non-Hispanic white children of native-born mothers.  

Non-Hispanic black and Asian children, on the other hand, demonstrate the 

opposite pattern in initial reading ability: the children of immigrant mothers begin 

school with significantly higher levels of reading and mathematics ability than children 

of native-born mothers. A key difference between the Asian and black cases, however, is 

that the native-born reading ability disadvantage for Asians really amounts to a smaller 

advantage rather than a true disadvantage, assuming that we take non-Hispanic white 

children to be the relevant reference group. Among non-Hispanic black children, those 

with foreign-born mothers arrive at school with equivalent levels of reading ability to 

non-Hispanic white children of native-born mothers, while black children of native-born 

mothers have significantly lower levels of initial reading ability. In initial mathematics 

ability, black children again demonstrate a foreign-born advantage, while among Asians 

it is the children of native-born mothers who exhibit higher ability levels at school entry.  

The Model 1 slope parameters reported in Tables 4.3 and 4.4 suggest that many 

of the groups that demonstrate initial ability disadvantages also experience flatter 

ability growth trajectories than non-Hispanic white children of U.S.-born mothers. For 

reading ability, black children of native-born mothers, other Hispanic children of foreign-
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born mothers, and Mexican children in both generational status categories face the dual 

disadvantage of beginning school with lower reading ability levels and proceeding to 

gain test score points at a slower rate. Black children of native-born mothers have an 18 

percent lower predicted linear37 growth rate in reading ability than non-Hispanic white 

children of native-born mothers; for Mexican children of foreign-born mothers the gap 

is also 18 percent, for Mexican children of native-born mothers it is 5 percent, for other 

Hispanic children of foreign-born mothers the ability growth gap is 7 percent per 

semester of schooling.  

In addition to these doubly disadvantaged groups, black children of foreign-born 

mothers gain reading ability at a 12 percent lower rate, and other Hispanic children of 

native-born mothers at an 8 percent lower rate than non-Hispanic white children of 

U.S.-born mothers despite having statistically equivalent levels of reading ability at 

school entry. In other words, children from these groups arrive at school with predicted 

reading abilities that are statistically indistinguishable from those of non-Hispanic white 

students, yet once school begins, they perform more similarly to their disadvantaged co-

ethnic counterparts (native-born blacks and first/second generation Hispanics). While 

far from conclusive, this evidence is at least suggestive of the notion that schooling does 

not work as well for children who are identifiable as members of an ethnic or racial 

minority group.  

                                                           
37

 Relative growth rates are calculated using the linear ƎǊƻǿǘƘ ŎƻƳǇƻƴŜƴǘ ŀƭƻƴŜ ŦƻǊ ǎƛƳǇƭƛŎƛǘȅΩǎ ǎŀƪŜΤ 
groups with negative linear growth coefficients and significant, positive quadratic growth coefficients 
reach peak ability less quickly, meaning they experience progressively narrowing ability growth rate gaps 
over time. 



118 

 

 

 

The mathematics ability growth coefficients reported in Table 4.4 resemble 

those of the reading ability model presented in Table 4.3. Black children of native-born 

mothers and Mexican and other Hispanic children in both generational status categories 

experience both lower initial mathematics ability and slower ability growth. Black 

children of U.S.-born mothers have 23 percent lower linear growth rates than non-

Hispanic white children of native-born mothers; among Mexican children the 

mathematics ability growth gaps are 13 percent for those with foreign-born mothers 

and 4 percent for those with native-born mothers; among other Hispanic children the 

gaps are 6 percent for children of foreign-born mothers and 7 percent for those with 

native-born mothers. Black children of foreign-born mothers demonstrate the same 

pattern of initial ability and ability growth for mathematics as for reading; that is, these 

children enter school with comparable mathematics ability levels to non-Hispanic white 

children, but then gain 12 percent less mathematics ability per semester once schooling 

begins.  

It is instructive to compare the effect sizes (relative to non-Hispanic white 

children of native-born mothers) of the intercept and slope coefficients within 

racial/ethnic/national origin and generational status categories. Among Hispanic and 

Asian children, a general pattern exists in which initial ability gaps, when present, 

correspond to less dramatic or non-significant gaps in K-8 ability growth. Ability growth 

during the pre-school years, it would appear, is more unequal along racial/ethnic and 

national origin lines than ability growth once children enter school. While schooling 

does not result in equal mathematics and reading ability growth in all children, those 
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from initially disadvantaged groups do tend to experience a narrower gap in reading 

growth than the ability gap facing them when their schooling careers began.  

Foreign-born/native-born mother differences in growth rate are indicated by 

italicized coefficients in Tables 4.3 and 4.4. The nearly complete absence of such 

differences, however, is noteworthy. Despite possessing ability levels that are often 

quite different at school entry, children from the same ethnic/national origin 

backgrounds tend to gain reading and mathematics ability at the same rate from 

kindergarten throǳƎƘ ŜƛƎƘǘƘ ƎǊŀŘŜ ǊŜƎŀǊŘƭŜǎǎ ƻŦ ǘƘŜƛǊ ƳƻǘƘŜǊǎΩ ƴŀǘƛǾƛǘȅΦ While initial 

between-group ability gaps frequently correspond to between-group differences in 

ability growth rate between non-Hispanic white and racial/ethnic minority children, 

within-group differences in academic ability at kindergarten entry generally do not lead 

to unequal growth trajectories between co-ethnic children of foreign- and native-born 

mothers. The exception to this pattern is found among Mexican children, for whom 

having an immigrant mother provides a greater disadvantage in predicted reading and 

mathematics ability growth per semester of schooling. On the whole, however, the 

evidence suggests that schooling effects tend to be blind to generational status, if not to 

race/ethnicity.  

 

Adding Measures of Family and School/Community Context to the 
Race/Ethnicity and National Origin Model 
 
Model 2 in Tables 4.3 and 4.4 adds ƳŜŀǎǳǊŜǎ ƻŦ ŦŀƳƛƭȅ {9{ ŀƴŘ ŎƘƛƭŘΩǎ ƎŜƴŘŜǊ ǘƻ ǘƘŜ 

intercept and slope submodels. The SES coefficients behave as education researchers 
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have come to expect: a one standard deviation increase in family SES is associated with 

a 9 percent increase (relative to the model intercept) in initial reading ability and an 11 

percent increase in initial mathematics ability, as well as a 7 percent increase in the 

amount of reading and mathematics ability gained per semester of schooling.  

Boys begin school with 5 percent lower levels of reading ability than girls and 

gain 3 percent less reading ability per semester once schooling begins. Boys and girls do 

not differ in initial mathematics ability. However, boys gain 7 percent more mathematics 

ability per semester of schooling than girls.  

The effects of these demographic variables are, in an important way, similar to 

those of the previously estimated race/ethnicity, national origin, and generational status 

variables. In general, the inequalities children bring with them to kindergarten are 

partially mitigated once schooling begins. Lower-SES children face both a school 

readiness and in-school ability growth disadvantage, but the in-school disadvantage is 

comparatively smaller than the initial ability gap. Similarly, boys begin school at a 

disadvantage in terms of reading ability, and while some amount of inequality carries 

over into K-8 reading ability growth, this gap is smaller than the gap at kindergarten 

entry.  

An exception to this pattern of comparatively smaller in-school growth rate 

inequalities, however, can be observed in gender coefficients for mathematics ability. In 

a similar situation to that of non-Hispanic black children of foreign-born mothers 

described above, girls do not arrive at school with lower levels of mathematics ability, 

yet once schooling begins, girls begin falling behind.  Just as schooling does not appear 
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to confer ability gains as rapidly upon black children ς even those who demonstrate 

equivalent levels of initial ability ς schooling seems to be less effective in developing 

ƎƛǊƭǎΩ ƳŀǘƘŜƳŀǘƛŎǎ ŀōƛƭƛǘȅ ǘƘŀƴ ōƻȅǎΩΣ ƛƴ ǎǇƛǘŜ ƻŦ ǘƘŜƛǊ ŜǉǳƛǾŀƭŜƴǘ ŀōƛƭƛǘȅ ƭŜǾŜƭǎ ōŜŦƻǊŜ 

schooling begins.  

 The inclusion of gender and SES measures in Model 2 changes the relationships 

between race/ethnicity, national origin, generational status, and academic ability 

growth. It is a relatively safe assumption that, given the random distribution of boys and 

girls across all groups in the study, family SES is the primary mediator. Unsurprisingly, 

controlling for family SES tends to reduce the degree of predicted reading and 

mathematics ability disadvantage experienced by minority children. For black children of 

foreign-born mothers, the negative slope coefficient for reading is reduced by 27 

percent and becomes marginally significant (p = 0.51), while the mathematics ability 

slope coefficient is reduced by 12 percent. The initial ability disadvantage for black 

children of native-born mothers is not statistically significant for reading ability, and is 

reduced by 40 percent for mathematics ability. Likewise, non-IƛǎǇŀƴƛŎ ōƭŀŎƪ ŎƘƛƭŘǊŜƴΩǎ 

ability growth disadvantages relative to non-Hispanic whites are reduced by 28 percent 

in reading and 20 percent for math.  

Mexican children of foreign-born mothers have 39 percent narrower gaps from 

third-plus generation non-Hispanic whites in initial reading and mathematics ability as 

well as a 48 percent narrower gap in reading ability growth and a 62 percent narrower 

gap in mathematics ability growth after family SES has been added to the model. 

Mexican children with native-born mothers see their initial reading ability disadvantage 
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and both their reading and mathematics ability growth disadvantages reduced to 

statistical non-significance by family SES. In addition, their initial disadvantage in 

mathematics ability is reduced by 38 percent, although it remains statistically 

significant.  

Relative to non-Hispanic white children of native-born mothers, the initial 

mathematics ability gap for Puerto Rican children whose mothers were born in Puerto 

Rico is reduced by 13 percent. For Puerto Rican children with mothers who were born 

one of the 50 states, the initial reading ability gap is reduced by 40 percent, while the 

initial gap in mathematics ability is reduced by 33 percent.  

The initial mathematics ability gap from non-Hispanic whites for Cuban children 

with foreign born mothers is 21 percent narrower, while the native-born mother 

advantage in initial mathematics ability among Cuban children is rendered non-

significant by family SES. Among other Hispanic children of foreign-born mothers, initial 

disadvantage is reduced by 41 percent in reading ability and 34 percent in mathematics 

ability, while growth rate inequality is non-significant in both domains. Other Hispanic 

children of native-born mothers have a 26 percent narrower gap in initial mathematics 

ability and ability growth rate gaps that are 12 percent narrower for reading and 18 

percent narrower for math. Lastly, the Asian advantage in initial reading ability is 

reduced to non-significance for the children of native-born mothers, and reduced by 26 

percent for children of foreign-born mothers, though it remains statistically significant.  

 In addition to mitigating minority-white gaps in reading and mathematics ability, 

family SES reduces within-group generational status gaps non-significant for black 
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children in reading and mathematics ability. However, statistically significant intra-group 

inequality persists among Mexican children in initial reading and mathematics ability, 

but not in ability growth rate, other Hispanic children in initial reading and mathematics 

ability, and Asian children in initial reading and mathematics ability. 

 Model 3 in Tables 4.3 and 4.4 adds the measure of minority immigrant 

concentration. It contributes to the model of reading ability growth, but not the model 

of mathematics ability growth. A one-standard deviation increase in community 

minority immigrant concentration is associated with a 2 percent increase in initial 

reading ability. The effect on reading ability growth rate is equivalent to zero.  

In comparison to the other effects included in these models, immigrant 

concentration has a modest effect, and only in reading ability. Nevertheless, the positive 

intercept coefficient suggests that an immigrant enclave context may prove protective 

ŦƻǊ ŎƘƛƭŘǊŜƴΩǎ ŜŀǊƭȅ ƭŀƴƎǳŀƎŜ ŘŜǾŜƭƻǇƳŜƴǘΣ ŀǎ ǊŜǎƛŘŜƴŎŜ ƛƴ ŀ ŎƻƳƳǳƴƛǘȅ ǿƛǘƘ ŀ ƘƛƎƘ 

concentration of immigrant families is associated with higher initial reading ability. The 

absence of a statistically significant slope coefficient for immigrant enclave in either 

domain, however, suggests that schooling is no more or less beneficial in terms of 

ŎƘƛƭŘǊŜƴΩǎ ǊŜŀŘƛƴƎ ŀƴŘ ƳŀǘƘŜƳŀǘƛŎǎ ŀōƛƭƛǘȅ ƛƴ ŀƴ ƛƳƳƛƎǊŀƴt enclave community than a 

community with low a level of immigrant concentration.  

 The fourth and final models presented in Tables 4.3 and 4.4 add two measures of 

school context: the proportion of the student body eligible to receive free or reduced-

price school lunches, and the proportion of the student body that is identified as 

something other than non-Hispanic white. These variables are scored on a 0 to 100 
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scale. So, for example, a student who attends a school with an 80 percent minority 

student body is predicted by Model 4 to enter kindergarten with 0.80 fewer 

mathematics ability points than an identical student in an otherwise identical school 

with zero minority students. Aside from this significant intercept coefficient for school 

minority enrolment in Table 4.4, these school context measures are not significantly 

related to reading or mathematics ability growth.  

 The addition of school/community context variables in Models 3 and 4 has little 

influence on the overall pattern of racial/ethnic, national origin, and generational status 

differences in K-8 reading and mathematics ability growth observed in Model 2. Broader 

social context, at least to the extent it is measured in the present study, contributes 

considerably less explanatory power to models ŜȄŀƳƛƴƛƴƎ ŘƛŦŦŜǊŜƴŎŜǎ ƛƴ ŎƘƛƭŘǊŜƴΩǎ 

academic ability growth than family socioeconomic background or the other 

unmeasured correlates of racial/ethnic and national origin group affiliation.   

 Despite controlling for relatively few contextual variables, the mixed-effects 

models presented in Tables 4.3 and 4.4 are able to account for a substantial amount of 

population heterogeneity, particularly in initial reading and mathematics ability. Tables 

A.2 and A.3 in the Appendix present the random effects components of these models. 

While substantial heterogeneity exists at each level for the intercept and growth 

ǇŀǊŀƳŜǘŜǊǎ ƛƴ ǘƘŜ ΨŎƻƳǇƭŜǘŜΩ ƳƻŘŜƭ όaƻŘŜƭ пύΣ ǘƘŜ tǎŜǳŘƻ-R2 values indicate that, for 

reading ability, 83 percent of between-child and 87 percent of between-

school/community variance in initial ability is accounted for by the model. For 

mathematics ability, the Pseudo-R2 values are only slightly lower: 82 percent for 
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between-child variance and 84 percent for between-school/community variance. The 

model is less comprehensive in accounting for population variance in K-8 ability growth, 

however. For reading ability, Model 4 explains 50 percent of within-child variance in 

ability growth, 27 and 33 percent of between-child variance in linear and quadratic 

growth, respectively, and 47 and 0 percent38 of between-school variance in linear and 

quadratic growth, respectively.  

For mathematics ability, Model 4 explains 45 percent of within-child variance in 

ability growth, 30 and 20 percent of between-child variance in linear and quadratic 

growth, respectively, and 54 and 67 percent of between-school variance in linear and 

quadratic growth, respectively. Thus, some 70 percent of between-child variance and 50 

percent of between school/community variance in reading and mathematics ability 

growth from kindergarten through eighth grade remain to be explained by future 

research using more extensive covariate arrays.  

Figures 4.1 through 4.5 present adjusted growth trajectories for reading ability 

based on the findings from Model 4 in Table 4.3. The figures display fitted trajectories 

for groups with significantly different intercept and/or slope coefficients from those of 

non-Hispanic white children of native-born parents in Model 4. Therefore, for example, 

Figure 4.5, which displays fitted trajectories for Asian children, only includes a curve for 

Asian children of foreign-born mothers, as Asian children of native-born mothers have 

                                                           
38

 The level-3 random effect associated with quadratic growth, while statistically significant, is of 
negligible magnitude in both the reading and mathematics models. Since there is only a miniscule amount 
of population variance in this parameter to be explained in the first place, there is essentially no 
ŘƛŦŦŜǊŜƴŎŜ ōŜǘǿŜŜƴ ǘƘŜ ƳŀǘƘŜƳŀǘƛŎǎ ƳƻŘŜƭΩǎ tǎŜǳŘƻ-R

2 
ǾŀƭǳŜ ƻŦ лΦст ŀƴŘ ǘƘŜ ǊŜŀŘƛƴƎ ƳƻŘŜƭΩǎ лΦллΦ  



126 

 

 

 

an equivalent conditional reading growth trajectory to that of non-Hispanic white 

children of native-born mothers. 

 

 

[FIGURES 4.1 ς 4.5 HERE] 

 

 

An examination of Figures 4.1 through 4.5 underscores the extent to which non-

Hispanic black children of both generational statuses and, to a lesser extent, Mexican 

children of foreign-born mothers are disadvantaged relative to non-Hispanic white 

children, even after statistical models are adjusted for confounders. The reading ability 

gap from non-Hispanic white children widens over the K-8 period to a much greater 

extent for non-Hispanic black children than others. By contrast, only a narrow 

minority/white gap exists over the K-8 period for Puerto Rican, Other Hispanic, and 

Asian children, when such a gap is present at all.  

Figures 4.6 through 4.12 present adjusted growth trajectories for mathematics 

ability based on the findings from Model 4 in Table 4.4. These figures are presented in 

the same way as Figures 4.1 through 4.5; they display fitted mathematics ability 

trajectories for groups with significantly different intercept and/or slope coefficients 

from those of non-Hispanic white children of native-born parents.  

 

[FIGURES 4.6 ς 4.12 HERE] 
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As with reading ability growth, it is immediately evident upon viewing Figures 4.6 

through 4.12 that the minority/white gaps in mathematics ability growth are more 

pronounced among non-Hispanic black children than children from other racial/ethnic 

backgrounds. While visually detectable ability gaps develop between non-Hispanic white 

children and those from Hispanic backgrounds, non-IƛǎǇŀƴƛŎ ōƭŀŎƪ ǎǘǳŘŜƴǘǎΩ ƻǾŜǊ-time 

disadvantage is decidedly more conspicuous.  

 

Summary  

The basic mixed-effects models of K-8 reading and mathematics ability growth suggest 

that ability in both domains follows a nonlinear trajectory over time, with growth 

occurring most rapidly during the early years of schooling and leveling off after 

approximately fourteen semesters of schooling (when children are typically finishing the 

sixth grade).  

¢ƘŜ άōŜƴŎƘƳŀǊƪ-setting" model for variance partitioning (Model 1 in Table 4.2) 

indicates that individual reading and mathematics ability growth varies at three levels: 

within-child, between-child, and between-school/community. For reading ability, 

approximately 34 percent of the total variance resides within individuals (the dispersion 

of observed ability scores aǊƻǳƴŘ ŜŀŎƘ ŎƘƛƭŘΩǎ άǘǊǳŜέ ŀōƛƭƛǘȅ ǘǊŀƧŜŎǘƻǊȅύΣ рм ǇŜǊŎŜƴǘ 

resides between children and within schools, and 16 percent resides between schools. 

The breakdown for variance in mathematics ability growth is similar: 29 percent at the 

within-child level, 56 percent at the between-child level, and 15 percent at the between-

school level. This particular pattern of variance partitioning is familiar to sociology of 



128 

 

 

 

education scholars. The conclusion that the amount of inequality in ability or 

achievement within a given school vastly outweighs the amount of inequality between 

any two given schools has been a hallmark of the field since the publication of the 

Coleman Report (1966).  

Disaggregating reading ability growth by race/ethnicity, national origin, and 

generational status reveals substantial between- and within-group differences. In terms 

of initial reading ability, non-Hispanic black and Puerto Rican children of native-born 

mothers, other Hispanic children of foreign-born mothers, and Mexican and Asian 

children in both generational status categories demonstrate significantly different levels 

of initial reading ability compared to non-Hispanic white children of native-born 

mothers. For Asian children, this difference is positive, while other groups have lower 

levels of initial reading ability than non-Hispanic whites.  

Certain groups that demonstrate reading ability gaps compared to non-Hispanic 

white children of native-born mothers at school entry also experience gaps in reading 

ability growth rate once schooling begins, including non-Hispanic black children of 

native-born mothers and Mexican children in both generational status categories. In 

addition, black children of foreign-born mothers and other Hispanic children of native-

born mothers have lower predicted rates of reading ability growth than non-Hispanic 

white children, though their initial ability levels are equivalent.  

To the extent that the members of the same racial/ethnic and national origin 

groups differ in reading ability by generational status, this inequality lies primarily in 

initial ability. Non-Hispanic black, Mexican, other Hispanic, and Asian children 
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demonstrate significant generational status differences in initial reading ability. The 

children of foreign-born mothers face a disadvantage among Mexican and other 

Hispanic children, while they possess higher initial reading ability scores among black 

and Asian children.  

Schooling generally does not exacerbate within-group generational status 

inequalities in reading ability evident at school entry, however. Mexican children are the 

only ones for whom generational status is associated with significantly different intra-

group differences in reading ability growth, as Mexican children of foreign-born mothers 

gain reading ability more slowly than children of native-born mothers. For all other 

groups, generational status is not associated with significantly different rates of reading 

ability growth. 

In terms of mathematics ability, non-Hispanic black children of native-born 

mothers and Mexican, Puerto Rican, Cuban, and Other Hispanic children of both 

generational status types demonstrate significant gaps in initial mathematics ability 

relative to non-Hispanic white children of native-born mothers. Except for Cuban 

children of native-born mothers, who have higher levels of initial mathematics ability 

than non-Hispanic white children of native-born mothers, these differences represent 

disadvantages in initial ability.  

Of the groups that begin school with lower initial mathematics ability levels, non-

Hispanic black children of foreign-born mothers and Mexican and other Hispanic 

children in both generational status categories also have slower rates of mathematics 

ability growth than non-Hispanic white children of native-born mothers once schooling 
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begins. As with reading ability, non-Hispanic black children of foreign-born mothers also 

experience flatter learning trajectories in mathematics than non-Hispanic white children 

despite entering school with equivalent ability levels.  

Within-group generational status inequalities in mathematics ability exist in 

terms of initial status among non-Hispanic black, Mexican, other Hispanic, and Asian 

children. Among non-Hispanic black children, this difference manifests as a foreign-born 

advantage, while for the other groups native-born children possess the advantage in 

initial mathematics ability. 

 As is the case with reading ability, schooling tends not to replicate initial within-

group inequalities in mathematics ability. Only Mexican children exhibit a generational 

status gap in mathematics ability growth, as the children of foreign-born mothers gain 

mathematics ability more slowly than children of native-born mothers over the 

kindergarten through eighth grade period.  

The addition of child and family context controls in the form of socioeconomic 

status and gender measures as well as, but to a lesser extent, school/community 

context measures in the form of immigrant concentration and school percent minority 

and low-income enrollments explains much of the between- and within-group inequality 

in reading and mathematics ability growth. Figures 4.1 through 4.12 illustrate the fact 

that, with these background factors controlled, most groups demonstrate very similar 

reading and mathematics ability trajectories even if there are statistically significant 

differences between some of these groups. 
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Two major exceptions to this pattern exist, however. Mexican children of 

foreign-born mothers and black children in both generational status categories lose 

proportionately more ground in reading and mathematics ability to non-Hispanic white 

children during the K-8 period than members of other groups. For Mexican children of 

foreign-born mothers and black children of native-born mothers, initial inequalities in 

reading and mathematics ability grow during the school years. Black children of foreign-

born mothers, however, begin school with comparable levels of reading and 

mathematics ability to non-Hispanic white children, and only begin to fall behind once 

formal schooling commences.  

The present study tells us that the story of academic inequality, net of the 

factors included in the mixed-effects models of K-8 reading and mathematics ability 

growth, is not so much one of children of native-born mothers versus children of 

immigrants or white versus minority children. Rather, inequality in K-8 ability growth 

among American children who entered kindergarten in 1998 is largely concentrated 

among three groups: non-Hispanic black children and, to a somewhat lesser extent, 

Mexican children of foreign-born mothers and other Hispanic children of native-born 

mothers. Net of family SES and school/community demographic factors, schooling 

appears to promote fairly equal rates of ability development among non-Hispanic white, 

Puerto Rican, Cuban, and Asian children. Compared to these groups, however, Mexican 

children of foreign-born mothers, other Hispanic children of native-born mothers, and, 

especially, black children of U.S.- and foreign-born mothers alike experience different, 

flatter growth trajectories over the elementary and middle school years. 
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It is difficult to interpret the meaning of the results for other Hispanic children of 

native-born mothers, as this pan-ethnic catch-all category includes children from a wide 

variety of cultural and national backgrounds. The findings for first/second generation 

Mexican children and non-Hispanic black children are somewhat more easily 

interpreted. Members of these groups experience educational disadvantages that 

extend beyond the influence of socioeconomic status. For most racial/ethnic and 

national origin groups, schooling appears equally effective in promoting mathematics 

and reading ability growth, net of family and community context. This is not to say, 

however, that the K-8 years are ameliorative of school readiness inequalities; while their 

conditional growth rates tend to be statistically equivalent, initially disadvantaged 

groups do not catch-up to non-Hispanic white or Asian children over the elementary and 

middle school years.  

Mexican immigrant and non-Hispanic black status, on the other hand, is 

associated with significantly flatter ability growth trajectories, even among black 

children of foreign-born mothers, who do not demonstrate an ability disadvantage at 

school entry. Schooling does not appear as effective in promoting reading and 

mathematics ability development among children from these groups. 

Downey et al. (2004) found that the first two years of schooling were remarkably 

successful in narrowing achievement gaps along socioeconomic lines, and schooling 

explained a great deal of inequality not associated with SES race/ethnicity. The present 

ǎǘǳŘȅΩǎ ŦƛƴŘƛƴƎǎ ŀǊŜ ƛƴ ŀƎǊŜŜƳŜƴǘ ƻƴ ǘƘƛǎ ŦǊƻƴǘΦ CǳǊǘƘŜǊƳƻǊŜΣ 5ƻǿƴŜȅ ŀƴŘ ŎƻƭƭŜŀƎǳŜǎ 

(2004) found that schooling appeared to increase black/white inequality; a finding also 
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replicated in the present study. The present study is distinguished from prior work by its 

investigation of ability growth inequalities from school entry through the end of middle 

school ς a time period that, until now, has not been examined. In addition, the present 

ǎǘǳŘȅΩǎ ƛƴŎƻǊǇƻǊŀǘƛƻƴ ƻŦ ƛƳƳƛƎǊŀƴǘ ƎŜƴŜǊŀǘƛƻƴŀƭ ǎǘŀǘǳǎ ŀƴŘ ƴŀǘƛƻƴŀƭ ƻǊƛƎƛƴ ōŀŎƪƎǊƻǳƴŘ 

represents a unique contribution.  

 

Limitations and Future Extensions 

¢ƘŜ ǇǊŜǎŜƴǘ ŎƘŀǇǘŜǊ ǎƻǳƎƘǘ ǘƻ ƛŘŜƴǘƛŦȅ ŀƴŘ ŘŜǎŎǊƛōŜ ƛƴŜǉǳŀƭƛǘƛŜǎ ƛƴ ŎƘƛƭŘǊŜƴΩǎ K-8 

academic ability trajectories within and between racial/ethnic, national origin, and 

generational status groups. For many groups, inequalities in initial reading and 

mathematics ability and the rate of ability growth could be explained via the inclusion of 

just a few sociodemographic covariates, chief among them family SES. Without 

question, a more elaborate model could explain more variation in ability growth, and 

future research aimed at explaining the inter- and intra-group differences that remain 

aōƻǾŜ ŀƴŘ ōŜȅƻƴŘ ǘƘƛǎ ǇǊŜǎŜƴǘ ŎƘŀǇǘŜǊΩǎ Ƴƻǎǘ ŜƭŀōƻǊŀǘŜ ƳƻŘŜƭ ǿƻǳƭŘ Řƻ ǿŜƭƭ ǘƻ 

ƛƴŎƻǊǇƻǊŀǘŜ ƳƻǊŜ ƛƴŦƻǊƳŀǘƛƻƴ ŀōƻǳǘ ŎƘƛƭŘǊŜƴΩǎ ŦŀƳƛƭȅΣ ǎŎƘƻƻƭΣ ŀƴŘ ŎƻƳƳǳƴƛǘȅ ŎƻƴǘŜȄǘǎΦ  

 For the children of immigrants in particular, more finely tuned measures of 

school and community openness toward minority immigrant incorporation would be 

useful to include. Information about ESL program availability in schools, social network 

data from immigrant parents and their neighbors (social capital measures in general are 

important to include in research on the success of children of immigrants), and the 

presence of cultural organizations and advocacy groups in the community would all 
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contribute to a richer body of information on the school and community contexts in 

which children spend their elementary and middle school years. It is always informative 

to include measures of parental educational attitudes and expectations in studies of 

ȅƻǳƴƎ ŎƘƛƭŘǊŜƴΩǎ ŀŎŀŘŜƳƛŎ ƻǳǘŎƻƳŜǎ ŀǎ ǿŜƭƭΤ ƛƳƳƛƎǊŀƴǘ ƻǇǘƛƳƛǎƳ ǘƘŜƻǊȅ ǎǳƎƎŜǎǘǎ ǘƘƛǎ 

should be a driving force behind foreign-born/native-born differences, particularly 

among high-achieving immigrant groups such as Asians (Kao and Tienda 1995).  
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Tables 

Table 4.1 

 

M SD Min. Max.

Reading ability

Kindergarten entry 36.20 10.00 21.07 133.56

Spring 8th Grade 171.46 27.39 85.62 208.90

Mathematics ability

Kindergarten entry 27.77 9.27 10.51 93.23

Spring 8th Grade 142.72 21.65 66.17 172.20

Non-Hispanic White, NB 0.614 0.487 0 1

Non-Hispanic White, FB 0.045 0.207 0 1

Non-Hispanic Black, NB 0.081 0.273 0 1

Non-Hispanic Black, FB 0.011 0.105 0 1

Mexican, NB 0.035 0.185 0 1

Mexican, FB 0.053 0.224 0 1

Puerto Rican, NB 0.007 0.083 0 1

Puerto Rican, FB 0.003 0.054 0 1

Cuban, NB 0.001 0.036 0 1

Cuban, FB 0.003 0.053 0 1

Other Hispanic, NB 0.029 0.167 0 1

Other Hispanic, FB 0.020 0.139 0 1

Asian, NB 0.008 0.092 0 1

Asian, FB 0.043 0.204 0 1

Male 0.50 0.50 0 1

Famly SES 0.13 0.98 -5.97 3.41

Commmunity Immigrant Concentration 0.03 1.01 -3.30 2.36

School Percent Free/Reduced Lunch 42.68 26.34 0 98.98

School Percent Non-white Enrollment 34.69 34.36 0 100

Sample N = 7,118

Variable Means/Sample Proportions, Standard Deviations, and 

Minimum/Maximum Values

Race/Ethnicicty, National Origin, 

Child, Family, and Community 

Note:  FB = Foreign-born mother, NB = Native-born Mother 
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Table 4.2  

 

  

 

Model 1 Model 2 Model 1 Model 2

32.65*** 33.97*** 26.27*** 26.93***

(0.37) (0.22) (0.31) (0.19)

17.18*** 17.09*** 13.55*** 13.38***

(0.05) (0.10) (0.04) (0.08)

-0.53*** -0.54*** -0.39*** -0.39***

(0.003) (0.01) (0.003) (0.01)

Level-1

185.02*** 100.01*** 115.85*** 58.42***

Level-2

279.00*** 64.09*** 224.60*** 47.56***

--- 12.27*** --- 8.79***

--- 0.04*** --- 0.02***

Corr.: --- 0.70*** --- 0.82***

--- -0.90*** --- -0.96***

Level-3

87.03*** 23.51*** 62.26*** 18.57***

--- 5.97*** --- 3.10***

--- 0.03*** --- 0.01***

Math Ability 

Unconditional Mixed-Effects Models of K-8th Grade Ability Growth

Reading Ability

Intercept

Semester2
Semester

Corr.: Intercept/ 

Intercept

Semester

Semester2

FIXED-EFFECTS

VARIANCE COMPONENTS

Intercept

Semester

Semester2

Within-Person

Initial Status

Linear Growth

Quadratic Growth
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Table 4.2, continued 

 
  

0.51 --- 0.56 ---

0.16 --- 0.15 ---

--- 0.54 --- 0.50

--- 0.23 --- 0.21

--- 0.27 --- 0.30

292072 283726 292072 283726

7119 7119 7119 7119

Level-3 Intercept

*** p<.001; Standard errors are between 

Note: Deviance Statistics are different at Ŭ = 0.999

Deviance Statistic 

INTRACLASS CORRELATION 

COEFFICIENTS

Model N

Pseudo-R2

Level-2 Intercept

Level-1

ICCk (Level-3)

ICCi (Level-2)
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Table 4.3 

  

Model 1 Model 2 Model 3 Model 4

White FB

Initial Status -0.16 -0.28 -0.38 -0.37

(0.93) (0.83) (0.83) (0.83)

Slope 0.45 0.24 0.24 0.24

(0.39) (0.35) (0.35) (0.35)

Slope2 -0.02 -0.01 -0.01 -0.01

(0.02) (0.02) (0.02) (0.02)

Black FB

Initial Status 1.02 1.33 1.16 1.22

(2.09) (1.84) (1.84) (1.84)

Slope -2.17* -1.59^ -1.61* -1.96*

(0.90) (0.82) (0.82) (0.87)

Slope2 0.09 0.06 0.06 0.06

(0.06) (0.05) (0.05) (0.05)

NB

Initial Status -3.06*** -0.63 -0.58 -0.36

(0.64) (0.55) (0.55) (0.57)

Slope -3.23*** -2.31*** -2.31*** -2.34***

(0.27) (0.23) (0.23) (0.27)

Slope2 0.12*** 0.08*** 0.08*** 0.07***

(0.02) (0.02) (0.02) (0.02)

Mexican FB

Initial Status -7.61*** -4.62*** -5.10*** -4.87***

(0.91) (0.82) (0.84) (0.85)

Slope -3.14*** -1.65*** -1.68*** -1.51***

(0.34) (0.31) (0.32) (0.32)

Slope2 0.14*** 0.08*** 0.08*** 0.07**

(0.02) (0.02) (0.02) (0.02)

NB

Initial Status -2.46** -1.40^ -1.62* -1.47^

(0.86) (0.75) (0.75) (0.76)

Slope -0.96** -0.46 -0.45 -0.36

(0.35) (0.32) (0.32) (0.32)

Slope2 0.03 0.01 0.01 0.01

(0.02) (0.02) (0.02) (0.02)

Fixed-Effects Coefficients from Mixed-Effects Models of K-8 Reading Ability Growth
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Table 4.3, continued 

 

Puerto Rican FB

Initial Status -3.65 -4.35^ -4.60^ -4.66^

(3.03) (2.48) (2.48) (2.48)

Slope 0.16 -0.74 -0.73 -0.75

(1.31) (1.08) (1.08) (1.08)

Slope2 -0.02 0.06 0.06 0.06

(0.08) (0.07) (0.07) (0.07)

NB

Initial Status -6.00** -3.62* -3.81* -3.80*

(1.84) (1.61) (1.61) (1.62)

Slope -0.11 -0.33 -0.34 -0.30

(0.22) (0.69) (0.69) (0.69)

Slope2 0.07 0.03 0.03 0.03

(0.05) (0.04) (0.04) (0.04)

Cuban FB

Initial Status -4.48 -3.72 -3.91 -3.90

(3.35) (2.79) (2.79) (2.79)

Slope 0.89 0.77 0.74 0.78

(1.33) (1.17) (1.17) (1.17)

Slope2 -0.08 -0.05 -0.05 -0.05

(0.08) (0.07) (0.07) (0.07)

NB

Initial Status 3.31 -3.76 -3.68 3.62

(4.04) (3.83) (3.83) (3.83)

Slope -0.98 0.24 0.25 -0.30

(1.69) (1.72) (1.72) (1.71)

Slope2 0.07 0.00 0.03 0.00

(0.10) (0.11) (0.04) (0.11)

Other Hisp. FB

Initial Status -4.50*** -2.66* -3.00** -2.94**

(1.21) (1.07) (1.08) (1.08)

Slope -1.17* -0.44 -0.46 -0.38

(0.47) (0.44) (0.44) (0.44)

Slope2 0.05^ 0.02 0.02 0.02

(0.03) (0.03) (0.03) (0.02)

NB

Initial Status -0.90 -0.04 -0.16 -0.09

(0.90) (0.79) (0.79) (0.79)

Slope -1.37*** -1.08** -1.09** -1.05**

(0.37) (0.34) (0.34) (0.34)

Slope2 0.06* 0.05* 0.05* 0.05*

(0.02) (0.02) (0.02) (0.02)
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Table 4.3, continued 

 

  

Asian FB

Initial Status 5.48*** 4.04*** 3.75*** 3.84***

(0.91) (0.85) (0.85) (0.86)

Slope -0.57 -0.46 -0.46 -0.39

(0.38) (0.36) (0.36) (0.36)

Slope2 0.02 0.01 0.01 0.01

(0.08) (0.02) (0.02) (0.02)

NB

Initial Status 2.93* 1.34 1.21 1.28

(1.50) (1.54) (1.54) (1.54)

Slope 0.84 0.35 0.36 0.39

(0.63) (0.67) (0.67) (0.67)

Slope2 -0.05 -0.02 -0.02 -0.02

(0.04) (0.04) (0.04) (0.04)

SES Z-Score

Initial Status --- 3.25*** 3.23*** 3.17***

--- (0.16) (0.16) (0.16)

Slope --- 1.29*** 1.29*** 1.26***

--- (0.07) (0.07) (0.07)

Slope2 --- -0.06*** -0.06*** -0.06***

--- ('0.01) ('0.01) ('0.00)

Male

Initial Status --- -1.64*** -1.64*** -1.64***

--- (0.26) (0.26) (0.26)

Slope --- -0.56*** -0.56*** -0.56***

--- (0.11) (0.11) (0.11)

Slope2 --- 0.02** 0.02** 0.02**

--- (0.01) (0.01) (0.01)

Immigrant Enclave

Initial Status --- --- 0.58** 0.71**

--- --- (0.22) (0.26)

Slope --- --- 0.01 0.13

--- --- (0.09) (0.11)

Slope2 --- --- -0.00 -0.01

--- --- ('0.01) (0.01)
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Table 4.3, continued 

 

  

Initial Status --- --- --- -0.01

--- --- --- (0.01)

Slope --- --- --- -0.00

--- --- --- (0.00)

Slope2 --- --- --- 0.00

--- --- --- (0.00)

Initial Status --- --- --- -0.01

--- --- --- (0.01)

Slope --- --- --- -0.01^

--- --- --- (0.00)

Slope2 --- --- --- 0.00

--- --- --- (0.00)

Intercept

Initial Status 34.79*** 34.41*** 34.43*** 35.09***

(0.24) (0.26) (0.26) (0.39)

Slope 17.69*** 17.57*** 17.56*** 17.85***

(0.10) (0.11) (0.11) (0.16)

Slope2 -0.56*** -0.55*** -0.55*** -0.57***

(0.01) (0.01) (0.01) (0.01)

Model N 7119 7119 7119 7119

Notes: ***p<.001, **p<.01, *p<.05, ^p<.10 (Two-tailed tests)

School Pct. Non-White 

Enrollment

     FB = Foreign-born mother, NB = Native-born Mother 

                    Italicized coefficients denote significant intraethnic FB/NB differences for                                                                              

                a given parameter

School Pct. Free/Reduced Price 

Lunch
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Table 4.4 

 

 

 

Model 1 Model 2 Model 3 Model 4

White FB

Initial Status -0.62 -1.34 -1.33* -1.32*

(0.73) (0.65) (0.65) (0.65)

Slope 0.52^ 0.26 0.24 0.24

(0.31) (0.28) (0.28) (0.28)

Slope2 -0.01 -0.00 0.00 0.00

(0.02) (0.02) (0.02) (0.02)

Black FB

Initial Status 1.24 1.83 -1.83 -1.77

(1.64) (1.43) (1.43) (1.43)

Slope -1.66* -1.47* -1.50* -1.45*

(0.74) (0.67) (0.67) (0.67)

Slope2 0.08^ 0.07^ 0.07^ 0.07^

(0.05) (0.04) (0.04) (0.04)

NB

Initial Status -5.00*** -3.00*** -3.01*** -2.71***

(0.51) (0.43) (0.43) (0.44)

Slope -3.12*** -2.50*** -2.49*** -2.42***

(0.22) (0.19) (0.19) (0.20)

Slope2 0.13*** 0.08*** 0.11*** 0.10***

(0.01) (0.02) (0.01) (0.01)

Mexican FB

Initial Status -7.90*** -4.81*** -4.72*** -4.44***

(0.71) (0.63) (0.65) (0.65)

Slope -1.85*** -0.71** -0.82** -0.73**

(0.27) (0.25) (0.26) (0.26)

Slope2 0.09*** 0.08*** 0.04** 0.04*

(0.02) (0.02) (0.02) (0.02)

NB

Initial Status -3.24*** -2.04** -2.01** -1.83**

(0.68) (0.58) (0.59) (0.59)

Slope -0.58* -0.31 -0.36 -0.31

(0.28) (0.26) (0.26) (0.26)

Slope2 0.02 0.11*** 0.01 0.01

(0.02) (0.01) (0.02) (0.02)

Fixed Effects Coefficients from Mixed-Effects Models of K-8 Math Ability Growth
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Table 4.4, continued 

 

Puerto Rican FB

Initial Status -5.93* -5.14** -5.10** -5.10**

(2.37) (1.93) (1.93) (1.93)

Slope 0.51 -0.23 0.27 -0.30

(1.07) (0.89) (0.89) (0.89)

Slope2 -0.04 0.01 0.01 0.01

(0.07) (0.06) (0.06) (0.06)

NB

Initial Status -5.48*** -3.70** -3.69** -3.63**

(1.44) (1.26) (1.26) (1.27)

Slope -0.04 -0.51 -0.55 -0.53

(0.17) (0.56) (0.56) (0.56)

Slope2 0.04 0.04 0.04 0.04

(0.04) (0.03) (0.04) (0.03)

Cuban FB

Initial Status -6.37* -5.03* -5.03* -4.98*

(2.65) (2.18) (2.18) (2.18)

Slope 0.37 0.25 0.20 0.23

(1.06) (0.94) (0.94) (0.94)

Slope2 -0.02 -0.01 -0.00 -0.01

(0.06) (0.06) (0.06) (0.06)

NB

Initial Status 6.74* 3.12 3.10 3.19

(3.23) (3.05) (3.05) (3.05)

Slope 0.18 0.10 0.12 0.14

(1.33) (1.37) (1.37) (1.37)

Slope2 -0.01 -0.01 -0.01 -0.01

(0.08) (0.08) (0.08) (0.08)

Other Hisp. FB

Initial Status -5.43*** -3.61*** -3.56*** -3.46***

(0.95) (0.84) (0.84) (0.84)

Slope -0.89* -0.25 -0.34 -0.29

(0.38) (0.35) (0.36) (0.36)

Slope2 0.05* 0.02 0.02 0.02

(0.02) (0.02) (0.02) (0.02)

NB

Initial Status -3.66*** -2.70*** -2.68*** -2.62***

(0.71) (0.62) (0.62) (0.62)

Slope -1.00** -0.82** -0.84** -0.82**

(0.30) (0.27) (0.27) (0.27)

Slope2 0.05** 0.04* 0.04^ 0.04*

(0.02) (0.02) (0.02) (0.02)
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Table 4.4, continued 

 

 

  

Asian FB

Initial Status -0.26 -0.86 -0.82 -0.67

(0.72) (0.66) (0.67) (0.67)

Slope 0.09 0.31 0.25 0.28

(0.30) (0.29) (0.29) (0.29)

Slope2 0.01 0.00 0.01 0.01

(0.02) (0.02) (0.02) (0.02)

NB

Initial Status 0.62 -0.53 -0.49 -0.40

(1.18) (1.20) (1.20) (1.20)

Slope 0.55 0.59 0.56 0.57

(0.50) (0.54) (0.54) (0.54)

Slope2 -0.01 -0.02 -0.01 -0.01

(0.03) (0.03) (0.03) (0.03)

SES Z-Score

Initial Status --- 3.09*** 3.09*** 3.04***

--- (0.12) (0.12) (0.12)

Slope --- 0.97*** 0.96*** 0.95***

--- (0.05) (0.05) (0.05)

Slope2 --- -0.04*** -0.04*** -0.04***

--- ('0.00) ('0.00) (0.00)

Male

Initial Status --- 0.14 0.15 0.15

--- (0.21) (0.21) (0.21)

Slope --- 0.90*** 0.90*** 0.90***

--- (0.09) (0.09) (0.09)

Slope2 --- -0.05*** -0.05*** -0.05***

--- (0.01) (0.01) (0.01)

Immigrant Enclave

Initial Status --- --- -0.08 0.16

--- --- (0.17) (0.20)

Slope --- --- 0.10 0.14

--- --- (0.07) (0.09)

Slope2 --- --- -0.00 -0.00

--- --- ('0.01) (0.01)
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Table 4.4, continued 

 

  

--- --- --- -0.01

Initial Status --- --- --- (0.01)

--- --- --- -0.00

Slope --- --- --- (0.00)

--- --- --- 0.00

Slope2 --- --- --- (0.00)

Initial Status --- --- --- -0.01*

--- --- --- (0.01)

Slope --- --- --- -0.00

--- --- --- (0.00)

Slope2 --- --- --- 0.00

--- --- --- (0.00)

Intercept

Initial Status 28.23*** 27.13*** 27.13*** 27.77***

(0.20) (0.20) (0.20) (0.30)

Slope 13.86*** 13.17*** 13.17*** 13.32***

(0.08) (0.09) (0.09) (0.16)

Slope2 -0.41*** -0.38*** -0.38*** -0.38***

(0.01) (0.01) (0.01) (0.01)

Model N 7119 7119 7119 7119

Notes: ***p<.001, **p<.01, *p<.05, ^p<.10 (Two-tailed tests)

     FB = Foreign-born mother, NB = Native-born Mother 

                    Italicized coefficients denote significant intraethnic FB/NB differences for                                                                              

                a given parameter

School Pct. Free/Reduced Price 

School Pct. Non-White 
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Figures 

Figure 4.1: Non-Hispanic White and Non-IƛǎǇŀƴƛŎ .ƭŀŎƪ {ǘǳŘŜƴǘǎΩ /ƻƴŘƛǘƛƻƴŀƭ wŜŀŘƛƴƎ 

Ability Score Growth per Semester of Schooling (NB= Children of Native-born Mothers, 

FB = Children of Foreign-Born Mothers) 
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Figure 4.2: Non-IƛǎǇŀƴƛŎ ²ƘƛǘŜ ŀƴŘ aŜȄƛŎŀƴ {ǘǳŘŜƴǘǎΩ /ƻƴŘƛǘƛƻƴŀƭ wŜŀŘƛƴƎ !ōƛƭƛǘȅ {ŎƻǊŜ 

Growth per Semester of Schooling (NB= Children of Native-born Mothers, FB = Children 

of Foreign-Born Mothers) 
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Figure 4.3: Non-IƛǎǇŀƴƛŎ ²ƘƛǘŜ ŀƴŘ tǳŜǊǘƻ wƛŎŀƴ {ǘǳŘŜƴǘǎΩ /ƻƴŘƛǘƛƻƴŀƭ wŜŀŘƛƴƎ !ōƛƭƛǘȅ 

Score Growth per Semester of Schooling (NB= Children of Native-born Mothers, FB = 

Children of Foreign-Born Mothers) 
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Figure 4.4: Non-HiǎǇŀƴƛŎ ²ƘƛǘŜ ŀƴŘ hǘƘŜǊ IƛǎǇŀƴƛŎ {ǘǳŘŜƴǘǎΩ /ƻƴŘƛǘƛƻƴŀƭ wŜŀŘƛƴƎ !ōƛƭƛǘȅ 

Score Growth per Semester of Schooling (NB= Children of Native-born Mothers, FB = 

Children of Foreign-Born Mothers) 
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Figure 4.5: Non-IƛǎǇŀƴƛŎ ²ƘƛǘŜ ŀƴŘ !ǎƛŀƴ {ǘǳŘŜƴǘǎΩ /ƻƴŘƛǘƛƻƴŀƭ wŜading Ability Score 

Growth per Semester of Schooling (NB= Children of Native-born Mothers, FB = Children 

of Foreign-Born Mothers) 
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Figure 4.6: Non-IƛǎǇŀƴƛŎ ²ƘƛǘŜ ŀƴŘ !ǎƛŀƴ {ǘǳŘŜƴǘǎΩ /ƻƴŘƛǘƛƻƴŀƭ wŜŀŘƛƴƎ !ōƛƭƛǘȅ {ŎƻǊŜ 

Growth per Semester of Schooling (NB= Children of Native-born Mothers, FB = Children 

of Foreign-Born Mothers) 
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Figure 4.7: Non-IƛǎǇŀƴƛŎ ²ƘƛǘŜ {ǘǳŘŜƴǘǎΩ /ƻƴŘƛǘƛƻƴŀƭ aŀǘƘŜƳŀǘƛŎǎ !ōƛƭƛǘȅ {ŎƻǊŜ DǊƻǿǘƘ 

per Semester of Schooling (NB= Children of Native-born Mothers, FB = Children of 

Foreign-Born Mothers) 
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Figure 4.8: Non-Hispanic White and Non-IƛǎǇŀƴƛŎ .ƭŀŎƪ {ǘǳŘŜƴǘǎΩ /ƻƴŘƛǘƛƻƴŀƭ 

Mathematics Ability Score Growth per Semester of Schooling (NB= Children of Native-

born Mothers, FB = Children of Foreign-Born Mothers) 
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Figure 4.9: Non-HƛǎǇŀƴƛŎ ²ƘƛǘŜ ŀƴŘ aŜȄƛŎŀƴ {ǘǳŘŜƴǘǎΩ /ƻƴŘƛǘƛƻƴŀƭ aŀǘƘŜƳŀǘƛŎǎ !ōƛƭƛǘȅ 

Score Growth per Semester of Schooling (NB= Children of Native-born Mothers, FB = 

Children of Foreign-Born Mothers) 
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Figure 4.10: Non-IƛǎǇŀƴƛŎ ²ƘƛǘŜ ŀƴŘ tǳŜǊǘƻ wƛŎŀƴ {ǘǳŘŜƴǘǎΩ /ƻƴŘƛǘƛƻnal Mathematics 

Ability Score Growth per Semester of Schooling (NB= Children of Native-born Mothers, 

FB = Children of Foreign-Born Mothers) 
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Figure 4.11: Non-IƛǎǇŀƴƛŎ ²ƘƛǘŜ ŀƴŘ /ǳōŀƴ {ǘǳŘŜƴǘǎΩ /ƻƴŘƛǘƛƻƴŀƭ aŀǘƘŜƳŀǘƛŎǎ !ōƛƭƛǘȅ 

Score Growth per Semester of Schooling (NB= Children of Native-born Mothers, FB = 

Children of Foreign-Born Mothers) 
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Figure 4.12: Non-IƛǎǇŀƴƛŎ ²ƘƛǘŜ ŀƴŘ hǘƘŜǊ IƛǎǇŀƴƛŎ {ǘǳŘŜƴǘǎΩ /ƻƴŘƛǘƛƻƴŀƭ aŀǘƘŜƳŀǘƛŎǎ 

Ability Score Growth per Semester of Schooling (NB= Children of Native-born Mothers, 

FB = Children of Foreign-Born Mothers) 
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CHAPTER 5 

Academic Self-Concept at the End of Eighth Grade 

Examining the Roles of Generational Status, Race/Ethnicity, Country of 

Origin, and School/Community Context 

 

 

 

Introduction 

This final analytiŎ ŎƘŀǇǘŜǊ ǇǊƻǾƛŘŜǎ ŀ ƎƭƛƳǇǎŜ ŀǘ ŀŘƻƭŜǎŎŜƴǘǎΩ ŀŎŀŘŜƳƛŎ ǎŜƭŦ-perceptions 

at the time immediately preceding their entry into high school. At this crucial 

educational juncture, just two years from the age at which compulsory schooling 

reaches its end, ECLS-K participants were asked to evaluate their own competence in 

verbal/reading and mathematics school subjects. While the reading and mathematics 

test scores examined in Chapters 3 and 4 are intended to provide objective evaluations 

ƻŦ ŎƘƛƭŘǊŜƴΩǎ ŎƻƎƴƛǘƛǾŜ ŀōƛƭity, the self-perceived competence measures analyzed in the 

ǇǊŜǎŜƴǘ ŎƘŀǇǘŜǊ ǇŜǊƳƛǘ ŀƴ ŜȄŀƳƛƴŀǘƛƻƴ ƻŦ ŀŘƻƭŜǎŎŜƴǘǎΩ ǇŜǊŎŜǇǘƛƻƴǎ ƻŦ ǘƘŜƛǊ ƻǿƴ 

verbal/reading and mathematics ability.  

  

The present chapter examines the following research questions:  

(1) How do adoƭŜǎŎŜƴǘǎΩ ƭŜǾŜƭǎ ƻŦ ŜƛƎƘǘƘ ƎǊŀŘŜ ǾŜǊōŀƭκǊŜŀŘƛƴƎ ŀƴŘ ƳŀǘƘŜƳŀǘƛŎǎ 

self-concept vary by race/ethnicity, national origin, and generational status? 
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(2) ¢ƻ ǿƘŀǘ ŜȄǘŜƴǘ Ŏŀƴ ŎƘƛƭŘǊŜƴΩǎ ƎŜƴŘŜǊΣ ƛƴƛǘƛŀƭ ŀŎŀŘŜƳƛŎ ŀōƛƭƛǘȅΣ ŀƴŘ ŦŀƳƛƭȅ 

socioeconomic status account for between-child variation in academic self-

concept? 

(3) Do community immigrant concentration and school racial/ethnic and 

ǎƻŎƛƻŜŎƻƴƻƳƛŎ ŎƻƴǘŜȄǘ ƛƴŦƭǳŜƴŎŜ ŎƘƛƭŘǊŜƴΩǎ ŀŎŀŘŜƳƛŎ ǎŜƭŦ-concept? 

 

Results 

Table 5.1 presents variable means/sample proportions, standard deviations, and 

minimum and maximum values for this sample.  

 

{TABLE 5.1 HERE] 

 

 

Over two-thirds of the sample is composed non-Hispanic white adolescents with native-

born mothers. Non-Hispanic black children of native-born mothers are the next largest 

group, comprising 10.2 percent of the sample, followed by Mexican children of foreign-

born mothers (7.6 percent), non-Hispanic white children of immigrant mothers (7.1 

percent), Asian children of foreign-born mothers (5 percent), and Mexican children of 

native-born mothers (3.8 percent). The remaining groups each make up less than 3 

percent of the analytic sample.  

  

 

Multilevel Regression Models of Verbal/Reading Self-Concept on 
Adolescent Background and Social Context  
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Table 5.2 presents the results of two-level regression models of verbal/reading self-

ŎƻƴŎŜǇǘ ƻƴ ŀŘƻƭŜǎŎŜƴǘǎΩ ǊŀŎŜκŜǘƘƴƛŎƛǘȅΣ ƴŀǘƛƻƴŀƭ ƻǊƛƎƛƴΣ ƳŀǘŜǊƴŀƭ ƴŀǘƛǾƛǘȅΣ ƎŜƴŘŜǊΣ 

kindergarten literacy ability, family SES, and school/community context. As in previous 

chapters, non-Hispanic white adolescents of native-born mothers serve as the reference 

category, and asterisks denote significant differences from this group. Significant (p<.05, 

two-tailed) intra-group generational status differences are again represented by 

italicized coefficients.  

 

[TABLE 5.2 HERE] 

 

 

aƻŘŜƭ м ƛƴ ¢ŀōƭŜ рΦн ŜǎǘƛƳŀǘŜǎ ŘƛŦŦŜǊŜƴŎŜǎ ƛƴ ŀŘƻƭŜǎŎŜƴǘǎΩ ŜƛƎƘǘƘ ƎǊŀŘŜ 

verbal/reading self-concept within and between racial/ethnic and national origin 

groups. Mexican children of foreign-born mothers have verbal/reading self-concept 

scores that are 0.287 points (11 percent39) lower than non-Hispanic whites children of 

ƴŀǘƛǾŜ ōƻǊƴ ƳƻǘƘŜǊǎΣ ǿƘƛƭŜ aŜȄƛŎŀƴ ŎƘƛƭŘǊŜƴ ƻŦ ƴŀǘƛǾŜ ōƻǊƴ ƳƻǘƘŜǊǎΩ ƭŜǾŜƭǎ ŀǊŜ лΦмус 

points (7 percent) lower. The scores of Asian children of foreign-born mothers are 0.099 

(4 percent) higher than those of non-Hispanic white children of native-born mothers. 

Non-Hispanic black, Puerto Rican, Cuban, and other Hispanic children do not have 

significantly different verbal/reading self-concept levels from non-Hispanic white 

                                                           
39

 These percentage-difference values are calculated by dividing each group-specific regression coefficient 
(i.e., the difference in predicted score between that group and non-Hispanic white adolescents with 
native-born mothers) by the intercept (the predicted score for non-Hispanic white adolescents with 
native-born mothers). 
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children of native-born mothers, nor do Asian children of native-born mothers. 

Generational status differences in verbal/reading self-concept exist among Mexican, 

Cuban, and Asian children. Among Mexican adolescents, those with foreign-born 

mothers report lower levels of verbal/reading self-concept, while among Cubans and 

Asians the children of foreign-born mothers report higher self-concept levels. 

Model 2 introduces additional child and family background covariates to the 

regression model. As hypothesized, family SES is positively associated with verbal-

reading self-concept, with a one standard deviation increase in SES being associated 

with a 0.157 point (6 percent) increase in verbal/reading self-concept. Literacy ability at 

kindergarten entry is also positively associated with verbal/reading self-concept, with a 

one standard deviation increase in literacy ability corresponding to a 0.125 point (5 

percent) increase in verbal/reading self-concept. Also consistent with prior research, 

boys have lower levels of verbal/reading self-concept than girls, demonstrating a gender 

gap of 0.327 points (12 percent). 

 With the addition of gender, family SES, and academic ability controls in Model 

2, the pattern of inter- and intra-group self-concept differences changes substantially. 

Net of these covariates, non-Hispanic black children have 4 percent higher levels of 

verbal/reading self-concept than non-Hispanic white children of native-born mothers. 

Mexican children of native-born mothers are no longer significantly different from non-

Hispanic white children, while the gap between Mexican children of foreign-born 

mothers and non-Hispanic white children of native-born mothers is narrowed from 11 

percent to 4 percent, though it remains significant.  Cuban children of foreign-born 
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mothers demonstrate 25 percent higher verbal/reading self-concept scores than non-

Hispanic whites after the introduction of control variables in Model 2, and other 

Hispanic children of foreign-born mothers also demonstrate significantly higher self-

concept levels (5 percent). The gap between Asian children of foreign-born mothers and 

non-Hispanic white children of native-born mothers grows from Model 1 to Model 2, 

from 4 percent to 5 percent.  

 As in Model 1, Model 2 predicts intra-group generational status differences 

among Mexican, Cuban, and Asian children, with Mexican children of foreign-born 

mothers possessing lower and Cuban and Asian children of foreign-born mothers higher 

levels of verbal/reading self-concept. In addition, Model 2 predicts that Puerto Rican 

and other Hispanic children of foreign-born mothers have higher verbal/reading self-

concepts than their third-plus generation peers.  

 Model 3 in Table 5.2 adds measures of community immigrant concentration, 

ǎŎƘƻƻƭǎΩ ǇŜǊŎŜƴǘŀƎŜ ŦǊŜŜ ŀƴŘ ǊŜŘǳŎŜŘ-price lunch eƭƛƎƛōƭŜ ŜƴǊƻƭƭƳŜƴǘǎΣ ŀƴŘ ǎŎƘƻƻƭΩǎ 

percentage non-white minority enrollments to the multilevel model. Of these variables, 

only ǘƘŜ ǇǊƻǇƻǊǘƛƻƴ ƻŦ ŀ ǎŎƘƻƻƭΩǎ ǎǘǳŘŜƴǘ ōƻŘȅ ƛŘŜƴǘƛŦƛŜŘ ŀǎ ƴƻƴ-white is significantly 

ǊŜƭŀǘŜŘ ǘƻ ŎƘƛƭŘǊŜƴΩǎ ǾŜǊōŀƭκǊŜŀŘƛƴƎ ǎŜƭŦ-concept. For every 10 percent increase in 

minority enrollment, children are predicted to experience a .02 point increase in self-

concept. This is a rather small effect; the difference in predicted self-concept between 

an adolescent in a 90 percent minority school and an identical child in a 5 percent 

minority school is 0.17 points, or approximately 6 percent.  
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 While the school and community context variables included in Model 3 do not 

have strong direct effects on predicted verbal/reading self-concept net of other 

covariates, these measures partially mediate several of the minority/non-Hispanic white 

and within-group generational status differences evident in the results of Model 2. Non-

Hispanic black children of native-born mothers no longer differ significantly from non-

Hispanic white children of native-born mothers after accounting for measures of social 

context. Likewise, gaps between non-Hispanic whites and other Hispanic and Asian 

children of foreign-born mothers are reduced to non-significance in Model 3. The gap 

between non-Hispanic white children of native-born mothers and Mexican children of 

foreign-born mothers is also reduced to non-significance. . Model 3 results suggest that 

Cuban children of native-born mothers possess 23 percent higher self-concept scores 

than non-Hispanic white children (down from 25 percent in Model 2). Finally, Model 3 

predicts that Mexican children of native-born mothers possess 4 percent lower 

verbal/reading self-concept levels than non-Hispanic white children of native-born 

mothers. 

   

Multilevel Regression Models of Mathematics Self-Concept on Child 
Background and Social Context  
 

Table 5.3 presents the results of two-level regression models of eighth grade 

mathematics self-ŎƻƴŎŜǇǘ ƻƴ ŀŘƻƭŜǎŎŜƴǘǎΩ ǊŀŎŜκŜǘƘƴƛŎƛǘȅΣ ƴŀǘƛƻƴŀƭ ƻǊƛƎin, maternal 

nativity, and confounders. 
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[TABLE 5.3 HERE] 

 

 Model 1 in Table 5.3 establishes patterns of between- and within-group 

differences in mathematics self-concept. Non-Hispanic white, non-Hispanic black, and 

Asian children of foreignςborn mothers possess higher predicted levels of mathematics 

self-concept than non-Hispanic white children of native-born mothers. Non-Hispanic 

white children of foreign-born mothers have 5 percent higher scores, non-Hispanic black 

children of foreign-ōƻǊƴ ƳƻǘƘŜǊǎΩ ǎŎƻǊŜs are 12 percent higher, and Asian children of 

foreign-ōƻǊƴ ƳƻǘƘŜǊǎΩ ǎŎƻǊŜǎ ŀǊŜ с ǇŜǊŎŜƴǘ ƘƛƎƘŜǊΦ aŜȄƛŎŀƴ ŎƘƛƭŘǊŜƴ ƛƴ ōƻǘƘ 

generational status categories have lower levels of mathematics self-concept than non-

Hispanic white children of native-born mothers. The gap between Mexican and non-

Hispanic white adolescents with native-born mothers is 12 percent for Mexican 

adolescents with native-born mothers and 9 percent for those with foreign-born 

mothers.  

 In addition to the foreign-born/native-born mother mathematics self-concept 

gap among non-Hispanic white children, within-group inequality exists among non-

Hispanic black and Asian children. In each of these groups, adolescents with foreign-

born mothers have higher levels of mathematics self-concept than their third-plus 

generation coethnic peers.  

Model 2 adds measures of family SES, kindergarten mathematics ability, and 

gender to Model 1. As in Model 2 for verbal/reading self-concept, family SES is positively 

associated with mathematics self-concept, though the magnitude of the association is 
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less than half as large for mathematics self-concept. Kindergarten mathematics ability is 

also positively related to mathematics self-concept, with a one standard deviation 

increase in kindergarten mathematics ability score corresponding to a 0.181 point (7 

percent) increase in eighth grade mathematics self-concept. Gender displays the 

hypothesized relationship with mathematics self-concept. Adolescent boys have higher 

mathematics self-concept scores than girls, net of their demonstrated mathematics 

ability. The gender gap in mathematics self-concept is much smaller than the gender gap 

in verbal/reading self concept, however. Boys have 3 percent higher mathematics self-

concept scores but 12 percent lower verbal/reading self-concept scores.  

The inclusion of additional covariates in Model 2 alters the pattern of results 

demonstrated in Model 1 to a lesser degree for mathematics self-concept than for 

verbal/reading self-concept. After controlling for family SES, kindergarten mathematics 

ability, and gender, non-Hispanic white children of foreign-born mothers continue to 

demonstrate higher predicted levels of mathematics self-concept than white children of 

native-born mothers, and the magnitude of the effect is unchanged. Likewise, non-

Hispanic black and Asian children of foreign-born mothers continue to demonstrate 

higher levels of mathematics self-concept than non-Hispanic white children of native-

ōƻǊƴ ƳƻǘƘŜǊǎΣ ǘƘƻǳƎƘ ōƻǘƘ ƎǊƻǳǇǎΩ ǇǊŜŘƛŎǘŜŘ ƭŜǾŜƭǎ ƻŦ ƳŀǘƘŜƳŀǘƛŎǎ ǎŜƭŦ-concept are 

higher in Model 2 than Model 1. Non-Hispanic black children of native-born mothers, 

who did not significantly differ from non-Hispanic white children in Model 1, have 6 

percent higher predicted mathematics self-concept scores in Model 2.  
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Patterns of intra-group generational status inequality in mathematics self-

concept also remain unchanged between Models 1 and 2. Non-Hispanic white, Non-

Hispanic black, and Asian adolescents demonstrate higher predicted mathematics self-

concept among the children of foreign-born mothers than among children of U.S.-born 

mothers.  

Model 3 in Table 5.3 includes measures of community immigrant concentration, 

school percent minority enrollment, and school percent free/reduced price lunch-

eligible enrollment. None of these measures is significantly associated with adolescent 

mathematics self-concept. In addition, the inclusion of these social context measures 

does not lead to a change in the pattern of minority/non-Hispanic white differences in 

mathematics self-concept evident in Model 2, nor does the magnitude of these 

differences change to more than a negligible degree.  

Within-group differences in mathematics self-concept remain significant among 

non-Hispanic white, non-Hispanic black, and Asian adolescents, with children of foreign-

born mothers possessing higher scores than their coethnic counterparts with native-

born mothers. Results of Model 3 also indicate that Mexican adolescents demonstrate 

this type of within-group generational status difference in mathematics self-concept. 

 

Discussion 

The present study utilized a national sample of adolescents to demonstrate that 

academic self-concept varies across racial/ethnic, national origin, and generational 

status groups. While measures of school and community context do not generally 
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contribute much explanatory power to models of academic self-concept variation, 

measures of child and family background do explain portions of the white/minority and 

foreign-born/native-born mother gaps in academic self-concept. However, these 

background factors appear to be more salient for the self-concept formation of 

adolescents from some groups than others.  

 

Racial/Ethnic and National Origin Variation in Academic Self-Concept 

While many findings regarding academic self-concept variation across racial/ethnic and 

national origin groups emerged from this chapter, a few stand out as particularly 

ƛƳǇƻǊǘŀƴǘ ƛƴ ƭƛƎƘǘ ƻŦ ǘƘŜ ǇǊŜǾƛƻǳǎ ŎƘŀǇǘŜǊǎΩ ǊŜǎǳƭǘǎΣ ŀǎ ǿŜƭƭ ŀǎ ǘƘŜ ǊŜǎǳƭǘǎ ƻŦ ǿƻǊƪ 

conducted by other researchers.   

The first of these points is that, prior to introducing control variables measuring 

family and social context, model results indicated that racial/ethnic differences in 

verbal/reading and mathematics self-concept may be less pronounced than such 

differences in academic performance. Compared to non-Hispanic white adolescents 

with native-born mothers, only Mexican adolescents (in both generational status 

categories) demonstrated significantly lower predicted verbal/reading or mathematics 

self-concept scores. Asian children of foreign-born mothers, on the other hand, had 

higher predicted verbal/reading and mathematics self-concepts than non-Hispanic white 

adolescents with native-born mothers. Despite the fact established in Chapters 3 and 4 

that children from black and Hispanic backgrounds tend to demonstrate lower academic 

test scores than Asians and non-IƛǎǇŀƴƛŎ ǿƘƛǘŜǎΣ ŀŘƻƭŜǎŎŜƴǘǎΩ ǎŜƭŦ-reported academic 
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self-concept scores were generally much less differentiated along racial/ethnic and 

national origin lines than their achievement scores.  

 The second notable finding involves the influences of child and family 

ōŀŎƪƎǊƻǳƴŘ ƻƴ ƛƳƳƛƎǊŀƴǘ ŀƴŘ ƳƛƴƻǊƛǘȅ ŀŘƻƭŜǎŎŜƴǘǎΩ ŀŎŀŘŜƳƛŎ ǎŜƭŦ-concepts. Controlling 

for their family SES, reading and math ability at school entry, and gender (each of which 

was significantly associated with academic self-concept in the hypothesized direction), 

racial/ethnic minority adolescents tended to demonstrate high levels of academic self-

concept, particularly among the children of immigrants.  

Net of individual and family background controls, Cuban, other Hispanic, and 

Asian children of foreign-born mothers and black children of native-born mothers 

demonstrated significantly higher verbal/reading self-concept than non-Hispanic whites 

after controlling for individual and family background differences. In terms of their 

mathematics self-concepts, black adolescents in both generational status categories and 

Asian adolescents with foreign-born mothers demonstrated higher scores than non-

Hispanic white adolescents, controlling for individual and family backgrounds measures. 

Only Mexican adolescents with immigrant mothers demonstrated significantly lower 

verbal/reading or mathematics self-concepts than third-plus generation non-Hispanic 

whites, net of individual and family background controls. ¢ƘŜ ǊŜƳŀƛƴƛƴƎ ƎǊƻǳǇǎΩ ǎŜƭŦ-

concept scores were statistically equivalent to those of non-Hispanic white adolescents 

with native-born mothers.  

Taken together, these results suggest that many minority adolescents hold quite 

favorable perceptions of their verbal/reading and mathematics abilities, net of their 
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demonstrated performance and family SES. A substantial line of research has examined 

similarly high academic attitudes among minority students, particularly in terms of the 

άŀǘǘƛǘǳŘŜ-ŀŎƘƛŜǾŜƳŜƴǘ ǇŀǊŀŘƻȄέ (Downey, Ainsworth, and Qian 2009; Mickelson 1990; 

Ogbu 1989). This paradox refers to the situation in which minority students (African 

Americans are by far the most frequently examined group) tend to demonstrate 

decidedly pro-school attitudes while concurrently demonstrating low average levels of 

achievement and attainment. One of the most widely cited explanations of this paradox 

ƛǎ {ǘŜŜƭŜΩǎ όмффнύ ŘƛǎƛŘŜƴǘƛŦƛŎŀǘƛƻƴ ƘȅǇƻǘƘŜǎƛǎΣ ǿƘƛŎƘ ǎǳƎƎŜǎǘǎ ǘƘŀǘ ōƭŀŎƪ ǎǘǳŘŜƴǘǎ 

άŘƛǎƛŘŜƴǘƛŦȅέ  ǿƛǘƘ ǎŎƘƻƻƭƛƴƎ ŀǎ ŀƴ ƛƳǇƻǊǘant source of self-esteem, in effect discounting 

the negative feedback received in school (i.e., poor grades, low achievement) in their 

internal self-concept calculations. In light of this perspective, it is possible that a 

disidentification could be behind the positive or statistically equivalent coefficients for 

minority students.  

While prior work has examined a different set of attitudes, most of which relate 

ǘƻ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ŦŜŜƭƛƴƎǎ ǘƻǿŀǊŘ ǘƘŜƛǊ ǎŎƘƻƻƭ ŀƴŘ ǘƘŜ ǎŎƘƻƻƭƛƴƎ ǇǊƻŎŜǎǎ ƛƴ ƎŜƴŜǊŀƭ όŜΦƎΦΣ 

Mickelson 1990), the present study indicates that racial/ethnic minority adolescents 

generally do not differ from non-Hispanic whites in their perceptions of their own 

verbal/reading ability. Controlling for family SES and academic performance, results 

from the present chapter indicate that being a member of a non-white minority group is 

not generally predictive of poor academic self-concept.  

 aƛƴƻǊƛǘȅ ǎǘǳŘŜƴǘǎΩ ƘƛƎƘ ŀŎŀŘŜƳƛŎ ǎŜƭŦ-concepts do not become evident until 

individual and family background measures are statistically controlled. This finding 
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suggests that individual and family background factors tend to depress minority 

ǎǘǳŘŜƴǘǎΩ ŀŎŀŘŜƳƛŎ ǎŜƭŦ-concepts. However, results indicate that community and school 

ŦŀŎǘƻǊǎ Ƴŀȅ ƛƴŦƭǳŜƴŎŜ ŀŘƻƭŜǎŎŜƴǘǎΩ ǎŜƭŦ-concepts in the opposite direction, serving to 

promote higher self-concept scores. Of the school and community context measures 

examined, only school non-ǿƘƛǘŜ ŜƴǊƻƭƭƳŜƴǘ ǿŀǎ ǎƛƎƴƛŦƛŎŀƴǘƭȅ ǊŜƭŀǘŜŘ ǘƻ ŎƘƛƭŘǊŜƴΩǎ 

verbal/reading self-concept, and no social context measure was associated with 

mathematics self-concept. However, the three measures of social context, net of 

individual and family background, combined to partially explain many of the positive 

racial/ethnic and national origin associations with verbal/reading self-concept evident in 

earlier models. 

 With school and community context measures controlled, only Cuban 

adolescents with foreign-born mothers continued to demonstrate significantly higher 

verbal/reading self-concepts than non-Hispanic white children of native-born mothers. 

This finding suggests that many non-white minority adolescents derive social-

psychological benefits from their social and school contexts that serve to boost their 

verbal/reading self-concept scores. Definitive social context effects did not emerge in 

the mathematics self-concept domain, however.  

   

Generational Status Variation in Academic Self-Concept 

 In addition to making between-group, white/minority comparisons, the present chapter 

examined academic self-concept differences within racial/ethnic and national origin 

ƎǊƻǳǇǎ ŀǎǎƻŎƛŀǘŜŘ ǿƛǘƘ ŀŘƻƭŜǎŎŜƴǘǎΩ ƎŜƴŜǊŀǘƛƻƴŀƭ ǎǘŀǘǳǎΦ ¢ǿƻ ƪŜȅ ŦƛƴŘƛƴƎǎ ŜƳŜǊƎŜŘ 
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from this line of inquiry: (1) net of individual and family background measures, 

adolescents with foreign-born mothers tended to demonstrate equal or higher levels of 

academic self-concept than their co-ethnic peers with native-born mothers, and (2) for 

certain race/ethnicity and national origin groups, school and community context 

measures mediated these within-group differences.  

 Net of individual and family background measures (but not school or community 

context measures), Puerto Rican, Cuban, other Hispanic, and Asian adolescents with 

foreign-born mothers all demonstrated verbal/reading self-concept advantages relative 

to co-ethnic adolescents with native-born mothers. With respect to mathematics self-

concept, non-Hispanic white, non-Hispanic black, Mexican, Puerto Rican, other Hispanic, 

and Asian adolescents with foreign-born mothers demonstrated higher predicted scores 

than those with native-born mothers. The only groups demonstrating the opposite 

pattern ς third-plus generation advantage ς were Mexicans in the domain of 

verbal/reading self-concept and Cubans in the domain of mathematics self-concept. 

This tendency toward immigrant-mother advantage, net of academic 

performance and family SES, is in line with the immigrant optimism perspective on 

ƛƳƳƛƎǊŀƴǘ ŎƘƛƭŘǊŜƴΩǎ ŀŎŀŘŜƳƛŎ ŀǎǎƛƳƛƭŀǘƛƻƴ όYŀƻ ŀƴŘ ¢ƛŜƴŘŀ мффрύΦ ¢Ƙƛǎ ǘƘŜƻǊŜǘƛŎŀƭ 

perspective has found considerable recent support in studies of the academic 

performance of the children of immigrants (Leventhal, Xue, and Brooks-Gunn 2006, 

Pong, Hao, and Gardner 2005). The immigrant optimism perspective suggests that 

immigrant parents are self-selected, with those who have particularly strong 

motivations toward upward mobility being most likely to migrate to the United States. 



172 

 

 

 

¢ƘŜǎŜ ƘƛƎƘƭȅ ƛƴǾŜǎǘŜŘ ǇŀǊŜƴǘǎ ŀǊŜ ƻǇǘƛƳƛǎǘƛŎ ŀōƻǳǘ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴΩǎ ǇǊƻǎǇŜŎǘǎ ƛƴ ǘƘŜ ƴŜǿ 

country, and this parental optimism carries over into high levels academic performance 

among their children. While, to my knowledge, all extant research examining the 

immigrant optimism hypothesis has examined academic achievement as the outcome of 

ƛƴǘŜǊŜǎǘΣ ǘƘŜǎŜ ǊŜǎǳƭǘǎ ǎǳƎƎŜǎǘ ǘƘŀǘ ƛǘ Ƴŀȅ ŀǇǇƭȅ ǘƻ ŀŘƻƭŜǎŎŜƴǘΩǎ ƴƻƴ-cognitive academic 

self-concepts as well. Based on the results of the present chapter, adolescents with 

immigrant mothers appear to be imbued with a strong positive perception of their own 

academic ability.  

 In both domains of self-concept, the inclusion of school and community context 

measures reduced predicted intra-group generational status gaps among Mexican, 

Puerto Rican, and other Hispanic adolescents to statistical non-significance. Significant 

within-group differences persisted among Cuban and Asian adolescents, however. This 

finding suggests that non-Cuban Hispanic adolescents with immigrant mothers derive 

self-concept benefits from their social contexts. These adolescents are likely to 

experience social contexts that are typically considered disadvantageous: high-minority 

and low-SES schools, and communities with higher concentrations of immigrant 

residents. Yet, Mexican, Puerto Rican, and other Hispanic adolescents derive academic 

self-concept benefits from these school and community settings.  

  

Limitations and Future Directions 

As in the previous chapters, the paucity of available information in the ECLS-K regarding 

the national origin group affiliations of many Hispanic and Asian children of U.S.-born 
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mothers necessitates the use of over-simplified, pan-ethnic clasǎƛŦƛŎŀǘƛƻƴǎ ǎǳŎƘ ŀǎ ΨƻǘƘŜǊ 

IƛǎǇŀƴƛŎΩ ŀƴŘ Ψ!ǎƛŀƴΩΦ Lǘ Ƴǳǎǘ ōŜ ŀǎǎǳƳŜŘ ǘƘŀǘ ƛƳǇƻǊǘŀƴǘ ƛƴǘǊŀ-ethnic variation is glossed 

over as a result. This limitation can be addressed in future data collection, which should 

aim to collect as much information as possible ǊŜƎŀǊŘƛƴƎ ƛƴŘƛǾƛŘǳŀƭǎΩ ƴŀǘƛƻƴŀƭ ƘŜǊƛǘŀƎŜΤ 

particularly those individuals with close temporal ties to immigration.  

! ǎŜŎƻƴŘ Řŀǘŀ ƭƛƳƛǘŀǘƛƻƴ ƛƴǾƻƭǾŜǎ ǘƘŜ ǇƻǘŜƴǘƛŀƭ ŦƻǊ ōƛŀǎ ƛƴ ǘƘŜ ǇǊŜǎŜƴǘ ŎƘŀǇǘŜǊΩǎ 

analyses as a result of non-random sample attrition and differential item-missingness. 

As is the case with nearly every large-scale longitudinal study, the ECLS-K is affected by 

respondent attrition over the study period, which has the potential to bias results and 

impair external validity. However, use of the ECLS-YΩǎ ŎƘƛƭŘ-level probability weights in 

the present study provides some correction for bias as a result of non-random attrition. 

Item non-response, which causes over 2,000 cases to be omitted from the present 

ŎƘŀǇǘŜǊΩǎ ŀƴŀƭȅǘƛŎ ǎŀƳǇƭŜΣ ǿƛƭƭ ōŜ ŀŘŘǊŜǎǎŜŘ ƛn future analyses by employing multiple 

imputation of missing values. Multiple imputation involves the creation of multiple 

complete data sets containing imputed values for missing data, each of which can be 

analyzed using standard complete-data methods. The estimates garnered from the 

separate data sets are then combined into one coherent set of findings (Rubin 1977, 

1996). Multiple imputation has the advantage over single imputation of incorporating 

uncertainty into the standard errors of imputed values by accounting for variance 

between imputed solutions (Acock 2005; Schafer 1999). Because single imputation 

approaches assume perfect estimation of imputed values and ignore between-

imputation variability, single imputation may result in artificially small standard errors 
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and increased likelihood of type-one errors, particularly when the proportion of missing 

items is high.  

Despite theory and prior research suggesting that social context should be a 

prime determinant of academic self-concept, the present chapter found scant evidence 

to this effect. One obvious possibility is that the present analyses did not include the 

relevant measure(s) of social context. In particular, certain research examining 

ŎƻƴǘŜȄǘǳŀƭ ŜŦŦŜŎǘǎ ƻƴ ŎƘƛƭŘǊŜƴΩǎ ŀŎŀŘŜƳƛŎ ǎŜƭŦ-concept (e.g., Marsh 1991) has invoked 

ŎƭŀǎǎƳŀǘŜǎΩ ŀǾŜǊŀƎŜ ŀŎƘƛŜǾŜƳŜƴǘ ƭŜǾŜƭ ŀǎ ǘƘŜ ƻǇŜǊŀǘƛǾŜ ŎƻƴǘŜȄǘǳŀƭ ƛƴŦƭǳŜƴŎŜΦ CǳǘǳǊŜ 

research extending the present chapter will include such a measure.  

Parental educational attitudes and expectations represent a second type of 

coƴǘŜȄǘǳŀƭ ƳŜŀǎǳǊŜ ǘƘŀǘ ƛǎ ƭƛƪŜƭȅ ǊŜƭŀǘŜŘ ǘƻ ŀŘƻƭŜǎŎŜƴǘǎΩ ŀŎŀŘŜƳƛŎ ǎŜƭŦ-concepts, 

particularly among those in the first or second immigrant generation (Kao and Tienda 

мффрύΦ !ǎ ǇŜǊƘŀǇǎ ǘƘŜ Ƴƻǎǘ ǎƛƎƴƛŦƛŎŀƴǘ ΨǎƛƎƴƛŦƛŎŀƴǘ ƻǘƘŜǊǎΩ ƛƴ ŀ ŎƘƛƭŘΩǎ ǿƻǊƭŘΣ ǇŀǊŜƴǘǎ ǿƘƻ 

ƘƻƭŘ ƘƛƎƘ ŜȄǇŜŎǘŀǘƛƻƴǎ ŦƻǊ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴΩǎ academic success are in a unique position to 

transfer these expectations to their children. To the extent that they are successful in 

inculcating high educational expectation in their children, parental educational 

expectations should be positively asǎƻŎƛŀǘŜŘ ǿƛǘƘ ŎƘƛƭŘǊŜƴΩǎ ŀŎŀŘŜƳƛŎ ǎŜƭŦ-concept. 

!ƭǘŜǊƴŀǘƛǾŜƭȅΣ ǳƴǊŜŀǎƻƴŀōƭȅ ƘƛƎƘ ŜȄǇŜŎǘŀǘƛƻƴǎ ŎƻǳƭŘ ƘŀǾŜ ǘƘŜ ƻǇǇƻǎƛǘŜ ŜŦŦŜŎǘΣ ƛŦ ŀ ŎƘƛƭŘΩǎ 

continual failure to live up to high parental expectations leads to lower levels of 

academic self-concept. In either case, parental educational expectations are likely an 

ƛƳǇƻǊǘŀƴǘ ǾŀǊƛŀōƭŜ ǘƻ ŎƻƴǎƛŘŜǊ ƛƴ ŀ ǎǘǳŘȅ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ŀŎŀŘŜƳƛŎ ǎŜƭŦ-concepts, and they 
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are not included in the present study only because such information was not collected 

as part of the ECLS-K.  

!ƴ ŀƭǘŜǊƴŀǘƛǾŜ ŜȄǇƭŀƴŀǘƛƻƴ ŦƻǊ ǘƘŜ ǇǊŜǎŜƴǘ ǎǘǳŘȅΩǎ ƭŀŎƪ ƻŦ ŜǾƛŘŜƴŎŜ ƛƴ ǎǳǇǇƻǊǘ ƻŦ 

clear contextual effects is that community immigrant concentration is an important 

influence, but that it was not appropriately operationalized in this study. The 

community immigrant concentration measure examined in Chapters 4 and 5 of the 

present study does not reflect the ethnic or national origin composition of the 

immigrant communities in question. The frame-of-reference theory of self-concept 

construction and cultural discontinuity theory, both of which motivated the present 

ŎƘŀǇǘŜǊΩǎ ƘȅǇƻǘƘŜǎŜǎ ǊŜƎŀǊŘƛƴƎ ŎƻƴǘŜȄǘǳŀƭ ŜŦŦŜŎǘǎΣ ŜȄǇƭƛŎƛǘƭȅ ŘŜŀƭ ǿƛǘƘ ƛƴŘƛǾƛŘǳŀƭǎΩ 

relative similarity to others in their social reference group. Instead of using a measure of 

the percentage of residents in a community who are foreign-born, a better measure of 

community immigrant concentration in this case might be the percentage of residents in 

ŀƴ ƛƴŘƛǾƛŘǳŀƭΩǎ ŎƻƳƳǳƴƛǘȅ ǿƘƻ ŀǊŜ ōƻǘƘ ŦƻǊŜƛƎƴ ōƻǊƴ and members of the same 

racial/ethnic and national origin group.  

This is a non-trivial distinction. For example, a community composed of 40 

percent foreign-born Vietnamese residents may represent an advantageous social and 

educational context for a Vietnamese child of immigrant parents, while the same child 

living in a community composed of 40 percent Mexican immigrants might not be 

expected to experience the same positive educational outcomes. Using the measure 

employed in the present study, these two hypothetical communities would be 
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indistinguishable. More insight may be gained in future work by using a more finely 

tuned measure reflecting co-ethnic immigrant concentration instead.  
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Tables 

Table 5.1 

 

Source: Early Childhood Longitudinal Study, Kindergarten Class of 1998-99 (ECLS-K)  

M SD Min. Max.

Academic Self-Concept

Verbal/Reading Self-Concept 2.55 0.75 1 4

Mathematics Self-Concept 2.67 0.88 1 4

Non-Hispanic White, NB 0.672 0.470 0 1

Non-Hispanic White, FB 0.071 0.257 0 1

Non-Hispanic Black, NB 0.102 0.303 0 1

Non-Hispanic Black, FB 0.008 0.088 0 1

Mexican, NB 0.038 0.190 0 1

Mexican, FB 0.076 0.265 0 1

Puerto Rican, NB 0.006 0.078 0 1

Puerto Rican, FB 0.002 0.044 0 1

Cuban, NB 0.001 0.024 0 1

Cuban, FB 0.002 0.044 0 1

Other Hispanic, NB 0.029 0.167 0 1

Other Hispanic, FB 0.025 0.156 0 1

Asian, NB 0.022 0.148 0 1

Asian, FB 0.050 0.217 0 1

Male 0.50 0.50 0 1

Fall-Kindergarten Reading Ability -0.01 0.99 -3.07 7.24

Fall-Kindergarten Math Ability -0.01 0.96 -3.56 6.62

Famly SES -0.05 0.77 -2.62 2.42

Commmunity Immigrant Concentration -0.08 1.01 -3.54 2.26

School Percent Free/Reduced Lunch 40.40 25.37 0 98.98

School Percent Non-white Enrollment 34.70 34.36 0 100

Sample N = 5,045

Race/Ethnicicty, National Origin, 

and Mother's Nativity

Child, Family, and Community 

Background

Variable Means/Sample Proportions, Standard Deviations, and 

Minimum/Maximum Values

Note:  FB = Foreign-born mother, NB = Native-born Mother 
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Table 5.2 

Model 1 Model 2 Model 3

White

FB 0.064 0.061 0.060

(0.046) (0.044) (0.044)

Black 

NB -0.001 0.114** 0.040

(0.036) (0.035) (0.040)

FB 0.034 0.090 0.041

(0.119) (0.113) (0.114)

Mexican

NB -0.186** -0.074 -0.111*

(0.056) (0.053) (0.055)

FB -0.287*** -0.111* 0.061

(0.044) (0.047) (0.053)

Puerto Rican

NB -0.224^ -0.121 -0.137

(0.134) (0.127) (0.127)

FB -0.032 0.076 0.046

(0.235) (0.222) (0.222)

Cuban

NB -0.030 -0.213 -0.199

(0.431) (0.408) (0.407)

FB 0.446^ 0.660** 0.605**

(0.236) (0.224) (0.225)

NB -0.052 -0.042 -0.046

(0.064) (0.060) (0.061)

FB -0.086 0.143* 0.107

(0.070) (0.068) (0.070)

Asian 

NB 0.095 0.053 0.030

(0.072) (0.068) (0.069)

FB 0.099* 0.121* 0.091^

(0.049) (0.047) (0.049)

Family SES --- 0.157*** 0.172***

--- (0.015) (0.016)

Other Hispanic 

Two-Level Regression Models of Verbal/Reading Self-

Concept on Race/Ethnicity, National Origin, Mother's 

Nativity, and Community Immigrant Context



179 

 

 

 

Table 5.2, continued 

 

 

  

--- 0.125*** 0.128***

--- (0.013) (0.013)

Male --- -0.327*** -0.326***

--- (0.020) (0.020)

--- --- -0.025^

--- --- (0.014)

--- --- 0.000

--- --- (0.001)

--- --- 0.002**

--- --- (0.001)

Intercept 2.571*** 2.688*** 2.637***

(0.015) (0.017) (0.026)

N 5,045 5,045 5,045

Notes: ***p<.001, **p<.01, *p<.05, ^p<.10 (Two-tailed 

 FB = Foreign-born mother, NB = Native-born Mother 

School Pct. 

Free/Reduced Lunch

Fall-K Reading Ability

Community Immigrant 

Concentration

School Pct. Minority 

Enrollment
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Table 5.3 

 

Model 1 Model 2 Model 3

White

FB 0.121* 0.122* 0.130*

(0.054) (0.053) (0.053)

Black 

NB 0.010 0.142** 0.136**

(0.042) (0.042) (0.049)

FB 0.328* 0.394** 0.419**

(0.141) (0.138) (0.140)

Mexican

NB -0.323*** -0.232*** -0.209**

(0.066) (0.065) (0.067)

FB -0.228*** -0.011 0.027

(0.052) (0.054) (0.061)

Puerto Rican

NB 0.001 0.072 0.097

(0.158) (0.155) (0.155)

FB 0.080 0.265 0.277

(0.278) (0.272) (0.272)

Cuban

NB 0.492 0.227 0.219

(0.511) (0.500) (0.499)

FB 0.040 0.144 0.187

(0.279) (0.273) (0.275)

NB -0.095 -0.023 -0.012

(0.075) (0.074) (0.074)

FB -0.162^ 0.007 0.033

(0.083) (0.082) (0.085)

Asian 

NB 0.012 0.015 0.026

(0.085) (0.083) (0.083)

FB 0.171** 0.273*** 0.292***

(0.058) (0.057) (0.060)

Family SES --- 0.064*** 0.065**

--- (0.018) (0.020)

Two-Level Regression Models of Mathematics Self-

Concept on Race/Ethnicity, National Origin, Mother's 

Nativity, and Community Immigrant Context

Other Hispanic 
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Table 5.3, continued 

 

  

--- 0.181*** 0.181***

--- (0.014) (0.014)

Male --- 0.084*** 0.085***

--- (0.024) (0.024)

--- --- -0.031^

--- --- (0.016)

--- --- -0.001

--- --- (0.001)

--- --- 0.000

--- --- (0.001)

Intercept 2.684*** 2.599*** 2.599***

(0.014) (0.020) (0.031)

N 5,045 5,045 5,045

 FB = Foreign-born mother, NB = Native-born Mother 

Fall-K Math Ability

School Pct. 

Free/Reduced Lunch

Community Immigrant 

Concentration 

School Pct. Minority 

Enrollment

Notes: ***p<.001, **p<.01, *p<.05, ^p<.10 (Two-tailed 
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  CHAPTER 6 

Conclusion 

 

 

CƛƴŘƛƴƎǎ ŦǊƻƳ ǘƘŜ ǇǊŜǎŜƴǘ ǎǘǳŘȅ ŘŜƳƻƴǎǘǊŀǘŜ ǘƘŀǘ ŎƘƛƭŘǊŜƴΩǎ ŜŀǊƭȅ ŀŎŀŘŜƳƛŎ ǎǳŎŎŜǎǎ 

varies considerably between racial/ethnic and national origin groups as well as within 

these groups among children of different immigrant generational statuses. Using 

nationally representative data drawn from the Early Childhood Longitudinal Study, 

Kindergarten Class of 1998-99, the present study highlights inter- and intra-group 

inequalities in cognitive and behavioral school readiness, kindergarten through eighth 

grade literacy and numeracy ability growth, and academic self-concept at the transition 

to high school. This study goes on to investigate the ways in which social class, family 

ōŀŎƪƎǊƻǳƴŘΣ ŀƴŘ ǎŎƘƻƻƭ ŀƴŘ ŎƻƳƳǳƴƛǘȅ ŎƻƴǘŜȄǘ ǎƘŀǇŜ ŎƘƛƭŘǊŜƴΩǎ ŜŀǊƭȅ ŜŘǳŎŀǘƛƻƴŀƭ 

outcomes, paying particular attention to the children of immigrants.  

 

Summary of Findings 

School Readiness 

¢ƘŜ ǇǊŜǎŜƴǘ ǎǘǳŘȅ ŜȄŀƳƛƴŜŘ ŎƘƛƭŘǊŜƴΩǎ ƭƛƪŜlihood of being unready to begin formal 

schooling in four domains of academic aptitude: literacy, numeracy, general knowledge, 

and classroom behavior. Members of non-Asian minority racial/ethnic and national 

origin groups demonstrate higher likelihoods of cognitive unreadiness than non-

Hispanic white children. This disadvantage tends to be magnified among children whose 
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mothers were born outside the mainland-United States; Mexican and Puerto Rican 

children in particular. The first/second generation minority disadvantage in school 

readiness with respect to third-plus generation non-Hispanic whites is particularly 

marked in the general knowledge domain, in which it is evident among all groups except 

Cubans.  

 Asian children differ from other non-white minorities, insofar as their likelihood 

of unreadiness in literacy, approaches to learning, and numeracy is equivalent to that 

third-plus generation non-Hispanic whites, with Asian children of foreign-born mothers 

demonstrating significantly lower odds of unreadiness than non-Hispanic whites in the 

numeracy domain.  

 Within racial/ethnic and national origin groups, children of foreign-born mothers 

tend to demonstrate higher odds of unreadiness in literacy, numeracy, and general 

knowledge, although this pattern does not apply to all groups in all school readiness 

domains (in particular, the opposite pattern is evident among Asians in literacy and 

numeracy readiness).  

 These inter- and intra-group school readiness differentials are explained to a 

large degree by measures of family economic, human, and cultural capital. Literacy 

unreadiness differences from non-Hispanic white children are reduced to non-

significance among non-Hispanic black children and other Hispanic children of foreign-

born mothers upon inclusion of the family background variable array. Literacy 

unreadiness differences are partially reduced, but remain significant, among Mexican 

children, Puerto Rican children, and other Hispanic children of foreign-born mothers. 
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Asian children of foreign-born mothers are predicted to have significantly lower odds of 

literacy unreadiness than non-Hispanic white children of native-born mothers. Within 

groups, family background measures reduce the generational status gap among other 

Hispanic children to non-significance, while significant generational status gaps persist 

among Mexican, Puerto Rican, and Asian children.  

 Family background measures reduce minority-white numeracy readiness 

differentials to non-significance among Puerto Rican and other Hispanic children of 

native-born mothers. Narrower, though still statistically significant gaps persist between 

non-Hispanic white children of native-born mothers and non-Hispanic black and 

Mexican children in both generational status categories, as well as Puerto Rican, other 

Hispanic, and Asian children (who demonstrate significantly lower likelihoods of 

unreadiness) of foreign-born mothers. Family background measures are more effective 

in explaining intra-group generational status differences, however, reducing these 

differences to non-significance among Mexican, Puerto Rican, and other Hispanic 

children. A generational status gap in odds of numeracy unreadiness persists among 

Asians.  

 Family background measures do not explain nearly as many differences in 

general knowledge unreadiness as they do in other domains of school readiness. 

Compared to non-Hispanic white children of native-born mothers, only Puerto Rican 

children of native-born mothers and non-Hispanic white children of foreign-born 

mothers have differences reduced to non-significance by the inclusion of family 

background measures. Within groups, these covariates reduce the generational status 
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gap among Asians to non-significance, but a first/second generation disadvantage 

persists among non-Hispanic black, Mexican, Puerto Rican, and other Hispanic children.   

 The findings regarding general knowledge readiness suggest that more diffuse 

ŎƻƳǇŜǘŜƴŎƛŜǎ ǊŜƭŀǘŜŘ ǘƻ ŎƘƛƭŘǊŜƴΩǎ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜ ǇƘȅǎƛŎŀƭ ŀƴŘ ǎƻŎƛŀƭ ǿƻǊƭŘ 

around them (as opposed to narrowly defined  literacy or numeracy based skills) may be 

particularly lacking among the children of immigrant mothers. Questions on the general 

knowledge test assess competencies that should be expected to favor children who are 

familiar with the United States over children who (along with their parents), are 

relatively less familiar with American history, government, culture, geography, and 

economics.  

 The final domain of school readiness examined in the present study reflects 

ǎǘǳŘŜƴǘǎΩ ǎƻŎƛƻŜƳƻǘƛƻƴŀƭ ǇǊŜǇŀǊŜŘƴŜǎǎ ǘƻ ǎǳŎŎŜŜŘ ƛn the classroom environment. This 

ƻǳǘŎƻƳŜΣ ǿƘƛŎƘ ƛǎ ƛƴŘƛŎŀǘŜŘ ōȅ ǘŜŀŎƘŜǊ ǊŀǘƛƴƎǎ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ǘŀǎƪ-related learning 

behaviors, varies within and between groups to a far lesser extent than literacy, 

numeracy, or general knowledge readiness. Non-Hispanic white children of foreign-born 

mothers, Puerto Rican children of native-born mothers, and non-Hispanic black and 

Mexican children in both generational status categories are more likely than non-

Hispanic white children of native-born mothers to be behaviorally unready for 

kindergarten. Aside from non-Hispanic whites, no group demonstrates significant 

foreign-born/native-born mother differences in likelihood of behavioral unreadiness.  

 Family background accounts for all differences in behavioral unreadiness except 

one: the higher likelihood of non-Hispanic black students in both generational status 
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categories to be rated by their kindergarten teachers as poorly behaved. While black 

ŎƘƛƭŘǊŜƴΩǎ ǇƻƻǊ ōŜƘŀǾƛƻǊ ǊŀǘƛƴƎǎ ƘŀǾŜ ōŜŜƴ ŀǘǘǊƛōǳǘŜŘ ǘƻ ǊŀŎƛŀƭ ōƛŀǎ ƻƴ ǘƘŜ ǇŀǊǘ of white 

teachers (Downey and Pribesh 200440), cultural discontinuity between African American 

norms and those of American schools may be an alternative explanation. To the extent 

that American schools enforcŜ ōŜƘŀǾƛƻǊŀƭ ƴƻǊƳǎ ŀǎǎƻŎƛŀǘŜŘ ǿƛǘƘ ΨƳŀƛƴǎǘǊŜŀƳ ǿhite 

ŎǳƭǘǳǊŜΩΣ !ŦǊƛŎŀƴ !ƳŜǊƛŎŀƴ ŎǳƭǘǳǊŀƭ ǊŜǇŜǊǘƻƛǊŜǎ Ƴŀȅ ƴƻǘ ƳŜǎƘ ǿƛǘƘ ƪƛƴŘŜǊƎŀǊǘŜƴ 

ǘŜŀŎƘŜǊǎΩ ŎƭŀǎǎǊƻƻƳ ōŜƘŀǾƛƻǊ ŜȄǇŜŎǘŀǘƛƻƴǎΣ ǊŜƎŀǊŘƭŜǎǎ ƻŦ ǘŜŀŎƘŜǊǎΩ ǊŀŎŜΦ ¢Ƙƛǎ ǎƛǘǳŀǘƛƻƴ ƛǎ 

notably different from oppositional culture explanations (e.g., Fordham and Ogbu 1986) 

of black students lower behavior ratings, as oppositional culture implies an active, 

oppositional stance toward schooling among black children, while a cultural 

discontinuity perspective implicates structurally embedded, taken-for-granted 

assumptions about normative classroom behavior as the source of racial inequalities in 

student behavior ratings.  

 

Kindergarten through Eighth Grade Reading and Mathematics Ability 

Growth 

 

In Chapter 4 of the present study, I ŜȄŀƳƛƴŜŘ ŎƘƛƭŘǊŜƴΩǎ ƎǊƻǿǘƘ ƛƴ ǊŜŀŘƛƴƎ ŀƴŘ 

mathematics ability from kindergarten entry through the end of eighth grade. The 

mixed-ŜŦŦŜŎǘǎ ƳƻŘŜƭǎ ŜǎǘƛƳŀǘŜŘ ƛƴ /ƘŀǇǘŜǊ п ƳƻŘŜƭŜŘ ǘǿƻ ŎƻƳǇƻƴŜƴǘǎ ƻŦ ŎƘƛƭŘǊŜƴΩǎ 

ability trajectories: initial status (i.e., model intercept) and rate of change (i.e., model 

                                                           
40

 Examining ECLS-K data, 5ƻǿƴŜȅ ŀƴŘ tǊƛōŜǎƘ ŎƻƴŎƭǳŘŜŘ ǘƘŀǘ ǿƘƛǘŜ ǘŜŀŎƘŜǊ ōƛŀǎ ŎŀǳǎŜŘ ōƭŀŎƪ ŎƘƛƭŘǊŜƴΩǎ 
ƭƻǿŜǊ ŜȄǘŜǊƴŀƭƛȊƛƴƎ ōŜƘŀǾƛƻǊ ǊŀǘƛƴƎǎΣ ōǳǘ ŘƛŘ ƴƻǘ ŎƻƴǘǊƛōǳǘŜ ǘƻ ōƭŀŎƪ ŎƘƛƭŘǊŜƴΩǎ ƭƻǿŜǊ ŀǇǇǊƻŀŎƘŜǎ ǘƻ 
learning scores at kindergarten entry (the behavior measure in question in the present study).  
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slope). In both domains of ability, inequality in initial status tended to exceed inequality 

in ability growth rate, particularly after measures of socioeconomic background were 

added to the models.  

 In terms of reading ability, non-Hispanic black and Puerto Rican children of 

native-born mothers, other Hispanic children of foreign-born mothers, and Mexican and 

Asian children in both generational status categories demonstrated significantly 

different levels of initial reading ability from non-Hispanic white children of native-born 

mothers. For Asian children, this difference is positive, while other groups exhibited 

lower levels of initial reading ability than non-Hispanic whites. 

 The predicted reading ability slopes of non-Hispanic black and Mexican children 

in both generational status categories and other Hispanic children of native-born 

mothers are significantly lower than the slopes of non-Hispanic white children of native-

born mothers. Interestingly, non-Hispanic black children of foreign-born mothers and 

other Hispanic children of native-born mothers have lower predicted rates of reading 

ability growth than non-Hispanic white children despite arriving at school with 

equivalent reading ability levels.  

/ƘƛƭŘǊŜƴΩǎ ǊŜŀŘƛƴƎ ŀōƛƭƛǘȅ ǘǊŀƧŜŎǘƻǊƛŜǎ ŀƭǎƻ ǾŀǊȅ ǿƛthin racial/ethnic and national 

origin groups along generational status lines. Non-Hispanic black, Mexican, other 

Hispanic, and Asian children demonstrate significant generational status differences in 

initial reading ability. The children of foreign-born mothers face a disadvantage among 

Mexican and other Hispanic children, while they possess higher initial reading ability 

scores among black and Asian children.  
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Intra-group inequality in reading ability growth rate is less apparent than 

inequality in initial status. Only Mexican children differ in reading ability growth rate 

according to generational status, with children of foreign-born mothers exhibiting flatter 

growth trajectories than children of native-born mothers. For all other groups, 

generational status is not associated with significantly different rates of reading ability 

growth within racial/ethnic and national origin groups.  

The addition of family and school/community context measures explains many 

of these inequalities in kindergarten through eighth grade reading ability growth. 

Relatively small reading ability gaps persist between non-Hispanic white children of 

native-born mothers and Puerto Rican children of native-born mothers, Asian children 

of foreign-born mothers, and other-Hispanic children in both generational status 

categories. Of these differences, all but the one for third-plus generation other 

Hispanics ŜȄƛǎǘ ƛƴ ƛƴƛǘƛŀƭ ǊŜŀŘƛƴƎ ŀōƛƭƛǘȅΦ Lƴ ƻǘƘŜǊ ǿƻǊŘǎΣ ƴŜǘ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ŦŀƳƛƭȅ {9{Σ 

community immigrant concentration, and school percentage low-SES and minority 

enrollments, most children gain reading ability at equivalent rates. However, substantial 

gaps remain between third-plus generation non-Hispanic white children and non-

Hispanic black children in both generational status categories and, to a lesser though 

still substantial and significant degree, Mexican children of foreign-born mothers.  

Patterns of kindergarten through eighth grade mathematics ability growth 

generally resemble those of reading ability growth. Non-Hispanic black children of 

native-born mothers and Mexican, Puerto Rican, Cuban, and Other Hispanic children of 

both generational status types demonstrate significant gaps in initial mathematics 
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ability relative to non-Hispanic white children of native-born mothers. For Cuban 

children of native-born mothers, this difference is positive, while all other differences 

reflect a non-Hispanic white advantage.  

Once schooling begins, non-Hispanic black, Mexican, and other Hispanic children 

in both generational status categories exhibit slower rates of mathematics ability 

growth than non-Hispanic white children of native-born mothers. As with reading 

ability, non-Hispanic black children of foreign-born mothers experience a flatter 

predicted learning trajectory in mathematics than non-Hispanic white children of native-

born mothers despite the two groups entering school with equivalent predicted 

mathematics ability levels. 

As evidenced in the model of reading ability growth, within-group generational 

status inequalities in mathematics ability exist primarily in terms of initial ability. These 

initial intra-group differences exist among non-Hispanic black, Mexican, other Hispanic, 

and Asian children. Among non-Hispanic black children, this difference manifests as a 

foreign-born advantage; in all other groups native-born children possess the advantage 

in initial mathematics ability. Again, as with reading ability, schooling initial within-group 

inequalities in mathematics ability tend not to translate to within-group differences in 

mathematics ability growth. Only Mexican children exhibit a generational status gap in 

mathematics ability growth, as the children of foreign-born mothers gain mathematics 

ability more slowly than children of native-born mothers. 

Family SES, community immigrant concentration, and school percentage low-SES 

and minority enrollments explain a large share of between- and within-group 
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inequalities in mathematics ability growth. After introducing these statistical controls, 

small differences in mathematics ability trajectory exist between non-Hispanic white 

children of native-born mothers and first/second generation Asian and white children, 

Puerto Rican children in both generational status categories, and Cuban children of 

foreign-born mothers. Larger gaps exist between third-plus generation white children 

and non-Hispanic black children, especially those with foreign-born mothers, as well as 

Mexican children of foreign-born mothers and other Hispanic children of native-born 

mothers.  

Taken together, the findings of Chapter 4 indicate that children of non-Asian 

minority immigrants tend to demonstrate disadvantages in reading and mathematics 

ability at school entry. However, net of their family socioeconomic circumstances and 

community/school contexts, children tend to fare equally well over the kindergarten 

through eighth grade timeframe. This is not the case for all groups, though, as non-

Hispanic black children of both generational status classifications and Mexican children 

of foreign-born mothers do not receive the same schooling benefits as children from 

other racial/ethnic, national origin and generational status backgrounds. These children 

exhibit substantial longitudinal ability gaps relative to non-Hispanic white students.  

 

Eighth Grade Academic Self-Concept 

Examining two domains of academic self-concept: verbal/reading self-concept and 

mathematics self-concept, Chapter 5 consisted of an analysis of ŀŘƻƭŜǎŎŜƴǘǎΩ ƴƻƴ-

cognitive schooling outcome variation across race/ethnicity, national origin, and 
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generational status. In light of the patterns of association among race/ethnicity, national 

origin, and generational status on initial academic ability and K-8 ability growth reported 

in Chapters 3 and 4, the findings reported in Chapter 5 are somewhat unexpected.  

 In terms of verbal/reading self-concept, only Mexican children report 

significantly lower levels of self-concept than non-Hispanic white children of native-born 

mothers, despite prior analyses indicating all groups except Asians and Cubans 

demonstrate lower levels of reading ability growth in at least one generational status 

category. When measures of reading ability, gender, and family SES are added to the 

model, a surprising pattern of minority and first/second generation advantage in 

verbal/reading self-concept emerges.  

Among Puerto Rican, Cuban, other Hispanic and Asian adolescents, those born to 

foreign-born mothers exhibit significantly higher levels of verbal/reading self-concept 

than their third-plus generation coethnic counterparts. In addition, Cuban, other 

Hispanic, and Asian children of foreign-born mothers, along with non-Hispanic black 

children of native-born mothers, demonstrate higher verbal/reading self-concept scores 

than third-plus generation non-Hispanic whites. Third-plus generation Mexican 

adolescents do not differ significantly from non-Hispanic white children of native-born 

mothers after controlling individual and family background measures, though those with 

foreign-born mothers still demonstrate a disadvantage relative to third-plus generation 

white adolescents.  

 Of the three school and community context measures included in the analysis, 

only school minority enrollment demonstrates a significant, positive relationship with 
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verbal/reading self concept, and the magnitude of the effect is rather small. However, 

ŎƻƴǘǊƻƭƭƛƴƎ ŦƻǊ ŘƛǎŀŘǾŀƴǘŀƎŜŘ ǎǘǳŘŜƴǘǎΩ ǘȅǇƛŎŀƭƭȅ ƭƻǿ-SES, high-minority school 

environments and more concentrated immigrant communities results in decreases in 

the magnitude of race/ethnicity, national origin, and generational status coefficients 

among all groups except Mexican children of foreign-born mothers. This shift indicates a 

positive academic self-concept effect of seemingly disadvantageous social contexts 

among minority children. This finding supports the frame-of-reference theory of self-

concept construction, indicating that, for minority adolescents, it may be beneficial to 

compare themselves to other similarly minority students. Mexican children of foreign-

born mothers do not exhibit this pattern, however; their results indicate that they 

derive a negative verbal/reading self-concept effect from their social and family 

contexts alike.  

 In the mathematics domain of self-concept, individual and family effects operate 

in much the same way as in the verbal/reading domain. However, the measures of 

broader social context have no significant direct association with mathematics self-

concept, and controlling for social context results in only trivial changes in the other 

coefficients. Thus, findings suggest that mathematics self-concept is less subject to 

social contextual influences than verbal/reading self-concept. 

 

Contributions 

The present study, which in effect comprises three distinct (though closely related) 

studies, is poised to make several contributions to the extant body of literature on the 
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educational experiences of the children of immigrants. In each area, the analysis of 

recently collected, large-scale, nationally representative data advances the current state 

of knowledge by providing results that are generalizable to contemporary cohorts of 

children nationwide.  

 The study of school readiness outcomes among the children of foreign- and 

native-born mothers contributes to this important area of research in two major ways. 

First, the present study conceptualizes school readiness along four dimensions, 

examining the under-analyzed general knowledge and approaches to learning domains 

alongside the more standard literacy and numeracy indices. Doing so allows for a more 

ƘƻƭƛǎǘƛŎ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ǾŀǊȅƛƴƎ ǎǘǊŜƴƎǘƘǎ ŀƴŘ weaknesses at kindergarten 

entry, and sets the stage for future research to conceptualize school readiness as a 

multidimensional construct that reflects development in multiple domains (DeRousie 

and Durham 2008).  

Secondly, this study expands the scope of research on school readiness 

ƛƴŜǉǳŀƭƛǘƛŜǎ ǘƻ ƛƴŎƭǳŘŜ ƎŜƴŜǊŀǘƛƻƴŀƭ ǎǘŀǘǳǎ ŘƛŦŦŜǊŜƴŎŜǎ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ǇǊŜǇŀǊŜŘƴŜǎǎ ǘƻ 

begin formal schooling. In an era of large scale immigration of racial/ethnic minority 

families, when over 20 percent of school-age children the United States are members of 

either the first or second immigrant generation (White and Glick 2009), understanding 

the roots of educational success and failure among this potentially vulnerable segment 

of the population is doubtless important to the future of U.S. education.  
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Findings from this line of research are beginning to contribute to scholarly 

discourse. An article presenting many of the results reported in Chapter 3 was recently 

published in the Journal of Early Childhood Research (Hibel 2009).  

The second component of the present study is also poised to contribute to the 

ŜȄƛǎǘƛƴƎ ƭƛǘŜǊŀǘǳǊŜ ƻƴ ƎŜƴŜǊŀǘƛƻƴŀƭ ǎǘŀǘǳǎ ŘƛŦŦŜǊŜƴŎŜǎ ƛƴ ƛƳƳƛƎǊŀƴǘ ŎƘƛƭŘǊŜƴΩǎ ŜŀǊƭȅ 

academic success. The majority of research on immigrants and education focuses on 

outcomes measured in high school or later (e.g., Bankston and Zhou 1997, Fuligni 1997, 

Glick and White 2003, Greenman and Xie 2007, Hirschman 2001, Kao and Tienda 1995, 

Pong, Hao, and Gardner 2005, White and Glick 2009). Among the studies that have 

examined earlier life course outcomes, research tends to focus on single achievement 

outcomes (e.g., Leventhal, Xue, and Brooks-Gunn 2006) or single immigrant groups (e.g., 

Crosnoe 2005). By analyzing two dimensions of academic ability growth from school 

entry through eighth grade and examining differences between and within multiple 

minority immigrant groups, the present study represents a step toward a more 

comprehensive understanding of the early educational inequalities that will shape the 

educational and life chances of the next generation of Americans.  

The third and final component of the present study introduces large-scale, 

quantitative research on immigrant inequalities to the field of academic self-concept 

research. The propitious fit between social demographic theories of immigrant 

adaptation (e.g., the immigrant optimism perspective), sociological perspectives on the 

ƛƳǇƻǊǘŀƴŎŜ ƻŦ ǎƻŎƛŀƭ ŎƻƴǘŜȄǘ ŦƻǊ ǎƘŀǇƛƴƎ ƛƴŘƛǾƛŘǳŀƭǎΩ ŀŎŀŘŜƳƛŎ ŀǘǘƛǘǳŘŜǎ όŜΦƎΦΣ !ƭǿƛƴ ŀƴŘ 

Otto 1977, Davis 1966) and social psychological theories of self-concept construction 
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[e.g., the frame-of-reference theory (Marsh and Parker 1984)] along with the present 

ǎǘǳŘȅΩǎ ŎƻǳƴǘŜǊƛƴǘǳƛǘƛǾŜ ŦƛƴŘƛƴƎ ǘƘŀǘ ŎƘƛƭŘǊŜƴ ǿƘƻ ŜȄǇŜǊƛŜƴŎŜ ƳŀǘŜǊƛŀƭ ŀƴŘ ŜŘǳŎŀǘƛƻƴŀƭ 

disadvantages exhibit more positive levels of academic self-concept should make this 

final component of the present study of interest to a wide audience of education 

researchers. Future work aimed at more precisely modeling contextual effects on 

ŦƛǊǎǘκǎŜŎƻƴŘ ƎŜƴŜǊŀǘƛƻƴ ŎƘƛƭŘǊŜƴΩǎ ŀŎŀŘŜƳƛŎ-self concepts, examining changes in 

academic self-concept over time, and exploring the links between children of 

ƛƳƳƛƎǊŀƴǘǎΩ ŀŎŀŘŜƳƛŎ ǎŜƭŦ-concept and their subsequent educational achievement and 

attainment are examples of directions in which this new line of research might be 

expanded.  

The present study has described and (at least partially) explained racial/ethnic, 

ƴŀǘƛƻƴŀƭ ƻǊƛƎƛƴΣ ŀƴŘ ƎŜƴŜǊŀǘƛƻƴŀƭ ǎǘŀǘǳǎ ǾŀǊƛŀǘƛƻƴ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ŜŘǳŎŀǘƛƻƴŀƭ ŜȄǇŜǊƛŜƴŎŜǎ 

from the onset of formal schooling through the end of middle school. It is my hope that, 

through its analysis of nationally representative, longitudinal data, examination of 

variation in both cognitive and non-cognitive outcomes, and concomitant consideration 

of race/ethnicity, national origin, and generational status influences, the present study 

will stimulate and inform future research on the academic adaptation of children from 

the burgeoning ranks of the newest Americans.  
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Appendix 

 

A.1: Chapter 3 Variable Descriptions 

Table A.1 

Variable Name Description of Measure 

Unreadiness: Literacy Child scored in the bottom 20 percent in reading in the fall of kindergarten 

Unreadiness: Numeracy Child scored in the bottom 20 percent in mathematics in the fall of kindergarten 

Unreadiness: General Knowledge 

 

Child scored in the bottom 20 percent in general knowledge in the fall of kindergarten 

Unreadiness: Behavior Child scored in the bottom 22 percent in teacher rating of classroom behavior 

(approaches to learning) in the fall of kindergarten 

  

  

Mother Attended College  /ƘƛƭŘΩǎ aƻǘƘŜǊ ǊŜŎŜƛǾŜŘ ŀǘ ƭŜŀǎǘ ŀ ōŀŎƘŜƭƻǊΩǎ ŘŜƎǊŜŜ 

Father Attended College  /ƘƛƭŘΩǎ CŀǘƘŜǊ ǊŜŎŜƛǾŜŘ ŀǘ ƭŜŀǎǘ ŀ ōŀŎƘŜƭƻǊΩǎ ŘŜƎǊŜŜ 

Family SES Z-score {ǘŀƴŘŀǊŘƛȊŜŘ ƳŜŀǎǳǊŜ ƻŦ ŎƘƛƭŘΩǎ ŦŀƳƛƭȅ {9{ ǎŎƻǊŜΣ ǊŜŦƭŜŎǘƛƴƎ ǇŀǊŜƴǘŀƭ ŜŘǳŎŀǘƛƻƴΣ ƛƴŎƻƳŜΣ 

and occupational prestige 

Family in Poverty /ƘƛƭŘΩǎ ƘƻǳǎŜƘƻƭŘ ǿŀǎ ōŜƭƻǿ ǘƘŜ ŦŜŘŜǊŀƭ ǇƻǾŜǊǘȅ ǘƘǊŜǎƘƻƭŘ ƛƴ мффу 

Family Income /ƘƛƭŘΩǎ ƘƻǳǎŜƘƻƭŘ ƛƴŎƻƳŜ ƛƴ мффуΣ ƛƴ ¦Φ{Φ ŘƻƭƭŀǊǎ 

Male Child is male 

Urban Area Child lived in a central city 1998 

Number of Books in Home How many boƻƪǎ ŎƘƛƭŘǊŜƴΩǎ ƘƻƳŜ ƛƴŎƭǳŘŜŘ ƛƴ мффу 

Has Home Computer /ƘƛƭŘΩǎ ŦŀƳƛƭȅ ƘŀŘ ŀ ƘƻƳŜ ŎƻƳǇǳǘŜǊ ƛƴ мффу 

Arts & Crafts Child took art lessons and/or craft lessons in 1998 

Sports/Clubs Number of following activities in which child took part in 1998: attended sporting events, 

participated in athletic events, participated in organized clubs  

Performing Arts Child participated in organized performances, and/or dance lessons, and/or music 

lessons, and/or drama lessons in 1998 

Educational Trips Number of following trips on which child went in 1998: museum, zoo, library, concert  

Head Start Attendance Child attended Head Start prior to kindergarten entry 
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A.2: Supplementary Discussion of Mixed-Effects Modeling 

Empirical Reading and Math Growth Trajectories 

The process of modeling reading and mathematical ability growth begins with an 

examination of ECLS-Y ǇŀǊǘƛŎƛǇŀƴǘǎΩ ŜƳǇƛǊƛŎŀƭ ƎǊƻǿǘƘ ǘǊŀƧŜŎǘƻǊƛŜǎΦ CƛƎǳǊŜǎ !Φм ς A.4 

present reading and math IRT test score trajectories along two measures of time: 1) 

ŎƘƛƭŘǊŜƴΩǎ ŀƎŜ ƛn years at the time of assessment and 2) semesters of schooling (fall 

kindergarten = 0). Observation of these empirical plots indicates that test score growth 

in both domains appears to follow a curvilinear form, whereby growth during the early 

years occurs at a faster rate than growth beyond approximately ten years of age or ten 

semesters of schooling (i.e., the end of the fourth-grade year).  In addition, test score 

dispersion appears to increase over time, a phenomenon known as the academic fan-

spread effect (Bast and Reitsma 1998, Stanovich 2000). 
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CƛƎǳǊŜ !ΦмΦ 9ƳǇƛǊƛŎŀƭ wŜŀŘƛƴƎ ¢ǊŀƧŜŎǘƻǊƛŜǎ ōȅ /ƘƛƭŘΩǎ !ƎŜ
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Figure A.2. Empirical Reading Trajectories by Semester 
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CƛƎǳǊŜ !ΦоΦ 9ƳǇƛǊƛŎŀƭ aŀǘƘ ¢ǊŀƧŜŎǘƻǊƛŜǎ ōȅ /ƘƛƭŘΩǎ !ƎŜ 
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Figure A.4. Empirical Math Trajectories by Semester 
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Figures A.5 ς !Φу ǇǊŜǎŜƴǘ ǊŜŀŘƛƴƎ ŀƴŘ ƳŀǘƘ ǘŜǎǘ ǎŎƻǊŜ Ǉƭƻǘǎ ōȅ ŎƘƛƭŘΩǎ ŀƎŜ ŀƴŘ 

semester with linear and quadratic OLS curves overlaying the observed data points. 

Visual inspection of these plots reinforces the conclusion that a non-linear functional 

form best represents the reading and math ability trajectories of children who entered 

kindergarten in 1998. An important distinction between the two time metrics can be 

observed in these figures. A semester-based time metric constrains the timing of all 

assessments to be equal within data collection waves, while the metric based on 

ŎƘƛƭŘǊŜƴΩǎ ŀƎŜ ǇŜǊƳƛǘǎ ŀǎǎŜǎǎƳŜƴǘǎ ǘƻ ƻŎŎǳǊ ŀƭƻƴƎ ŀ Ŏƻƴǘƛƴǳƻǳǎ ǘƛƳŜ ǎŎŀƭŜΦ Lƴ ǘŜǊƳǎ ƻŦ 

accurately modeling cognitive traits such as reading and math performance, a metric 

ǘƘŀǘ ƳƻǊŜ ŎƭƻǎŜƭȅ ǊŜŦƭŜŎǘǎ ŎƘƛƭŘǊŜƴΩǎ ŀƎŜ-related cognitive development would seem to 

ōŜ ǇǊŜŦŜǊŀōƭŜΦ ±ŀǊƛŀǘƛƻƴ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ŀƎŜ ǿƛǘƘƛƴ Řŀǘŀ ŎƻƭƭŜŎǘƛƻƴ ǿŀǾŜǎ ƛǎ ƭƛƪŜƭȅ ǘƻ ōŜ 

associated with within-wave variation in rŜŀŘƛƴƎ ŀƴŘ ƳŀǘƘ ŀōƛƭƛǘȅ ŀǎ ǿŜƭƭΦ ¦ǎŜ ƻŦ ŎƘƛƭŘΩǎ 

age as a measure of time allows this variation to be explicitly modeled.  
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CƛƎǳǊŜ !ΦрΦ 9ǎǘƛƳŀǘŜŘ [ƛƴŜŀǊ ŀƴŘ vǳŀŘǊŀǘƛŎ wŜŀŘƛƴƎ {ŎƻǊŜ /ǳǊǾŜǎ ōȅ /ƘƛƭŘΩǎ !ƎŜ 
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Figure A.6. Estimated Linear and Quadratic Reading Score Curves by Semester 
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CƛƎǳǊŜ !ΦтΦ 9ǎǘƛƳŀǘŜŘ [ƛƴŜŀǊ ŀƴŘ vǳŀŘǊŀǘƛŎ aŀǘƘ {ŎƻǊŜ /ǳǊǾŜǎ ōȅ /ƘƛƭŘΩǎ !ƎŜ 
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Figure A.8. Estimated Linear and Quadratic Math Score Curves by Semester 

 

 

 

 

 

 

 

 

 


