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ABSTRACT

ACADEMIC SOCIALIZATION AND THE TRANSITION TO ELEMENTARY SCHOOL:
PARENTS’ CONCEPTIONS OF SCHOOL READINESS, PRACTICES
AND CHILDREN’S ACADEMIC ACHIEVEMENT TRAJECTORIES

By
Jaime Lynn Puccioni
By the time children enter kindergarten, significancioeconomic and racial gaps in
academic achievement exist (Coley, 2002; RousglBr&unn, & Mclanahan, 2005).
Kindergarten is considered to be a pivotal poinedificational transition, as academic
achievement upon kindergarten entry is associatddsibsequent academic success (Claessens,
Duncan, & Engel, 2009; Hair, Halle, Terry-Humenyebe, & Calkins, 2006). Although
parents’ socioeconomic status and level of educatre related to their children’s early
achievement, home-based parental involvement desanly childhood also contributes to
children’s school readiness (Rouse et al., 200%)lor, Clayton, and Rowley (2004) offer a
model of academic socialization which suggestsphatnts’ beliefs about schooling influence
parenting practices, both of which contribute tddrkn’s transition to elementary school. The
current study tests the theory that parents’ scteaaliness beliefs influence parenting practices,
which in turn influence children’s academic achi@eat during the transition to elementary
school. The impact of academic socialization afdodn’s achievement trajectories in reading,
mathematics, and general knowledge was examined legient growth curve modeling.
Parents’ school readiness beliefs predicted childreeginning academic achievement and
growth over time. Parents’ transition practicegiply mediated the relationship between their
own readiness beliefs and children’s beginning asad achievement and growth over time.
The findings broaden our understanding of homebaseental involvement during early

childhood by illuminating the inherent connecticgtweeen parents’ school readiness beliefs,



parenting practices, and children’s early acadexoitevement during the transition to

elementary school.
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CHAPTER 1
INTRODUCTION

Although gaps in educational achievement haveomaad over the past three decades, the
persistent demographic divide in educational out®gontinues to be of great concern in the
United States (Jencks & Phillips, 1998; ReardondbiRson, 2008). These gaps exist in and out
of the classroom, extending from early childhoorbss the lifespan (Rouse, Brooks-Gunn, &
Mclanahan, 2005). By the time children enter kigdeten, significant socioeconomic and racial
gaps in school readiness already exist (Coley, 2B08se et al., 2005). On average, children
from affluent families are more likely to know taphabet, be able to identify sounds, and
understand more complex mathematical conceptsd&indergarten (Coley, 2002). Data from
the Early Childhood Longitudinal Study (ECLS-K)lamge, nationally-representative survey,
show that upon kindergarten entry, the averageitegrscores of affluent children are
approximately three-fifths of a standard deviatiagher than those of children from lower
socioeconomic backgrounds (Coley, 2002; Lee & Barkh2002).

The transition to kindergarten is regarded as atphdevelopmental period, as patterns
of achievement and behavior established in th&irgthool years can have profound impacts on
children’s developmental trajectories for schoacass or failure (Alexander, Entwisle, &
Bedinger, 1994; Entwisle & Alexander, 1999; EntejsAlexander, & Olsen, 2005). Recent
findings indicate that cognitive and noncognitikédls upon school entry relate to later
achievement (Bodovski & Farkas, 2007; Claessenac@u & Engel, 2009; Hair, Halle, Terry-
Humen, Lavelle, & Calkins, 2006; Li-Grining, VotratDrzal, Maldonado-Carreno, & Haas,

2010) and virtually all researchers associate gocinomic status and parental level of education



with school readiness and subsequent academicssu(eoth & Crouter, 2008; Brooks-Gunn
& Markman, 2005; Duncan & Magnuson, 2005).

Although status variables such as socioeconomiagsstand parental level of education
are clearly related to children’s early learning @evelopment, parenting characteristics and
parent-child interactions have also been showmtribute to children’s transition to
elementary school ( Booth & Crouter, 2008; Brook#s® & Markman, 2005). Parents play a
key role in children’s early learning and attitudeward school and achievement through a
process of socialization (Bempechat, 1992; Ginskt®empechat, & Chung, 1992; Maccoby,
1992). Taylor, Clayton, and Rowley’s (2004) modiehcademic socialization suggests that
parents’ attitudes, values, and beliefs about dahfinence parenting behaviors and transition
practices, which in turn influence children’s traios to elementary school. Transition practices
are conceptualized as behaviors that are designgepare children for starting school and have
been operationalized as reading to the child, sgtyia alphabet, practicing counting, and so
forth (Barnett & Taylor, 2009; Taylor, Clayton, &Rley, 2004).

Despite the increasing emphasis on families' doutiions to children’s school readiness
and transitions to elementary school (Booth & Ceou2008; Pianta, Cox, & Snow, 2007),
research examining the role of academic sociatinatn young children’s early achievement has
received less attention (Barbarin et al., 2008nB#r& Taylor, 2009; Taylor et al., 2004). It
seems plausible that differences in parents’ resdimeliefs and transition practices contribute to
the early academic achievement gap. Establishlimd &etween parents’ school readiness
beliefs and transition practices may enhance canaémodels of home-based parent
involvement, ultimately highlighting important tatg for interventions aimed at maximizing the

positive parental contributions to children’s eddgrning and transitions to elementary school.



The purpose of this study is to examine the retatigp between parents’ school
readiness beliefs, transition practices, and abilgracademic achievement over time using
nationally representative data drawn from the E@hyidhood Longitudinal Study-Kindergarten
cohort (ECLS-K). The primary contribution of tlegidy is to understand the degree to which
parents’ school readiness beliefs influence thiamdition practices, which in turn influence
children’s academic achievement during the tramsitd elementary school. In other words, this
study will examine the degree to which parentstineess beliefs directly and indirectly
influence children’s academic achievement as tlegyrbelementary school.

The study begins by examining variability withirr@ats’ readiness beliefs and transition
practices as well as children’s achievement trajezs. The first set of research questions
addressed, are as follows.

1. Do parents’ school readiness beliefs vary by s@atoemic status and
race/ethnicity?

2. Do parents’ transition practices differ by sociosmmic status and race/ethnicity?

3. Do children’s academic achievement trajectoriey grsocioeconomic status
and race/ethnicity?

The study then examines the degree to which pamsitsol readiness beliefs and
transition practices influence children’s acadeauhievement trajectories. This was
accomplished by estimating the direct and indigéfeicts of parents’ readiness beliefs and
transition practices on children’s academic peromoe trajectories. The second set of research
guestions addressed, are as follows.

4. To what extent do parents’ school readiness bélidigence children’s academic

achievement upon kindergarten entry and over time?



5. To what extent do parents’ transition practicekigrice children’s academic
achievement upon kindergarten entry and over time?

6. To what extent do parents’ transition practices iatedhe relationship between
their school readiness beliefs and children’s acacl@achievement upon

kindergarten entry and over time?



CHAPTER 2
LITERATURE REVIEW

This chapter begins with a review of existingrhtteire relevant to the prediction of
children’s academic achievement during the tramsitdo elementary school. The review begins
with an overview of racial/ethnic and socioeconoagademic achievement gaps as children
transition to elementary school. Academic socaion provides the conceptual framework for
the present study and is explicated next. Custiies examining parents’ conceptions of
school readiness are discussed. Then, recentiealpesearch that has tested hypothesized
models using more traditional statistical techngj(eg., standard multiple regression) is
described, followed by studies that test mediatimoglels using sophisticated, multivariate
statistical techniques (e.g., path analysis). #cdption of the limitations of existing research
follows, and the chapter concludes with an exaropleow this study will address these
limitations.

Existing Research
Achievement Gaps as Children Progress through Elementary School

Considerable attention has focused on the persistelal, ethnic, and socioeconomic
disparities in academic achievement in the UniteedeS. National studies repeatedly show that
the average African American student scores belh@aterage European American student on
standardized tests of reading and mathematics s&sldoes the average Hispanic student
(Jencks & Phillips, 1998; Reardon & Gallindo, 208®ardon & Robinson, 2008). The average
student from a low socioeconomic status family esanuch lower on such tests than students
from higher socioeconomic status families (Rear@®i,1; Reardon & Robinson, 2008). The
next section presents information on achievemeps gatween African American and European

American children as well as differences betweesphinic and European American children as
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they progress through elementary school, followsed discussion of achievement gaps between
children from high- and low-socioeconomic-statusies.

The most commonly cited contemporary evidence erd#velopment of achievement
gaps in elementary school comes from the EarlydBbibd Longitudinal Study—Kindergarten
cohort of 1998-1999 (ECLS-K), which includes kinglerten through eighth grade data on a
nationally representative sample of children whoenenrolled in kindergarten in the fall of
1998. Analysis of the ECLS-K data show that orrage, gaps between African American and
European American children in reading and mathasatssessments are sizable upon
kindergarten entry, about one-half and three-quadea standard deviation, respectively (Fryer
& Levitt, 2004; Reardon & Robinson, 2008). Measlirestandard deviation units, these gaps
widen slightly through kindergarten and first graded then widen more rapidly between first
and fifth grade, by which time the gap in readis@lout three-quarters of a standard deviation,
and the mathematics gap is a full standard devigiReardon & Robinson, 2008).

In regards to the achievement gap between HisganddEuropean American students,
the most detailed evidence comes from the ECLS4Hystwhich includes a large sample
(approximately 4,000) of Hispanic children. In dgboh, because the ECLS-K study
administered the mathematics test orally in eitfrgglish or Spanish (depending on the child’s
language proficiency), the estimates for the déffees in mathematics scores should not be
biased by differences in English proficiency. Arséd of the ECLS-K data indicates that
differences between Hispanic and European Amebédren’s reading and mathematics
achievement is very similar in magnitude to theeobsd differences between African American
and European American children’s achievement. Hewehe gap between Hispanic and

European American children in reading and mathermakecreases during the elementary school



years, while the gap between African American antbfean American children widens during
the same period (Fryer & Levitt, 2004; Reardon &li@do, 2009; Reardon & Robinson, 2008).
In reading, the gap shrinks from one-half to almme-third of a standard deviation, and the gap
in mathematics shrinks from three-quarters to csiédf a standard deviation (Reardon &
Gallindo, 2009; Reardon & Robinson, 2008).

The development of achievement gaps based upamesocomic status can be difficult
to examine because unlike race, ethnicity, or gersdeioeconomic characteristics of a family
may change over time, and often change quite dreatigt In addition, socioeconomic status
can be measured in several ways by using a vasfetifferent indicators, such as parental level
of education, occupational status, and family ineortdsing a composite indicator of
socioeconomic status in the ECLS-K data set, LeeBankham (2002) found that in reading and
mathematics during the fall term of kindergartém|dren from homes in the lowest quintile
(low-income) scored a full standard deviation betdwdren from homes in the highest quintile
(high-income) and a half of a standard deviatiooWweshildren from homes in the third quintile
(middle-income). Reardon and Robinson's (2008lyarsaof the ECLS-K data found that upon
kindergarten entry, children already showed gapsaning and mathematical abilities, where
children with parents who have less formal educasicored more than a standard deviation
below children with parents who have a college atlan. The gaps narrowed by 10 % during
the first two years of schooling, but then widestmvly through the fifth grade.

It is a well known phenomenon that race/ethniaitg socioeconomic status are closely
intertwined in the United States. Using multipbeiseconomic status indicators, Fryer and
Levitt (2005) were able to show that socioeconaf@itors explained almost all of the difference

in African American and European American childeemiathematics achievement (85%) at the



beginning of kindergarten, and all of the differemc reading achievement during the same time
period. By the third grade, however, socioecondantors only accounted for approximately
60% of the difference in reading and mathematitse@ement. This finding was significant
because it suggests that socioeconomic factorgaiexh large part, differences in achievement
at the start of formal schooling, but do not ac¢dandifferences in the rate of growth during
school. Fryer and Levitt (2005) also found thataverage, African American children continue
to lose ground in reading and mathematics relatvVeuropean American children, even while
taking into account important sociodemographic cates as well as school and teacher fixed
effects. Seasonal comparison research offersusipla hypothesis for these findings by
suggesting that children experience equivalentsgduming the school year but decline during
the summer and winter vacations, due to family meidhborhood factors (Entwisle &
Alexander, 1992, 1994). However, in a recent suglgg multilevel growth curve models,
Downey, Von Hippel, and Broh (2004) found that A& American children experienced less
rapid growth in reading and mathematics in compari® European American children during
kindergarten and first grade, but no significafiteslences in the rate of learning during the
summer.

The extent to which socioeconomic factors accoontifferences between Hispanic and
European American children’s academic achieventeatldmentary school appears to be quite
different. Fryer and Levitt (2005) show that s@donomic factors account for 75 to 80% of the
gap between Hispanic and European American chiler&mdergarten and 85 to 100% of the
gap in the third grade. The authors suggest ghalispanic children’s English proficiency
improves, socioeconomic factors explain an incregpbortion of the variance in achievement.

Reardon and Gallindo (2006) also show that diffeesrbetween Hispanic and European



American children conditional on socioeconomicigtatarrow from kindergarten through fifth
grade, while the corresponding gap between Afrisarerican and European American children
increases during the same time.

In sum, research clearly demonstrates that ragtiahic, and socioeconomic achievement
gaps exist during the transition to elementary sth®he gap between African American and
European American children is apparent at the avfdermal schooling. This gap continues to
widen during elementary school in ways that arecootpletely explained by socioeconomic
family background characteristics or school qualithe same patterns are not found for
Hispanic children as they transition to elementatyool; socioeconomic differences account for
a large portion of the gap between Hispanic an@iean American children’s reading and
mathematics achievement and the gap appears wanasrchildren progress through elementary
school. Although it is clear that family backgrauand schooling each play some role in the
development of achievement gaps, the extant raséaless clear about the processes and
mechanisms that occur prior to formal schooling pratiuce racial, ethnic, and socioeconomic
achievement disparities. The theory of acadent@éipation is presented as a plausible
hypothesis in the following section.

Conceptual Framework

Parents are considered to be the primary agerstsoidlization during early childhood.
The process by which parents shape children’s tegrand non-cognitive skills is broadly
encompassed by the tesucialization(Bempechat, 1992; Ginsberg et al., 1992; Macctb92;
Maccoby & Martin, 1983). The conceptual model cd@emic socialization put forth by Taylor,
Clayton, and Rowley (2004) draws upon Brofenbresn@986) ecological theory of

development as well as Pianta and Walsh’s (1996jeztual systems model. The ecological



theory of development suggests that intrafamilal extrafamilial factors shape children’s
developmental trajectories, while the contextuatems model emphasizes intrafamilial and
school system factors. The conceptual model alewéc socialization reflects the tenets of
ecological theory as well as the contextual systermdel but extends the conventional
understanding of these relationships across sydtgrteking into account parents’ beliefs about
schooling. Academic socialization suggests thegmia’ cognitions about schooling influence
parenting behaviors, which in turn, influence crelds early outcomes during the transition to
elementary school (Taylor et al., 2004). Tayldgy@n, and Rowley’s (2004) conceptual model
of academic socialization also reflects tenetscofagical theory and contextual systems model
by suggesting that children’s academic socializaisanfluenced by one’s socioeconomic and
cultural contexts. Academic socialization provitles conceptual framework for the present
study, as this model integrates several imporeatiuies of parenting that can influence
children’s early learning and development: whopgheents are, what they believe about
schooling, and what they do.

Parental involvement is a multidimensional congtthat includes not only direct
involvement in children’s schools, such as voluritegin classrooms and attending parent-
teacher conferences, but also home-based involwgiidpstein & Connor, 1992; Hill & Taylor,
2004; Suizzo & Stapleton, 2007). Parental involeatrfor young children entering kindergarten
has been operationalized as attending school ngsetiolunteering in classrooms, and serving
on committees (Barnett & Taylor, 2009; Taylor et 2004), all of which, has been found to be
associated with their children's early school sssd&rolnick & Slowiaczek, 1994; Hill, 2001;
Hill & Craft, 2003). However, there is a home-bdisemponent of parent involvement, outlined

by Epstein and Conner (1992), which includes patenteraction with children in the home.
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Scott-Jones (1995) builds upon this framework @éptal involvement by suggesting that
parental interaction can be conceptualized in feays: valuing, monitoring, helping, and doing.
One important aspect of home-based parental inuawne involves helping interactions.
Helping interactions are specific parent-child feag activities focused on the acquisition of
basic academic skills in reading, mathematics,ahdr subject matter (Scott-Jones, 1995) and
can be thought of as part of the academic soctalizprocess for young children, which Taylor
et al. (2004) define as transition practices. Rtatdransition practices may include reading to
the child, singing songs, or practicing countingpwhich are intended to prepare children for
starting school (Barnett & Taylor, 2009; Taylora&t 2004).

The current study also draws upon a social constrsictheoretical formulation
advanced by Wertsch (1979), based on the work lgotsky (1978) to further develop the
construct of transition practices. Parents helpngochildren acquire skills and knowledge in an
expert-novice relationship by serving as the supgpmrknowledgeable “others” as children
acquire new skills and knowledge. The interactiohshildren with adults providether
regulationneeded for the child to perform cognitive tasksom interactions with adults
involving other regulation, children gradually deyethe capacity for self-regulation.
According to this theory, children’s mental actyméxists first on a social or inter-psychological
level. Gradually, after social interactions witlirents or other knowledgeable persons,
children’s mental activity occurs at an individwalintra-psychological level. This model of
children learning from a knowledgeable parent ireearyday social context and gradually
advancing to independent performance is terapaenticeshipn the work of Rogoff (1990).

In the current study, transition practices are eptualized as a form of home-based parental

involvement that focuses on parental helping irtgoas which provide a type of other
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regulation or apprenticeship opportunity to helpgarre children for elementary school.
Therefore, transition practices are considerecettalgeted parent-child interactions which are
intended to support children’s successful transitmelementary school.

Academic socialization suggests that home-baaeshfal involvement mediates the
relationship between who parents are, what thagyeehbout schooling, and children’s early
outcomes. The main support for the mediating oblgarent behaviors comes from literature
that examines the simple associations between pistatus variables, such as socioeconomic
status and parent behaviors, parent behaviorstalthten’s academic achievement. The
literature posits that parents, as primary caregjvere the main agents for the promotion of
positive academic experiences during children’sygagars. The evidence comes from
intervention research (e.g., Boyce, Innocenti, Ragg, Norman, & Ortiz, 2010; Olds &
Kitzman, 1993; Olds et al., 2007; Schweinhart gt28)05; Senechal & Young, 2008; Stormshak,
Kaminski, & Goodman, 2002), qualitative studieg(eHeath, 1983; Milne & Plourde, 2006),
and quantitative studies (e.g., Cooper, Crosnoez8u& Pituch, 2010; Foster, Lambert,
Abbott-Shim, McCarty, & Franze, 2005; Lamb Parl&wak, Griffin, Ripple, & Peavy, 1999;
Orr, 2003; Smith, Brooks-Gunn, & Klebanov, 1997 tiiba-Drzal, 2006).

Several aspects of parenting behaviors have beswmsto play an essential role in
children’s early achievement. One important aspedd the most frequently researched area,
focuses on the home literacy environment. Aulld Sollars (2003) reported that differences in
preschool children’s print awareness, book knowée@md code knowledge are related to the
quality of the literacy activities provided at hom8imilarly de Jong and Leseman (2001)
demonstrated that a high level of home literacyaebs vocabulary and reading achievement in

children. In the seminal longitudinal study conigaicby Hart and Risley (1995), the authors
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observed 42 families over a period of three yedemjonstrating that the quantity and quality of
parent-child interactive language during the firsee years of life is related to the differences
between vocabulary development in children of higlegsus lower socioeconomic status
families. Activities such as telling stories, simgsongs, and making books have also been
shown to encourage the acquisition of literacyiskBoyce et al., 2010; Bryant, Maclean,
Bradley, & Crossland, 1990; Glazer, 1989; Macl&nyant, & Bradley, 1987; Sonnenschein,
Brody, & Musterman, 1996). In a meta-analytic esvj Senechal and Young (2008) found that
interventions in which parents tutored their cleldiusing specific literacy activities produced
better results compared to interventions wherempamenly read to their child or listened to their
child read. Itis clear from the research thatptal behaviors, more specifically the quantity
and quality of parent-child interactions, playsimportant role in children’s early learning and
development. However, these parenting behaviarslwaimportant sociodemographic
characteristics.

Research suggests that home-based parental inveih¢eas evidenced by the frequency
of parents engaging young children in languageliéerdcy-related activities as well as
educational activities, varies by parental socioeooic status (Hart & Risley, 1995; Heath,
1983; Lareau, 2003), level of education (FarkasiBeH 2008), and race/ethnicity (Brooks-
Gunn & Markman, 2005). In a recent analysis ofRaeel Study of Income Dynamics, which
used time-diary data to measure how young childpamd their time, Phillips (2011) found
significant socioeconomic and racial differencepamnenting and the amount of time children
spend in different contexts and activities. Thihaufound that, on average, infants, toddlers,
and preschoolers from high-income families spendertine in novel environments such as

indoor and outdoor recreation places, church, lessies or other institutions, relative to children
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from lower-income families. In addition, among sohkage children, low-income children
seemed to converse less frequently with parentpaoed to children from high-income
families. Holding measures of socioeconomic statugell as child and parent health constant,
Phillips (2011) demonstrates that, on average cAfriAmerican infants, toddlers, and
preschoolers spend four hours less time per wemkersing with adults in comparison to young
European American children. The author also detnates that, on average, high-income
children, from infancy to age six, spend more tengaged in literacy activities than their low-
income counterparts. Furthermore, African Americdants are read to less often than their
European American counterparts from similar backgds, but this disparity decreases as
children age. Phillips (2011) notes that althotlgtse differences are seemingly small, the
disparities in weekly reading time implies a gapwér 100 hours of reading exposure by the
time children enter school. These recent findagsconsistent with previous research which
suggests that children from different sociodemolgi@packgrounds have different learning
experiences during early childhood.

Academic socialization as proposed by Taylor et(2004) has received limited attention
in the literature, but it is widely assumed thatgpéis’ school readiness beliefs will influence
their behaviors, and ultimately affect childrengslg learning and development (Barbarin et al.,
2008; Miller, 1988; West, Germino-Hausken, & Cadlii995). Studies have empirically
examined the relationship between hypothesizedgioed within the academic socialization
framework, that is, who the parents are, what thedieve, what they do, and their children’s
early outcomes. In the next section, this resemrobviewed. The focus of the review is on the
findings of complex, multivariate models that haxplored hypothesized mechanisms

underlying children’s early achievement. Sophatd statistical modeling techniques that
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allow for the investigation of interrelationshipm@ang multiple predictors simultaneously offer
potential advantages over methods that explorerfpveglictors. The following section will
begin by reviewing studies which employ traditiomalltiple linear regression models to test the
relationships between parental status variabldg\ers, and early child outcomes. Then the
review focuses on empirical studies that examieeadhationship between parents’ school
readiness beliefs, behaviors, and children’s eszdemic outcomes using standard linear
regression techniques as well as path analysisaimi@e the mediation of parental beliefs and
early child outcomes by parenting behaviors.
Empirical Studies

Who parents are, what parentsdo, and early child outcomes. Studies have
empirically analyzed the relationship between fgrbéckground, home-based parent
involvement, and early developmental outcomes fdden using large-scale nationally
representative data sets. In the seminal studgisriopic, Smith et al. (1997) analyzed data
drawn from the Children of the National Longitudigarvey of Youth (CNLSY) and the Infant
Health and Development Program (IHDP) studies tmere the consequences of living in
poverty on young children’s early cognitive, verlzaid early academic achievement. Results
from multiple regression analyses found that palentome was associated with child
outcomes and measures of home-based parental @ameht (measured by the HOME inventory
scale, which is a global measure of parenting mes), partially mediated the correlation
between parental income and child outcomes asasetiaternal education and child outcomes.
In another study using the same data, PhillipspBseGunn, Duncan, Klebanov, and Crane
(1998) examined the relationship between familykgeaund, parenting practices, and young

children’s verbal and cognitive performance. Staddnultiple regression analyses were also
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conducted; findings indicated that parental incomaternal education, and measures of home-
based parent involvement were all significant preats of children’s vocabulary development.

Studies analyzing the more recent ECLS-K data leydred Burkham (2002), as well as
Farkas and Hibel (2008), have also found that fastatus variables, such as socioeconomic
status, the maternal level of education, and measefrhome-based parent involvement, were
significant predictors of children’s overall kingarten achievement in reading and mathematics.
Cooper et al., (2010) employed multilevel modeli@aghniques to analyze ECLS-K data, and
found that home-based parental involvement in etlutaartially mediates the association
between family poverty and children’s mathematied seading achievement, but also
discovered differences paralleling racial/ethnidtage.

Several quantitative studies have used mediatiatetadpath analysis) to investigate the
mediating role of distal (socioeconomic) and proxiifearly home-based parental involvement)
predictors and children’s school achievement. MmdrDrzal (2006) used New York
Longitudinal Study (NYLSY) data, in which an abbised version of the HOME inventory
measured home-based parental involvement as edddncthe amount of cognitive stimulation
and emotional support the parent provided the childe author investigated the mediating role
of early childhood parent involvement in the asatbon between family income and reading,
mathematics, and behavior problems in middle coibdh The findings indicate that the quality
of early childhood home-based parent involvemerdiates the influence of family income
during early childhood on reading, mathematics, laglthvior problems, and shows that the
effects of family interaction are even more infltiahon reading skills and behavior problems
than on mathematics achievement. Other studies &lae found that measures of home-based

parental involvement mediates the relationship betwrisk factors and pre-kindergarten
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achievement, self-regulation, and social behawbistfy, Benner, Biesanz, Clark, & Howes,
2010), between income and emergent literacy (Festal, 2005), and between income and
children’s ability to pay attention (Dilworth-Batkhurshid, & Vandell, 2007).

These studies contribute to the literature in sEverportant ways. These studies clearly
indicate that distal and proximal predictors cdnite to children’s early learning and
development. Path analysis models also providdegzie that home-based parental involvement
mediates the relation between parents’ sociodembgrdactors and early child outcomes. The
guestion that remains, what influences the natndedegree of home-based parental
involvement? The conceptual model of academicasiaation suggests that parental beliefs or
expectations about schooling influence parentifgbm®rs, which then influence child
outcomes. The subsequent section reviews studiehexamine the relationship between
parental school readiness-related beliefs and éxfo@as, behaviors, and children’s early
academic outcomes using standard correlation eessgpn methods, followed by a review of a
study that employs path analysis to examine thaatied of parental beliefs and child outcomes
by parental involvement.

What parents believe about readiness, what parents do, and early child outcomes.
Studies examining parental beliefs can generallgibieled into two major categories: beliefs
about children’s developmental processes, andfbeall@ut children’s specific abilities
(Goodnow & Collins, 1990; Miller, 1988). Thesedites have focused on parental beliefs about
the ages that children are expected to perfornaicetasks (Hess, Kahiwagi, Azuma, Price, &
Dickson, 1980; Rosenthal & Gold, 1989), traits alues parents want to develop in their
children (Kohn, 1969; Levine, 1988; Okagaki & Frems1998; Okagaki & Sternberg, 1993),

theories about child development (Goodnow, 199&I&e2009; Kinlaw, Kurtz-Costes, &
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Goldman-Fraser, 2001), and more recently, conceptad school readiness (Barbarin et al.,
2008; Diamond, Reagan, & Bandyk, 2000). To undecsthe relationship between what
parents believe about school readiness and eatleauc outcomes, it is useful to begin with a
discussion about the role of parents’ educatiorpéetations on children’s academic
achievement because it is assumed that parentst&tns influence parent behaviors, which
in turn, influence children’s achievement.

Although the ternparental expectatiohas been defined in various ways in the literature
most researchers characterize parental expectattorealistic beliefs or judgments that parents
have about their children’s future achievementeflected in course grades (Alexander et al.,
1994; Entwisle & Alexander, 1996; Hill, 2001), hi&gt level of schooling attained (Goldenberg,
Gallimore, Reese, & Garnier, 2001), college atteweddGlick & White, 2004), as well as
expectations for mastery of early developmentdsdkless, Holloway, Dickson, & Price, 1984;
Hess et al., 1980). Much of the research evidémcine connection between parents’
expectations and academic outcomes has focusediotgsaents from various ethnic groups
(e.g., Chen & Lan, 1998; Goyette & Xie, 1999; Rdysa Gill, 1994; Smith-Maddox, 1999).

A few studies have focused specifically on how ptakeducational expectations influence
outcomes for elementary school-age children (Heak,e1984; Hill, 2001; Wentzel, 1998),
including children from diverse backgrounds (Dakisan, 2005; Entwisle & Alexander, 1996;
Halle, Kurtz-Costes, & Mahoney, 1997), and how ¢hearly expectations affect outcomes
through children’s school careers (Goldenberg.e2801; Hess et al., 1984). In general,
parental expectations have been found to play gortant role in students’ academic success.

Students whose parents hold high expectationswetégher grades, achieve higher scores on
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standardized tests, and persist longer in schaol do those whose parents hold relatively low
expectations (Davis-Kean, 2005; Halle et al., 199&ss et al., 1984; Pearce, 2006).

Despite the role parental educational expectajdengin children’s academic success, it
seems logical that parents’ conceptions of scheandiness are more likely to shape early
academic outcomes through home-based parentavemeint before children transition to
elementary school. The concept of school readihas®volved over the past few decades, from
its formal introduction by the National Educationds Panel (NEGP 1997), to more recent
efforts by Ackerman and Barnett (2005) and Snovd6}0 The general conceptualization is that
school readiness encompasses the skills, knowlesglegispositions associated with later
success in school (Ackerman & Barnett, 2005; Créhicamberty, 1994; Snow, 2006). Despite
the growing emphasis on school readiness, reseaarhining parents’ school readiness beliefs
is somewhat limited (Barbarin et al., 2008). Tk&aat literature is descriptive, often comparing
parents’ readiness beliefs to teachers’, and raedynines the link between school readiness
beliefs and children’s academic achievement.

Parents conceive of school readiness largely mgef academic skills, such as naming
letters and numbers (Barbarin et al., 2008; Hanedi Clifford, 1996; West et al., 1995).
Several studies have shown that parents and telchee different views of school readiness,
with parents placing more emphasis on academils sgiich as knowing letters and numbers, in
comparison to kindergarten teachers who place mwmighasis on social and emotional
development (Haines, Fowler, Schwartz, KottwitzR&senhoetter, 1989; Harradine & Clifford,
1996). These differing parent-teacher beliefsnanst pronounced when parents are from low-
income homes (Piotrkowski, 2004; Piotrkowski, Bats& Mathews, 2000) and have had less

formal education (West et al., 1995).
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Parents’ readiness beliefs may be influenced by sleeial or cultural contexts (Graue,
1993; West et al., 1995). Graue’s (1993) ethndgastudy found that working class parents
living in a small rural community were more likdly base school readiness beliefs and
expectations on their own kindergarten experiensbsye identifying the children's elementary
school entrance date was parents' most importanbscelated activity. In contrast, the more
affluent parents in the community were active adatéectors who held and utilized highly
developed ideas about educational practices arabkotadiness issues, based on information
gathered from conversations within their socialnwek of teachers, school administrators, and
parents.

Using data from the National Household Educatiorv&y West et al. (1995) examined
how parents’ readiness beliefs were associatedssitiodemographic characteristics. The
National Household Education Survey included sesatrool readiness-related questions focused
on behavioral and pre-academic tasks. These quesisked parents to rate on a 5-point Likert
scale how important it is for the child to be atdéake turns and share, communicate needs, be
curious about approaching new activities, sit atiltl pay attention, know the letters of the
alphabet, count to 20, and be able to use penwigaint brushes before entering kindergarten.
Chi-square analyses indicated that parents witletdewels of formal education placed greater
emphasis on school readiness attributes suchtiag still and paying attention, counting,
knowing the alphabet, and using pencils in comparts parents with higher levels of formal
education. Diamond, Reagan and Bandyk (2000)alatyzed the NHES data to examine the
relationship between parents’ conceptions of resgtirio race, ethnicity, and development.
Using principal component analysis, the authorsetigped a unitary construct representing

parents’ conceptions of school readiness. Compan$ mean factor scores revealed that all
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parents, regardless of race or ethnicity, plackdively high levels of importance on children
displaying certain skills and attributes prior todergarten.

These studies contribute to the literature byroffesome insight into parents’
conceptions of school readiness. Overall, theistusliggest that all parents have concerns about
their child’s transition to elementary school. e some evidence that parents’ school
readiness beliefs are linked to one’s social aridii@l contexts, yet the evidence is inconclusive.
Although the literature around parents’ currentosthieadiness views is limited (Barbarin et al.,
2008), there are a handful of studies which exarttieeelationship between parents’ school
readiness beliefs or expectations for mastery eéldpmental tasks, and children’s early
academic outcomes. This research is reviewed next.

Parents’ expectations for mastery of early develaqad skills have also been shown to
be related to later achievement (Hess et al., 11984s et al., 1980). In a longitudinal study
examining the predictive relationship between nratecharacteristics and academic
performance within a small sample of European Acagrifamilies, Hess et al. (1984) found that
developmental expectations and maternal behaviers velated to measures of school readiness
and sixth grade achievement. The measure of natéevelopmental expectations was a
composite score based upon items from a develo@inexpectation questionnaire that asked
mothers to rate the age range during which theid etould master types of developmental tasks
(e.g., take care of own clothes, help with housgkedks, eat at table), and acquire school-
relevant skills (e.g., tell time up to a quarteaafhour), predict their child’s educational and
occupational status as an adult, and specify cosa@yout hypothetical challenges their child
may have in school. Measures of maternal behaagssssed at the onset of the study focused

on teaching and communication style, as well asc#ffe interaction between mother and child.
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School readiness assessments were administerbddieen ages 5 and 6 and measured
knowledge in the areas of reading and mathematdsen the children were 12 years old, they
took the vocabulary and mathematics concepts duliitéise lowa Tests of Basic Skills (ITBS).
Results from regression analyses indicated thagmmalt expectations for achievement and
behaviors (specifically, communication and the afs@escriptors during play) assessed during
the preschool years were positively related to messof school readiness. Measures of
maternal teaching style, communication, affectorget and maternal expectations continued to
predict children's later performance.

Using data from 452 children participating in a fieipre-kindergarten program,
Barbarin et al. (2008) examined the relationshipveen parents’ conceptions of school
readiness, race and ethnicity, socioeconomic statuskindergarten outcomes. In order to
ascertain parents’ conceptions of school readitkssauthors asked the following questions in
an open-interview process: (a) In your opinion, whast your child know or be able to do by
the time she or he starts school in kindergarté@s)A/Vhat knowledge or ability must a child
possess to be ready for school? The authors usgdnt analysis to develop the following
response clusters of parents’ school readinessf&e{a) nominal knowledge (the ability to name
objects, letters, colors, and numbers); (b) infeaéreasoning (higher order thinking skills); (c)
independence (the capacity for self-care and amgydd) motor skills (the ability to engage in
activities that require fine and gross motor skil{s) language/early literacy (skilled use of
language and emergent literacy, e.g., use vocahuilak letters to sounds, read; (f) numeracy
(beginning skills in mathematics, e.g., add, sufrand count money); (g) social competence
(the ability of a child to develop positive relat&hips with peers and adult caregivers); (h) self-

regulation (the capacity of the child to complytwiiehavioral expectations of the school); and
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(i) general knowledge (information that the chikkds for problem solving, self-identification,
and handling situations when away from home, &mwledge of name, age, and home
address).

Frequency analyses revealed that parents concefveddiness largely in terms of
nominal knowledge, followed by language/early by, with inferential skills rarely mentioned.
Chi-square analyses indicated no significant aatioci between parents’ readiness beliefs and
poverty status. There were significant differenogparental employment status. In general,
employed parents placed more importance on sckadimess and were more likely to cite
inferential reasoning as an important readinessitraomparison to non-employed parents.
There were also statistically significant differeagn parents’ beliefs in the areas of social
competence and self-regulation. In general, Afridaerican parents placed less emphasis on
social competence and self-regulation in comparisdiuropean Americans and Hispanic, but
these differences were only significant for lowanee parents. Correlations between parents’
readiness beliefs and child outcomes indicatedpghegnts who believed numeracy and general
knowledge to be important school readiness ategbbtad children with greater knowledge of
letters, numbers, and colors, while parents wholhesiged inferential skills had children with
greater vocabularies, phonemic awareness, ancedgmioblem solving skills.

How do parents’ beliefs about schooling influenoenke-based parental involvement? In
a recent study, Barnett and Taylor (2009) examthedelationship between parents’ previous
schooling experiences and current kindergartersitian practices with a sample of 79 mothers
from a diverse community using structured intengewlothers’ recollections were of their own
experiences with schools, teachers, and peerslhasmbeir parents’ school involvement. The

mothers' statements were coded for emotional pagitr negativity. Transition practices were
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operationalized as academic-oriented activitiesh &1 reading to the child or saying the
alphabet. Using multiple linear regression techag] the authors found that parents who had
positive recollections of their parents’ schoololwement engaged in more transition practices,
while accounting for parental income, self-esteand self-efficacy constant.

Sy and Schulenberg (2005) tested a mediating nwildieh hypothesized that parental
beliefs and expectations influence measures ohparavolvement which, influence children’s
achievement over time in European American andrd8iaerican families using latent growth
curve modeling. Using data drawn from the ECLSatadset, the authors developed latent
constructs representing parental beliefs, expectstiand involvement. The construct
representing parental beliefs included three meadinat assessed the importance parents placed
on children's early academics, such as knowinglpieabet, counting, and using writing
materials. The parents’ educational expectatian®f consisted of one measure which asked
parents about the highest level of education tix@geted their child to attain. Parent
involvement was divided into two categories: in-tieame and outside-of-the-home involvement.
The constructs representing parent involvemerterhiome included creating a home literacy
environment and setting rules for watching tel®mnsi The home literacy environment construct
was made up of two measures that assessed therfi@gthat parents read and told stories to the
child. One indicator variable was used to devét@pconstruct representing family rules for
television viewing. Parent involvement outsidehed home was divided into two categories:
school participation and educational activitiessalg of the home. The construct representing
school participation included three indicator vaks that measured the number of times parents
volunteered in the classroom, attended open hagbg participated in back-to-school events,

or attended general school events. Educationiiitees outside of the home were based on
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three measures asking if parents took the chitdeéa@oo, aquarium or petting farm, library,
museum, art gallery, or historical site. The mddsted the theory that parents’ beliefs and
expectations influenced measures of parental imroént, which in turn, influenced children’s
achievement.

Results indicated that Asian American parents hglen mean beliefs and expectation
scores in comparison to European American parektslysis of the multigroup model
indicated that European American parents’ beliefs & positive influence on home literacy
activities, television viewing rules, and schooftgpation. Asian American and European
American parents' educational expectations hadsdiy®influence on home literacy activities,
television rules, and educational activities, wthile relationship between expectations and
parents' school participation varied. There waggaificant negative relationship between
educational expectations and school involvemenf&an American parents, in contrast to the
significant positive association found for Européanerican parents.

Measures of parental involvement were positivelgtesl to European American and
Asian American children’s achievement. Home litgractivities had a significant positive
relationship with children’s beginning reading astement in kindergarten and growth through
the first grade. There was also a positive refstiip between home literacy activities and
mathematics achievement in kindergarten, but ativegeelationship with growth. In addition,
there was a significant positive relationship betwschool participation and reading or
mathematics growth over time. There was no stedibf significant relationship between
educational activities outside of the home anddelit’s reading or mathematic growth in

kindergarten. Overall, parental beliefs were fpealy related to parental involvement, more
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specifically home literacy and school participatiaich in turn had a positive influence on
European American and Asian American children’slacaic achievement.

Although our knowledge about parents’ current viefveeadiness is somewhat limited
(Barbarin et al., 2008), these studies contribotiné literature in several important ways. The
findings reveal that parents do hold certain bglafd expectations about children’s readiness
for school. There is also some evidence that psireanceptions of school readiness vary by
social and cultural contexts, yet these findingsiaconclusive. Although much of the research
is based upon analyses of large-scale secondayitlats been argued that survey questions
may fail to capture parents’ nuanced ideas arouohdd readiness (Diamond et al., 2000).
Barbarin et al. (2008) used open-ended interviegstjans, which allowed parents to share their
conceptions of readiness in contrast to simply @&nisWg survey questions. Results from the
content analysis confirmed previous findings wisdiggest that parents placed greater emphasis
on nominal knowledge, such as knowing the lettéte@alphabet and counting, in comparison
to other areas of school readiness (Harradine &d@di, 1996; Piotrkowski et al., 2000; West et
al., 1995). Therefore, one could argue therensesevidence that survey instruments are
somewhat valid measures of parents’ school reaslineigefs.

The studies reviewed thus far have significance&ents of young children
transitioning to elementary school. There was sewigence to suggest that parents’
conceptions of school readiness are positivelyedlto children’s early academic achievement.
In addition, there was some initial evidence topsarpthe idea that parental beliefs and
expectations are positively related to parentabivement (operationalized as the home literacy
environment, school participation, and educati@eélities outside of the home), which then

influences European American and Asian Americaldodm’s early academic achievement.
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However, additional research is warranted to exarthese relationships in other populations of
interest.

The studies reviewed have several limitations, sohwehich are related to
generalizability or methodological issues. Theddetsal. (1984) study examined the
relationship between parents’ expectations foryedel/elopmental skills and academic
achievement drawing upon a small and select saafiferopean American children; therefore,
the findings could not be generalized to a larggrytation. Although the Barbarin et al. (2008)
findings were based on a larger and more divensglkgain comparison to the study conducted
by Hess et al. (1984), there were still issueseniegalizability. The study sample was drawn
from participants of a publicly funded pre-kindettga program in several states and the authors
reported that there were a disproportionate nurabkw-income parents in the sample.
Thererfore, findings from the Barbarin et al. (2p8&idy can only be generalized to parents
participating in publicly funded pre-kindergarterograms. Methodologically, the study
conducted by Barbarin et al. (2008) provided a nmu@nced understanding of parental
conceptions of school readiness; however, the satgdg correlation methods to estimate the
relationship between parents’ conceptions of scheainess and child outcomes. The use of
correlation allows the investigator to analyze dlsociation between parent beliefs and child
outcomes, but does not control confounding varg@bleestimate the relative contribution of
predictors, as is the case in standard linear ssgme. Although the studies could not generalize
their findings to the larger national populatidmey do offer initial insight about the relationship
between parents’ school readiness-related belief<hildren’s academic outcomes in

elementary school.
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The study conducted by Sy and Schulenberg (200p)ogtad sophisticated modeling
technigues to analyze the relationship betweemparbeliefs, involvement, and early academic
achievement based on a nationally representatimplsaof European American and Asian
American children in the United States. Thereftie,findings from the study have greater
generalizability. There were, however, severalhoeological issues. For example, the ECLS-
K study used a multistage sampling design whererem are clustered within schools, schools
are clustered within strata, and strata are clegtesithin primary sampling units. The
researchers, however, did not address the hiecalamature of the data, which may result in
biased estimates. Second, all of the latent exmgefactors (predictors) were comprised of
ordinal variables, yet the authors treated thewoasinuous variables instead of using a
continuous/categorical variable methodology (CVM)dascribed by Muthén (1984). Failure to
treat categorical/ordinal data appropriately map aesult in biased parameter estimates.
Finally, the study does not include any formaldedtmediation, so there are no estimates of
direct, indirect, or total effects available. Disphe methodological shortcomings, this study
illustrates the ways in which a mediating model barused to examine the complex relationship
between parental beliefs, parental involvement,amidren’s achievement over time.

It is broadly assumed that parents’ school readibesiefs influence parenting practices,
and ultimately children’s academic achievementsdaech, however, has not provided clear and
strong support for this pathway (Barbarin et 0&, Graue, 1992; Murphey, 1992; West et al.,
1995). Establishing a link between parents’ scheatliness beliefs and transition practices may
help us understand additional factors contributonthe academic achievement gap and may
ultimately help us highlight potential targets fioterventions. This study fills a gap in the

literature and builds upon previous research byguainationally representative data set to
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examine the relationship between parents’ conceptid school readiness, transition practices,
and children’s academic achievement during thesttian to elementary school. The study tests
the theory that parents’ conceptions of schooliresss influence parents’ transition practices,
and therefore influence children’s academic achiearg trajectories. The study also explores
the ways in which parents’ socioeconomic and caltoontexts shape academic socialization as
a possible explanation for the early academic aehnient gap.

In this study, academic socialization is concefitedl as parents’ school readiness beliefs and
transition practices designed to prepare childeers¢hool. Parents’ school readiness beliefs are
operationalized as the importance parents plageanld mastering developmental skills, such
as knowing letters of the alphabet, counting, amdrounicating as well as the importance
placed on displaying social skills, such as shaaimg being calm. Transition practices are
operationalized as targeted interactive parentidbdrning experiences in the home which are
designed to support children’s successful transittoelementary school. Academic
achievement is measured in domains of reading,enalics, and general knowledge during
kindergarten and first grade. The conceptual mtastéd in this study is illustrated in Figure 1.
The model suggests that parents’ school readiredsginfluence parents’ transition practices
and children’s academic achievement. The modelsalggests that parents’ transition practices
mediate the relationship between parents’ conceptod school readiness and children’s
academic achievement. Finally, the model proptsssparents’ conceptions of school
readiness and transition practices are influengeahle’s race, ethnicity, and socioeconomic
status.

Pur pose of Study
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The purpose of the current study is to examinedlaionship among parents’ school
readiness beliefs, transition practices, and obildracademic performance over time. The first
task is to describe variation within parents’ re&dis beliefs, transition practices, and children’s
academic achievement by socioeconomic status @edetanicity. The first set of research
guestions are as follows.

1. Do parents’ school readiness beliefs vary by seconemic status and
race/ethnicity?

2. Do parents’ transition practices vary by socioecenigsstatus and race/ethnicity?

3. Do children’s academic achievement trajectoriey sgrsocioeconomic status
and race/ethnicity?

The second task is to examine the degree to wlagdngs’ readiness beliefs and
transition practices influence children’s acadeauhievement trajectories. This was
accomplished by estimating the direct and indie#fects of parents’ readiness beliefs and
transition practices on children’s academic per@moe trajectories. The second set of research
guestions are as follows.

4. To what extent do parents’ school readiness balidisence children’s academic
achievement upon kindergarten entry and over time?

5. To what extent do parents’ transition practicekigrice children’s academic
achievement upon kindergarten entry and over time?

6. To what extent do parents’ transition practices iatedhe relation between
parents’ school readiness beliefs and childreréslamic achievement upon

kindergarten entry and over time?
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Several studies have examined differences in peire@diness beliefs by
sociodemographic characteristics, and findingsrarenclusive (Barbarin et al., 2008; Diamond
et al., 2000; Graue, 1993b; West et al., 199%xplected parents’ readiness beliefs to vary by
sociodemographic characteristics. It is hypotlrezbihat socioeconomic status will be positively
related to parents’ school readiness beliefs. Ehahore affluent parents will place greater
emphasis on children’s school readiness skillsatributes. It is also hypothesized that
European American parents will place greater emiplmsschool readiness skills and attributes
in comparison to African American and Hispanic pése

Consistent with previous research, it is hypothegbithat parents’ transition practices will
vary by sociodemographic characteristics (BrookswG& Markman, 2005; Phillips, 2011). Itis
hypothesized that socioeconomic status will betpaty related to parents’ transition practices.
In other words, affluent parents will report engepin more transition practices. It is also
hypothesized that European American parents wilbreengaging in greater amounts of
transition practices in comparison to African Ancan and Hispanic parents.

Based upon previous findings, children’s beginrkngwledge (Coley, 2002; Lee &
Burkham, 2002; Zill & West, 2001) and growth oviend is expected to vary by
sociodemographic characteristics (Bodovski & Fark@7; Fryer & Levitt, 2004; Reardon,
2011; Reardon & Gallindo, 2009; Reardon & Robing26(8). It is hypothesized that
socioeconomic status will exert a strong positifiuence on children’s beginning achievement
and growth over time. Children from more affluaontmes will begin school with higher
achievement scores and experience more rapid agagemwth. It is also hypothesized that
European American children will have higher begignachievement scores and greater rates of

growth in comparison to African American and Hisigashildren.
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Consistent with previous research examining thatiiship between parents’ beliefs
and expectations on children’s academic perform@agbarin et al., 2008; Hess et al., 1984),
parents’ readiness beliefs are expected to beiyagitelated to children’s academic
achievement upon kindergarten entry and over tithes. hypothesized that readiness beliefs will
exert a positive influence on children’s beginnkmpwledge and rate of academic growth. Itis
also hypothesized that parents’ school readindgsfbwiill exert a stronger influence on
children’s beginning knowledge in comparison toitifeience exerted on academic growth over
time. Based on the home environment and pareontuament literature it is hypothesized that
parents’ transition practices will be related tddrien’s achievement trajectories. It is
hypothesized that parents’ transition practices lvélpositively related to children’s
kindergarten achievement and rates of academictgrow

Given the shortage of empirical studies which uséiating models to investigate
parents’ conceptions of school readiness and tkitive impact on transition practices and
children’s achievement, analyses investigatingghekationships in this study are somewhat
exploratory and hypotheses are based on logicahgssons. It seems reasonable to argue that
the degree to which parents emphasize school resgiskills and attributes will influence their
use of transition practices, which in turn influerahildren’s early academic achievement. Itis
hypothesized that parents’ transition practices médiate the relationship between parents’
beliefs and children’s academic achievement inéigdrten and over time. The indirect effect
of parents’ readiness beliefs on children’s achiemet will exert greater influence on children’s

beginning knowledge in comparison to the influeegerted on academic growth over time.

32



CHAPTER 3
METHODS
Data Source and Sample

The sample for this study consisted of a subsehitdren and parents who participated
in the Early Childhood Longitudinal Study-Kinderggar cohort (ECLS-K), which was
developed under the sponsorship of the U.S. Depaitof Education, National Center for
Education Statistics (National Center for Educatatistics, 2000). The design of the ECLS-K
was guided by an ecological framework of childrasésyelopment and schooling that
emphasizes the interrelationships between chiidilyaschool, and community (NCES, 2000).
This multisource, multi-method study includes imtews with parents, teachers, school
administrations, and direct child assessmentsarctignitive, psychosocial, and physical
domains. The ECLS-K data set allows researcheanatyze the complex relationships between
children’s early learning and school experiences@mpare them to later elementary school
performance.

The ECLS-K study used a multistage probability siendesign to select a nationally
representative sample of children attending kinaeeg in 1998-1999. In the base year children
were selected for the ECLS-K study using a mulgistarobability design. During the first stage
of sampling, counties or groups of counties welecsed with probability proportional to size.
The primary sampling unit (PSU) measure of size ased on the number of 5 year old
children in a county, with a slight modificationfexilitate the oversampling of children from
Asian/Pacific Islander heritage. This procedusalied in a total of 100 primary sampling units.

The second stage of sampling involved selectingaggiand public schools that offered
kindergarten programs. For each PSU, a frame loligpand private schools offering

kindergarten programs was constructed using egis@hnool universe files. The selection of
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schools was systematic, with probability proporéilio a weighted measure of size based on the
number of kindergartners enrolled in the schoas. with the PSU sample, the measure of size
was constructed by taking into account the desikeatisampling of Asian and Pacific Islander
children. Public and private schools constitutetinct sampling strata. In total, 1,280 schools
were sampled for the original frame. Of these, @88e public schools and 460 were private
schools.

The third stage of sampling involved the selecbbohildren within sampled schools.
From each school, an independent sampling stratasnffermed within each school based on a
complete roster of enrolled children. One stratamtained Asian and Pacific Islander children,
and the second, all other students. Within eaelush, students were selected using equal
probability systematic sampling, using a highee rfat the stratum with Asian and Pacific
Islander children. In general, the target numbb@hddren sampled at any one school was 24.
Once the sampled child was identified, parent aintdormation was obtained from the school
in order to gain consent for the child assessmedhiparent interview.

The ECLS-K spring first grade data collection taegeall base year respondents. While
all students still enrolled in their base year stbovere re-contacted, only 50% of children who
transferred from their kindergarten school weréfeed for data collection. The spring first
grade sample was freshened to include currentdiesters who had not been enrolled in
kindergarten during 1998-1999, and therefore, lmdhance of being included in the base year
kindergarten sample. This freshening process ageldf-open interval sampling procedure
which was implemented in the same 50% subsamaS-K base year schools where
transfer students were followed for data collectidimis process added 133 schools to the

second stage of sampling and 165 first grade stadiethe ECLS-K sample. This resulted in a
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sample of 18,249 children. As a result of the clexgampling design, claims made about the
national kindergarten population of 1998 and fiystde population of 1999 as a whole from this
data set require the use of a sample weight.

Criteriafor Selecting Data File Sample

A subsample of children was selected for the ptesteidy. Since the focus of the study
is on the achievement gap between historically tadeeving children and their more affluent
European American counterparts in kindergartery ohildren of African American, Hispanic,
and European American racial and ethnic heritage weluded. The present study made use of
cognitive assessments in reading, mathematicsgamneral knowledge in the fall of kindergarten
in 1998, the spring of kindergarten in 1999, arelgpring of first grade in 2000, in addition to
parent interview data collected during the falkimfdergarten.

The analytic sample was selected based on sevepsl. sFirst, children who were of
European American, African American, or Hispaniciablethnic heritage were selected. This
resulted in a sample size of 15,913. Second, r@mnld/ho were assigned a weight of zero in the
ECLS-K data set due to missing cognitive, psychiagoand physical assessment data during
one of the data collection periods were excludethfthe sample. This step resulted in a sample
of 13,130 children.

Instruments

Data for the ECLS-K were collected from a varietyources. These included direct
assessments of students, parent/guardian intervéwlseacher and school administrator
surveys. This study uses data drawn from childsssents collected in the fall and spring of
kindergarten and spring of first grade, as welpaent interview data collected in the base year.

Although direct child assessments were collectddwatpoints, from kindergarten through the
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first grade, the fall of first grade assessmenteviaited to a 30% subsample and inclusion of
this data would limit the sample size to 30% of ¢higinal sample. Therefore, data from third
wave of data collection was excluded from this gsial The instruments, data collection
processes, and measures are described below.

Direct child assessments. Direct one-on-one child assessments were conductbe
cognitive, psychomotor, and physical domains. TB& &K cognitive battery consisted of
guestions in three subject areas: language amdditemathematical thinking, and general
knowledge. Prior to administering the cognitiveessment battery in the fall of the base year, a
language screening assessment was administeredients identified by their school records or
teacher as coming from a home in which English maighe primary language. The Oral
Language Development Scale (OLDS) was given tcetlosbddren who had a non-English
language background. The language screener detriiithe children understood English well
enough to receive the direct child assessmentagtdh. Children who passed the OLDS
screening received the full direct battery of assemts, while children who spoke Spanish were
administered the Spanish translation form of théheraatics and psychomotor assessments, and
an alternate form of the OLDS.

The direct cognitive assessments consisted of af $@b-stage assessments. The first
stage consisted of a routing section for each stibjea, and was followed by several alternative
second-stage forms depending on the child’s pedaoo®a on the first stage assessment. The
routing sections consist of 12 to 20 items withr@ald range of difficulty. The second-stage
forms varied by level of difficulty so that a chilebuld be administered questions appropriate to

his or her current level of ability for each cogretdomain. The reading and mathematics
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assessments had low, medium, and high difficultpsd-stage options, while the general
knowledge assessment had two second-stage alt@sati

The cognitive assessment scores were equatedtefithResponse Theory (IRT). IRT
made it possible to calculate scores that couldobepared regardless of which second-stage
form a child took. This scaling method placesdiah’s scores on a continuous ability scale
using items from the routing test, plus a coreo$é&ems shared among the different second-
stage forms. This process estimates the scorgdavabuld have achieved if all of the items on
all forms of the test had been administered (NCE80)

Parent/guardian interview. The majority of parents participating in the basandata
collection were interviewed in the fall of 1998 aaghin in the spring of 1999. Parents or
guardians were asked to provide important inforamaibout the sampled child, the home
environment, parent expectations and behaviorsfanily characteristics by using a computer-
assisted telephone interview or a computer-assgeesbnal interview for families without a
telephone. Typically, the respondent for the paneerview was the mother of the child;
however, the respondent could have been a fatheptiae parent, foster parent, grandparent,
another relative, or a non-relative guardian livinghe household with the child. Preference for
respondents was given to the child’s mother, threrheer parent or guardian, followed by
another household member.

The parent interview was conducted primarily in Estg but provisions were made to
interview parents who spoke other languages. Tiestgpnnaire was translated into Spanish,
which was then printed on hardcopy. Bilingual mtewers were trained to conduct the parent

interview in either English or Spanish. If theantiew was conducted in Spanish, the
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interviewer used the hardcopy questionnaire and ¢éimt¢ered respondents’ answers in the
computer-assisted interview program.
Measures

Child outcome indicators.

Reading. The language and literacy (reading) assessmentumaehshildren’s basic
literacy skills which include print familiarity, teer recognition, beginning and ending sounds of
a word, rhyming, word recognition, receptive vodaby; and comprehension, which includes
listening comprehension and understanding wordeintext. Comprehension items were
targeted to measure skills in initial understandaeyeloping interpretation, personal reflection,
and demonstrating critical stance. Reliabilityraates for the reading assessments were .93 in
the fall of kindergarten, .95 in the spring of kemdarten, and .97 for the spring of first grade
(NCES, 2000).

Mathematics. The mathematics assessment items were designeebisune conceptual
and procedural knowledge as well as problem solskilis. Approximately one half of the test
consisted of questions focusing on number sensebeuproperties, and operations, while the
remainder addressed understanding patterns andemusiationships as well as formulating
conjectures and identifying solutions. Reliabikstimates for the mathematics assessments
were .92 in the fall of kindergarten, .94 in theisg of kindergarten, and .94 for the spring of
first grade (NCES, 2000).

General knowledge.The general knowledge assessment measured undimstaih
social studies and science content. The itemaigagbinformation on children’s conceptions of
the social, physical, and natural world, as wellhegr ability to draw inferences and comprehend

implications. The social studies subdomain inctldeestions which measured children’s
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knowledge in a wide range of disciplines includmstory, government, culture, geography,
economics, and law. The science subdomain incladedtions from the fields of life, earth,
space, and physical science. Reliability estimitethe general knowledge assessments were
.88 in the fall of kindergarten, .89 in the sprofgkindergarten, and .89 for the spring of first
grade (NCES, 2000).

Parental beliefs and practices.

Parents’ school readiness belief®evelopment of the parents’ school readiness lselief
construct was guided by empirical research. Adogrtb previous research, parents of young
children hold certain beliefs about school readsr(@&arbarin et al., 2008; Diamond et al., 2000;
Graue, 1993), as well as expectations for mastedgwelopmental milestones (Hess et al., 1984;
Hess et al., 1980). The latent construct represgparents’ school readiness beliefs was
comprised of seven measures that asked parerdtetthe importance of a child exhibiting
specific academic skills and behavioral attribltefore entering kindergarten. For example,
guestions measuring the importance parents placed¢ademic skills focused on counting,
knowing the alphabet, and drawing before enteringdrgarten (e.g., How important do you
think it is that a child knows the letters of tHplabet before going to kindergarten?). Questions
measuring the importance parents placed on belahtiributes focused on being calm,
sharing, and communicating. Parents were askezsfmnd to each prompt using a 5-point
Likert-type scale, which was coded into five catgg®with scores in parentheses: (1) not
important, (2) not very important, (3) somewhat artpnt, (4) very important, and (5) essential.
Cronbach’s alpha for the six school readiness tsaliems was .77.

Parents’ transition practices.The latent construct representing parents’ traorsiti

practices was based on theory as well as empmasalarch. According to Vygotsky (1978) and
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Wertsch (1979), children develop through interacod dialogue with adults such as parents,
teachers, or older siblings. Through engagemechatienging activities and play with a more
knowledgeable other, children will perform actiggisuccessfully (Vygotsky, 1978; Wertsch,
1979). Empirical studies also indicate that enggghildren with interactive learning
opportunities improves children’s cognitive outca@ni8enechal & Young, 2008). Interactive
learning opportunities or helping interactions ($dones, 1995) during early childhood are
conceptualized as transition practices. This canstvas comprised of eight variables
measuring the frequency of targeted interactivemachild learning activities in the home.
Parents responded to prompts that asked aboutettpeeincy in which they engaged their child in
a variety of interactive activities that includedading, telling stories, singing songs, playing
games, playing sports, teaching about nature, rgaddy and building things together. The
coding scheme for these measures was divided antocategories with scores in parentheses:
(1) not at all, (2) once or twice a week, (3) Htohmes a week, and (4) everyday. Cronbach’s
alpha for the eight transition practice items W .

Covariates.

Socioeconomic statusFamily socioeconomic status (SES) was a compoatriaiWe
available in the ECLS-K data set. The compones¢sitio create the SES composite were: (a)
father/male guardian’s level of education; (b) nestfemale guardian’s level of education; (c)
father/male guardian’s occupation; (d) mother/fealardian’s occupation; and (e) household
income. Occupation was re-coded to reflect theageeof the 1989 General Social Science
Survey (GSS) prestige score. This was computédeaaverage of the corresponding prestige

score for the 1980 Census occupational categooeered by the ECLS-K occupation variable
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(NCES, 2000). The resulting composite was theagepf the five measures, each of which
was standardized to have a mean of 0 and a staddaiation of 1 (NCES, 2000).

Child’s race and ethnicity.The parent/guardian reported the child’s race dyitie
baseline parent interview. The categories for ¥aisable included: European American, non-
Hispanic; African American, non-Hispanic; Hispamace specified; Hispanic, no race specified;
Asian; Native Hawaiian or other Pacific Islandem@érican Indian or Alaska Native and more
than one race specified, non-Hispanic. Categdoreispanic, race specified and Hispanic, no
race specified were combined into one category fAandrican Indian or Alaska Native with
more than one race specified, non-Hispanic werebaoed into another category, resulting in
five categories: European American, African Amemiddispanic, Asian American (Asian), and
other. A final race/ethnicity category was createth the following categories: European
American, African American, and Hispanic raciaktinic heritage. Dummy variables were
created with European American as the referen@gogy.

Data Analytic Strategy

The statistical analysis technigue used to tesbtigses was latent growth curve
modeling (LGCM), which falls within the broad famibf structural equation modeling (SEM).
Latent growth curve models allow the researchenddel change over time by estimating
individual growth trajectories as latent intercapt slope factors across the sample while
including predictors of change (Duncan, Duncan,t&ker, 2010; Singer & Willet, 2003). This
technique is therefore aligned with the study’spmse, which is to describe and predict change
in children’s academic achievement during the iteomsto elementary school. The LGCM for
this study used raw data analyzed in Mplus verSianth a mean and covariance structure

(Muthén & Muthén, 1998-2007). Descriptive analygsese conducted using Stata 11
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(StataCorp., 2009). Means and standard deviati@ns computed for continuous variables and
frequencies were computed for ordinal variables.

There are several aspects of SEM which made ittacpkarly advantageous statistical
technique for this analysis. First, SEM takes @ficmatory or hypothesis-testing approach to
the analysis of a structural theory bearing on sphenomenon (Byrne, 2011). Since the pattern
of relations was specified a priori, SEM lendslitgesll to the analysis of data for inferential
purposes. Second, SEM provides estimates of ear@ance parameters, which allows for the
assessment and correction of measurement erroninast to traditional multivariate procedures
(Kline, 2011; Raykov & Marcoulides, 2006). FinalyEM is also capable of testing theoretical
models known astructural regression modeishich test relationships between unobservable
constructs, termeldtentvariables (Kline, 2011; Raykov & Marcoulides, 2008 hese
characteristics of SEM make this statistical teghaialigned with the study’s purpose, which
aims to examine the relationship between sevet@hi@onstructs (i.e., parents’ readiness beliefs
and transition practices, and children’s achievdrtrajectories).

The full structural equation model is comprisedvad parts, the measurement model (or
factor analytic model) and the structural modeirfK) 2011; Raykov & Marcoulides, 2006).

The measurement model focuses solely on the etttatabservedrariables are linked to their
underlying latent factors by analyzing the covasiatamong the set of observed variables for a
latent construct (Kline, 2011; Raykov & Marcoulid@906). The measurement model uses a
confirmatory rather than an exploratory factor gsisl approach, implying that latent constructs
are based on knowledge of a theory, empirical rekear both. The relations between observed

measures and underlying constructs that are ragexbbyfactor loadingg(i.e., regression
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paths) must be postulated a priori. The squaretdifdoading represents the percent of variance
in the observed variable explained by the latentie.

The structural model allows for the specificatidragegression structure among the
latent variables (Kline, 2011; Raykov & Marcoulid@806). In other words, one can
hypothesize the impact of one latent variable arttzar in the modeling of causal direction. The
measurement model depicts the link between thatlatgiables and their observed measures,
while the structural model depicts the predictigationship among latent variables themselves.
The full structural model is capable of simultangguassessing the magnitude and significance
of relations among exogenous (i.e., predictors)ertbgenous (i.e., mediators and outcomes)
variables in the model which are represented l®riesof structural (i.e., regression) equations.

Structural equation models are schematically pgettaising particular configurations of
four geometric symbols: a circle, square, singlaeleel arrows, and double-headed arrows
(Kline, 2011; Raykov & Marcoulides, 2006). By camtion, circles or ellipses represent
unobserved latent variables or factors, and squaresctangles represent observed variables
(Kline, 2011; Raykov & Marcoulides, 2006). Sindleaded arrows represent the impact of one
variable on another, while a double-headed arrgresents covariance or correlation between
pairs of variables (Kline, 2011; Raykov & Marcouwdg] 2006). The schematic representation of
a model under study is represented Ipath diagramwhich is equivalent to the mathematical
representation whereby a set of equations relaigsgenous (dependent) variables to their
exogenous (explanatory) variables.

Estimation
In accordance with Kline (2011) and Raykov and Matides (2006) the latent growth

curve model was tested in several steps in ordeletdify sources of potential problems. The
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first step involved estimating the measurement madach includes the unconditional growth
model, whereas the second stage involved estimttenfyll structural model. Estimation and
determination of the fit for both the measuremeatlel and the full structural model involved
the same considerations; therefore, these areedtfirst.

The ECLS-K data was collected using a stratifiecstedr sample design in order to obtain
a nationally representative sample of the populadiokindergarten students in 1998-1999.
Without accounting for this sampling design, desffects may occur that decrease the accuracy
of estimates. To account for this design, unbiastanates and standard errors can be
calculated in Mplus version 5 (Muthén & Muthén, 898007) with sample design information,
which was provided in the ECLS-K data set via @usstrata, and weight variables. Therefore,
all analyses, including descriptive and latent gloeurve models, took into account the sample
design by employing the stratum, cluster, and gbgldel weights (necessary for longitudinal
study). Use of the sample weight allowed a gergatabn of the findings to African American,
Hispanic, and European American children who edt&nedergarten in 1998-1999 and first
grade children in 1999-2000.

Another important consideration is the scale ofeobsd variables in the model. The
current study includes ordinal and continuous Véeis; therefore, a continuous/categorical
variable methodology (CVM) as described by Muth#884) must be utilized. This approach
allows for the estimation of models with any condtion of dichotomous, ordinal, or continuous
variables (Kline, 2011). In CVM, bivariate assaicias among observed variables are estimated
with polychloric correlations, which assume thaioaimal, continuous process underlies each
observed variable (Flora & Curran, 2004). The C¥pproach described by Muthén and

Asparouhov (2002) is implemented in Mplus versidmySpecifying the mean and variance
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adjusted weighted least square (WLSMV) estimaldre WLSMYV is a robust estimator which
accounts for issues of non-normality and non-inddpace in the data (Kline, 2011).

Missing data is almost always an issue in longitatistudies (Singer & Willet, 2003).
Failure to appropriately address missing datamgitoidinal research can substantially reduce the
sample size and compromise the accuracy of madmhdi parameter estimates (Newman, 2003).
Table 1 presents the proportion of missing dataflorariables in the models. All models are
estimated with the WLSMV estimator which uses a loimation of full information likelihood
method and pairwise present method to handle ngskita.

Based on recommendations from Kline (2005) and Hekand Mueller (2010), model
fit was evaluated using several indicators to ast#es goodness-of-fit of hypothesized models:
Chi-square goodness-of-fit index, Comparative iiiteix (CFl), Tucker-Lewis Index (TLI), and
Root Mean Squared Error of Approximation (RMSEA) non-significant Chi-square value
indicates adequate model fit, however, this valme lme very sensitive to large sample sizes
(Kline, 2011) and is viewed by most as overly stgiwen its power to detect even trivial
deviations of data from the proposed model (Mudlétancock, 2010). RMSEA values less
than .05 indicate good fit, values greater thanai@® less than .08 indicate reasonable fit, values
between .08 and .10 indicate mediocre fit, andesalyreater than .10 indicate poor fit (Browne
& Cudeck, 1993). CFIl and TLI values greater tf#msignify a good fit (Hu & Bentler, 1999).

M easur ement M odel

The measurement models in Figures 2-4 represeriollowing latent constructs:
parents’ school readiness beliefs, parents’ tramsfiractices, latent intercept, and latent slope.
In the figures, squares represent observed vasianid ellipses represent latent constructs. The

single-headed arrows or paths represent the effexte variable on another while the double-
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headed arrows represent a correlation or covanidieiween variables. Although these are all
latent constructs there were important differencgsrms of identification due to differences in
the measurement of observed variables as wellaimg@rocedures. The discussion of
identification begins with parents’ readiness Welend transition practices as they required
similar treatment.

Identification of latent variables requires that tesearcher identify observed variables
and link these variables to the observed constriuatent variables are unobserved and therefore
have no definite metric scale. Therefore, theareeer must fix one unstandardized factor
loading for the direct effect on an observed vdeagual to 1.0; this is referred to as the
reference variablecaling method (Kline, 2011). The indicator wiitle unit loading
identification (ULI) is referred to as thieference variable Specifying a reference variable
assigns a scale to the factor which is relatedeaekplained variance of the reference variable
(Kline, 2011).

Figures 2-4 display the path diagrams, represetiiagneasurement models under study.
Parents’ readiness beliefs, was comprised of sbeed ordinal variables, while transition
practices was comprised of eight observed ordiagabbles. The parents’ readiness beliefs
factor has a reference variable represented byuheeral 1 that appears next to the path
coefficient for the direct effect of the readinbéstief factor on the importance of knowing the
alphabet indicator. The frequency of a parentirgatb child is the reference variable for the
transition practices factor.

Modeling change or growth requires that the comtirsudependent variable be measured
on at least three occasions; scores have the saitseaaross time and can be said to measure the

same construct (achievement) at each assessmdrdatnmust be time structured, that is, cases
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are all tested at the same intervals. The ECL$+Ctchild assessments in reading,
mathematics, and general knowledge met all of thegeirements. Each observation or
measurement is represented as an indicator ofdtgatl growth factors, the intercept (initial
status) and slope factor (linear change) (Kling,12@inger & Willet, 2003). The intercept
factor represents the baseline level of achieveltk@mdergarten achievement) corrected for
measurement error. Because the intercept is amaddg the intercept in a regression equation,
the unstandardized loadings on this factor aréxat to 1 (Kline, 2011; Singer & Willet, 2003).
The loadings on the slope factor are fixed to amtstwhich correspond to times of
measurement or the approximate intervals at whitl @ere collected across the two years
under study, excluding wave 3 which is a 30% sulpdamThis specification depicted in Figures
2-4 begin with 0O for the first measurement and it 3, which is consistent with other
research analyzing latent growth curve models usaaglemic achievement data from ECLS-K
(e.g., Sy & Shulenberg, 2005). The specificatiepidts a linear trend and can be interpreted as
change per year.

The means of the intercept and slope factors srtiadel are free parameters. The mean
of the intercept factor represents the averageegement adjusted for measurement error for the
whole sample of students in the fall of kindergart®98. The variance of the intercept factor
represents the amount of variation there was iresement of individual children at wave 1.

The mean of the slope factor represents the aveadg®f change in achievement each year for
the entire sample of students. The variance o§lihyge factor indicates the amount of variation
for individual students’ growth each year. Thera@model allows the intercept and slope

factors to covary which is illustrated by the daubtrow between the two factors. Finally, the
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measurement model as a whole contains all fountdetors under study, and as such they are
correlated with each other and this is illustrdtgdlouble arrows between each factor.
Full Structural M odel
The full structural model, also known as the stitadtregression model, included the
measurement model with specific tests of hypothabesit effect (Kline, 2011). Figures 5-7
represent mathematical equations depicting thesfulictural regression models under study.
The single-headed arrows from parents’ readinelésf®&&o the intercept and slope represent the
direct effect of parental beliefs on children’s imegng kindergarten achievement (intercept) and
growth over time (slope). The single-headed arrfvar® parents’ transition practices to the
intercept and slope represent the direct effettamisition practices on beginning kindergarten
achievement and growth over time. The single-h@adew from readiness beliefs to transition
practices represents the direct effect of pareataliness beliefs on transition practices. The
path from parents’ beliefs through transition piceg to the intercept and slope allows the tests
for mediation. There were also tests for the die#fect of socioeconomic status and
race/ethnicity on parents’ readiness beliefs, ttamspractices, intercept, and slope (hot shown
in Figures 5-7). These full structural models diameously assess the magnitude and
significance of relations among exogenous (i.eema’ readiness beliefs, race/ethnicity, and
socioeconomic status) and endogenous (i.e., tramgitactices, intercept, and slope) variables in
the model.
Summary of Analytic Approach

To describe and examine differenoggarents’ school readiness beliefs and tramsitio

practices while simultaneously assessing the ddggresdich academic socialization predicts

children’s academic achievement trajectories dutfiegtransition to elementary school, a latent
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growth model was tested in two steps. In ordestomate structural model estimates, the
measurement model must first show reasonable nfibddlherefore, reading, mathematics, and
general knowledge measurement models will be estoifast to determine the adequacy of
model fit. Goodness-of-fit indices for each modél be examined as measures of model fit.
Each measurement model will be revised as necessarpduce reasonable model fit as
measured by these indices. This analysis willdiewed by estimation of the full structural
model to determine the relationship between acatdsatialization and children’s academic
achievement trajectories. The full structural modé include race/ethnicity and
socioeconomic status variables as covariates, wdnables the variation of parents’ readiness
beliefs, transition practices, and children’s achiaent trajectories to be examined. All

statistical hypothesis testing will uge= 0.05 to determine statistical significance.
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CHAPTER 4
RESULTS

This chapter begins with a description of the sangplaracteristics. Latent growth
curves were modeled in the content areas of reatiathematics, and general knowledge. As
described in the previous section, analyses ferdhidy were conducted in two stages.
Therefore, findings for each model will begin wittdescription of the measurement model and
be followed by a discussion of the structural model

Descriptive Statistics

Demographic characteristics of the sample arealysol in Table 1. The analytic sample
consisted of 13,133 children. This sample condiefel9% females, and had a racial/ethnic
composition of 62% European American, 17% Africanekican, and 21% Hispanic.
Achievement scores for reading, mathematics, andrgéknowledge are also presented. The
correlation matrices for each model are presemtd&dbles 2-4.

Modeling Growth: Academic Socialization and Reading Achievement

Given that reasonable model fit is needed to olitastworthy parameter estimates, the
goodness-of-fit for the reading measurement modal assessed first (see Figure 2). An initial
Chi-square value of 742.598 € .001) was obtained and review of Lagrange Mligtip
(modification indices) indicated that modeling cogace between error terms for importance
alphabet and importance count variables would t&sa significant decrease in the Chi-square
value. The next specification allowed error teforsthe importance alphabet and importance
count variables to covary. This specification fegliin a Chi-Square value of 552.58<.001)
which indicates that the hypothesized measuremedehdiffers significantly from a perfectly

fitting model. However, the Chi-square value ietied by a large sample size (Kline, 2011).
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More specifically, if the sample size is large, #adue of the Chi-square may lead to rejection of
the model even though differences between obsandgredicted covariances are slight (Kline,
2011). Therefore, additional fit statistics mustdonsidered and are summarized in Table 5. An
RMSEA of .036 was obtained, which suggests goodahititl according to the
recommendations of Brown and Cudeck (1993). A@F®96 and TLI of .97 were obtained
which also suggest good model fit (Hu & Bentler99® Given the large sample size of this
model (N = 13,108), and because the RMSEA, CFl, and Tlleskuggest good model fit, this
measurement model was retained.

The intercept value for the reading measuremermlateas 26.353E=.293),p < .001.
This indicates that the fall kindergarten mean iregdcore for the entire population was 26.35.
The slope value for the measurement model was 1SR#% .104),p < .001. This value
represents the mean rate of growth for the entpijation, which would be interpreted as an
increase of 13.27 points at each data collectioioge The variance for the intercept was 83.96
(SE=1.47),p < .001. The statistically significant variancéimste represents the amount of
variation in the intercept factor. The variancetfee slope was 18.3@E=.770),p < .001.

This value also represents the amount of unexplameance for the slope factor. Therefore,
the next logical step would be to include exogenpuadictor) variables into the model to
further explain the amount of variance in the ioégt and slope terms.

The next step in the analysis involved estimatirggfull structural model to determine
the relationship between academic socializationcildren’s academic performance
trajectories in reading (see Figure 5). The fullcural model was estimated and Table 5
presents a summary of fit statistics. The obtail@edsquare value was 578.%43< .001).

Examination of alternative fit statistics indicatee model is a good fit for the data with an
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RMSEA of .034, CFIl of .96, and a TLI of .96. Tabl@resents the unstandardized and
standardized factor loadings for the latent factothie model. Factor loadings were all
statistically significant at the < .001 level. The standardized factor loadinggfrents’

readiness beliefs indicators were between .60 &hdvrhile factor loadings for transition

practices fell between .46 and .60. Rfevalues represent the amount of explained variforce

that indicator variable by the factor. The fulusttural model was retained and parameter
estimates were evaluated. Results will be discuasehey pertain to the sets of research
guestions addressed by this study.
Resear ch questions 1-3: variation within beliefs, behaviors, and reading achievement

The first task was to describe the ways in whiclepts’ readiness beliefs, transition
practices, and reading achievement varied by socraemic status and race/ethnicity. Table 7
presents a summary of unstandardized and standdrdaameter estimates. In this table,
columns represent exogenous factors or covariatigganatory variables) and rows represent
endogenous factors (dependent variables).

It was hypothesized that parents’ school readibeBefs would vary by socioeconomic
status and race/ethnicity. Examination of paranegémates in Table 7, row 3, column 5
indicates that there was no statistically signiftceelationship between socioeconomic status and
parents’ school readiness beliefs. Holding so@oemic status constant, there was a significant
relationship between race/ethnicity and parentsbstreadiness beliefs, but only for African
American parents. On average, African Americarpiarplaced greater importance on
children’s school readiness skills and attributesamparison to European American parents. In

general, Hispanic parents’ school readiness belefge not statistically different from European

American parents. THe? value for the latent factor representing parematiiness beliefs was
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.003, indicating that only .3% of the variationparents’ readiness beliefs was explained by
socioeconomic status and race/ethnicity.

It was hypothesized that parents' transition pcastivould vary by socioeconomic status
and race/ethnicity. Examination of parameter esti@® in Table 7, row 4, column 5 indicate that
there was a positive, statistically significanat&nship between socioeconomic status and
parents’ transition practices, holding all elsestant. In general, affluent parents reported
engaging young children in more transition pragicklolding socioeconomic status constant,
there was a statistically significant relationshgiween race/ethnicity and transition practices,
but only for Hispanic parents. On average, Hispaarents reported engaging in fewer
transition practices with their child in comparisgonEuropean American parents. There was no

statistically significant difference between thecamt of transition practices reported by African

American and European American parents. Rhealue for the latent factor representing

parents’ transition practices was .08, showing &8atof the variation in transition practices was
explained by socioeconomic status and race/etinicit

The next step was to describe children’s readitgegement and examine the ways in
which performance varied by socioeconomic statasraoe/ethnicity. The mean of the intercept
factor was 27.083E= .265),p < .001, indicating that the sample mean scor&toppean
American children from a home with an average samoomic status (SES = 0) had a mean
reading score of 27.08 in the fall of kindergart@ie slope factor was 13.78K=.113),p <
.001. Thus, the average increase in reading Eurapean American child from an average
socioeconomic status household was 13.08 at eaaltadiéection point (i.e., spring of
kindergarten, spring of first grade). The residt@lariance between the slope and intercept

terms was 8.8§) < .001. This indicates that children who havehbigntercepts also have
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higher slopes and children with lower intercepteehlawer slopes. In other words, a child who
begins kindergarten with a high initial level oadeng will have a more rapid rate of growth.
Alternatively, a child who begins kindergarten wattow level of reading will experience a less
rapid rate of growth.

It was hypothesized that children from affluent lesnbegin kindergarten with higher
reading scores. It was also hypothesized thatgaao American children begin kindergarten
with higher reading scores in comparison to Afridganerican and Hispanic children. Parameter
estimates of interest are presented in Table 7 lramlumns 5-7. There was a significant
positive relationship between socioeconomic statusthe intercept factor, holding race and
ethnicity constant. In general, children from maf#uent homes begin kindergarten with higher
scores on the reading assessment. Interpretdtibie onstandardized estimate would indicate
that a one-unit change in socioeconomic statusawadult in an increase of 4.13 points on the
fall kindergarten reading assessment. There veasaasignificant negative relationship between
race/ethnicity and the intercept factor, conditimrasocioeconomic status. On average, African
American and Hispanic children began kindergartéh lewer reading assessment scores in
comparison to European American children. Intagtien of these estimates would indicate that
on average, African American and Hispanic childseared 1.75 and 2.17 points lower,
respectively, on the fall kindergarten reading sss®nt in comparison to European American
children from similar socioeconomic status backgasi

It was hypothesized that children from affluent lesmvould experience more rapid rates
of growth in reading. It was also hypothesized &fsican American and Hispanic children
would experience lower rates of growth in readimgomparison to European American

children. Parameter estimates of interest areepted in Table 7, row 2, columns 5-7. Holding
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race and ethnicity constant, there was a signifipasitive association between socioeconomic
status and the slope factor. This indicates th#dren from more affluent homes experienced
more rapid rates of growth in reading. Holdingiseconomic status constant, there was a
significant, negative association between racefeitigrand the slope factor. In general, African
American and Hispanic children had less rapid rategowth in comparison to European
American children. Interpretation of the path ¢imeEnts would indicate that on average,

African American and Hispanic children from averageioeconomic status homes had a growth
rate of 12.38 (13.78-1.47) and 13.18 (13.78-.6Mtsaespectively, in comparison to European
American children from an average socioeconomittisthome who had a 13.78 point growth
rate.

Based on fitted trajectories Figure 8 providessa&i representation of the estimated
differences in children’s reading achievement tit@jges by race and ethnicity, conditional on
socioeconomic status. Examination of the figuneicte the rate of reading growth for European
American, African American, and Hispanic childrenthey transition to elementary school. On
average, European American children begin kindézgawith higher reading scores and
experience faster rates of growth in comparisofiftcan American and Hispanic children. The
figure also illustrates that Hispanic children lmelgindergarten with slightly lower average
reading scores in comparison to African Americaitdeén, yet Hispanic children’s average rate
of growth is large enough to close this gap byethe of first grade.

Resear ch questions 4-6: academic socialization and reading achievement

The next task was to examine the direct effecfsapénts’ readiness beliefs on children’s

academic performance trajectories. It was hypatbhddhat parents’ readiness beliefs would

exert a positive influence on children’s acadengdgrmance in kindergarten and rate of
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growth. However, this effect would decrease owaetfin other words, parents’ readiness
beliefs would exert a greater influence on chiltsenitial kindergarten reading performance in
comparison to the effect exerted on growth oveetim

Parents’ readiness beliefs had a significant pasdirect effect on children’s beginning
reading achievement, conditional on socioeconotaitis and race/ethnicity. Holding
socioeconomic status and race/ethnicity constaatetwas a significant positive relationship
between parents’ readiness beliefs and the slaperfalnterpretation of the unstandardized
estimates presented in Table 7, column 3 sugdeststone unit change in parents’ readiness
beliefs would result in a 1.87 point increase igibeing reading achievement and a .48 increase
in growth.

Table 7 also presents the standardized coefficfenthe structural model of academic
socialization and children’s reading achievemethictv enables one to compare the intensity of
effects of the different exogenous variables onetdogenous variables within the same model.
The standardized regression coefficient describesrhany standard deviations of change in the
dependent variable are associated with a chanfy&Dbfin the independent variable (Hedges,
2008). Interpretation of the path coefficient wibinldicate that a $Dincrease in the
importance parents place on school readiness wesldt in a .13Dincrease in the fall of
kindergarten reading assessment score. Therelseaa positive significant association between
parents’ readiness beliefs and the slope fapter,07, comparison of the standardized
coefficients indicates that the influence of pasergadiness beliefs on children’s reading
performance declines over time.

As was hypothesized for parental beliefs, transifcactices would have a positive effect

on children’s academic performance in kindergaateth over time. Holding socioeconomic
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status and race/ethnicity constant, parents’ ttianspractices exerted a significant positive
direct effect on children’s beginning reading agkimment and no effect on growth over time.
Interpretation of the unstandardized estimate atdis that a one unit change in transition
practices would result in a .49 point increasedgibning reading achievement. Examination of
the standardized estimates in Table 7 indicatdgtr@ants’ readiness beliefs are a stronger
predictor of children’s beginning reading achievetria comparison to transition practices. The
overall model explained 17% of the variation inldfen’s beginning reading achievement and
11% of variation in growth.

The final task was to examine whether transitiacpces mediated the relation between
parents’ readiness beliefs and children’s acadgeritormance in kindergarten and over time. It
was hypothesized that parents who placed more tapoe on school readiness would report
engaging in more transition practices, which imtinfluence children’s reading achievement.
Parameter estimates in Table 7 indicate there vsagnéicant positive relationship between
parents’ readiness beliefs and transition practiéegmal tests of mediation were conducted and
confirmed this to be the case. Estimates are pteden the top row of Table 12, which include
unstandardized path coefficients, standard eramd estimates of the total, direct, and indirect
effects. Indirect effects of parent beliefs onldta@n’s beginning reading achievement, although
small, were nonetheless significant, but the sigaift direct effect from parents’ beliefs to the
intercept suggests only partial mediation. Thdamardized total effect estimate indicates that
a one unit increase in the importance parents glacgehool readiness would result in an
approximate two point gain in beginning readingi@edment and a half of a point increase in
growth over time. The standardized estimate ferttial effect of parents’ beliefs and transition

practices on children’s beginning reading achievemeasp = .14 and3 = .07 for growth over

57



time which indicates the total effect is strongerb@ginning reading achievement and decreases
as children transition to elementary school.
Modeing Academic Socialization and M athematics Achievement

The goodness-of-fit for mathematics was modelext (see Figure 3). The initial
mathematics measurement model had a Chi-square gal{20.017{ < .001). Review of
Lagrange Multipliers indicated that modeling coaade of error terms for importance alphabet
and importance count would result in a significd@etrease in the Chi-square value. In the
second mathematics measurement model, error temtsef importance alphabet and
importance count variables were allowed to covarlis specification resulted in a mathematics
measurement model with a Chi-Square value of 51(p.50.001). Other fit statistics were
considered and are summarized in Table 5. An RM8EA35 was obtained, which suggests
good fit, according to the recommendations of Br@amd Cudeck (1993). A CFIl of .96 and TLI
of .96 were obtained which also suggest good mindglu & Bentler, 1999). Given that these
fit statistics suggest good model fit, this mathgasameasurement model was retained.

The intercept value for the measurement model20268 SE= .293),p < .001. This
indicates that the mean mathematics score forritieegoopulation was 20.68. The slope value
for the measurement model was 10.8E€ .08),p <.001. This value represents the mean rate
of growth for the entire population, which would inéerpreted as an increase of 10.97 points at
each data collection period. The variance forinkercept and slope were 73.685= 1.24) and
11.822 BE=.391),p < .001, respectively. These statistically sigr@fit variance estimates
represents the amount of variation in the interespt slope factors. Therefore, the next logical
step would be to include exogenous variables imamodel to explain the variance in the

intercept and slope terms.
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The next step in the analysis involved estimatimegftill structural model to determine
the relationship between academic socializationcildren’s academic achievement
trajectories in mathematics (see Figure 6). THesfructural model was estimated and Table 5
presents a summary of fit statistics. The obtail@edsquare value was 503.08< .001).
Examination of alternative fit statistics indicatee model was a good fit for the data with an
RMSEA of .031, a CFl of .96, and a TLI of .96. #adoadings for the full structural
mathematics model were all statistically significahthep < .001 level and are presented in
Table 8. The standardized factor loadings for pateeadiness beliefs indicators were between
.60 and .70, while the standardized factor loadfogsransition practices fell between .46 and
.60. The full structural model was retained anchpeeter estimates were evaluated. Results will
be discussed as they pertain to the sets of résgagastions addressed by this study.

Resear ch questions 1-3: variation within beliefs, behavior s, and mathematics achievement

The first task was to describe the ways in whiclepts’ readiness beliefs, transition
practices, and children’s academic achievemenegdry socioeconomic status and
race/ethnicity. Parameter estimates regardingtran of parents’ beliefs and practices followed
a similar pattern to those discussed in the strattunodel of reading achievement. Table 9
presents a summary of unstandardized and standdrd@&ameter estimates.

It was hypothesized that parents’ school readibesfs would vary by socioeconomic
status and race/ethnicity. There was no statlitisggnificant relationship between
socioeconomic status and parents’ school readbedess. Holding socioeconomic status
constant, there was a significant relationship etwrace/ethnicity and parents’ school
readiness beliefs, but only for African Americamepds. In general, African American parents

placed a little more importance on school readimesemparison to European American
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parents. In general, Hispanic parents’ schooliresd beliefs were not statistically different

from European American parents. TRfevalue for the latent factor representing parents’

readiness beliefs was .003, indicating that orfy (8 the variation was explained by
socioeconomic status and race/ethnicity.

It was also hypothesized that parent’s transiti@ciices would vary by socioeconomic
status and race/ethnicity. Again, there was atipesistatistically significant relationship
between socioeconomic status and parents’ trangtiactices, holding all else constant. In
general, affluent parents reported engaging yotiidren in more transition practices. Holding
socioeconomic status constant, there was a statigtsignificant relationship between
race/ethnicity and transition practices, but owlyHispanic parents. On average, Hispanic
parents reported engaging in fewer transition prastwith their child in comparison to
European American parents. There was no staflgtgignificant difference between the

amount of transition practices reported by Afridgenerican and European American parents

from similar socioeconomic status backgrounds. Féhealue for the latent factor representing

parents’ transition practices was .08, which intisdahat only 8% of the variation was explained
by socioeconomic status and race/ethnicity.

The next step was to describe children’s mathematbievement and examine the ways
in which performance varied by socioeconomic statusrace/ethnicity. The mean of the
mathematics intercept factor was 22.3E€ .195),p < .001. Interpretation of the intercept
value would indicate that European American childrem an average socioeconomic status
home had a score of 22.31 on the mathematics assess the fall of kindergarten. The slope
factor was 11.413E=.079),p < .001. Thus, the average increase in mathematlugvement

for European American children from an averageasmmnomic status home was 11.41 points at
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each data collection point. The residual covaednetween the intercept and slope terms was
4.85,p < .001. Interpretation of this estimate indicdtest a child who begins kindergarten with
a high initial level of mathematics achievement edperience a more rapid rate of growth.
Conversely, a child who begins kindergarten witbve level of mathematics achievement will
experience a less rapid rate of growth.

It was hypothesized that children from affluent le@smvould begin kindergarten with
higher mathematics scores. It was also hypothesize European American children begin
kindergarten with higher mathematics scores in aomapn to African American and Hispanic
children. Parameter estimates of interest areepted in Table 9. There was a significant
positive relationship between socioeconomic statukthe intercept, holding race and ethnicity
constant. In general, children from more afflueoines begin kindergarten with higher scores
on the mathematics assessment. Interpretatidreainstandardized estimate would indicate
that a one-unit change in socioeconomic statusawadult in an increase of 3.93 points on the
fall kindergarten mathematics assessment. Theseaiga a significant negative relationship
between race/ethnicity and the intercept factoiding socioeconomic status constant. On
average, African American and Hispanic childrendrekindergarten with lower mathematics
scores in comparison to European American childtaterpretation of these estimates would
indicate that on average, African American and Hisp children from average socioeconomic
status households scored 3.38 and 2.17 points Joasgectively, on the fall kindergarten
mathematics assessment in comparison to Europea&mniédan children from average
socioeconomic status homes.

It was also hypothesized that mathematics growthldvbe greater for children from

more affluent homes. In addition, African Americamd Hispanic children would experience
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less rapid rates of growth in mathematics in comsparto European American children.
Examination of parameter estimates indicates &afgignt positive association between
socioeconomic status and the slope factor. Inrgénehildren from more affluent homes
experience greater rates of mathematics growtkigaificant negative association occurred
between race/ethnicity and the slope factor. Garae, African American and Hispanic
children have lower rates of growth in mathematicsomparison to European American
children from similar socioeconomic status housé$olinterpretation of the path coefficient
would indicate that on average, African Americaiidren and Hispanic children from average
socioeconomic status homes have a rate of grow@h/8fand 10.91 points respectively, in
comparison to European American children from sinslocioeconomic status homes who have
a growth rate of 11.41 points.

Figure 9 provides a visual representation of thienaded differences in children’s
mathematics achievement trajectories by race dmdogtly, conditional on socioeconomic status.
On average, European American children begin kgettéen with higher mathematics scores and
experience faster rates of growth in comparisofiftcan American and Hispanic children.
Based on fitted trajectories the figure also illatts that Hispanic children begin kindergarten
with lower average mathematics scores in compatisd@dfrican American children; yet,
Hispanic children’s average rate of growth is gudahat Hispanic children have higher average
mathematics scores in comparison to African Ameridaldren by the end of the first grade.
Resear ch questions 4-6: academic socialization and mathematics achievement

The next task was to examine the direct effectamépts’ readiness beliefs on children’s
mathematics achievement trajectories. It was thgsized that parents’ readiness beliefs would

exert a positive influence on children’s mathensagierformance in kindergarten and growth.
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This effect, however, would decrease over timeldig socioeconomic status and
race/ethnicity constant, there was a significasitpee relationship between parents’ readiness
beliefs and the intercept factor. Table 9 prest@sinstandardized and standardized
coefficients for the structural model of acadenacialization and children’s mathematics
achievement. Parents’ readiness beliefs exedtiststally significant positive effect on
children’s beginning mathematics achievement. rgmegation of the path coefficient would
indicate that a EDincrease in the importance parents place on sekadiness beliefs would
result in a .1®Dincrease in mathematics achievement upon kindergantry. There was also
a positive significant association between paramiadiness beliefs and the slope fadtcr,06,
which indicates that the positive effect exertegphyents’ readiness beliefs on children’s reading
performance declines as children transition to elgary school.

It was also hypothesized that parents’ transiti@cfces would have a positive effect on
children’s academic performance in kindergarten@ret time. However, the effect of parents’
transition practices would decrease as childramsitianed into elementary school. Holding
socioeconomic status and race/ethnicity consthatetwas a small significant positive
relationship between parents’ transition practered the intercept. There was no statistically
significant relationship between parents’ transitwactices and the slope. This indicates that
parents’ transition practices have a small posiiifect on children’s mathematics achievement
at the beginning of kindergarten but no influengerdime. Examination of the standardized
estimates would indicate that parents’ beliefs &xka greater influence on children’s beginning
mathematics achievement and growth over time. oMeeall model explained 24% of the

variation in children’s beginning reading and 10f84ariation in growth.
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The final task was to examine if transition pragsienediated the relation between
parents’ readiness beliefs and children’s mathemaithievement in kindergarten and over time.
It was hypothesized that parents who placed mopeitance on school readiness skills and
attributes would report engaging young childremiore transition practices which would
ultimately influence children’s mathematics achimeat. Parameter estimates in Table 9
indicate there was a significant positive relattopdetween parents’ readiness beliefs and
transition practices. Formal tests of mediatiomeasnducted and confirmed that transition
practices mediated the relation between parent®fband children’s mathematics achievement
upon kindergarten entry. Estimates are present@dlle 12. Indirect effects of parent beliefs
on children’s beginning mathematics performandeoaigh small were nonetheless significant,
but the significant direct effect of parents’ b&dien the intercept suggests only partial
mediation. The unstandardized total effect esenradicates that a one unit increase in the
importance parents place on school readiness wesldt in an approximate 1.4 point gain in
beginning mathematics achievement and a quartipoint increase in growth through the first
grade. The standardized total effects of pardrgkéfs on children’s mathematics achievement
upon kindergarten entry w@is.10 and3=.05 for children’s growth in mathematics indicatin
that the effect of parents’ beliefs and transifpoactices decreases over time.

Modeing Academic Socialization and General Knowledge Achievement

The general knowledge measurement model was éstinigee Figure 4) and followed
an estimation pattern similar to the reading antheraatics measurement models. The initial
general knowledge measurement model had a Chi-sgadue of 842.43x< .001). Review of
Lagrange Multipliers indicated that modeling coaacde of error terms for importance alphabet

and importance count would result in a significd@etrease in the Chi-square value. In the
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subsequent general knowledge measurement modwl temms for the importance alphabet and
importance count variables were allowed to covarjis specification resulted in a general
knowledge measurement model with a Chi-Square \&l682.77 p < .001). Again additional

fit statistics were considered and are summarizéchble 5. This measurement model obtained
an RMSEA of .044, a CFl of .92, and TLI of .93. sBd on the RMSEA, CFI, and TLI values
that suggest an adequate fit, the measurement medeletained.

The intercept value for the measurement model22s88 SE= .185),p < .001. This
indicates that the mean general knowledge scorthéoentire population was 22.68. The slope
value for the measurement model was 336 .035),p < .001. This value represents the mean
rate of growth for the entire population, which Wwbbe interpreted as an increase of 3.96 points
at each data collection period. The variancelerimtercept was 54.485E= 1.79),p < .001.

The statistically significant variance estimateresgnts the amount of variation in the intercept
factor. The variance for the slope was 18B% .243),p <.001. The small variance estimate
indicates that much of the variance in the slodrsady explained by the measurement model.
The next logical step would be to include exogen@ugbles into the model to explain the
remaining variance of the intercept and slope terms

The final step in the analysis involved estimating full structural model to determine
the relationship between academic socializationcnildren’s academic performance
trajectories in general knowledge (see FigureTHe full structural model was estimated and a
Chi-square value was 506.021< .001) was obtained. Examination of alternativstatistics
indicates the model was a good fit for the daté\ait RMSEA of .034, a CFl of .95, and a TLI
of .95. The unstandardized and standardized fémaolings of model indicators for the full

structural model are presented in Table 10. Fdocamlings were all statistically significant at the
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p <.001 level. The standardized factor loadingg#rents’ readiness beliefs indicators were
between .60 and .70, while the factor loadinggramsition practices fell between .46 and .60.
The full structural model was retained and paranetémates were evaluated as they pertain to
the sets of research questions addressed by tidig. st

Questions 1-3: variation within beliefs, behaviors, and general knowledge achievement

The first analysis began by describing the wayshich parents’ readiness beliefs,
transition practices, and children’s general knalgkeachievement varied by socioeconomic
status and race/ethnicity. Parameter estimatgsai@nt beliefs and behaviors followed a similar
pattern to those discussed in the structural marfaisading and mathematics achievement.
Table 11 presents a summary of unstandardizedtandagdized parameter estimates.

It was hypothesized that parents’ school readibeBefs would vary by socioeconomic
status and race/ethnicity. There was no statlitisanificant relationship between
socioeconomic status and parents’ school readbiedgfs. On average, African American
parents placed more importance on school readinegsnparison to European American

parents. Hispanic parents’ school readiness Iselvefe not statistically different from European

American parents. THe? value for the latent factor representing parematiiness beliefs was

.003, indicating that only .3% of the variation weagplained by socioeconomic status and
race/ethnicity.

It was also hypothesized that parents' transitractres would vary by socioeconomic
status and race/ethnicity. Parameter estimatésaiteda statistically significant relationship
between socioeconomic status and parents’ trangtiactices, holding all else constant. In
general, more affluent parents reported engaginggchildren in more transition practices.

Holding socioeconomic status constant, there watatsstically significant relationship between
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race/ethnicity and transition practices, but owlyHispanic parents. On average, Hispanic
parents reported engaging in fewer transition prestwith their children in comparison to
European American parents from similar socioecooatatus backgrounds. There was no

statistically significant difference between thecamt of transition practices reported by African

American and European American parents. Fhealue for the latent factor representing

parents’ transition practices was .08, indicatimaf bnly 8% of the variation was explained by
socioeconomic status and race/ethnicity.

The next task was to describe children’s generaiWkedge achievement trajectories and
examine the ways in which performance varied byosmonomic status and race/ethnicity. The
mean of the general knowledge intercept factor 24a20 GE= .134),p < .001. Interpretation
of this parameter estimate indicates that a Europeaerican student from an average
socioeconomic status home has a mean score 0b84t# fall kindergarten general knowledge
achievement assessment. The slope factor wag3E:2.042),p < .001. Thus, the average
increase in general knowledge achievement waspbitits at each data collection point for a
European American child from an average socioecanstatus household. The residual
covariance between the general knowledge intearagpslope was -2.66,< .001.

Interpretation of this estimate indicates that ddalvho begins kindergarten with a high initial
level of general knowledge will have less rapidvgita  Alternatively, a child who begins
kindergarten with a lower level of general knowledygll experience a more rapid rate.

It was hypothesized that children from affluent le@smvould begin kindergarten with
higher general knowledge scores. It was also Ingsited that European American children
begin kindergarten with higher general knowledgees in comparison to African American

and Hispanic children. Parameter estimates ofastare presented in Table 11. There was a
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significant positive association between socioeaunatatus and intercept factor. In general,
children from affluent homes began kindergartermwigher general knowledge scores.
Interpretation of the unstandardized estimate wauddtate that a one-unit change in
socioeconomic status would result in an increas228 points on the fall kindergarten general
knowledge assessment. There was also a signifiegyative relationship between race/ethnicity
and the intercept factor, holding socioeconomitustaonstant. On average, African American
and Hispanic children began kindergarten with logemeral knowledge scores in comparison to
European American children. Interpretation of ¢hestimates would indicate that on average,
African American children and Hispanic childrenrfraverage socioeconomic status homes
scored 3.38 and 2.17 points lower, respectivelytherfall kindergarten general knowledge
assessment in comparison to European Americanrehifdom average socioeconomic status
households.

It was also hypothesized that general knowledge/tiravould be greater for children
from more affluent homes. In addition, African Amean and Hispanic children would
experience lower rates of growth in general knogteith comparison to European American
children. Socioeconomic status had no statisgicgjnificant relationship with the general
knowledge slope factor. There was a significamgfatige association between race/ethnicity and
the slope factor, but only for Hispanic childrdnterpretation of the path coefficient would
indicate that on average, Hispanic children fronaegrage socioeconomic status household
would have a rate of growth of 3.79 points in corrgmn to European American children from
similar socioeconomic backgrounds who had an aeegagwth rate of 4.13 points at each data

collection point.
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Based on fitted trajectories Figure 10 depictsréte of general knowledge growth for
European American, African American, and Hispaihiddeen, irrespective of socioeconomic
status, as they transition to elementary school.a@rage, European American children begin
kindergarten with higher general knowledge scdnas tAfrican American children from similar
socioeconomic status backgrounds but experiendéasirates of growth. The figure also
illustrates that Hispanic children begin kindergartvith higher average general knowledge
scores in comparison to African American childr@espite having a slightly more rapid rate of
growth than Hispanic children, African Americanldién still have lower average general
knowledge scores by the end of first grade in campa to Hispanic children.

Resear ch questions 4-6: academic socialization and general knowledge achievement

The next task was to examine the direct effecfsanénts’ readiness beliefs on children’s
general knowledge achievement trajectories. It yg®thesized that parents’ readiness beliefs
would exert a positive influence on children’s gah&nowledge performance in kindergarten
and growth rate. However, this effect would deseeaver time. Holding socioeconomic status
and race/ethnicity constant, there was a smalifgignt positive relationship between parents’
readiness beliefs and the intercept factor. Pgrestidiness beliefs had no statistically
significant influence on the slope factor. Thidigates that parents’ readiness beliefs had a
small positive effect on children’s general knovgedchievement at the beginning of
kindergarten but no influence over time. Interatien of the unstandardized coefficients in
Table 11 suggests that a one unit increase imtpertance parents place on school readiness
would result in a .40 point increase in childregéneral knowledge assessment score in
kindergarten. Table 11 presents the standardiaefficients for the structural model of

academic socialization and children’s general keolge achievement. Interpretation of the path
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coefficient would indicate that aSDincrease in the importance parents place on school
readiness would result in a .&Dincrease in general knowledge achievement upatekgarten
entry.

It was also hypothesized that parents’ transiti@cices would have a positive effect on
children’s academic general knowledge performandendergarten and over time. However,
the effect of parents’ transition practices woudttictase as children transitioned into elementary
school. Holding socioeconomic status and racei@tiirconstant, there was a small significant
positive relationship between parents’ transiticaicfices and the intercept but not the slope.
This indicates that parents’ transition practicad h small positive effect on children’s general
knowledge achievement at the beginning of kindeéegalbut no influence over time.
Interpretation of the unstandardized estimate inld a1 suggests that a one unit increase in
transition practices would result in a 1.02 pomdrease on the general knowledge assessment
upon kindergarten entry. Interpretation of thexdtadized path coefficient in Table 14 indicates
that a 1SDincrease of parents’ transition practices woulliliein a .07SD increase in general
knowledge achievement upon kindergarten entrycoltrast to the estimates from the reading
and mathematics models, transition practices exartgronger influence on children’s
beginning general knowledge achievement in compatis the influence exerted by parental
beliefs. The overall model explained 32% of theaten in children’s beginning general
knowledge achievement and 1% of variation in growth

The final task was to examine whether transitiacpces mediated the relation between
parents’ readiness beliefs and children’s acadgeiiformance in kindergarten and over time.
Again, parents’ readiness beliefs had a positifleemce on transition practices. Formal tests of

mediation were conducted and confirmed that treomsjiractices mediated the relation between
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parents’ beliefs and children’s mathematics achiez® upon kindergarten entry. Estimates are
presented in Table 12. Indirect effects of pabstiefs on children’s beginning general
knowledge performance, although minimal, were nogless significant but the direct effect of
parents’ beliefs on the intercept suggests onlfiglanediation. The unstandardized total effect
estimate indicates that a one unit increase imtipertance parents place on school readiness
would result in a little more than a half of a gaimcrease in beginning general knowledge
achievement. The standardized total effects adar beliefs on children’s general knowledge
achievement upon kindergarten entry \§&s.05, indicating that a $Dincrease in parents’
readiness beliefs would result in a half of a staddleviation increase in children’s beginning

general knowledge achievement.
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CHAPTER 5
DISCUSSION

Considerable attention has been focused on thesggarsracial, ethnic, and
socioeconomic disparities in academic achievemenihg elementary school. Although
researchers associate socioeconomic status amtgddexel of education with school readiness
and subsequent academic success, parents plagtalpole in supporting children’s early
learning and development through a process of kzati@n (Bempechat, 1992; Ginsberg et al.,
1992; Maccoby, 1992). The theory of academic $i@eiton suggests that parents’ attitudes,
values, and beliefs about school influence pargriighaviors and in turn influence children’s
transitions to elementary school, all of whichhaged by one’s socioeconomic and cultural
contexts (Taylor et al., 2004). Although researshmave assumed parents’ school readiness
beliefs influence parenting practices, and ultinyathildren’s early academic achievement
(Barbarin et al., 2008; West et al., 1995), thesefaw studies which use mediating models to
support this claim (see Sy and Schulenberg, 200&rf@xception). If this relationship exists, it
seems plausible that differences in parents’ caimepof school readiness beliefs and transition
practices contribute to the early academic achievemap.

The principal goals of this study was to examineaten within parents’ readiness,
beliefs, transition practices, and children’s achimaent trajectories while simultaneously
assessing the degree to which parents’ schoolresslbeliefs and transition practices
contributed to children’s academic achievementraytine transition to elementary school. The
study began by describing the ways in which parasctsool readiness beliefs and transition
practices varied by race, ethnicity, and socioenuostatus. Children’s achievement

trajectories were estimated in reading, mathemaditd general knowledge, and differences
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were described by race/ethnicity and socioeconastaitis. The relationships between parents’
school readiness beliefs, transition practices,dnildren’s achievement trajectories were
examined in this study.

This chapter summarizes findings related to valitghin parental beliefs and practices as
well as the relative influence of hypothesized prienls on the growth of reading, mathematics,
and general knowledge as children transition tmédrschooling. In addition to providing an
overview of these findings, implications of resutis theory, research, and practice are
discussed. Finally, the chapter concludes witkscdption of limitations of the study and
directions for future research.

Summary of Findings
Parental Beliefs and Practices

The first task of the study was to describe thesnaywhich parents’ readiness beliefs
and transition practices varied by race, ethni@tyy socioeconomic status. It was hypothesized
that socioeconomic status would be positively seldb school readiness beliefs. In other words,
more affluent parents would place more importarnceloldren mastering certain school
readiness skills and attributes, such as knowiadétters of the alphabet, counting,
communicating, and being calm. It was also hypsitesl that race/ethnicity would be related to
school readiness beliefs, with European Americaerga placing greater emphasis on school
readiness in comparison to African American or ldigp parents.

Results from each model indicated that parentlireess beliefs were not related to
socioeconomic status. Readiness beliefs, howese related to parents’ race or ethnicity.

Findings indicated that African American parentsaverage, placed a little more importance on
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school readiness skills and attributes in comparitedcuropean American parents. There was
no difference between European American and Higpaenients’ school readiness beliefs.

It was also hypothesized that parents use ofitrangractices would vary by
socioeconomic status and race/ethnicity. Moreifipalty, socioeconomic status would be
positively related to transition practices and B@an American parents would report engaging
their young child in more transition practices ongarison to African American and Hispanic
parents. Results indicated that socioeconomiastasitively predicted parental reports of
engaging children in transition practices priokitedergarten. There was no difference between
the amount of transition practices employed by Beam American and African American
parents. That is, holding socioeconomic statustam, European American and African
American parents reported engaging young childnesimilar amounts of transition practices
prior to kindergarten. Hispanic parents, on theeohand, reported engaging their child in fewer
transition practices in comparison to European Acaerparents from similar socioeconomic
backgrounds.

Overall, the findings presented thus far indicasg all parents place importance on
children exhibiting certain school readiness slalsl attributes, but African Americans place
slightly more importance on school readiness inganson to European American parents. In
terms of engaging children in transition practipésr to kindergarten, the findings indicated
that more affluent parents report engaging in greatounts of transition practices. Irrespective
of socioeconomic status, Hispanic parents repateghging their children in fewer transition
practices in comparison to European American parent

Before discussing the structural relationships betwparents’ readiness beliefs,

transition practices, and children’s achievemeajetitories during the transition to elementary
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school, it is important to note the consistencthefresults within the existing literature and the
conceptual model of academic socialization. Algiovesearch examining parents’ readiness
beliefs is somewhat limited, there is evidencenttidate that all parents express concern for their
child’s readiness for school and transition to elatary school (Barbarin et al., 2008; Diamond
et al., 2000; Graue, 1993). Several studies haggested that parents’ conceptions of school
readiness beliefs vary by parental level of edocatiVest et al., 1995) or socioeconomic status
(Graue, 1993). Other studies have found that palrezadiness beliefs do not vary by race
(Diamond et al., 2000) or socioeconomic statusit§Ban et al., 2008). Several studies
comparing parental and teacher conceptions of $chadiness in a high-need preschool have
found that parents place more emphasis on acadiyvicented school readiness skills in
contrast to teachers (Piotrkowski et al., 2000).

This study found that differences in parents’ raads beliefs, although statistically
significant, was not very large and parents’ rawe ethnicity did not account for much of the
variation in beliefs. This suggests that all p&ésdrelieved that children’s acquisition of certain
readiness-related skills and attributes prior talkrgarten was important, which is consistent
with previous findings (Barbarin et al., 2008; Diamad et al., 2000; Graue, 1993). However, the
findings also suggest that African American parghased a little more emphasis on school
readiness in comparison to European American pawelnich is in contrast to previous research
which found that conceptions of readiness did rifterdby racial or ethnic background
(Diamond et al., 2000). The findings from thisdstulo not indicate that parents’ conceptions of
school readiness are shaped to a large extentrbgtgarace, ethnicity, or socioeconomic status.

It appears that other mechanisms may contribupatents' conceptions of school readiness,
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such as recollections of previous schooling expegs and parental involvement as suggested
by Barnett and Taylor (2009).

The concept of transition practices is fairly reécamd has not received much attention in
the literature. The literature on home-based galémvolvement during early childhood is more
extensive and generally focuses language andditerathe home. Research suggests the
quality and quantity of language in the home iated to children’s early language and literacy
development (Aulls & Sollars, 2003; Hart & Risl&yg95). Parent-child interactive activities
such as telling stories, singing songs, and malkouks also encourage literacy development
(Boyce et al., 2010; Bryant et al., 1990; Macletalg 1987). Research, however, indicates that
differences in home-based parental involvementndugarly childhood are associated with
parents’ socioeconomic status, race, and ethniBibyith & Crouter, 2008; Brooks-Gunn &
Markman, 2005; Hart & Risley, 1995; Heath, 1983ijllipls, 2011). Findings from this study
indicate that parental reports of engaging childretnansition practices are positively related to
socioeconomic status which is consistent with meviresearch (Brooks-Gunn & Markman,
2005; Farkas & Hibel, 2008; Hart & Risley, 1995;IRbs, 2011; Reardon, 2011). This study
also finds that African American parents reportagigg young children in a similar amount of
transition practices as European American pareais §imilar socioeconomic status
backgrounds. This is a noteworthy finding becauseh of the literature suggests that, on
average, African American parents engage their galidren in fewer language and literacy-
related activities (Brooks-Gunn & Markman, 2005jllgis, 2011) and education-related
activities (Farkas & Hibel, 2008; Phillips, 201h)domparison to European American parents.

The theory of academic socialization suggestsgaegnts’ beliefs, expectations, and

behaviors will be shaped by one’s socioeconomiccaritiral contexts. Overall, findings from
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this study offer support for this assumption, buaisity in terms of parents’ use of transition
practices. Although results indicated that Afridgemerican parents’ placed a little more
importance on school readiness, very little ofithgation in readiness beliefs was explained by
parents’ racial or ethnic heritage. On the otlasrd) parents’ transition practices varied by race,
ethnicity, and socioeconomic status. Affluent péseeported engaging their children in more
transition practices. Consistent with previougaesh which indicates that children from higher
socioeconomic status families experience more hioased education related experiences and
activities than children from lower socioeconontitgs families (Reardon, 2011). Hispanic
parents, on average, reported engaging their emlolr fewer transition practices in comparison
to European American parents from similar socioeatn backgrounds. The findings from this
study suggest that transition practices are shapadarger extent by one’s race, ethnicity, and
socioeconomic status in comparison to parents’ einans of school readiness.

The central questions investigated in this studyressed the degree to which parents’
conceptions of school readiness and transitiontipegccontribute to children’s academic
achievement during the transition to elementarpsths a means to better understand the
achievement gap and consider possible interventioned at maximizing home-based parental
involvement. Several hypotheses were under coradida. In this study, the predictive
relationship between academic socialization anltlic’s academic achievement was
estimated. The following sections will summarizede findings in the academic domains of
reading, mathematics, and general knowledge.

Reading Achievement
It was hypothesized that children’s beginning regdichievement and growth over time

would vary by socioeconomic status and race/ettynidt was hypothesized that parents’ school
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readiness beliefs and transition practices woulek fzapositive direct effect on children’s reading
achievement upon kindergarten entry and over tifigthermore, it was hypothesized that
parents’ transition practices would mediate thatieh between parents’ school readiness beliefs
and children’s reading achievement.

Results indicated that socioeconomic status wassdiye predictor of children’s
beginning reading achievement and growth over tilnegeneral, children from more affluent
homes began kindergarten with higher reading s@rdsxperienced more rapid rates of
growth in reading achievement. Socioeconomic statas the strongest predictor of children’s
reading achievement and academic growth. Irres@eot socioeconomic status, African
American and Hispanic children began kindergartéh lewer average scores in reading and
experienced slower average rates of growth in coisgrato European American children.
These findings are consistent with previous reseatuch indicates that race, ethnicity, and
socioeconomic status are related to children’singgaichievement in kindergarten (Farkas &
Hibel, 2008; Lee & Burkham, 2002; Rouse et al.,20nhd subsequent achievement (Fryer &
Levitt, 2004). An especially noteworthy findingdeal on fitted trajectories is that Hispanic
children began kindergarten with slightly lower eage reading scores in comparison to African
American children from similar socioeconomic stabaskgrounds, but their average rate of
growth was rapid enough to have higher averagamgatores by the end of first grade.
Overall, the model suggests that children who bsgirool with higher reading scores have more
rapid rates of growth, and children who begin sthath lower reading achievement have
slower rates of growth. This phenomenon has besaribbed in previous literature as the

Matthew Effect (Bast & Reitsma, 1997; Stanovichg@p
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Parents’ school readiness beliefs positively ptedibeginning reading achievement and
growth over time. Children whose parents placedemoportance on school readiness had
higher average reading scores upon kindergartey antl experienced more rapid rates of
growth. Comparison of standardized estimates atdgthat parental readiness beliefs exerted
more of an effect on children’s beginning knowledgel half the effect on growth over time
than the effect exerted by race or ethnicity. aitgh socioeconomic status exerted the largest
effect on beginning reading achievement and gropahents’ beliefs exerted almost half the
effect on children’s beginning reading scores dnbat a third of the effect on growth over time
than the effect exerted by socioeconomic status.

Parents’ transition practices were also positivelgted to children’s beginning reading
achievement but had no significant associatior#aling growth rates. Parents’ readiness
beliefs exerted a positive influence on transifoactices, and formal tests of mediation
indicated that transition practices partially meelibthe relationship between parents’ school
readiness beliefs and children’s beginning readtigevement and growth over time. Parents
who placed more emphasis on school readiness ahitlattributes reported engaging children
in more transition practices prior to kindergartehjch in turn had a modest positive total effect
on children’s beginning reading achievement. A oni¢ increase in the importance African
American and Hispanic parents place on school neadiwould result in almost a two point
increase in beginning reading achievement whichldvolose the gap between children of color
and their European American counterparts readiogesat school entry. Differences in rates of
growth would also decrease. It should be notetgaents’ readiness beliefs exerted a stronger
direct effect on reading achievement in kindergamecomparison to the effect exerted by

transition practices. This finding is counterititte, as one would expect parental practices to
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exert a greater effect on children’s academic aement than parental beliefs. This is because
transition practices only partially mediated thiatienship between parental beliefs and
children’s reading achievement.
M athematics Achievement

Mathematics achievement trajectories were alsorurwigsideration in this study. Again
it was hypothesized that children’s beginning mathtcs achievement and growth over time
would vary by socioeconomic status and race/ettynidResults indicated that socioeconomic
status was a positive predictor of children’s bagig mathematics achievement and growth.
Socioeconomic status was the strongest predictonitidfren’s mathematics achievement and
growth over time. In general, children from moffugnt homes began kindergarten with higher
mathematics scores and experienced more rapid lgmatds in mathematics through the first
grade. These findings are consistent with previeasarch, which indicates that socioeconomic
status is positively associated with children’siaeement in mathematics during early
elementary school (Bodovski & Farkas, 2007; Fa&kéasibel, 2008; Lee & Burkham, 2002).

Findings also indicated that European Americandeéii began kindergarten with higher
average mathematics scores and experienced madearsgrage rates of growth in comparison
to African American and Hispanic children from danisocioeconomic backgrounds. Based on
fitted trajectories, Hispanic children, on averdggan kindergarten with slightly lower average
mathematics scores in comparison to African Amaeridaildren from similar socioeconomic
backgrounds, but Hispanic children’s rate of growts rapid enough to close this gap and have
higher average mathematics scores than African &arechildren by the end of first grade.

Similar to reading achievement, this model indisdtet children who begin school with higher
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mathematics scores have more rapid rates of gramthchildren who begin school with lower
mathematics achievement will have a slower ragroivth.

Once more, it was hypothesized that parents’ scteaaliness beliefs and transition
practices would have a positive direct effect omdcen’s mathematics achievement upon
kindergarten entry and over time. It was also lilypsized that parents’ transition practices
would mediate the relation between parents’ scheadiness beliefs and children’s mathematics
achievement. Results indicated that parents’ daleadiness beliefs exerted a positive influence
on children’s beginning mathematics achievementrates of growth. Parents’ beliefs exerted
more than half the effect on children’s beginningtinematics achievement in comparison to the
effect exerted by race and ethnicity and almokird bf the effect exerted by socioeconomic
status. Although the effect of parents’ beliefscbildren’s mathematics achievement decreases
over time, it continues to exert a quarter of tfieat exerted by socioeconomic status.

Parents’ transition practices were also positivelgted to children’s beginning
mathematics achievement but not to growth over.tiParents’ readiness beliefs exerted a
positive influence on transition practices, andrfal tests of mediation supported the claim that
transition practices partially mediated the relagioip between parents’ school readiness beliefs
and children’s beginning achievement and growth timge. Parents who placed more
importance on school readiness reported engagildye in more transition practices prior to
formal schooling, which in turn had a small posteffect on children’s beginning mathematics
achievement. Again parents’ readiness beliefsteder greater influence on children’s
beginning mathematics achievement in comparisahee@ffect of transition practices.

Transition practices partially mediated the relagioip between parents’ school readiness beliefs

and children’s mathematics achievement.
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General Knowledge Achievement

This study also investigated children’s generaivkiedge achievement trajectories. It
was hypothesized that socioeconomic status asaselice and ethnicity would predict
children’s beginning general knowledge achievenagdt growth over time. Very few studies
have examined differences in children’s generalkadge using the ECLS-K data set (see
Farkas, 2008 for an exception) and no studies t&kmowledge have examined growth in general
knowledge achievement. Results indicated thabsoonomic status was positively related to
children’s general knowledge achievement in kindeen but not growth over time.
Socioeconomic status was the strongest predictohnitifren’s general knowledge achievement
at the onset of kindergarten. In general, childrem more affluent homes began kindergarten
with higher general knowledge scores. Findinge aidicated that, in general, European
American children began kindergarten with higheregal knowledge scores and experienced
more rapid rates of growth in comparison to Afridgenerican and Hispanic children,
irrespective of socioeconomic status. Socioecooatatus and racial/ethnic heritage were the
strongest predictors of children’s beginning gehlenawledge. These findings are consistent
with results presented by Farkas (2008). A newgarticularly striking finding based on fitted
trajectories is that, on average, Hispanic childrad higher general knowledge scores at the
beginning of kindergarten in comparison to Africamerican children. Despite having a less
rapid rate of growth, by the end of first gradepdisic children maintained higher average
general knowledge scores in comparison to AfricameAcan children from similar
socioeconomic status backgrounds.

Overall, socioeconomic status, race, and ethnity little to no effect on children’s

general knowledge growth rates, suggesting thataslexert a stronger effect on children’s
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general knowledge achievement over time. Childreespective of racial or ethnic heritage,
have similar rates of growth, however, European Acae children still have higher average
general knowledge scores in comparison to AfricameAcan and Hispanic children from
similar socioeconomic backgrounds at the end ef §rade. Finally, in contrast to the findings
for reading and mathematics growth, model estimattisated that children who begin school
with higher general knowledge scores have slowesraf growth, while children who begin
school with lower levels of general knowledge achigent will have a faster rate of growth.

Again it was hypothesized that parents’ schoolirezss beliefs and transition practices
would have a positive direct effect on childrenengral knowledge achievement and growth
over time. It was also hypothesized that paranasisition practices would mediate the relation
between parents’ school readiness beliefs andrehilslgeneral knowledge achievement.
Parents’ school readiness beliefs positively ptedibeginning general knowledge achievement.
Parents who placed more importance on school resslinad children with higher general
knowledge scores upon kindergarten entry. Paresasliness beliefs had no significant
association to growth rates in general knowledge.

Parents’ transition practices were also positivelgited to children’s beginning general
knowledge achievement but had no association &3 i@tgrowth. Contrary to the effects
reported in the reading and mathematics modelenpsirtransition practices exerted a greater
influence on children’s beginning general knowledghievement than the effect exerted by
parental readiness beliefs. Parents’ transitiactores, however, only exerted one-fifth of the
influence exerted by socioeconomic status and yparglarter of the influence exerted by race
and ethnicity on children’s beginning general krneage achievement. Parents’ readiness beliefs

exerted a positive influence on transition praci@d formal tests of mediation indicated that
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transition practices partially mediated the relagioip between parents’ school readiness beliefs
and children’s beginning general knowledge achiear@mParents who placed more importance
on school readiness skills and attributes repateghging children in more transition practices,
and transition practices had a small positive éfdacchildren’s general knowledge achievement
at the beginning of kindergarten. Despite the fpasinfluence that transition practices exert on
general knowledge achievement, children’s socioecoa status, race, and ethnicity exerted a
much greater influence.
Academic Socialization and Achievement

Overall, parents’ school readiness beliefs andsttimm practices had a small-to-modest
effect on children’s reading, mathematics, and gdrieowledge on beginning achievement and
a small effect on growth in reading and mathematatsevement, thereby supporting the theory
of academic socialization. Consistent with presioesearch, socioeconomic status, race, and
ethnicity continued to be strong predictors of @arad growth in reading and mathematics
during elementary school. As a whole, the findidgmonstrated that children from higher
socioeconomic status homes began formal schoolitighigher reading, mathematics, and
general knowledge scores. Socioeconomic statusheastrongest predictor of beginning
reading, mathematics, and general knowledge aamierteand reading and mathematics growth
over time. In general, European American childregan kindergarten with higher reading,
mathematics, and general knowledge achievementgmetienced more rapid rates of growth in
reading and mathematics compared to African Ameraal Hispanic children from similar
socioeconomic backgrounds.

Based on fitted trajectories, the findings suggjest Hispanic children, in general had a

rate of growth in reading and mathematics simaetiropean American children from similar
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socioeconomic backgrounds, in contrast to Africamefican children who, on average, had less
rapid rates of growth in comparison to European Acae children. Although the achievement
gap between European American and Hispanic childigtnot decrease during the transition to
elementary school, it did not widen. While the dgp@pween European American and African
American children from similar socioeconomic baakgrds appear to widen as children
transition to elementary school. The findings frioited trajectories also suggest that Hispanic
children experience more rapid rates of growthesding and mathematics in comparison to
African American children from similar socioecon@miackgrounds. These results are
consistent with previous research which demonstrthi& the achievement gap in reading and
mathematics between Hispanic and European Amecicéaren decreases as children progress
through elementary school while the gap betweercafr American and European American
children widens (Reardon & Gallindo, 2009; Reardz((8).

Despite the role of socioeconomic status, race etimaicity on children’s early
achievement, academic socialization which was quniedized as parents’ school readiness
beliefs and transition practices also contributedtildren’s academic achievement. Parent’s
readiness beliefs exerted a small-to-moderatetd#féct on children’s reading and mathematics
achievement upon kindergarten entry and continaeckért a small effect on growth over time.
This finding supports previous research which destrates that parents’ conceptions of school
readiness or expectations for mastery of developaherilestones are positively associated with
children’s early academic (Barbarin et al., 2008sslet al., 1984; Hess et al., 1980) and later
academic achievement (Hess et al., 1984).

The results from this study are consistent withvjanes literature which suggests that

home-based parental involvement during early cloibdh as evidenced by interactive parent-
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child engagement, is positively associated wittdcln’s early academic outcomes (Boyce et
al., 2010; Bryant et al., 1990; Glazer, 1989; HaRisley, 1995; Maclean et al., 1987; Senechal
& Young, 2008; Sonnenschein et al., 1996). AltHopgrents’ transition practices exerted a
positive influence on children’s early achieveméngxerted no influence on academic growth
over time. Furthermore, transition practices escttess influence on children’s achievement in
reading and mathematics than parents’ readinegfsellransition practices only partially
mediated the relationship between parental reaslinelsefs and children’s achievement. What
can explain such a counterintuitive finding? Opegible explanation is that items which
comprise parents’ transition practices measuredréggiency of transition practices reported by
parents, not the duration of activity, or the qtyadif those interactions. According to Hart and
Risley (1995) the quality of language is a stronggpctor of children’s language and literacy
development. It should be noted, however, thagmiat transition practices exerted a larger
influence on children’s general knowledge achievena¢ the beginning of kindergarten in
comparison to parents’ readiness beliefs. Onesfidfriexplanation for this finding relates to the
broad conceptualization of transition practicesiclwlincludes items that measure the frequency
that parents report engaging young children inrgetsaof interactive learning opportunities,
such as teaching the child about nature and bygjlttimgs together.
Limitations, Strengths, and Futur e Directionsfor Resear ch

A major contribution of the current study is theding that parents’ school readiness
beliefs exert a positive influence on transitioagtices, which in turn exert a positive influence
on children’s achievement. Few studies have usaddiating model to examine the
relationship between parental beliefs, involvemant children’s achievement (see Sy and

Schulenberg, 2006 for an exception) and no stuagytd&nowledge has used a path analysis
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model to examine the relationship between pareaisteptions of school readiness, practices,
and children’s achievement trajectories. Formstistef mediation confirmed that parents’
transition practices partially mediated the relati@tween parents’ conceptions of school
readiness and children’s academic achievementuing, mathematics, and general knowledge.
Therefore, results from this study support the theb academic socialization which posits that
parental beliefs influence parenting practices,ciwhin turn influences children’s transitions to
elementary school.

A major strength of this study was that it inveatey children’s academic achievement
in reading, mathematics, and general knowledgesadime. In general, previous research has
examined achievement gaps using differences in meanes, differences in standardized scores,
and by so-called metric-free gap measures (Rea&deabinson, 2007). These approaches use
cross-sectional data, to show differences in chiltdracademic achievement, measured at
specific time points, such as first grade, thirddg, and fifth grade. This study, in contrastduse
a longitudinal data analysis approach, which allttvesestimation of individual growth
trajectories while including predictors of changée findings presented from this study provide
a more nuanced description of differences in acalaohievement trajectories between
European American, African American, and Hispaihiddeen during the transition to formal
schooling. It should be noted that longitudinahlgiees often suffer from problems with missing
data. Although missing data was handled with alioation of a full information likelihood
method and pairwise present method, the potemtiddi&s is always present when large amounts
of data are missing for variables of interest.

Few studies have considered the ways in which pagepractices mediate the

relationship between parental beliefs and childre@irly academic outcomes. It is a common
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assumption that parents’ school readiness beligifsiuence the ways that parents engage
children in specific activities as a means to supgplildren’s readiness for school and successful
transition to elementary school. Findings frons tsiudy validate the assumption that parents’
beliefs influence their behaviors which in turnlignce children’s academic outcomes. This
study investigated the relationship between pareontxeptions of school readiness, transition
practices, and children’s academic growth usingcstiral equation modeling, a sophisticated
multivariate analysis technique that allowed fa #imultaneous investigation of variability in
predictors and the relative impact of hypothesiestlictors on outcomes of interest. The
specific type of structural equation modeling engplb was latent growth curve modeling, which
was used to model change across time using longéaldata. This approach is a
methodological strength of the study and contribiitethe achievement gap literature by
providing a more detailed and nuanced picture efniean differences in academic growth
between European American, African American, angphlinic children during the transition to
elementary school.

Given the correlational nature of this study, ihct clear whether the relationship
between parents’ school readiness beliefs, transgractices, and children’s achievement is
causal. Although caution is needed in interpretitege results given that they are correlational,
one implication of the findings is that parentahceptions of school readiness positively
influence parenting practices. This provides evgdethat we must expand our understanding of
home-based parental involvement during early cloiddhand highlights potential targets for
interventions which maximize the important rolgpafents as their child’s first teacher. Thus,
these findings suggest that providing parents wifitrmation about school readiness and ways

to support children’s early learning and developnmeay help children successfully transition to
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elementary school. Therefore, experimental andiegrperimental studies are needed to
evaluate the effectiveness of intervention prograumsh inform parents about school readiness
issues and transition practices as a means tcaserhildren’s academic achievement during the
transition to elementary school.

Despite the advantages of using existing largeesttatia sets, such as the potential to
increase external validity of the study due tol#hrge nationally representative sample, there are
several disadvantages of this approach which timeitfindings of this study. For one, these
studies are generally correlational and may faihtbude confounding variables. Another issue
pertains to measurement error, or the use of inggaeoeasures, which may underestimate the
influence of a predictor. For example, data wereimcluded that measure the quality of
parents’ transition practices, and research indgcttat the quality of parent-child interactions
during early childhood is a strong predictor ofidren’s vocabulary development (Hart &
Risley, 1995; Landry & Smith, 2008; Landry, SmighSwank, 2003). In future studies, it
would be worthwhile to investigate findings repdrteere with more refined measures of
parenting practices, collected through observatiptrained researchers.

Another limitation of this study relating to theeusf large-scale data concerns its use of
self-reported data. While the outcome data ofr@stiefor this study consisted of direct-child
assessments, the predictors examined all reliestibmeported data from parents. Parent
responses may be compromised by their inabiligcurately report the frequency of transition
practices. There may also be issues of sociatatgkiy when reporting the frequency of
engaging in transition practices. In other womsents may provide socially desirable
responses to questions about school readinesshdtd to imagine a parent suggesting that it is

not important for a child to be calm or be abledonmunicate prior to beginning kindergarten.
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Also, survey questions measuring parents’ schaaliness beliefs may not adequately address
the skills and behaviors parents believe are nacgspon kindergarten entry. Perhaps there are
a group of parents who strongly believe a childusthde able to identify sounds in words or do
simple addition and subtraction before enteringl&ngarten. If so, do these parents engage
children in different ways that support the acdiosi of those skills?

Given the wide variability within the groups examad in this study, interpretation based
on broad group definitions should be tentative particular, recent scholars have estimated that
results from grouped analyses of people identdi@éHispanic may not always be appropriate
(Reardon & Gallindo, 2009). Future studies coudmine variability in academic achievement
trajectories for Hispanic subpopulations based ygrental country of origin or generational
status.

The findings of the present study suggest severiul avenues of future work.
Measures of children’s social and emotional develent as outcomes of interest were not
considered here, but present a compelling expansitive present work. Recent scholars have
argued that children’s approaches toward learmutngch include persistence, emotional
regulation, attentiveness, and flexibility (Fantozt al., 2007; McWayne, Fantuzzo, &
McDermott, 2004) may lay the foundation of basiademic skills that facilitate later acquisition
of more advanced academic skills (Cunha, Heckmaahher, & Masterov, 2006). A recent
study using data from the ECLS-K study has demateirthat children’s approaches toward
learning are positively related to children’s acadegrowth trajectories (Li-Grining et al.,
2010). Parents’ conceptions of school readineddransition practices may predict children’s

social and emotional development during the traorsio elementary school.
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A particularly interesting finding, based on fdteajectories, was the observed
differences between Hispanic and African Americhiideen’s academic achievement growth
trajectories. Future research could explore tbéserved differences, specifically between
children attending similar schools. Subsequerttistucould include additional family and
school characteristics as predictors of childragkievement trajectories in order to identify
additional sources of variability between Europ@american, African American, and Hispanic
children’s academic achievement as they progreskementary school.

Conclusion

This study investigated the relationship betweaemqa’ conceptions of school readiness,
transition practices, and children’s academic ghowging latent growth curve modeling. The
findings demonstrated that on average, childremfraore affluent homes began school with
higher levels of achievement and experienced napig rates of growth in reading,
mathematics, and general knowledge in comparistgstaffluent children. The results also
illustrated that European American children in gahbegan kindergarten with higher levels of
academic achievement and experienced more raisl th.cademic growth in comparison to
African American and Hispanic children from simikcioeconomic backgrounds. Moreover,
fitted trajectories illustrated that although Hismachildren may begin kindergarten with lower
average achievement in reading and mathematicsar@apo African American children,
Hispanic children have more rapid rates of acadgmwth and have higher average scores the
end of first grade. Therefore, this study highiggtihe importance of considering individual
variation in children’s achievement trajectoriegiotime, particularly during important

developmental transitions.
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The primary substantive contribution of this stuslyhat the findings broaden our
understanding of home-based parental involvemermglearly childhood by illuminating the
positive relationship between parents’ school neesh beliefs, parenting practices, and
children’s early academic achievement. The findisgggest that parents who placed more
importance on school readiness reported engagildye in more transition practices. Parents’
school readiness beliefs were directly and indiyaetated to children’s beginning academic
achievement. Considering parents’ beliefs as dimdot predictor of children’s academic
achievement provides a more nuanced understanfimgeovay in which parents influence
children’s early education. The findings providggort for the theory of academic socialization
posited by Taylor et al. (2004) which suggests matdeliefs and values about schooling
influence parenting behaviors, which in turn, iefice children’s transition to formal schooling.

This study also examined differences in parentateptions of school readiness.
Although African American parents placed a littlenmimportance on school readiness in
comparison to European American parents, in gerntaiefindings suggest that all parents place
importance on children displaying certain schoabiaess skills and attributes regardless of
racial, ethnic, or socioeconomic background. Alifio parents’ readiness beliefs had a positive
direct and indirect effect on children’s early aganilc achievement and growth over time, there
were no major differences in parents’ conceptidrschool readiness by race, ethnicity, or
socioeconomic status. Therefore, the findings fthis study do not indicate that gaps in
children’s early academic achievement are attribtedifferences in parents’ conceptions of
school readiness.

This study has important practical implications potential interventions aimed at

reducing the early achievement gap. If parentbéfseabout school readiness positively
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influence parenting practices, then possible irtetions can look toward informing parents
about school readiness even before the birth af thddren and throughout their children's
early developmental years. Having a broader utalaigg of the types of knowledge, skills,
and attributes that contribute to a child’s suctgé¢gansition to elementary school in
combination with a deeper understanding of devekgaily appropriate practices which
support children’s early learning and developmemp@wers parents to maximize their child’s
potential during early childhood.

Although parents have the potential to play an irtga role, the findings from this study
are consistent with previous research which indg#tat socioeconomic status exerts a strong
positive influence on children’s early academiciacément. Parental beliefs and transition
practices were not able to overcome the cumulaiv@antage bestowed upon children from
affluent families with highly educated parents.the current policy context, there is an
increasing awareness on the role of parents inastipg children’s early learning and
development, and a growing consensus for polightti more attention toward early
interventions (Heckman, 2011). These early intetie@s should provide culturally sensitive
encouragement and support for parents by informpargnts about school readiness issues and
developmentally appropriate ways to engage youiidrein in order to support their transition to

elementary school.
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Figure 1.Conceptual model representing the influence ofleesac socialization
on children’s achievement.
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Figure 2.Measurement model of academic socialization aading achievement. Final
measurement model allows importance alphabet apdriance count error terms to covary;
not illustrated in path diagram.
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Figure 3.Measurement model of academic socialization anthenaatics achievement. Final
measurement model allows importance alphabet apdriance count error terms to covary;
not illustrated in path diagram.
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Figure 4.Measurement model of academic socialization anergé knowledge achievement.
Final measurement model allows importance alphabétimportance count error terms to
covary; not illustrated in path diagram.
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Figure 5.Structural model of academic socialization as dipter of reading achievement.
Socioeconomic status and race/ethnicity (Africanefisan and Hispanic dummy coded with
European American as reference category) includéalli structural model as covariates; not
illustrated in path diagram.
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Figure 6.Structural model of academic socialization as dipter of mathematics
achievement. Socioeconomic status and race/ethiffgitican American and Hispanic
dummy coded with European American as referen@goay) included in full structural
model as covariates; not illustrated in path diagra
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Table 1

Summary Statistics and Missing Rates for Modelaldeis

Variable M SD N Missing rate (%
Reading

Fall kindergarten 26.90 9.53 12,261 7
Spring kindergarten 3793 12.75 12,556 4
Spring first grade 66.87 20.58 12,857 2
Mathematics

Fall kindergarten 20.97 8.61 13,061 1
Spring kindergarten 30.85 11.36 13,090 1
Spring first grade 53.95 15.99 13,102 1
General knowledge

Fall kindergarten 2223 7.44 12,238 7
Spring kindergarten 27.10 7.77 12,541 4
Spring first grade 34.28 7.58 12,850 2
Covariates

Socioeconomic status -.038 .78 12,816 2
Race/Ethnicity 13,133 0
European American .62

African American A7

Hispanic 21

Parent Belief indicators

Importance count 12,452 5
Not important .01

Somewhat important .07

Important .32

Very important 43

Essential A7

Importance Share 12,458 5
Not important .00

Somewhat important .00

Important .05

Very important .61

Essential .34

Importance Draw 12,458 5
Not important .00

Somewhat important .02

Important 24

Very important .52

Essential 22

Importance Calm 12,456 5
Not important .00

Somewhat important .01

Important 15
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Table 1 (cont'd

Very important
Essential

Importance Alphabet
Not important
Somewhat important
Important

Very important
Essential

Importance Communicate
Not important
Somewhat important
Important

Very important
Essential

Transition practices
Frequency Read

not at all

once or twice a week
3 to 6 times a week
everyday

Frequency tell stories
not at all

once or twice a week
3 to 6 times a week
everyday

Frequency sing songs
not at all

once or twice a week
3 to 6 times a week
everyday

Frequency play games
not at all

once or twice a week
3 to 6 times a week
everyday

Frequency make art
not at all

once or twice a week
3 to 6 times a week
everyday

Frequency teach about nature
not at all

once or twice a week
3 to 6 times a week
everyday

.59

.25

.01
.05
.25
.50
19

.00
.00
.06
.58
.36

.01
19
.35

.45

.08
.36
31

.25

.05
.23
.28

44

.04
.35
.39

22

.07
41
.32

20

.20
48
22

.10
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Table 1 (cont'd’

Frequency build 12,444
not at all .18

once or twice a week 44

3 to 6 times a week .25

everyday 13

Frequency play sports 12,449
not at all .10

once or twice a week .36

3 to 6 times a week .33

everyday .20

Note. N varies due to missing data.
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Table 2

Correlations Among Parents’ Readiness Beliefs, Jitaon Practices, and Reading Achievement Outcomes

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17
Child outcomes
1. Fall K -
2. Spring K .82 -
3. Spring ¥ 67 .77 -
Parent beliefs
4, Count .07 .07 .03 -
5. Share .09 .10 A1 .36 -
6. Draw .07 .07 .05 46 A7 -
7. Calm 0r .03 .03 36 .47 43 -
8. Alphabet .08 .07 .04 .63 36 50 .44 -
9. Communicate .11 A2 A2 .24 bS50 37 41 .33 -
Practices
10. Read 22 21 20 -0 .11 .05 o0t -02 .09 -
11. Story .07 .07 .08 07 .06 .07 o2 .07 .08 .43 -

12. Sing songs .03 .05 .05 .07 12 .08 .04 .07 A2 21 27 -
13. Play games .06 .05 .04 .05 .09 06 .04 .07 .07 .28 .33 .26
14. Art project .04 .04 .05 .05 .07 .09 .03 .03 .08 27v 28 .24 -

15. Teachnature 12 12 12 .o1 .12 .06 0r .00 .12 .28 .30 .26.30 .30 -
16. Build .0* -0F -0F .03 .05 .03 0B .00 .0F .25 .29 .20.36 .32 .32 -

17. Play sports -04 -03 -02 .05 .07 .02 .03 .03 06 20 24 .22 .27 .26 .32

Note.Polychoric correlations estimated between ordiaalables. Polyserial correlations estimated betwardinal and continuous

variables® Coefficient isnot significant at the < .05 level.
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Table 3

Correlations Among Parents’ Readiness Beliefs, 3iteon Practices, and Mathematics Achievement Qu&o

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17
Child outcomes
1. Fall K -
2. Spring K .82 -
3. Spring ¥ 71 .78 -
Parent beliefs
4. Count 03 01 opr -
5. Share 13 .13 12 .36 -
6. Draw 10 .06 .05 47 47 -
7. Calm 0 .01 .00 .36 A7 .43 -
8. Alphabet 02 o01” -0 .63 .36 .50 .44 -
9. Communicate .13 13 A1 .24 .50 37 41 .33
Practices
10. Read 20 .18 17 -0 .11 .05 o -0» .09 -
11. Story 07 .05 .06 .07 06 .07 o1 .07 08 43 -
12. Sing songs 04 .02 01 .07 12 .08 .04 .07 12 21 27 -
13. Play games .08 .08 .05 .05 09 .06 .04 .07 078 .33 26 -
14. Art project 06 .06 .05 .05 07 .09 .03 .03 087 28 26 .34 -
15. Teach nature 14 14 13 -0 .12 06 01 OO0 .12 .28 .30 .26 .30 .30 -
16. Build 02 .03 .02 .03 05 03 0 0P .0° .25 29 20 .36 .32 .32 -

17. Play sports 02 o2 0P .05 06 .02 .03 .03 06 .20 24 24 32 27 .26 .32

Note.Polychoric correlations estimated between ordiaalables. Polyserial correlations estimated betwardinal and continuous
outcomes® Coefficient isnot significant at the < .05 level.
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Table 4

Correlations Among Parents’ Readiness Beliefs, Sitaon Practices, and General Knowledge Achievertaritomes

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17
Child outcomes
1. FallK -
2. Spring K .86 -
3. Spring ¥ 79 .84 -
Parent beliefs
4. Count -.08 -.09 -.09 -
5. Share .10 12 .14 .36 -
6. Draw .03 .04 .02 48 46 -
7. Calm .04 -.03 -.04 .36 A7 A3 -
8. Alphabet -.10 -.08 -.09 .63 .36 .50.44 -
9. Communicate 13 14 14 .24 50 3741 .33
Practices
10. Read 25 .26 25 -0 .11 .05 o -02 .09 @ -
11. Story .08 .09 .09 .07 .06 .07.01 .07 .08 .43 -
12. Sing songs .02 .03 .02 .07 12 .0804 .07 A2 .21.27 -
13. Play games .05 .05 .05 .05 .09 .0604 .07 .07 .28.33 .26 -
14. Art project .09 .09 .09 .05 .07 .09.03 .03 .08 .27.28 .26 .34 -
15. Teach nature 21 22 21 -o1r .12 .06 01® .00 12 .28 .30 .26 .30 .30 -
16. Build .03 .03 .05 03 .05 .0301 0B 0B .25 .29 .20 .36 .32 .32 -

17. Play sports -02 o@ 0P .05 .07 .02 .03 .03 06 .20.24 24 32 27 .26 .32 -

Note Polychoric correlations estimated between ordmaaiables. Polyserial correlations estimated betwordinal and continuous
variables® Coefficient isnot significant at the < .05 level.
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Table 5

Summary of Model Fit Indices for all Measuremend &tructural Models Under Study

P df p< CFI TLI RMSEA N
Reading
Measurement model 552.58 30 .001 .96 97 .036 13,10¢
Structural model 578.73 36 .001 .96 .96 .034 12,80:
Mathematics
Measurement model 517.50 30 .001 .96 .96 .035 13,12¢
Structural model 503.08 37 .001 .96 .96 .031 12,81
General knowledge
Measurement model 682.77 26 .001 .92 .93 .044 13,118
Structural model 506.04 32 .001 .95 .95 .034 12,8(6

Note.N varies due to missing values.
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Table 6

Factor Loadings of Indicators for Structural Mod#l Academic Socialization and Reading
Achievement

Unstandardized Standardized R2

Factors/Items factor loadings factor loadings
Readiness beliefs

Importance alphab®t 1.00 .66 44
Importance count .90k .60 .35
Importance draw 1.06k* .70 49
Importance communicate .Q 2wk .61 .37
Importance calm 1.00kx* .66 43
Importance share 1.07xx .70 .50
Transition practices

Frequency redd 1.00 52 .21
Frequency tell stories 1.150 .58 .33
Frequency sing songs .9 Ckrx 46 21
Frequency make art 1.06k* .55 .30
Frequency play games 1.1 exx .60 .36
Frequency build together 1.05¢* .55 .30
Frequency teach nature 1.0Gk* .54 .29
Frequency play sports .96w** .50 25
Latent Intercept

Fall kindergarten readifig 1.00 .98

Spring kindergarten readihg 1.00 73

Spring first grade readifig 1.00 .46

Latent Slope

Fall kindergarten readifig 0 0

Spring kindergarten readihg 1.00 34

Spring first grade readifig 3.00 .64

Note. ® Unstandardized factor loading was fixed to equ@lahd was not
tested for significance]? Unstandardized factor loadings were fixed to
estimate growth curve. Model fit statistids? (36,N = 12,801) = 578.73,
RMSEA = .034, CFI =.96, TLI = .96R2 value represents the amount of
variation for the observed variable explained gy lttent factor.R? fall

kindergarten reading = .9&2 spring kindergarten reading = .8 spring
kindergarten reading = .83.p < .05,* p<.01,* p<.001.
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Table 7

Structural Model Estimates of Academic Socializaais a Predictor of Reading Achievement

Latent factor 1 2 3 4 5 6 7

1. Intercept 1.87** /.13  .49* /.03  4.13**B4 -1.75***/-07 -2.17**/-.09
2. Slope A8*** [ .07 13 /.02 1.42%* | 25 1A47**[-12 -.60**/-.06

3. Beliefs -.02 /.02 .09** | .05 -.01/.01
4. Practices 2% [ 15 A2%% [ 17 -.03/20 - 15%* [ - 11

Covariates

5. SES

6. African American

7. Hispanic

Note.The first estimate is unstandardized, and therskmostandardized. Columns represent exogenote $gpredictors) and
rows represent endogenous factors (outcomes). IMibdgatistics,X 2 (36,N = 12,801) = 578.73, RMSEA = .034, CFI =.96, TLI

=.96. Mean intercept = 27.08, Mean slope = 13R¥8intercept =.174R? slope =.105R? beliefs =.003R? behavior =.075¢ p < .05,
% p< 01, ** p<.00L.
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Figure 8. Reading achievement trajectories by aackethnicity conditional on socioeconomic
status
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Table 8

Factor Loadings of Indicators for Structural Mod#l Academic Socialization and
Mathematics Achievement

Unstandardized Standardized R2

Factors/Items factor loadings factor loadings
Readiness beliefs

Importance alphab®t 1.00 .65 43
Importance count 906k .59 .35
Importance draw 1.07x* .70 49
Importance communicate .9 G .61 37
Importance calm 1.02x* .66 44
Importance share 1.0Gk** 71 .50
Transition practices

Frequency redd 1.00 52 .27
Frequency tell stories 1.1 2% .58 .33
Frequency sing songs .8Ckkx 46 21
Frequency make art 1.0%x* .55 .30
Frequency play games 1.1 exx .61 .36
Frequency build together 1.07* .55 .30
Frequency teach nature 1.04kxx .54 .29
Frequency play sports .96kx* .50 .25
Latent Intercept

Fall kindergarten mathematfcs 1.00 .98

Spring kindergarten mathematics 1.00 75

Spring first grade mathematfcs 1.00 53

Latent Slope

Fall kindergarten mathematfcs 0 0

Spring kindergarten mathematics 1.00 29

Spring first grade mathematfcs 3.00 .62

Note # Unstandardized factor loading was fixed to equalahd was not tested
for significance.]D Unstandardized factor loadings were fixecestimate growth
curve.R? value represents the amount of variation for theeoked variable
explained by the latent factoModel fit statisticsX 2 (37,N = 12,812) = 503.08,
RMSEA = .031, CFI = .96, TLI = .96R2 fall kindergarten mathematics =. 9%

Spring kindergarten mathematics =.R8;Spring first grade mathematics = .88.
*p < .05+ p<.0l#* p<.00l.
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Table 9

Structural Model Estimates of Academic Socializais a Predictor of Mathematics Achievement

Latent factor 1 2 3 4 5 6 7

1. Intercept 1.34** [ 10 A47* /.03 3.93*** B  -3.38***/-15 -3.75%*/-17
2. Slope .30*** [ .06 -.04/.01 870%* [ 21 1:68***/-19 -.50** [ -.06

3. Beliefs -.02/-.02 .09** [ .05 -.01/-.01
4. Practices 2% [ 15 2% [ 17 -.03 02 - 15%* [ - 11

Covariates

5. SES

6. African

American

7. Hispanic

Note The first estimate is unstandardized, and thers®es standardized. Columns represent exogeets$ (predictors) and
rows represent endogenous factors (outcomes). IMiodatistics,X 2 (36,N = 12,812) = 503.08, RMSEA = .031, CFI = .96, TLI

=.96. Mean intercept = 22.31 Mean slope = 11Rlintercept = .24R? slope = .10R? beliefs = .003R? behavior = .075¢ p < .05,
s p< 01, ** p<.00L.
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Figure 9. Mathematics achievement trajectoriesaog/ethnicity conditional on socioeconomic
status
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Table 10

Factor Loadings of Indicators for Structural Mod#l Academic Socialization and
General Knowledge Achievement

Unstandardized Standardized R2

Factors/Items factor loadings factor loadings
Readiness beliefs

Importance alphab®t 1.00 .65 42
Importance count 906k .58 34
Importance draw 1.0k .70 49
Importance communicate .9 wx .61 37
Importance calm 1.03exx .66 44
Importance share 1.1Ge 71 .50
Transition practices

Frequency redd 1.00 .52 .27
Frequency tell stories 1.10e .58 .33
Frequency sing songs .88k 46 21
Frequency make art 1.06k** .55 31
Frequency play games 1.1%0k .60 .36
Frequency build together 1.04exx .55 .30
Frequency teach nature 1.04kxx .54 .29
Frequency play sports ReZi 49 24
Latent Intercept

Fall kindergarten genefal 1.00 .96

Spring kindergarten genefal 1.00 .93

Spring first grade genefal 1.00 .96

Latent Slope

Fall kindergarten genefal 0 0

Spring kindergarten genefal 1.00 19

Spring first grade genefal 3.00 58

Note.® Unstandardized factor loading was fixed to equ@lahd was not tested
for significance.]D Unstandardized factor loadings were fixedegtimate

growth curve. Model fit statistic¥, 2 (32,N = 12,806) = 506.04, RMSEA =
.034, CFI = .95, TLI = .95%2 value represents the amount of variation for the
observed variable explained by the latent fad®®ffall kindergarten general = .93;

R2 spring kindergarten general = .8 spring first grade general = .99p <
.05,% p<.01%+ p<.001.
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Table 11

Structural Model Estimates of Academic Socializaais a Predictor of General Knowledge Achievement

Latent factor 1 2 3 4 5 6 7

1. Intercept A40%* /.04  1.02*** /.07 3.28*** 35  -558***[-29 -3.72**[-21
2. Slope .02/.01 -.05/-.02 .01/.01 .03 . -.34** [ - 10
3. Beliefs -.02 /.02 .09** | .05 -.01/-.01
4. Practices 2% [ 15 A2% [ 17 -.03 02 - 15%* /- 11
Covariates

5. SES

6. African American

7. Hispanic

Note The first estimate is unstandardized, and thers®es standardized. Columns represent exogemats$ (predictors) and rows
represent endogenous factors (outcomes). Modstifiistics X 2 (32, N = 12,806) = 506.04, RMSEA = .034, CFl = .95, TLI95.

Mean intercept = 24.20, Mean slope = 4 RZintercept = .324R? slope = .01R? beliefs = .003R? behavior = .076* p < .05, **p < .01,
*k%
p<.001.
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Table 12

Tests of Mediation for Structural Equation Modetsi Parents’ Beliefs to Achievement Outcomes

Total effect Direct effect Indirect effect

Unstandardized Standardized Unstandardized Standardized Unstandardized Standardized
Path (SB (SB (SB
Reading
Belief » intercept 1.928 (.17)*** 135 1.869 [)r** 131 .059 (.03)* .004
Belief » slope 494 ((11)*** .074 AT79 ((11)*** .072 .015 (.018) .002
Mathematics
Belief» intercept 1.398 (.14)*** 107 1.34 ()x# 103 .057 (.02)** .004
Belief-» slope 274 (.093)** .054 .280 (.09)** .055 -.005 (.01) -.001
General knowledge
Belief » intercept  .518 (.134)*** .046 391 (.134)** .035 127 (.024F* .011
Belief » slope .010 (.035) .005 .016 (.036) .007 -.006 (.007) 3.00

Note Effect sizes are standardized regression coefffisiand can be interpreted as the standard devigiange in the
outcome variable associated with a change of 1niSiawent beliefs and behaviors (Hedges, 2008)irdaeffects are based
on a series of mediators; the resulting coeffigere quite small even though each of the contrigytath coefficients are
sometimes in the medium rangep ¥ .05, **p < .01, *** p < .001.
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