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Abstract
Background The importance of parental beliefs and practices related to children’s school 
readiness skills is widely documented, but few studies explicitly focus on immigrant fami-
lies. Further, no known studies have examined immigrant parents’ beliefs about what skills 
children need to be successful in kindergarten.
Objectives The overarching aim of this mixed-methods study was to investigate the school 
readiness beliefs of parents who are identified as immigrants in the United States. We 
examined the skills they prioritized as well as parents’ reasoning about their prioritization.
Methods Sixty-three immigrant parents from three different countries of origin—China, 
the Dominican Republic, and El Salvador—completed a Q-sort and subsequent interview 
about their school readiness beliefs as well as a measure of acculturation.
Results Results indicated two school readiness belief profiles. Parents in the first profile 
primarily emphasized academic skills; parents in the second profile primarily emphasized 
learning-related skills. Parents’ country of origin predicted their profile membership. Six 
themes emerged to explain parents’ school readiness beliefs. Although parents in the two 
profiles prioritized different skills, parents’ reasoning about the importance of select skills 
showed many similarities.
Conclusions Study findings provide a nuanced view of immigrant parents’ school readi-
ness beliefs, which is particularly useful for early childhood educators to consider as they 
develop culturally responsive family-school partnerships.
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Introduction

The early childhood years are critical in building the foundational skills for children to 
enter kindergarten primed for optimal academic success (Duncan et al., 2007). These skills, 
widely termed school readiness skills, are multi-dimensional and encompass physical well-
being and motor development, social and emotional development, approaches to learning, 
language, and cognition and general knowledge (e.g., Barbarin et al., 2008; National Edu-
cation Goals Panel, 1991). This multidimensional framework, which originally emerged in 
the National Educational Goals Panel’s (1991) Building a Nation of Learners, has served 
as the basis for school readiness research and has been incorporated to differing degrees 
into state-level early learning standards (e.g., Scott-Little et al., 2006).

A large corpus of empirical work has documented group-based differences in children’s 
school readiness skills, with studies predominantly focusing on racial/ethnic or socio-eco-
nomic comparisons (e.g., Burchinal et al., 2011; Cheadle, 2008; Galindo & Sonnenschein, 
2015). However, relatively few studies focus on children who are immigrants, a large and 
fast-growing population in the U.S. education system. Approximately one-quarter (27%) 
of U.S. children are first or second generation immigrants, which represents a 51% growth 
rate in the last 15 years. The majority of children who are immigrants come from Latino 
(54%) or Asian (17%) backgrounds (Child Trends, 2018).

Recently, several studies have found wide variability in the school readiness skills of 
children who are immigrants (Crosnoe & Fuligni, 2012; Ha et al., 2017; Han, 2008; Han 
et al., 2012; Koury & Votruba-Drzal, 2014). In part, differences may be due to variations 
in parental beliefs and practices. The importance of parental beliefs and academic sociali-
zation practices for children’s school readiness skills has robust empirical support (e.g., 
Barbarin et al., 2008; Elliott & Bachmann, 2018; Serpell et al., 2005; Puccioni, 2015). For 
example, parents’ school readiness beliefs are related to academic socialization practices, 
which in turn predict children’s mathematics and reading scores in kindergarten (Elliott 
& Bachmann, 2018). A small but emerging body of research has also found positive rela-
tions between immigrant parents’ academic socialization practices and children’s school 
readiness skills (Ansari & Crosnoe, 2015; Huntsinger et al., 2000; Koury & Votruba-Drzal, 
2014; Lahaie, 2008). Yet, only one known study conducted by Cycyk and Hammer (2020) 
has explicitly examined immigrant parents’ beliefs about what skills children need to be 
successful in kindergarten (hereafter referred to as school readiness beliefs), with this study 
focused on the beliefs of Mexican parents. No studies have deeply examined the beliefs of 
immigrants from different racial or ethnic groups.

This study is grounded in two conceptual frameworks that posit how children’s develop-
ment is influenced by distal and proximal factors. In Ecological Systems Theory (Bronfen-
brenner & Ceci, 1994), the child’s microsystem, including parents and home context, is the 
most proximal influence on their development. Microsystems, and in turn, children’s devel-
opment, are influenced by more distal factors, such as parents’ resources (e.g., income and 
education) and family’s cultural values. Recently, Yoshikawa and Kalil’s (2011) conceptual 
model elucidates how children’s development in immigrant families is influenced by proxi-
mal and distal experiences both in their home and host countries, such as conditions in 
their home countries before they immigrate, conditions and resources in their host country, 
and family processes (e.g., time and investment in children’s education).

In the current study, we focused on the child’s microsystem, namely immigrant par-
ents’ school readiness beliefs. We further examined what select parent characteristics 
were related to their beliefs. It was beyond the scope of this study to deeply investigate 
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all of the constructs represented in Yoshikawa and Kalil’s model. In this study, par-
ents’ connection to their home country was operationalized as their country of origin 
and their level of enculturation (i.e., identification with the culture of their home coun-
try; Oetting & Beauvais, 1991). Parents’ experience in their host country (i.e., United 
States) was operationalized as parents’ level of acculturation to the United States (i.e., 
identification with the dominant White American culture; Oetting & Beauvais, 1991), 
and their level of resources was represented by income and education.

Given the unique contexts of immigrants compared to non-immigrants, it is impor-
tant not to generalize the findings of school readiness studies with non-immigrant 
families to immigrant families. For instance, research has shown differences between 
immigrant and non-immigrant parents in academic socialization practices (Huntsinger 
et al., 2000; Lahaie, 2008; Tamis-Lemonda et al., 2013), parenting beliefs (Okagaki & 
Sternberg, 1993), and self-efficacy beliefs (Yamamoto & Holloway, 2010). Additionally, 
since several studies have shown variability in children’s skills and parenting practices 
within immigrant populations (e.g., Koury & Votruba-Drzal, 2014; Tamis-Lemonda 
et al., 2013), it is important not to assume that immigrant parents are a homogeneous 
group. In this vein, we investigated the school readiness beliefs of parents who are iden-
tified as first or second generation immigrants from three countries of origin—China, 
the Dominican Republic, and El Salvador. We included both first and second generation 
immigrants because they typically show different levels of acculturation (e.g., Cuéllar 
et al., 1995), which was a variable of interest in this study.

We selected these specific countries for two primary reasons. First and practically 
speaking, immigration from these countries is prevalent and fast-growing in the United 
States, in general, as well as in the Mid-Atlantic region where this study was conducted 
(Zong & Batalova, 2019). Second, there are key differences in parent characteristics 
and children’s development across Asian and Latino immigrants, which may be related 
to parents’ school readiness beliefs. Children of Asian immigrants have significantly 
higher school readiness skills than children of Latino immigrants (Ansari & Crosnoe, 
2015; Koury & Votruba-Drzal, 2014). Parents’ socio-economic status (i.e., education, 
income, and employment) is positively related to children’s achievement (e.g., Brooks-
Gunn & Markman, 2005; Hoff, 2013). On average, immigrants from China have sub-
stantially higher levels of education and income than do immigrants from the Domini-
can Republic or El Salvador (Echeverria-Estrada & Batalova, 2020; Pew Research 
Center, 2018). Additionally, according to Yoshikawa and Kalil’s (2011) conceptual 
model, home country conditions and the reasons why individuals immigrate may be 
related to children’s development. Recent Chinese immigrants often immigrate to the 
United States to pursue employment opportunities, and those who are more affluent are 
likely to immigrate to pursue higher education (Costigan & Koryzma, 2011; Echever-
ria-Estrada & Batalova, 2020). Although Dominican and Salvadoran families living 
in the United States are demographically similar in regard to parental education and 
income (Pew Research Center, 2018), recent immigrants to the United States from the 
Dominican Republic or El Salvador may come to the United States for different reasons. 
Dominicans typically immigrate to the United States for financial reasons (i.e., oppor-
tunities for income) (Zong & Batalova, 2018). While Salvadorans also leave their home 
country due to economic circumstances, many are fleeing violence due to civil unrest 
and crime (Menjivar & Gomez Cervantes, 2018).

As will be described, few studies have examined the school readiness beliefs of Asian 
and Latino parents, and none of these have specifically examined Dominican or Salvadoran 
parents’ beliefs.



 Child & Youth Care Forum

1 3

Parents’ Beliefs About School Readiness Skills

Numerous studies, including large national samples (i.e., National Household Education 
Survey and the Early Childhood Longitudinal Study- Kindergarten and Birth Cohorts), 
have examined parents’ beliefs about school readiness skills, including beliefs of par-
ents from racial/ethnic minority backgrounds (Achhpal et  al., 2007; Barbarin et  al., 
2008; Belfield & Garcia, 2014; Cycyk & Hammer, 2020; Diamond et  al., 2000; Kim 
et  al., 2005; Peterson et  al., 2018; Piotrkowski et  al., 2000; Puccioni, 2015, 2018). In 
the majority of these studies, parents completed a Likert scale survey whereby they 
rated the importance of a select number of school readiness skills (Belfield & Garcia, 
2014; Diamond et al., 2000; Kim et al., 2005; Peterson et al., 2018; Piotrkowski et al., 
2000; Puccioni, 2015, 2018; for exceptions, see: Achhpal et al., 2007; Barbarin et al., 
2008; Cycyk & Hammer, 2020). Overall, parents reported that all of the presented skills 
were important, which may not be surprising given that parents may feel a pressure to 
indicate that all presented skills are valuable (i.e., social desirability bias). Academic 
(e.g., counting) and motor skills (e.g., uses pencils) were often rated as slightly lower in 
importance than language skills (e.g., communicates needs/wants), approaches to learn-
ing (e.g., curious), and social-emotional development (e.g., takes turns). While these 
studies serve as a strong basis of knowledge, the Likert scale methodology prohibits a 
deep understanding of parents’ school readiness beliefs. Furthermore, the majority of 
these studies only probed for a limited number of skills (6–7), although the Early Child-
hood Longitudinal Study-Birth Cohort and Piotrkowski and colleagues (2000) expanded 
the number of skills (15 and 21, respectively).

Latino and Asian Parents’ Beliefs

Several studies have specifically reported the school readiness beliefs of Latino and/or 
Asian parents (Achhpal et  al., 2007; Barbarin et  al., 2008; Diamond et  al, 2000; Kim 
et  al., 2005; Peterson et  al., 2018). However, only Cycyk and Hammer (2020) explic-
itly examined beliefs of immigrant parents, and few studies provided information on 
parents’ country/territory of origin. As such, the degree to which these findings can be 
generalized to beliefs of Chinese, Salvadoran, and Dominican immigrants is unknown. 
Prior to presenting school readiness belief findings, we begin with general information 
about Latino and Asian parents’ cultural and educational beliefs.

Latino Parents

Latino parents strongly value education and often come to the United States to pro-
vide their children with a better education (e.g., Cycyk & Hammer, 2020; Goldenberg 
et al., 2001; Reese, 2002). In general, Latino parents hold three inter-related core values 
that emphasize interdependence: familismo, respeto, and educación (e.g., Aldoney & 
Cabrera, 2016; Calzada, 2010). Familismo refers to loyal, close and harmonious family 
relationships. Respeto centers on creating social harmony through exhibiting prosocial 
behavior and obedience. Educación focuses on teaching children to be moral and well-
disciplined individuals. Latino parents believe these core values are the foundation to 
children’s academic success (e.g., Reese, 2002). Researchers have documented that pos-
itive relations exist among Latino parents’ educational aspirations, Latino adolescents 
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valuing of respeto and familismo, and adolescents’ effort in school, educational values, 
and educational achievement (Aretakis et al., 2015; Ceballo et al., 2014).

While many of the aforementioned school readiness belief studies included Latino par-
ents, only some studies separately report the beliefs of Latino preschool parents (Achhpal 
et al., 2007; Barbarin et al., 2008; Cycyk & Hammer, 2020; Diamond et al., 2000; Peter-
son et  al., 2018). Three of these studies used an interview methodology and found that 
social-emotional skills, language and literacy skills and basic academic skills were most 
often mentioned as important school readiness skills by Puerto Rican parents, (Achhpal 
et al., 2007), Mexican mothers (Cycyk & Hammer, 2020), and (country of origin unspeci-
fied) Latino parents (Barbarin et al., 2008). Mexican immigrant mothers of toddlers also 
noted the importance of self-care skills, such as independent dressing and toileting (Cycyk 
& Hammer, 2020), which is likely due to the younger age of children. Other skills, such 
as self-regulation, motor skills, and creativity, were less often mentioned as important. 
More advanced academic knowledge (e.g., rhyming, reading a few words) was indicated as 
important by only one percent of parents in Barbarin et al. (2008) and not noted by parents 
in Achhpal et al. (2007) or Cycyk and Hammer’s (2020) studies. Studies by Peterson et al. 
(2018) and Diamond et al. (2000) are less informative given the design; parents completed 
a Likert-scale to indicate the importance of six or seven skills, respectively, and Latino par-
ents reported all skills were important.

Asian Parents

Chinese American parents, and Asian American parents more generally, hold high edu-
cational expectations for their children’s schooling (e.g., Sy & Schulenberg, 2005; Yama-
moto & Holloway, 2010). Chinese parents’ views of the importance of education stem from 
Confucian beliefs that promote the importance of “gaining knowledge, internalizing social 
norms, being modest about success and ashamed of failure, displaying self-restraint and fil-
ial piety, and maintaining harmonious relationships with others” (Luo et al., 2013, p. 853). 
Chinese mothers attribute effort, motivation and persistence as critical in gaining knowl-
edge (Kinlaw et al., 2001; Luo et al., 2013).

Only three known studies provide information on Asian parents’ beliefs about school 
readiness, and none exclusively focused on parents of preschool children (Kim et  al., 
2005; Sy & Schulenberg, 2005; Zhang et  al., 2008). Additionally, Sy and Schulenberg 
only examined parents’ beliefs about three academic skills, so little can be drawn from 
this study about the scope of parents’ school readiness beliefs. Kim et al. (2005) analyzed 
the National Household Education Survey data and found that most Asian/Pacific Islander 
parents of children ages 3–8  years of age were likely to rate social skills and academic 
skills as fairly equal in importance. However, Zhang et al. (2008) found that 218 parents of 
kindergarteners living in China gave more importance to children’s confidence and interest 
in learning, with lesser importance given to academic skills. Note, however, it is unknown 
whether Chinese parents living in the United States share similar priorities.

Factors that May Influence School Readiness Beliefs

In addition to investigating immigrant parents’ school readiness beliefs, we sought to 
understand what parental factors may relate to these beliefs. Specifically, in alignment with 
our theoretical framework, we focused on (a) parent’s country of origin and acculturation 
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(i.e., identification with the culture of their home country and the United States), and (b) 
resources, namely highest level of parental educational attainment (in either their home 
country or in the United States) and household income.

Country of Origin and Acculturation

No known studies have examined how parents’ country of origin is related to school readi-
ness beliefs. However, research, which often compares the beliefs of parents of color and 
White parents, has found that parents’ race or ethnicity is associated with school readiness 
beliefs (Achhpal et al., 2007; Diamond et al., 2000; Kim et al., 2005; Puccioni, 2015, 2018; 
Sy & Schulenberg, 2005).

Because no known studies have examined the relation between parents’ school readi-
ness beliefs and acculturation, we draw on related studies about beliefs and practices of 
Latino parents of young children. In a study of Latino (primarily Mexican) parental school-
ing aspirations and expectations for their kindergarten children, Goldenberg and colleagues 
(2001) found no relation between beliefs and parents’ acculturation. Yet, several studies 
suggest an association between acculturation and other parental beliefs or practices (Rod-
ríguez & Olswang, 2003; Tamis-Lemonda et  al., 2013; Yamamoto & Holloway, 2010). 
Interestingly, Tamis-Lemonda et  al. (2013) found that the association between accul-
turation and parental practices differed depending on how acculturation was represented. 
Mothers who spoke English to their children, a proxy measure showing greater accultura-
tion to the United States, were more likely to teach advanced concepts to their preschool 
children compared to mothers who spoke Spanish. Yet, the number of years Latino immi-
grant parents had lived in the United States, another proxy measure, was not associated 
with parents’ teaching behaviors.

Education and Income

Studies have shown an inconsistent relation between parents’ educational attainment, 
household income, and school readiness beliefs. Kim et al. (2005) found that parents who 
placed less emphasis on academic skills compared to other school readiness skills had 
higher income and educational levels than parents who placed similar emphasis on aca-
demic and other school readiness skills. However, other studies found no relation between 
income, education, and school readiness beliefs (Barbarin et al., 2008; Piotrkowski et al., 
2000; Puccioni, 2015).

Study Purpose

The current mixed-methods study adds to the field’s understanding of school readiness 
beliefs in two important ways. First, to our knowledge, this study is the first to examine the 
school readiness beliefs of immigrant parents from different countries of origin. Second, 
this study contributes to a deeper understanding of parents’ school readiness beliefs. Stud-
ies have predominantly used Likert scales that allow parents, in theory, to indicate that 
all skills are equally important. In contrast, the current study used a Q-sort methodology, 
which tasked parents with prioritizing a broad array of school readiness skills on a contin-
uum of very to less important. Additionally, parents were interviewed to determine parents’ 
reasoning about the importance of skills, which no previous studies have done.



Child & Youth Care Forum 

1 3

Three research questions guided this study:

1. Which school readiness skills are prioritized by Chinese, Dominican, and Salvadoran 
immigrant parents?

2. If at all, to what degree are parents’ resources (i.e., income and education) and culture 
(i.e., country of origin and acculturation) related to their school readiness beliefs?

3. What reasoning do parents provide about why select school readiness skills are more or 
less important for children’s success in kindergarten?

The hypotheses for the two quantitative research questions (questions 1 and 2) are 
based on extant literature, albeit limited, of Latino and Asian parents. For our first research 
question, we hypothesized that parents would prioritize social-emotional skills and basic 
academic skills (e.g., knowing colors) over more advanced academic skills (e.g., read-
ing words). We hypothesized other skills, such as motor skills, would be less important 
than social-emotional skills and basic academic skills. For our second research question, 
we hypothesized that parents would prioritize different school readiness skills based on 
country of origin, acculturation, parental education, and household income. No research 
has examined parents’ reasoning about school readiness beliefs. Thus, the third qualitative 
research question is exploratory and inductively analyzed, and as such, no hypothesis was 
generated.

Method

Participants

Using purposive sampling, 63 parents of preschool children who identified as first or sec-
ond generation immigrants from China (n = 22), Dominican Republic (n = 19), or El Salva-
dor (n = 22) participated in this study. Only one parent in the family was interviewed; the 
mother was typically interviewed (n = 58), although five fathers were interviewed. Table 1 
reports the demographics of the full sample and for each of the three countries of origin.

On average, parents were approximately 35 years of age. Most (n = 54) were first gen-
eration immigrants who had resided in the United States for approximately 14 years. The 
majority of parents spoke both English and Chinese or Spanish with their children. There 
were no statistically significant group differences related to country of origin for (a) immi-
gration generation status and (b) language(s) used with their children.

Parents reported varying levels of education and annual income. Chinese parents had 
statistically significantly higher levels of education and income than Dominican or Sal-
vadoran parents. Parents reported strong enculturation to their home country and moder-
ate acculturation to the United States, which did not vary by country of origin. Aligning 
with extant research (e.g., Cuéllar et al., 1995), first generation immigrants were signifi-
cantly more highly enculturated to their country of origin than second generation immi-
grants (M = 99.89, SD = 13.57 versus M = 81.56, SD = 13.45; t (57) = 3.76, p > 0.001), 
whereas second generation immigrants were more highly acculturated to the United States 
than first generation immigrants (M = 95.33, SD = 20.43 versus M = 71.00, SD = 17.93; t 
(57) = 10.16, p > 0.01).

Children’s mean age was approximately 53 months (range: 36–59 months). No signif-
icant group differences emerged for child age. Although gender of children was equally 
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distributed for the full sample, Dominican mothers were more likely to have sons and Sal-
vadoran mothers were more likely to have daughters. Children, on average, had one older 
sibling (range 0–4) but only approximately one-quarter of the children had younger sib-
lings (range 0–2). Number of siblings did not differ by country of origin. Additionally, all 
children were enrolled in early care and education programs.

Procedures

Parents were recruited via local early childhood educational programs (e.g., Head Start) 
and community organizations (e.g., churches, weekend language/cultural schools, restau-
rants). Wechat (social media platform) was also used to recruit Chinese parents. Parents 
participated in two one-on-one sessions, approximately one week apart with a trained 
interviewer. Interviews were conducted in Mandarin, Spanish, or English, depending on 
the parents’ preference, with an interviewer fluent in that language. Parents completed 
the demographic questionnaire and acculturation measure during the first session and the 
Q-sort measure with follow-up interview during the second session. Interviews were audio 
recorded and transcribed. Interviews conducted in Mandarin or Spanish were then trans-
lated into English. English translations were then checked against the original Mandarin or 
Spanish transcription by a native Mandarin or Spanish speaker to determine accuracy.

Measures

The three measures used in the study were available in English, Spanish, and Mandarin. 
Consistent with recommended practices (Peña, 2007), all measures were translated and 
back translated by native speakers.

Demographics

We used an adapted version of the Center for Early Care and Education Research-Dual 
Language Learners (CECER-DLL) Child and Family Questionnaire developed by Hammer 
et al. (2020) The CECER-DLL is specific to Latino populations, so we modified question 
stems and responses to include options for our Chinese sample (e.g., China as country of 
origin, Mandarin as language spoken). The CECER-DLL is very lengthy, so we reduced 
the items to those that were pertinent to this study: parents’ and children’s age, generation 
status, length of time living in the United States, parents’ educational level, family income, 
languages spoken in the home, and number of siblings.

Acculturation

We adapted the Acculturation Measure for Mexican Americans-II (ARSMA- II; Cuél-
lar et  al., 1995) to be suitable for administration with Chinese, Dominican, and Salva-
doran parents. The ARSMA-II is comprised of two subscales—Mexican Orientation and 
Anglo Orientation—that tap three factors: (a) language, (b) ethnic identity, and (c) ethnic 
interactions. We created different versions for Chinese, Dominican, and Salvadoran par-
ents. Examples for language include “I enjoy speaking Spanish/Mandarin1” and “I enjoy 

1 The version for the Dominican and Salvadoran parents stated, “I enjoy speaking Spanish,” whereas the 
version for the Chinese parents stated, “I enjoy speaking Mandarin” and so forth for the other questions.
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watching television or movies in English.” Examples for ethnic identity include “I enjoy 
cooking Dominican/ Salvadoran/ Chinese food” and “I celebrate traditional American holi-
days.” Examples for ethnic interactions include “My friends are other Latinos or Hispanics/
Chinese” and “I associate and interact with Americans/Anglos.” Parents rated each item 
on a five-point scale, which depending on the question, ranged from either (a) not at all to 
all of the time or (b) none to all. Specifically, we treated acculturation as a bidimensional 
construct (Jones & Mortimer, 2014) where we computed a sum score for each of the sub-
scales, which we termed Enculturation to Country of Origin (25 items; potential range: 
25–125) and Acculturation to United States (23 items; potential range: 23–115). Internal 
consistency was strong as evidenced by Cronbach’s alpha scores of 0.90 for Enculturation 
to Country of Origin Subscale Items and 0.96 for Acculturation to United States Subscale 
Items.

School Readiness Skills

Parents completed a Q-sort task where they ranked 36 school readiness skills along a con-
tinuum of importance for being successful in kindergarten. These skills were developed 
based on the National Educational Goals Panel’s (1991) school readiness dimensions as 
well as empirical studies (Barbarin et al., 2008; Piotrkowski et al., 2000): (a) social-emo-
tional (6 items; e.g., gets along with others, takes turns), (b) academic (8 items; e.g., knows 
how to: count to 20, write name), (c) language (5 items; e.g., can communicate well in: 
Mandarin or Spanish, English; has good vocabulary), (d) approaches to learning (8 items; 
e.g., shows independence, eager to learn), (e) school-related behaviors (4 items; e.g., uses 
materials carefully, follows directions), and (f) motor/self-help skills (5 items; e.g., holds 
pencil to write, dresses independently). Parents were instructed to place nine skills into 
each of four categories in relation to children’s success in kindergarten: very important, 
important, somewhat important, and less important. During the interview, parents were 
only asked to provide a rationale for the 18 skills that they placed in the very important and 
less important categories in order to limit participant fatigue.

Analytical Approach

We conducted our analyses in three steps. First, we conducted a Q-Factor Analysis to cre-
ate Q-sort profiles to describe parents’ school readiness beliefs (McKeown & Thomas, 
1988). A principal component analysis (PCA) extraction with varimax rotation was 
selected for the Q-Factor Analysis. Components with loadings above 0.30 were retained 
and considered meaningful members of a particular profile (Tabachnick & Fidell, 2007). 
Second, we conducted logistic regression to predict Q-sort profile membership based on 
parental educational level, household income, country of origin, and acculturation. We ini-
tially included child age as a covariate since parents’ school readiness beliefs are related to 
child’s age (Belfield & Garcia, 2014; Piotrkowski et al., 2000). Child age was not signifi-
cant (p = 0.071), so we removed it from the model for parsimony. All quantitative analyses 
were conducted with IBM SPSS version 24.

Third, to deepen our understanding of the profiles, we used inductive coding to ana-
lyze parents’ open-ended responses about why select skills were prioritized as very or less 
important. The first author initially used in vivo coding to identify the reasons given for 
prioritizing each of the skills identified as strong indicators (see results) for profile mem-
bership (Saldaña, 2016). The third and fourth co-authors reviewed the in  vivo codes to 
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determine their representativeness. No changes in coding were noted. Next, the first and 
third authors separately analyzed the in vivo codes to develop emergent themes for each 
of the skills, and then these skill themes were further analyzed to develop broader themes 
(Saldaña, 2016; see Supplemental Table 1). At both theme development steps, discussions 
were held until consensus was reached.

Results

Prioritized Skills

To describe immigrant parents’ school readiness beliefs (research question 1), we con-
ducted Q-Factor Analysis to develop belief profiles. Data from 60 participants were 
included in the Q-Factor Analysis (data from 3 were missing). Eigenvalues and variance 
components for the potential factor solutions are presented in Table 2. Initially, eigenvalues 
for factor solutions up to 15 groups were above 1.0; however, adhering to Kaiser’s rule of 
accepting factor solutions based on this eigenvalue cut-off point often produces inaccurate, 
over-factored results (Costello & Osborne, 2005). Therefore, a parallel analysis was used to 
compare the observed eigenvalues to simulated eigenvalues from randomly generated data 
of the same sample size (Hayton et al., 2004; Horn, 1965). When the observed eigenvalue 
is greater than the simulated eigenvalue, a factor is typically retained as this indicates that 
this factor is functioning better than chance; the parallel analysis suggested retention of two 
groups.

When conducting a Q-Factor Analysis, it is important to consider interpretability of 
the factors alongside statistical criteria since smaller sample sizes in Q-sort studies may 
influence both the meaningfulness and statistical significance of the results (McKeown 
& Thomas, 1988). Therefore, the two-, three, and four-group solutions were compared 
descriptively. Based on interpretability of the groups, minimization of cross-loadings onto 
multiple groups, and group sizes, the two-group solution suggested by the parallel analysis 
was selected as the final solution.

In this solution, five participants failed to map significantly onto either group; there-
fore, the sample consisted of 55 parents for the final Q-Factor Analysis. A series of chi 
squared analyses and t-tests indicated that no statistically significant differences were 
found for any demographic variables between participants who significantly loaded onto 

Table 2  Eigenvalues and 
corresponding percentage of 
variance accounted for by each 
factor

Factor Eigenvalue % of Variance Cumulative %

1 17.44 29.07 29.07
2 6.34 10.57 39.64
3 3.60 6.00 45.64
4 3.52 5.86 51.50
5 3.02 5.03 56.53
6 2.80 4.66 61.19
7 2.56 4.27 65.46
8 2.33 3.88 69.34
9 1.96 3.27 72.61
10 1.88 3.13 75.74
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a profile versus those who did not, including country of origin (χ2 (2, N = 60) = 0.793, 
p = 0.673), immigrant generation status (χ2 (1, N = 60) = 0.720, p = 0.396), the number 
of years parents had lived in the United States (t (53) = -0.681, p = 0.499), language(s) 
spoken (χ2 (2, N = 60) = 0.720, p = 0.396), parent education (χ2 (6, N = 60) = 4.225, 
p = 0.646), parent income (χ2 (10, N = 60) = 6.68, p = 0.755), parent age (t (57) = 1.533, 
p = 0.131), child age (t (58) = 0.399, p = 0.322), child gender (χ2 (1, N = 60) = 0.496, 
p = 0.481), parent’s acculturation to the United States (t (57) =−0.771, p = 0.444), and 
parent’s enculturation with their home country (t (57) =−0.558, p = 0.552).

Twenty-seven parents had primary membership in profile 1 (n = 19 Chinese, 3 
Dominican, 5 Salvadoran), and 28 parents in profile 2 (n = 2 Chinese, 10 Dominican, 
16 Salvadoran). Thirteen parents had significant cross-loadings in both profiles, but the 
profile with the strongest loading was chosen as the final membership for each parent.

Next, the average centered Q-sort responses were examined to assign names to the 
profiles. Centered scores above + 1.00 or below −1.00 were considered strong positive 
or negative profile indictors; centered scores between an absolute value of 0.46–0.99 
were considered to be moderate indicators. Table 3 provides positive and negative indi-
cators for each profile. Based on these characteristics, profile 1 was named Learning-
Related Skills, and profile 2 was named Academic Orientation. Parents in the Learn-
ing-Related Skills profile generally prioritized social-emotional skills and approaches 
to learning as of higher importance and academic skills as of lesser importance. Parents 
in the Academic Orientation profile generally prioritized academic skills as of higher 
importance and did not have a clear pattern of skills that were of lesser importance. 
Parents’ academic priorities typically represented basic knowledge (e.g., knows shapes, 
knows colors) but parents also occasionally indicated the importance of advanced 
knowledge (e.g., can read a few words).

Factors Related to Belief Profiles

To determine which parent and child factors predicted school readiness beliefs (research 
question 2), a binary logistic regression analysis was conducted with profile mem-
bership as the dependent variable. The coefficients represent the odds of being in the 
Learning-Related Skills profile with Academic Orientation serving as the comparison 
profile. The independent variables were country of origin (with China serving as the 
comparison category), parent education, household income, enculturation to their coun-
try of origin, and acculturation to the United States. The model was statistically sig-
nificant, χ2(6) = 27.65, p < 0.001. The pseudo-R2 coefficients indicated that the model 
accounted for approximately half of the variance related to group membership (Cox and 
Snell R2 = 0.41; Nagelkerke R2 = 0.54).

As shown in Table  4, parent education level, household income, enculturation to 
country of origin, and acculturation to the United States were not significant predictors 
of profile membership. Country of origin was statistically significant when comparing 
those from the Dominican Republic (B = −3.34, SE = 1.30, p < 0.05) and El Salvador 
(B = −3.82, SE = 1.16, p < 0.01) with those from China. The odds ratios indicated that 
being from the Dominican Republic and El Salvador was associated with a 96.5% and 
97.8%, respectively, decrease in the odds of being in the Learning-Related Skills profile 
compared to being from China, while controlling for the other variables.
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Reasoning

For each skill that was noted as a strong positive or negative indicator in the belief pro-
files (see Table 3), we qualitatively analyzed the reasons that parents provided for why 
these skills were endorsed as very or less important (research question 3). Overall, six 
themes emerged from parents’ reasons. Although parents in the two profiles prioritized 
different skills, their reasoning about why specific skills were more or less important 
was often similar. The majority of themes captured reasoning of both profiles of parents 
and are organized according to level of importance.

Table 3  Indicators defining group characteristics

Group 1: Learning-Related Skills Group 2: Academic Orientation

Strong Positive Indicators
Uses good manners Knows the names of colors
Shows respect for others Shows respect for others
Eager to learn Knows how to write his/her name
Can express his/her wants or needs in words Communicates well in English
Perseveres in tasks Holds pencil to write
Gets along with others
Is self-confident
Moderate Positive Indicators
Shows independence Knows how to count to 20
Imaginative or creative Has a good vocabulary
Takes turns Knows the names of shapes
Follows directions Follows directions
Is curious Is self-confident
Willing to be corrected Knows how to read a few words

Knows the names and sounds of letters
Uses good manners

Moderate Negative Indicators
Knows the names of sounds of letters Willing to be corrected
Jumps, Kicks, throws Completes tasks on time
Has a good vocabulary Dresses independently
Stacks blocks Perseveres in tasks
Uses materials carefully
Strong Negative Indicators
Uses scissors Jumps, Kicks, throws
Knows the names of colors Uses scissors
Knows how to count to 20 Stacks blocks
Knows the names of shapes Can recognize patterns
Knows how to write his/her name Is curious
Holds pencil to write Can rhyme words
Can rhyme words Uses materials carefully
Knows how to read a few words Sits still
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Themes for Very Important Skills

Three themes emerged for why parents found select skills to be very important.

Socially‑Oriented Skills are Important in Society, the Classroom, and for the Individual 
(Primarily Learning‑Related Skills Profile)

Parents in both profiles, particularly in the Learning-Related Skills, described how specific 
socially-oriented skills were important for functioning in broader society, being a mem-
ber of the classroom community, and meeting individual needs. Specifically, parents in 
both profiles described how shows respect is helpful in society, classrooms, and individu-
ally, while parents in the Learning-Related Skills profile also described the importance of 
gets along with others, uses good manners, and expresses wants/needs. We use the term 
socially-oriented skills because the skills relate to social interactions with others.

Showing Respect Parents in both profiles communicated that showing respect is important 
in broader society and has long-term implications. For instance, a Chinese parent in the 
Learning-Related Skills profile said, “You will have to be in touch with other people in 
society, so showing respect for others is important.” A Dominican parent stated that showing 
respect “will help her for the rest of her life.”

Parents also described how showing respect is important in a classroom commu-
nity since these skills are necessary to develop relationships with peers and teachers. For 
instance, a Dominican mother in the Learning-Related Skills profile indicated that showing 
respect is important to develop a supportive teacher-student relationship: “If a kid doesn’t 
respect the teacher, I’m not saying that they publicly will not show respect for your kid, 
but you’ll just be another piece of the furniture in the classroom.” Further, parents in both 
profiles described how showing respect is beneficial for the individual child. For example, 
a Dominican mother in the Academic Orientation profile described how showing respect to 
others leads to being treated more kindly: “It just adds more value to him.”

Other Socially‑Oriented Skills Parents in the Learning-Related Skills profile also talked 
about the importance of getting along with others, using good manners, and express-

Table 4  Results of the logistic regression analysis predicting group membership

B S.E Wald df p-value Odds Ratio 95% C.I.for 
Odds Ratio

Lower Upper

Constant −.314 4.092 .006 1 .939 .731
Dominican Republic −3.341 1.301 6.593 1 .010 .035 .003 .453
El Salvador −3.815 1.161 10.791 1 .001 .022 −3.815 1.161
Family Income Level .079 .174 .209 1 .647 1.083 .770 1.522
Parent Education Level −.145 .316 .210 1 .647 .865 .466 1.607
Enculturation to Country of Origin .026 .031 .684 1 .408 1.026 .966 1.090
Acculturation to U.S .005 .025 .038 1 .846 1.005 .956 1.056
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ing wants/needs at the society, classroom, and individual levels. As an example at the 
societal level, a Salvadoran parent described how using good manners is important in all 
societal contexts and at all ages: “Who doesn’t want a child that says please and thank 
you and knows exactly how to say sir or ma’am. It’s correct to become a positive member 
of the society.” In regard to classroom impact, a Chinese mother stated how getting along 
with others is a critical skill in a classroom environment, which in turn influences the 
child’s attitude about school: “Because you spend majority of the day at school, need to 
get along with classmates very well, then you would find it interesting to stay.” Parents 
in the Learning-Related Skills profile also communicated how socially-oriented skills 
are related to favorable individual learning and affective outcomes for their children. For 
instance, a Dominican mother described how using good manners leads to additional 
learning opportunities: “I think using good manners is a good gateway to being able to 
talk to other people. So if they can easily talk to other people, then they have a better 
opportunity to be able to interact and receive knowledge.” A Chinese mother described 
how children who can’t get along with others may end up isolating themselves and feel-
ing sad.

Children Need Positive Approaches to Learning Because Learning Isn’t Easy 
(Learning‑Related Skills Profile)

The majority of parents in the Learning-Related Skills profile indicated that three learn-
ing approaches, namely eager to learn, perseveres in tasks, and self-confidence, were very 
important school readiness skills. Parents described how being eager to learn is impor-
tant for learning new things and for new possibilities. For example, one Salvadoran mother 
stated, “If you’re eager to learn that means you’re open to new things. So even though you 
might not know all the shapes or all the numbers, if you’re eager to learn, that’s something 
that’s teachable.” Parents also articulated how persevering and self-confidence helps chil-
dren overcome challenges. For instance, a Chinese mother reasoned about self-confidence: 
“If she is not self-confident and lacks a sense of safety, she won’t be willing to do it or try. 
If you don’t try, you will never know the possibility. You need to keep trying. You will 
never make it if you are not self-confident.”

Communication is Foundational (Primarily Academic Orientation Profile)

The ability to communicate is a commonality of why parents in the Academic Orienta-
tion profile prioritized several school readiness skills: communicating in English, knowing 
colors, name-writing, and holding a pencil. The most apparent communication skill cen-
tered around children needing to know English to communicate. Although the vast majority 
of parents in the Academic Orientation profile spoke primarily Spanish in the home, par-
ents expressed that English is the language of classrooms and broader society. For instance, 
a Salvadoran mother described the importance of English in the classroom: “It may be 
that I find a kindergarten where someone speaks Spanish but that’s not guaranteed. What 
will be guaranteed is that all the teachers speak English and she needs to understand the 
language.” A Dominican mother also believed that “English is the language that will open 
many doors for him.” Immigrant parents were cognizant that their children who are living 
in the United States will need to use the English language in their schooling and that know-
ing English will offer them future opportunities.
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Parents in the Academic Orientation profile indicated that knowing colors and name-
writing represent functional communication skills that allow children to participate in 
activities. Knowing colors is important to be able to describe or distinguish objects, which 
may be needed to follow directions or accomplish learning tasks. Parents indicated that 
name-writing is a first step in written communication as well as allows the child to under-
stand his/her place in the classroom. A Salvadoran mother shared, “When he sees a paper 
so he can say I did this and write his name, or when he sits down in a chair, for example, 
in kindergarten they put their name on the desk and know how to recognizing where is his 
seat.”

Themes for Less Important Skills

Three themes emerged for why parents found select skills to be less important.

Timing Matters (Both Profiles)

Parents in both profiles expressed that timing is a critical reason why select skills are 
deemed less important for school success because the child either already possessed the 
skill or would be learning the skill in kindergarten or later. Parents in the Academic Ori-
entation profile prioritized two motor skills—stacks blocks and jumps, kicks, throws—as 
less important and commonly indicated that their children had already mastered these 
skills. Parents in both profiles also regularly noted that their children already knew how to 
use scissors. For parents in the Learning-Related Skills profile, there was a roughly even 
break-down in regard to whether the child would learn academic and motor skills that were 
deemed less important later or had already mastered the skill. These skills included know-
ing colors and shapes, counting to 20, and holding a pencil. For more difficult linguistic 
and cognitive skills that were deemed less important, namely rhyming (both profiles), read-
ing a few words (Learning-Related Skills profile), and finding patterns (Academic Orien-
tation profile), parents most commonly indicated that children would learn these skills in 
formal schooling.

Skills are Negatively Perceived (Both Profiles)

Parents perceived some skills negatively, including being potentially dangerous. For 
instance, parents in both profiles regularly cited safety concerns with young children using 
scissors. Jumps, kicks, throws was a strong negative indicator for parents in the Academic 
Orientation profile. The most common reason was that this skill is indicative of challeng-
ing behavior. For example, a Salvadoran mother stated “That is a little like making a tan-
trum. That isn’t important or good.” Although not a common response, one Salvadoran 
parent in the Academic Orientation profile also commented that too much curiosity could 
lead children into trouble.

Parents’ also discussed how some skills were not critical for school success. This was 
a common response for using scissors (both profiles), stacking blocks and jumping, etc. 
(Academic Orientation profile), and knowing shapes (Learning-Related Skills profile). For 
instance, one Chinese mother stated “I think using scissors is a very practical skill, which I 
think I don’t need to put much effort into practical skills.”
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Skills are Inherent to Children (Academic Orientation Profile)

For two skills, namely being curious and sitting still, parents in the Academic Orientation 
profile commonly expressed they were less important because these were related to inher-
ent traits of children. For instance, a Dominican mother commented on how sitting still is 
an unrealistic expectation for children: “Because they are children. The children have to 
move a lot. I say that if he is still, he is sick.”

Discussion

This study extends previous research on parents’ school readiness beliefs, a critical ele-
ment in a child’s microsystem, in two ways. First, the study focuses on parents who are 
immigrants, which is a population that has been underrepresented in extant literature, and 
furthermore examines the variation in beliefs of parents from three different countries of 
origin. Second, the Q-sort methodology provided a rich accounting of parents’ beliefs 
by documenting how and why parents prioritized certain school readiness skills. Prior 
research has often used Likert-scale measures where parents indicated that a variety of 
skills are of roughly equal importance (e.g., Diamond et al., 2000; Puccioni, 2015).

Our study hypotheses were partially supported. In regard to our first hypothesis about 
which school readiness beliefs were prioritized, parents placed high priority on social-emo-
tional skills (Learning-Related Skills profile) and basic academic skills (Academic Orien-
tation), which was consistent with our hypothesis; however, inconsistent with our hypoth-
esis, parents in the Learning-Related Skills profile also prioritized approaches to learning. 
Our second hypothesis for the factors that predicted parents’ beliefs was only minimally 
supported. Grounded in Yoshikawa and Kalil’s (2011) conceptual model, we expected that 
culture (i.e., country of origin and acculturation) and resources (i.e., education and income) 
would be associated with immigrant parents’ school readiness beliefs. However, only coun-
try of origin significantly predicted profile membership.

Parents in the Learning-Related Skills profile were more likely to be Chinese immi-
grants, whereas parents in the Academic Orientation were more likely to be Dominican 
and Salvadoran immigrants. However, it is important to note that country of origin was 
related to parent’s education and household income. As found in national demographic 
trends (Pew Research Center, 2018), our sample of Chinese parents was more educated 
and had higher income than our Dominican or Salvadoran parents. Thus, parents’ resources 
(i.e., income and education) may not have emerged as significant predictors due to their 
shared variance with country of origin.

Salvadoran and Dominican parents strongly prioritized shows respect, which is a key 
cultural value (e.g., Aldoney & Cabrera, 2016). However, Salvadoran and Dominican par-
ents did not prioritize other social-emotional skills to the same degree as basic academic 
skills, such as knowing colors, shapes, names and sounds of letters, and counting to 20. 
Latino parents strongly value educational achievement as the vehicle for their children’s 
success (e.g., Cycyk & Hammer, 2020; Reese et al., 2002), and they likely see these basic 
academic skills as foundational. These findings align with that of Barbarin et  al. (2008) 
and Piotrkowski et al. (2000) who found that Latino parents often reported basic academic 
knowledge was very important to school readiness. Further, the Dominican and Salvadoran 
parents were primarily low-SES, and Kim et al. (2005) found that low-SES parents were 



 Child & Youth Care Forum

1 3

more likely to prioritize academic skills compared to higher SES parents. Piotrkowski and 
colleagues (2000) posit that low-income parents may prioritize academic skills because of 
fear that their children may not receive adequate instruction in local schools and as such, 
they must prepare children to master these “concrete skills to help children adjust quickly 
and successfully to classroom demands” (p. 554). As such, this concern about school qual-
ity may be a potential reason why parents viewed basic academic skills as very important, 
although it is important to note that this conjecture was not directly supported by parents’ 
open-ended responses.

It may be somewhat surprising that Salvadoran and Dominican parents did not prioritize 
more social-emotional skills given that research has shown that Latino parents strongly 
value social-emotional skills as important school readiness skills (Achhpal et  al., 2007; 
Barbarin et al., 2008; Cycyk & Hammer, 2020). The qualitative data potentially provide 
several interpretations. First, the timing of skills was critically important to parents. That 
is, parents considered whether a child already had the skill or were likely to learn that skill 
in kindergarten. Given that social-emotional skills are deeply engrained in parents’ cul-
tural values of familismo, respeto, and educación, parents may feel that children already 
have these skills and thus were less likely to prioritize them in relation to academic skills. 
Indeed, some research shows that young Latino children perform better on social emotional 
skills than their White peers (Galindo & Fuller, 2010). Second, Dominican and Salvadoran 
parents’ reasoning sheds some light on how parents see skills intersecting. Parents in the 
Academic Orientation profile described how children’s skills, such as holding a pencil and 
communicating in English, are necessary to be a full academic and social member of class-
room life.

Chinese parents typically prioritized social-emotional skills and approaches to learning 
as more important, whereas academic skills were less important. This finding aligns with 
work that shows that Chinese parents place equal or stronger emphasis on social-emotional 
skills, confidence, and motivation compared to academic skills (Kim et al., 2005; Okagi 
& Sternberg, 1993; Zhang et  al., 2008). Additionally, Kim et  al. (2005) also found that 
higher-income parents, which characterized our Chinese sample, were less likely to prior-
itize academic skills. Open-ended responses revealed that Chinese parents emphasized the 
importance of learning-related skills in society, the classroom, and individually and rooted 
their beliefs in the context of Confucian ideas of learning knowledge and social norms 
as well as maintaining harmonious relationships. For instance, similar to findings in Luo 
et al. (2013), parents in our study discussed how children’s approaches to learning would 
allow them the fortitude to overcome learning challenges in order to gain knowledge. Thus, 
Chinese parents were likely viewing social-emotional skills and approaches to learning as 
foundational to academic success.

Importantly, some similarities in skill priorities and reasoning between the profiles 
also emerged. Both profiles prioritized showing respect for others as highly important and 
motor skills as of lesser importance (with exception of holding pencil to write which was 
very important to the Academic Orientation group), with very similar reasoning about the 
relative importance of the skills. Other studies have shown the high value that parents place 
on showing respect (Achhpal et al., 2007; Cycyk & Hammer, 2020). In the current study, 
parents in both profiles explained that showing respect is critical to engaging in general 
society, being a member of the classroom community (which requires children to take 
turns and share), and being a happy individual.

The finding that parents viewed motor skills as of lesser importance than other skills, 
such as academic or social-emotional skills, also aligns with results from previous stud-
ies (Barbarin et al., 2008; Kim et al., 2005; Piotrkowski et al., 2000). In fact, Barbarin and 
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colleagues (2008) found that less than five percent of parents mentioned motor skills as 
important school readiness skills. In the current study, parents explained that motor skills 
were of lesser importance because they were skills that could be learned in kindergarten 
(or later schooling) or they were skills that the child already mastered.

Limitations and Future Directions

Several limitations require mention which have important implications for future research. 
Our sample was constrained in important ways. First, characteristics of our sample limit 
generalizability. Parents’ income and education were not equivalent across the three coun-
try of origin groups. As was expected from national trends, Chinese parents had signifi-
cantly higher levels of education and income than the Dominican and Salvadoran par-
ents. Studies have found inconsistent relations between SES and parents’ school readiness 
beliefs (Barbarin et al., 2008; Puccioni, 2015). Future research should further explore this 
relation with parents who are immigrants by recruiting different immigrant groups of both 
higher and lower SES to examine similarities and differences across countries of origin 
as well as SES. Also, our sample was comprised primarily of first generation immigrants. 
Given this as well as our somewhat small sample size overall, we were not able to explic-
itly examine differences in beliefs related to generational status. Note we did investigate the 
relation between beliefs and acculturation, which was significantly associated with genera-
tion status, and found no significant relation. Future research should explore variability of 
beliefs of first and later generation immigrants by considering factors beyond acculturation, 
such as experiences with U.S. schools. Additionally, all parents had children enrolled in 
prekindergarten programs, so we cannot generalize our findings to parents who may not 
enroll their children in early education programs. Children’s attendance in early childhood 
education is associated with immigrant parents’ practices (Ansari & Crosnoe, 2015; Belf-
ield & Garcia, 2014). Future research should include parents whose children do not attend 
early childhood programs.

Second, several measurement issues present limitations. The acculturation measure 
used in the study (i.e., ARSMA-II) has not been validated for individuals from Salvadoran, 
Dominican, or Chinese backgrounds. Additionally, we did not collect data on numerous 
experiences or contexts that are highlighted as critical to the development of immigrant 
children based on the model by Yoshikawa and Kalil (2011). For instance, future research 
could elucidate first generation immigrant parents’ personal schooling experiences in their 
home country and how those experiences intersect with their children’s experiences in 
school in the United States to influence parents’ school readiness beliefs. Last, because 
we did not collect data on children’s skills, we were not able to examine the association 
between parents’ beliefs and children’s skills. Parental beliefs have been shown to be 
related to children’s skill development with diverse samples (e.g., Barbarin et  al., 2008; 
Puccioni, 2015), and future research should extend this investigation to immigrant families.

Implications for Practice

A critical element of culturally-responsive practice is for teachers to understand and value 
parents’ beliefs and practices (e.g., Gay, 2002). When children sense an alignment between 
their home and school contexts, they feel welcomed in the classroom. Early childhood 



 Child & Youth Care Forum

1 3

teachers should take time to engage parents in talking about which skills parents think are 
important as well as when they believe children should acquire these skills. Teachers can 
explicitly incorporate those beliefs into their practices, such as talking with children about 
the varying cultural ways that respect to adults and peers can be shown. They can also 
better understand what skills parents place more in the realm of the school’s, versus the 
home’s, authority. For instance, in the current study, parents expressed that some skills, 
such as finding patterns and rhyming, were skills that children would learn in school. These 
discoveries can lead to rich conversations about school- family partnerships. Teachers can 
speak with parents about why some school readiness skills are important for children’s 
later academic success and how these skills are developed, including how parents can teach 
or reinforce these skills in the home context.

Conclusion

This mixed-methods study revealed patterns of school readiness beliefs of parents who 
are immigrants. Two distinct belief profiles emerged that was related to parents’ country 
of origin. Interestingly, parents’ reasoning was fairly similar across the profiles, particu-
larly for the lesser important skills, and revealed that reasons often went below the surface. 
For example, academic skills were described as foundational for participating in the life 
of the classroom rather than simply facts to know. The articulation of why parents prior-
itize school readiness skills is particularly useful for educators to consider as they develop 
family-school partnerships.
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