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Overview
Individual and family-level factors are linked to the healthy 
development of Hispanica children.11-14 At the individual level, children 
who succeed academically and have strong interpersonal skills tend 
to fare well across the course of their lives.1,9,10 Importantly, these 
successes and skills are shaped by the family or home environments 
in which children grow up—both by family resources (e.g., family 
structure and parental education)2,16,19 and by engagement in 
cognitively stimulating activities (e.g., reading, counting games)15-18. It 
is often challenging to disentangle individual from family-level factors, 
but examining both simultaneously can help stakeholders—including 
teachers, policymakers, and parents—determine how to strategically 
allocate often limited resources aimed at supporting Hispanic children 
and families.

This brief used the Early Childhood Longitudinal Study-Kindergarten 
Class of 2010–2011 (ECLS-K: 2011) to describe the academic 
achievement, social skills, and family environment of low-incomeb 
Hispanic children from kindergarten through third grade, as compared 
to their white and black peers. Specifically, this brief addresses the 
following questions: 

• How do low-income Hispanic children’s academic and social skills 
from kindergarten entry through third grade compare to those of 
their non-Hispanic white and black peers? 

• How do low-income Latino children’s family resources (i.e., family 
structure, parental education) and engagement in cognitively 
stimulating activities (e.g., reading, counting games) compare to 
those of their white and black peers?

a In this brief, we use the terms Hispanic and Latino interchangeably.
b  Families with incomes at or below 200 percent of Federal Poverty Line. For more information, see
https://aspe.hhs.gov/poverty-guidelines.

Why research on low-income Hispanic 
children and families matters
Hispanic or Latino children currently make up roughly 1 
in 4 of all children in the United States,a and by 2050 are 
projected to make up 1 in 3, similar to the number of white 
children.b Given this increase, how Hispanic children fare 
will have a profound impact on the social and economic 
well-being of the country as a whole.

Notably, though, 5.7 million Hispanic children, or one third 
of all Hispanic children in the United States, are in poverty, 
more than in any other racial/ethnic group.c Nearly two 
thirds of Hispanic children live in low-income families, 
defined as having incomes of less than two times the 
federal poverty level.d Despite their high levels of economic 
need, Hispanics, particularly those in immigrant families, 
have lower rates of participation in many government 
support programs when compared with other racial/
ethnic minority groups.e-g High-quality, research-based 
information on the characteristics, experiences, and 
diversity of Hispanic children and families is needed to 
inform programs and policies supporting the sizable 
population of low-income Hispanic families and children.

a  Federal Interagency Forum on Child and Family Statistics. (2017). America’s 
children: Key national indicators of well-being, 2017, Table POP3. Washington, 
D.C.: Government Printing Office. Retrieved from http://www.childstats.gov/
americaschildren/tables.asp 
b  Ibid.
 c DeNavas-Walt, C., & Proctor, B.D. (2015). Income and Poverty in the United States: 
2014, Table B-2, Current Population Reports, P60-252. Washington, D.C.: U.S. 
Department of Commerce, U.S. Census Bureau. Retrieved from http://www.census.
gov/content/dam/Census/library/publications/2015/demo/p60-252.pdf#TableB-2
d Lopez, M. H., & Velasco, G. (2011). Childhood poverty among Hispanics sets record, 
leads nation. Washington, D.C.: Pew Research Hispanic Center. Retrieved from http://
www.pewhispanic.org/2011/09/28/childhood-poverty-among-hispanics-sets-
record-leads-nation/ 
e  Williams, S. (2013). Public assistance participation among U.S. children in poverty, 
2010. Bowling Green, Ohio: National Center for Family & Marriage Research. 
Retrieved from http://www.bgsu.edu/content/dam/BGSU/college-of-arts-and-
sciences/NCFMR/documents/FP/FP-13-02.pdf 
f  Lichter, D., Sanders, S., & Johnson, K. (2015). Behind at the starting line: Poverty 
among Hispanic infants. Durham, NH: University of New Hampshire, Carsey 
School of Public Policy. Retrieved from http://scholars.unh.edu/cgi/viewcontent.
cgi?article=1250&context=carsey 
g  Child Trends Databank. (2014). Health care coverage. Bethesda, MD: Child Trends. 
Retrieved from http://www.childtrends.org/?indicators=health-care-coverage 
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Key Findings
Academic skills
• Differences in low-income white, black, and Hispanic 

children’s reading and math skills were present at the 
start of kindergarten. Specifically, Hispanic children 
scored below their white and black peers in reading, 
and below their white peers (but equal to their black 
peers) in math.

• Although all groups experienced gains in academic 
skills over time, group differences persisted through 
the end of third grade—the end of the study period. 
Specifically, low-income Latino children consistently 
performed below their white peers in reading and 
math, but similar to or better than their black peers.  

Social skills
• Teachers consistently rated low-income Latino 

children’s interpersonal skills as being on par with 
those of their white peers and equal to or greater than 
those of their black peers.

• Teachers also reported that low-income Hispanic 
children had the same or fewer behavioral problems 
than their white peers and fewer problems than their 
black peers.c

Home environments
• Low-income Hispanic children had parents with 

lower levels of education than their white and black 
counterparts. 

• Their parents also engaged in cognitively stimulating 
activities less frequently than the parents of their white 
and black peers.

• However, low-income Latino children were more likely to 
live with both biological parents than were their peers. 

Background
Academic performance in early elementary school is 
strongly connected to future academic success,1 but large 
and persistent gaps in reading and math achievement 
between white and racial/ethnic minority children are 
well-documented. 2-6 In 2015, the National Assessment of 
Educational Progress (NAEP), also known as the Nation’s 
Report Card, reported that Hispanic and black fourth 
graders were scoring behind their white peers in math by 
18 and 24 points, respectively, and in reading by 24 and 

c  Teacher reports are subjective and may be subject to bias. See section on limitations.

26 points, respectively.7,8 However, most research on the 
academic differences between Hispanic and white children 
in the early years—from kindergarten to third grade—
fails to account for the fact that Latino children are more 
likely to live in economically disadvantaged households 
than white children. Focusing specifically on low-income 
children allows us to better avoid this challenge.

Children’s social skills—including interpersonal skills and 
externalizing behavior problems—are as important as 
their academic skills. Children with better social skills have 
better long-term outcomes, including higher educational 
attainment and earnings, than children with poorer social 
skills.9,10 On average, Latino children’s social skills are equal 
to those of their peers.2,11-14 Still, how these skills develop 
over time is not well understood. 

Multiple studies have shown that important contributors 
to children’s academic and social skills include children’s 
home environments—specifically, home resources and 
parental cognitive stimulation during early childhood.2,15-18 
Home resources include parental education and family 
structure (e.g., whether children live with both parents or 
only one). Parental cognitive stimulation at home includes 
literacy- and numeracy-supporting activities between 
parents and children (e.g., reading books, telling stories, 
singing songs, counting, playing games, or doing puzzles) 
that promote the development of both cognitive and 
social skills. Compared to their peers, Hispanic children 
are more likely to be reared in homes with parents who 
have completed fewer years of formal education, and are 
less likely to be exposed to frequent parental cognitive 
stimulation.19 However, they are also more likely to live in 
two-parent families that are relatively high-functioning 
(e.g., less marital conflict than other groups report).20-22 
It is thus unsurprising that, although Latino children’s 
cognitive skills often lag behind their peers, their social 
skills are, on average, equal to or better than their 
peers’.19 The question that remains is how the relative 
advantages and disadvantages of low-income Hispanic 
children’s experiences in their early years (infancy to pre-
kindergarten) play out in terms of their academic and 
social skills as they move into the early formal schooling 
years (kindergarten to third grade).
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Data Source and Methodology  
Data. This brief used data from the ECLS-K: 2011, a large, nationally representative study of children who attended 
kindergarten in 2010 (N≈18,170).a Data were collected from direct child assessments and parent and teacher surveys from 
the fall of kindergarten through fifth grade. The current study includes data on low-income children from the fall and spring 
of kindergarten, and from the spring of first, second, and third grades.b Low-income is defined as a household income at or 
below 200 percent of the federal poverty level ($24,600 for a family of four in 2017, measured at the fall-kindergarten wave 
[N≈6,460]).

Analytic Sample. To ensure that the analytic sample was representative of all children entering kindergarten in 2010, 
children who were repeating kindergarten in the first wave (fall of 2010; N≈380) were excluded.c This sample was further 
limited to low-income children who had completed either child assessments of reading or math at each time point, and 
for whom teacher reports of interpersonal skills and externalizing behavior problems were available at each time point 
(N≈2,290).d,e The sample was approximately 41 percent white, 39 percent Hispanic, and 20 percent black. All analyses are 
weighted to account for the study’s complex design and to adjust for differential selection probabilities at each wave, 
for differential response, and over time attrition. The application of weights allows for estimates to be representative of 
children entering kindergarten for the first time in fall 2010 and who attended first, second, and third grades in the three 
subsequent school years.f 

Measures. Children’s developmental outcomes in four domains were assessed from two different sources: direct child 
assessments of math and reading,g and teacher reports of children’s interpersonal skills and externalizing behavior problems.h 
Parenting behaviors—including frequency of reading and cognitive stimulation in the home—and demographic information 
were reported by parents at the beginning of kindergarten and, when available, at the end of first, second, and third grades. 
Our measure of cognitive stimulation (available only at the kindergarten waves) was an average of the frequency with which 
parents (mostly mothers) reported that someone in the family did the following eight things with their children: read books; 
tell stories; sing songs; do arts and crafts; play games or do puzzles; talk about nature or do science projects; build things; and 
practice reading, writing, or working with numbers. 

Analyses. This brief noted significant group differences (at the p<0.05 level) between low-income Hispanic children and 
their low-income white and black peers. For ease of interpretation and consistent with past work, each  additional point 
on the math and reading scales can be considered equivalent to about 2 weeks of learning, on average.i,j Note that this is 
an average approximation and therefore does not signify the rate of learning for every child. For social skills scores, effect 
size differences were computed and the magnitude of effect sizes was determined using Cohen’s (1988) conventions for 
small (less than .2), medium (.2 to .5), and large (greater than .5) effects.k

a  Ns are rounded to the nearest 10 per NCES data restriction regulations.
b Assessment data from fall of first and second grades were not included because only a subsample of children were assessed at those times; children were not assessed in 

the fall of third grade.
c  The first, second, and third grade samples included some children who either repeated a grade or were promoted to the next grade ahead of schedule (e.g., first-time 

kindergartners in 2010 who repeated or skipped a subsequent grade; N≈100–150); thus, these are the grade levels for the large majority (but not all) of the children in the 
sample.

d We chose to restrict our sample in this way to ensure comparison of the same children over time. However, this decision restricted the sample size, as nonrespondents at any 
given wave were not included. Although the use of NCES weights account for nonresponse over time, we also performed sensitivity analyses in which all children who had 
math and reading or interpersonal skills and externalizing behavior problems scores at any time point were retained, such that the makeup of each race/ethnicity sample 
varied slightly over time. This involved use of cross-sectional weights at each time point that accounted for differential nonresponse at that time point only (rather than over 
all the examined time points). These analyses were remarkably similar to those presented here, with only minor differences. Specifically, in the sensitivity analyses, Hispanic 
children scored lower than black children in math in the fall of kindergarten (rather than equal to them) and lower than Black children in the spring of kindergarten in 
reading (rather than equal to them). Latino children were reported to have fewer externalizing behavior problems than white children in the fall and spring of kindergarten 
(rather than having equal scores). Overall, the pattern of results was no different in these sensitivity checks. 

e We chose to use teacher reports (rather than parent reports) of interpersonal skills and externalizing behavior problems because they are often considered more objective 
than parent reports, and because parents were not asked to rate children’s social skills in the second or third grade waves.

f Tourangeau, K., Nord, C., Wallner-Allen, K., Vanden-Kiernan, N., Blaker, L., & Najarian, M. (2016). Early Childhood Longitudinal Study, Kindergarten Class of 2010-11 (ECLS-K: 2011) 
user’s manual for the ECLS-K: 2011 Kindergarten-Third Grade data file and electronic codebook, restricted version (NCES 2016-092). Washington, DC: National Center for Education 
Statistics. Retrieved from https://nces.ed.gov/pubs2015/2015078.pdf

g We use item-response-theory-based overall scale score for both math and reading. This score is an estimate of the number of items a child would have answered correctly in 
each data collection round if he or she had been administered all questions for that domain.

h NCES adopted these scales from the Social Skills Rating System (SSRS) developed by Gresham and Elliott (1990).24 Individual items from these scales are not available due to 
copyright restrictions. 

i Murphey, D., Madill, R., & Guzman, L. (2017). Making math count more for young Latino children. Bethesda, MD: Child Trends. Retrieved from https://childtrends-ciw49tixgw5l-
bab.stackpathdns.com/wp-content/uploads/2017/02/Early-Math-Report-2.8.pdf

j Sigle-Rushton, W., & McLanahan, S. (2004). Father absence and child wellbeing: A critical review. New York, NY: Russell Sage Foundation.  
k Cohen, J. (1988). Statistical power analysis for the behavioral sciences. Hillsdale, NJ: Erlbaum.  

https://nces.ed.gov/pubs2015/2015078.pdf
https://childtrends-ciw49tixgw5lbab.stackpathdns.com/wp-content/uploads/2017/02/Early-Math-Report-2.8.pdf
https://childtrends-ciw49tixgw5lbab.stackpathdns.com/wp-content/uploads/2017/02/Early-Math-Report-2.8.pdf
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Findings
Academic skills

Reading. As shown in Figure 1, low-income Hispanic 
children scored significantly lower on measures of reading 
skills than their white peers, from the fall of kindergarten 
through third grade. These differences represent about 
8 to 14 weeks of learning for the typical child for reading 
(4.10–6.94 points). In contrast, low-income Latino children 
lagged behind their black peers in reading at the start of 
kindergarten—a difference roughly equivalent to 5 weeks 
of learning (2.43 points), but quickly caught up by the end 
of kindergarten. 

Figure 1. Low-income Hispanic Children Score Behind 
White Peers in Reading from Kindergarten Through Third 
Grade
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Math. Figure 2 shows that low-income Hispanic children 
also scored significantly lower on measures of math 
skills than their white peers, from the fall of kindergarten 
through third grade. These differences represent about 
10 to 17 weeks of learning for math (5.01–8.50 point). 
However, there were no differences in low-income Hispanic 
and black children’s math scores until the end of second 
grade, when Latino children began to outperform their 
black peers by about 9 weeks of learning (4.69 points). 
Latino children continued to out-perform their black peers 
at the end of third grade by 9 weeks of learning (4.35 
points).

Figure 2. Low-income Latino Children Consistently Lag 
Behind White Peers in Math, but Begin to Outperform Black 
Peers by Second Grade
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Social skills

Interpersonal skills. As shown in Figure 3, there were no 
group differences in the teacher reports of interpersonal 
skills between low-income Hispanic and white children 
at kindergarten entry through third grade. Teachers rated 
Hispanic children as having greater interpersonal skills 
than their black peers at the end of kindergarten, first, and 
second grades. The size of these differences is medium in 
magnitude (d = 0.22–0.30). 

Figure 3. Low-income Hispanic Children’s Interpersonal 
Skills Equal or Exceed Those of Their Peers Throughout 
Early Elementary School
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Near Poverty

Externalizing behaviors. As shown in Figure 4, teachers 
rated low-income Hispanic children as exhibiting the same 
or lower levels of externalizing behavior problems as low-
income white children across grades. By the end of first and 
second grade, teachers reported that low-income Hispanic 
children had fewer externalizing behavior problems than 
their white peers. The magnitude of this difference, however, 
is small to medium (d = 0.17–0.21). At the same time, 
teachers consistently rated Latino children as exhibiting 
fewer externalizing behavior problems than their black 
peers from kindergarten through third grade. The size of 
these differences is medium in magnitude (d = 0.29–0.46).

Figure 4. Teachers Report that Low-income Latino Children 
Generally Have Equal or Fewer Behavior Problems than 
Early Elementary School Peers
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Home environment

Family structure. As shown in Figure 5, most low-income 
Latino and white children lived in two-parent households 
at the beginning of kindergarten (69% and 63%, 
respectively), mainly with biological or adoptive parents. 
Low-income Hispanic children were more likely than low-
income white children to live with two biological parents; 
by contrast, most low-income black children lived in single-
parent families. Although there was a slight decline in the 
percentage of children living in two-parent households 
over time, these overall patterns remained fairly consistent 
through third grade (see Table A1).

Figure 5. At Kindergarten Entry, Most Low-income Latino 
and White Children Live in Two-parent Households
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children at p<.05.

Parental education. Figure 6 shows that the mothers of 
the low-income Hispanic children in this sample had lower 
education levels than the parents of low-income white 
and black children. At kindergarten entry, 37 percent of 
low-income Hispanic children had mothers with less than 
a high school education, compared with 8 percent of white 
and 16 percent of black children. Twenty-two percent of 
low-income Latino children had mothers with some college 
or more, compared with 54 percent of white and 44 percent 
of black children. These patterns remained similar through 
third grade (see Table A2). In general, paternal education 
levels were somewhat lower than maternal levels, but group 
differences were similar (also see Table A2).

Figure 6. At Kindergarten Entry, Low-income Hispanic 
Children’s Mothers Have Lower Education Levels than 
Mothers of White and Black Children
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Reading with children. At kindergarten entry, virtually all 
low-income parents reported reading to their children 
on a regular basis (>/= 3 times per week) (see Table A3). 
Nonetheless, as shown in Figure 7, low-income parents of 
Latino children were more likely to report never reading 
to their children (3%) than were the parents of white and 
black children (<1%). Low-income parents of Hispanic 
children were also less likely to report reading to their 
children every day (33%) than were parents of white 
(54%) and black (49%) children. By the end of second 
grade, however, there were no race/ethnic differences in 
frequency of book reading.  

Figure 7. At Kindergarten Entry, Low-income Hispanic 
Children are Read to Less than Peers, but Differences 
Disappear by Second Grade
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Source: Authors’ analysis of low-income children in the ECLS-K: 2011 Kindergarten - 
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Note: Estimates with an asterisk (*) are significantly different than those for Hispanic 
children at p<.05.

Parental cognitive stimulation includes a range of literacy-
supporting activities (e.g., reading books; telling stories; 
singing songs; doing arts and crafts; playing games or 
doing puzzles; etc.) that parents engage in with their 
children. As shown in Figure 8, many low-income Hispanic 
(54%), black (48%), and white (39%) children’s parents 
reported engaging in these types of activities three to six 
times per week during the kindergarten year. However, 
Hispanic children’s parents were less likely to engage in 
these activities every day (39%) than were parents of black 
(51%) and white children (59%). 

Figure 8. Low-income Hispanic Children’s Parents Less 
Likely to Engage in Daily Cognitively Stimulating Activities 
with Children
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Source: Authors’ analysis of low-income children in the ECLS-K: 2011 Kindergarten - 
Third Grade restricted use data.
Note: Estimates with an asterisk (*) are significantly different than those for Hispanic 
children at p<.05.

Discussion 
One goal of this brief was to examine differences in 
the academic and social skills of low-income Latino 
children and their low-income white and black peers 
from kindergarten through third grade—a critical period 
in children’s development and academic learning. 
Hispanic children consistently performed below their 
white peers academically, and similar to or better than 
their black peers. By contrast, teachers consistently rated 
Hispanic children’s interpersonal skills as being on par 
with those of their white peers and greater than their 
black peers, and reported that they had the same or 
lower levels of behavioral problems. These findings are 
consistent with previous work and suggest that, despite 
academic difficulties, low-income Latino children have the 
appropriate and relevant social skills needed to succeed 
in their early elementary years.11,14 This is an important 
finding because children who have better social skills have 
better long-term outcomes across a range of domains than 
children who exhibit social difficulties.9,10 

However, our findings also suggest that social competence 
might not be enough to overcome other challenges (e.g., 
less frequent cognitively stimulating experiences in the 
home) that make it MORE difficult for Hispanic children to 
develop the academic skills needed to succeed in school, 
at least at the level of low-income white children. Latino 
parents may need more help preparing their children for 
academic readiness. Programs might find ways to take 
advantage of young Hispanic children’s strong social 
skills to promote their academic success, as some work 
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*

*
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*
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suggests that early interventions that promote social skill 
development successfully promote academic success as 
well.26

A second goal was to examine the home environments 
of low-income children. The findings show that the early 
home experiences of low-income Hispanic children—
parents’ resources and investments in cognitively 
stimulating activities—tend to be more limited than 
those of their peers, with one exception. As a group, 
Latino children tend to live in two-parent families, which 
has been linked to better outcomes across a range of 
domains for children, compared to living in single-parent 
households.27 However, Hispanic parents have fewer years 
of formal education and tend to engage their children 
in fewer cognitively stimulating activities at home, 
which are strongly linked to children’s cognitive and 
socioemotional outcomes.15,18,25-27 The challenges linked to 
lower levels of education and income might outweigh the 
relative advantage of living in two-parent families for the 
development of academic skills.

While the idea that parents’ limited resources may, in part, 
explain children’s difficulties in performing academic 
tasks makes sense when comparing low-income Hispanic 
children to low-income white children, it makes less 
sense when comparing Latino to black children. The fact 
that black children do not outperform Hispanic children 
academically despite having relatively greater home 
resources cannot solely be attributed to more Hispanic 
children living in two-parent families, as family structure 
(while important) tends to have only a modest effect on 
children’s outcomes compared to other resources.19 This is 
an important area for future research.

Notably, Hispanic children’s social skills are as good as 
those of their white peers and better than those of their 
black peers. Thus, the relative disadvantage of Hispanic 
children’s early experiences, as compared to black and 
white children, does not seem to be a barrier for the 
development of social skills. Perhaps living in a two-parent 
family is more important for social than for academic 
skills (both white and Hispanic children are just as likely 
to live in two-parent households in kindergarten and 
first grade). However, another possible explanation is 
that home resources may not be the strongest predictors 
of group differences in social skills. Other important 
factors—such as parental sensitivity, family cooperation 
and conflict, discipline, and parental monitoring—were 
not assessed in this brief. Indeed, other studies have 
shown group differences in these domains.28 There may 
also be some cultural practices (e.g., heightened family 
cohesion, also not assessed in this brief ) that may promote 
and encourage social skills among Latino children. 
Understanding what aspects of the home environment are 
most important for which domains of development and for 
which ethnic group are important areas for future research.

Caveats and Limitations
The findings reported in this brief are of a descriptive 
nature. Thus, we do not formally estimate the associations 
between home resources, parenting investments, and 
children’s outcomes. An additional limitation is that our 
measures of interpersonal skills and externalizing behavior 
problems were based on teacher reports, so any observed 
differences were due to teachers’ perceptions rather than 
objective behavior differences.29 Similarly, our measures of 
parental reading and cognitive stimulation were based on 
parent reports and are subject to potential reporter biases. 
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Appendix
Table A1: Family Structure of Low-income Children, by Race/Ethnicity and Grade Level 

Fall Kindergarten White
Hispanic 

(ref)
Black

Two parents 62.83* 69.21 30.30*

One parent, one step-parent 9.04 5.58 5.58

Single parent 26.03 23.65 58.73*

Spring 1st White
Hispanic 

(ref)
Black

Two parents 60.56* 68.09 29.13*

One parent, one step-parent 12.00* 6.88 5.25

Single parent 25.21 23.13 59.58*

Spring 2nd White
Hispanic 

(ref)
Black

Two parents 58.64* 66.34 28.46*

One parent, one step-parent 13.81* 7.85 6.75

Single parent 24.90 23.61 59.21*

Spring 3rd White
Hispanic 

(ref)
Black

Two parents 56.79* 65.15 28.60*

One parent, one step-parent 13.64* 8.96 8.72

Single parent 26.66 23.99 57.31*

Source: Authors’ analysis of low-income children in the ECLS-K: 2011 Kindergarten - Third Grade restricted use data. 
Notes: Two-parent = two biological or adoptive parents. *=p<0.05 level.
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Table A2: Parental Education of Low-income Children by Race/Ethnicity and Grade Level

Maternal Education Paternal Education

Fall Kindergarten White Hispanic (ref) Black White Hispanic (ref) Black

Less than HS 7.91* 36.94 15.73* 13.02* 43.26 15.55*

HS/tech program 38.50 41.08 39.80 49.38 43.55 48.07

Some college 39.14* 16.40 32.97* 24.82* 8.98 27.53*

Bachelor’s and up 14.45* 5.58 11.50* 12.77* 4.21 8.85

Spring 1st White Hispanic (ref) Black White Hispanic (ref) Black

Less than HS 7.98* 37.12 14.48* 12.15* 44.98 13.71*

HS/tech program 38.65 41.04 41.53 49.07* 41.29 47.61

Some college 38.73* 16.24 33.24* 26.04* 9.86 29.44*

Bachelor’s and up 14.64* 5.60 10.75* 12.74* 3.87 9.24

Spring 3rd White Hispanic (ref) Black White Hispanic (ref) Black

Less than HS 7.70* 37.47 14.75* 11.19* 44.13 11.61*

HS/tech program 38.26 40.64 40.77 49.28 43.02 44.13

Some college 39.30* 15.98 33.25* 25.44* 9.13 33.58*

Bachelor’s and up 14.74* 5.92 11.23* 14.09* 3.72 10.67*

Source: Authors’ analysis of low-income children in the ECLS-K: 2011 Kindergarten - Third Grade restricted use data.
*=p<0.05 level.
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Table A3: Low-income Children’s Parent Report of Reading, by Race/Ethnicity and Grade Level

Fall Kindergarten White Hispanic (ref) Black

Not at all 0.42* 3.29 0.53*

1–2 times/week 11.60* 27.06 17.66*

3–6 times/week 33.85 37.07 32.37

Every day 54.13* 32.58 49.44*

Spring 1st White Hispanic (ref) Black

Not at all 5.20 4.71 7.75

1–2 times/week 28.80 32.39 32.38

3–6 times/week 36.92 31.48 29.07

Every day 29.07 31.42 30.80

Spring 2nd White Hispanic (ref) Black

Not at all 13.81 10.13 15.05

1–2 times/week 34.67 36.10 35.01

3–6 times/week 30.29 32.39 28.04

Every day 21.24 21.38 21.90

Source: Authors’ analysis of low-income children in the ECLS-K: 2011 Kindergarten - Third Grade restricted use data.
*=p<0.05 level.
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