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Abstract 
 
This dissertation consisted of two complementary studies. The purpose of the first 

study was to extend the validity of measures of parental beliefs, cultural 

orientations, ideologies, and children’s social competence for use with Chinese 

immigrant children and families. Using reliable measures validated in the first 

study, the second study followed the steps of a mixed methods explanatory 

sequential design. The second study, first, employed both variable-centered and 

person-centered lenses to explore profiles of parents’ cultural orientations and 

beliefs about play and academics in preschool to better understand the unique 

contribution of these profiles to children’s social competencies. Data were 

collected from primary caregivers of 213 preschool children enrolled in Head 

Start and other early childhood education programs located in a moderately-sized 

Northeastern city. Next, the study explored and elaborated on Chinese immigrant 

parents’ perceptions of children’s social behaviors, cultural adjustment 

experiences, and their perceptions about US preschools through focus groups with 

primary caregivers. In Study 1, overall constructs assessed by three of the four 

measures of this study were validated. In Study 2, four reliable profiles were 

resolved quantitatively and showed within-group variation in patterns of Chinese 

immigrant parents’ beliefs and cultural orientations that related differentially to 

children’s social-emotional competencies as evidenced within peer play at home. 

Further, results revealed the protective factor of Chinese immigrant parents’ 

Chinese orientation in supporting Chinese-heritage children’s positive social 

behaviors. Qualitative findings corroborated and elaborated the quantitative 
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findings. These findings underscored the importance of engaging with Chinese 

immigrant parents to inform research and program practices.  

 Keywords: Chinese immigrant parents, Chinese-heritage children, play 

beliefs, cultural orientation, low-income, Head Start, children’s social behaviors 
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CHAPTER ONE: INTRODUCTION 

 
Similar to many immigrant groups in the United States, Chinese 

immigrants actively work to reconcile cultural differences between their heritage 

culture and the mainstream US culture and constantly negotiate between two 

cultures while adapting to their new home (Cheah, Leung, & Zhou, 2013). A 2003 

New York Times article, “The Neediest Cases: As Chinese Immigrants Struggle in 

a Strange Land, Just Asking for Help Is a Challenge,” highlighted the difficulties 

and challenges Chinese newcomers face as they maneuver between two distinctly 

different cultures. Migration is a stressful and life-changing event for the entire 

family (Ren & Wyver, 2014). Despite the obstacles that they face during their 

adjustment to a new country, the Chinese immigrant population in the US 

continues to grow each year (Berry, 2003). From 2000 to 2010, every state in the 

US experienced an increase in their Chinese-origin population, and 34 states 

experienced a greater than 50% increase in this population (U.S. Bureau of 

Census, 2013). Chinese immigrants are currently the largest Asian immigrant 

group in the US (Migration Policy Institute, 2015), replacing Mexico as the top 

country of origin in 2013 (U.S. Bureau of Census, 2013). Chinese Americans are 

predicted to become the largest foreign-born group by 2055 (Pew Research 

Center, 2015). 

Chinese immigrant parents leave their homes and families, take on low-

paying jobs in the US, and face obstacles and challenges for one primary reason—

their children. The biggest motivation for Chinese immigrants to move to the US 

is to provide better resources and experiences for their children—particularly, a 
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better education that will afford their children better futures (Zhou, 2009). In the 

previously mentioned 2003 New York Times article, one Chinese immigrant 

parent said, “In China, the material life was very poor … I wanted the children to 

have a better education … I had to start from the very beginning [when I moved 

to New York], washing dishes and cleaning the floors … it was very difficult…” 

Just as immigrant parents face difficulties in the host country, children also find 

that entering new social contexts (e.g., schools, playgrounds) stressful. Children 

may experience stress because of language difficulties, may feel that they are 

different from their peers, and may be confused about behavioral norms in their 

new culture, which may differ from the norms of their home culture (Lee & Chen, 

2000). 

Despite these obstacles, Chinese immigrant students seem to prosper, 

especially in academics. Yet, doing well in school does not necessarily reflect 

good overall psychological adjustment (Qin, 2008). Despite the exponential 

growth of the Chinese-American community in the Unites States, some studies 

have found that Chinese American adolescents experience tremendous 

psychological and social adjustment difficulties (e.g., Cheah, Leung, Tahseen, & 

Schultz, 2009; Zhou, Peverly, Xin, Huang, & Wang, 2003). Zhou and colleagues 

(2003) demonstrated that Chinese immigrant adolescents self-reported 

significantly higher levels of depression and social stress than European-

American students. Chinese immigrant adolescents also reported low levels of 

self-worth, a negative attitude toward school and teachers, and being disliked by 

teachers (Zhou et al., 2003). Moreover, a study found that Chinese immigrant 
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adolescents ranging from 13 to 17 years old were more likely than their 

European-American counterparts to damage school property, hurt classmates, 

steal from stores and threaten teachers (Juang & Nguyen, 2009). Chinese 

immigrant adolescents have been found to demonstrate risky behaviors that rival 

or are even more pronounced than those of their Western peers (Choi & Lahey, 

2006). These studies challenge the stereotype that Chinese students are a “model 

minority” (Ren & Wyver, 2014).  

While research focused upon Chinese adolescents is increasing, very few 

studies have examined younger Chinese children; however, having such 

information might help researchers and educators better understand what sets 

children on various trajectories. Of the limited research that has been done, one 

study found that Chinese immigrant children aged 6 to 7 were rated by their 

teachers as having more social problems; these same children were also reported 

to be shyer and less independent than their Western peers (Huntsinger, Jose, & 

Larson, 1998). In addition, recent studies have identified differences between 

Chinese immigrant children and their Western counterparts with respect to their 

ability to regulate their emotions, a skill that plays a critical role in young 

children’s development of social competence and interpersonal relationships 

(Denham, Bassett, & Zinsser, 2012; Oades-Sese, Esquivel, Kaliski, & Maniatis, 

2011). As early as age three, Chinese immigrant children performed less well than 

their Western peers in emotion production tasks (Wang, Hutt, Kulkofsky, 

McDermott, & Wei, 2006) and exhibited fewer positive emotions (Garrett-Peters 

& Fox, 2007). These studies also concluded that when Chinese immigrant 
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children become acculturated to Western cultures/values, they tend to demonstrate 

fewer negative emotional behaviors and positive behavior upon disappointment.  

However, studies like these may reinforce the notion that Chinese 

immigrant children operate at a deficit or as an at risk-group without considering 

alternative explanations - broader cultural differences (e.g., Chinese collectivist 

culture versus Western individualistic culture) or differences in parenting values 

and styles (e.g., autonomy-supportive parenting compared with parenting that has 

a focus on social harmony) - which could also explain these findings. In 

Confucian doctrine, Chinese parents teach their children to restrain emotional 

expression as strong emotions are considered unhealthy and can cause damage to 

harmonious relationships (Wang, 2001). Chinese parents reinforce their children’s 

social behaviors by emphasizing relational competence, while Western parents 

emphasize individualistic competence in their children’s socialization 

(Friedlmeier, Corapci, & Cole, 2011). Despite these cultural differences, most 

studies that examine parents’ cultural beliefs and parenting practices, and the 

effects of these beliefs and practices on young children’s social behaviors, use 

White (often middle-income) parents as the normative group without considering 

how Chinese (or other ethnic groups) might hold different beliefs and follow 

different practices (Ren & Wyver, 2014). As a result, we do not yet have a clear 

understanding of culturally-embedded practices and beliefs held by Chinese 

immigrant parents. In fact, within-group studies that exclusively focus on Chinese 

immigrant parents are regrettably scarce. 
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As parents’ beliefs have an important influence on their children’s play 

and learning experiences in the home and at school, it is valuable to understand 

Chinese-heritage children’s daily interactions with peers within the context of 

peer play. Tobin (2011) reported that for immigrant children to be well-adjusted, 

they must develop both the implicit cultural practices and knowledge that are 

representative of the larger cultural context. However, these practices are just 

that—implicit—and often are not taught explicitly as part of the preschool 

classroom curriculum. Thus, it remains a challenge for immigrant children to 

identify and decode these practices (Ren & Wyver, 2014). During early 

childhood, peer play is the primary developmental context in which children can 

decode and learn these norms, gain knowledge about how to become part of the 

social group, and develop their social-emotional competencies. More specifically 

for preschool-age children, play is a medium for learning and developing 

cognitive skills as well as gross and fine motor skills, and also for enhancing a 

whole host of social-emotional skills (Copple & Bredekamp, 2009; Singer, 

Golinkoff, & Hirsh-Pasek, 2006). Positive peer play not only supports 

developmental skills such as self-regulation, cognitive flexibility, language 

development, perspective-taking, problem-solving strategies, and creativity, but 

also enables children to move beyond egocentric thought to consider the 

perspectives of others (see Bulotsky-Shearer et al., 2012; Coolahan, Fantuzzo, 

Mendez, & McDermott, 2000). Thus, examining children’s well-being within the 

context of peer play is a developmentally appropriate context for understanding 
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children’s competencies and needs during the early childhood period to help 

prevent maladjustment later on.  

Furthermore, during early childhood, parents’ beliefs significantly 

influence children’s development of social competencies (LaForett & Mendez, 

2016). Previous research suggests that parents’ beliefs about children’s play 

influence the degree to which they promote play activities at home, the 

arrangement of these play activities, and the extent of the parent’s role in play 

with their child (LaForett & Mendez, 2016). When parents hold positive beliefs 

toward play and value play as a learning opportunity, they provide time and space 

for children to engage in play with peers in home and school settings (Bulotsky-

Shearer, McWayne, Mendez, & Manz, 2016). While variations exist across ethnic 

groups in parents’ beliefs and values about play, no previous studies have 

explored the association between Chinese immigrant parents’ play beliefs and 

children’s social-emotional outcomes. Chinese immigrant parents tend to view the 

concept of play differently than Western parents. For example, play is not 

typically viewed by Chinese parents as appropriate in a learning context (e.g., 

school); therefore, for Chinese immigrant parents, the concept of “playing to 

learn” is a difficult one to grasp (Singer et al., 2006). A Head Start Chinese 

immigrant mother described her values and perceptions about US preschool, 

saying: 

Well, something important is the, educate the kids…not like here [Head 

Start], there is always play. I think more important for the active kids to sit 

down, pay attention to listen [to the] teacher here…now I send him to go 
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to study Chinese, to let him sit down, pay attention, and prepare for him to 

go to the [kindergarten]. So you are doing something additional to make 

sure he learns those skills. (Bulotsky-Shearer et al., 2016, p. 179) 

The tension between “play” and “learning” is evident in the words of this Chinese 

immigrant mother, who felt her child’s preschool experience and her own 

experiences growing up in China were distinctly different, and that it was 

important that she supplement her child’s preschool experience by making sure he 

received proper instruction in another context (Bulotsky-Shearer et al., 2016; 

Holloway & Kunesh, 2015). 

What is missing from our current literature is a deeper understanding of 

the underlying beliefs of Chinese immigrant parents who may value play 

differently than other non-immigrant parents (or immigrants from other 

countries). Research suggests that parental beliefs about play are influenced by 

socioeconomic status, recency of immigration, cultural norms and other 

community practices (Fuller & García Coll, 2010). Thus, parents’ cultural 

orientations likely matter. Nevertheless, no research has considered within-group 

variability of this specific immigrant group.  

Furthermore, this dissertation recognizes the limitations of research that 

relies on a single methodological perspective (e.g., solely a quantitative or solely 

a qualitative approach). Johnson et al. (2007) described the mixed methods 

approach as “a type of research in which a researcher or team of researchers 

combines elements of qualitative and quantitative research approaches (e.g., use 

of qualitative and quantitative viewpoints, data collection, analysis, inference 
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techniques) for the purposes of breadth and depth of understanding and 

corroboration” (p.123). Mixed methods research offers a way to harness strengths 

that offset the weaknesses of quantitative or qualitative research alone, while 

allowing researchers to gain new knowledge that is more than just the sum of the 

parts (Creswell & Plano Clark, 2018). Taking a mixed methods approach will be 

informative in identifying Chinese immigrant families’ culture-specific beliefs 

(using an emic approach), which are not comparable across all cultures (Berry, 

1999; Lu, 2012). Incorporating the beliefs of Chinese-origin parents (as insiders) 

within the context of their immigration experiences provides a path for unpacking 

parental beliefs about children’s social behaviors. Acknowledging the differences 

that might exist within Chinese immigrant families based on their orientations 

toward home and host cultural values and practices, the present study will employ 

a mixed methods approach and use both variable-centered (Ferguson & Takane, 

1989) and person-centered (Konold, Glutting, McDermott, Kush, & Watkins, 

1999) lenses to explore profiles of parents’ cultural orientations and beliefs in 

order to better understand the unique contribution of these profiles to children’s 

social competencies. 

Guiding Theoretical Frameworks 

 
This study is guided by three theoretical frameworks that help to 

conceptualize: (1) the broader cultural context within which parents organize 

children’s daily life (Harkness and Super’s [1993] developmental niche 

framework); (2) the processes through which cultural context indirectly influences 

parents’ beliefs and actual enactment of childrearing strategies (Rubin and 
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colleagues’ [1989] social information processing theory); and (3) a conceptual 

model that ties together both of these elements specifically for Chinese 

immigrants (Mistry and colleagues’ [2016] integrated conceptual framework). 

Taken together, these conceptual frameworks and theory highlight both the 

significance of cultural context as well as parenting beliefs and how those beliefs 

influence an individual child’s development, with a specific emphasis in this 

study on Chinese immigrants and their children’s social-emotional development. 

Developmental Niche Framework 

Harkness and Super provide the developmental niche framework (1993, 

1996), which offers a means to examine the influence of culture on parents’ 

beliefs and behaviors as they relate to children’s social development. Culture is 

“typically specified as the ideologies, values, and norms that are shared by 

members of a group” (Mistry et al., 2016, p. 1015). The developmental niche 

framework is “a theoretical framework for studying cultural regulation of the 

microenvironment of the child, and it attempts to describe this environment from 

the point of view of the child in order to understand processes of development and 

acquisition of culture” (Super & Harkness, 1986, p. 552). This framework notes 

the importance of parents’ cultural belief systems, or “parental ethnotheories,” as 

having a large influence on the organization of children’s environments of 

learning and development (e.g., Roopnarine, Lasker, Sacks, & Stores, 1998). 

Parental cultural belief systems include ideas about children’s development, 

values around childrearing, and views of parental roles. Unpacking the cultural 

belief systems of Chinese immigrant parents around play is of particular interest 
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because immigrant parents and American teachers likely have different cultural 

beliefs about play and its relative importance for learning (Parmar, 2000). Based 

on their parental belief systems, there are cultural differences associated with the 

place of play and learning in young children’s lives, as well as views about how 

adults should participate in children’s play and learning (Gaskins, 2008; Parmar, 

Harkness & Super, 2004). Currently, more research is needed to explore best 

practices to engage with children from different cultural backgrounds and 

communicate through the shared lens of peer play (Fantuzzo & Hampton, 2000). 

Thus, guided by this framework, this study seeks to account for Chinese 

immigrant parents’ cultural belief systems and the ways that these belief systems 

may influence children’s social development. 

Social Information Processing Theory 

Rubin and colleagues’ (1989) social information processing theory offers 

a way to examine the direct influence of parental belief systems on children’s 

social competence within the context of a family’s environmental conditions. 

Social information processing theory highlights the strong link between parental 

belief systems and the development of children’s social competence. According to 

this view, parental beliefs about and goals for children’s social development guide 

both parents’ proactive behaviors (the strategies they use to promote skilled or 

competent social behaviors in their children) and their reactive behaviors (the 

strategies they use to modify or discourage unskilled or unacceptable behaviors in 

their children). According to this theoretical perspective, parental beliefs about the 

importance of social skill attainment are related to the positive reinforcement of 
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their children’s acquisition of social skills (Rubin, Mills, & Krasnor, 1989). For 

example, children who have parents that prioritize children’s social attainment 

have been shown to demonstrate well-developed social competencies. Parents’ 

belief systems also guide parenting behaviors in everyday interactions with their 

children. For example, empirical research suggests that parents’ beliefs about play 

were positively associated with responsive parenting, which is characterized by 

high levels of warmth and responsiveness (LaForett & Mendez, 2016). In sum, 

based on these findings, there is an important and meaningful relationship 

between parental beliefs concerning the development of children’s social skills 

and the socialization behaviors that are part of the parent-child interactional 

context (Rubin et al., 1989). Consistent with this view, this study explored how 

Chinese immigrant parents’ beliefs contribute to young children’s social 

outcomes in play with peers, the most primary of developmental contexts during 

the preschool period. 

The Integrated Conceptual Framework for the Development of Asian 

American Children and Youth 

Mistry and colleagues (2016) presented an overarching framework to 

better illuminate the diversity of Asian American child development. This 

conceptual framework allows researchers to make meaningful interconnections 

between Asian American families’ specific cultural contexts and specific facets of 

individual development through an individual’s meaning-making process. Mistry 

and colleagues (2016) define Asian Americans as “individuals residing in the 

United States whose ancestry stems from the continent of Asia, includ[ing] some 
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of the most advantaged and disadvantaged children in the United States” (p. 

1014). This integrated conceptual framework takes into account the diversity 

among Asian American children and integrates various theoretical perspectives to 

guide researchers as they explore specific Asian immigrant groups (e.g., Chinese, 

Korean). The framework includes three core components that synthesize multiple 

disciplinary perspectives on the relations between individual and context (Mistry 

et al., 2016): 1) developmental context (e.g., immigration), 2) developmental 

domains (e.g., identity, mental health, academic achievement), and 3) culturally 

situated interpretive processes (e.g., their interpretation of contexts and 

socialization). In this view, culture is conceptualized as ideologies and practices 

shared by groups and the meaning-making process through which individuals 

interpret their environmental contexts by drawing upon the shared ideologies 

available to them as members of specific groups. 

Using this framework, researchers can access an emic perspective of the 

specific cultural group’s meaning-making process, one that helps them understand 

how their original cultural practices and interpretations are rooted in specific 

philosophic traditions originating with that group (e.g., Confucianism). The 

framework also helps researchers understand how these ideologies are embedded 

and instantiated in the day-to-day routines through which adults and children 

appropriate, reject, or negotiate the enactment of these ideologies in the host 

country (Mistry et al., 2016). Taking an emic approach, this integrated framework 

supports the need to explore the meaning-making processes of developing 

parental belief systems among Chinese immigrant parents, which may vary, 
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evolve, and change in the context of immigration and host community 

experiences (Mistry et al., 2016). Thus, this study will focus on uncovering and 

illustrating the meaning-making process of a specific cultural group (i.e., Chinese 

immigrants) and is relevant for understanding children’s social development 

within the preschool context in the US. Specifically, using this framework, the 

study will explore how the identification with home and host cultural views about 

child development intersects with parental beliefs, and in turn the effects these 

intersections have on children’s developmental outcomes. 

Comprehensive Literature Review 

 
Peer Play as a Context for Children’s Social Competence 

For early childhood programs, such as Head Start, one of the central goals 

is to support social competence in young children (Early Childhood Learning and 

Knowledge Center, 2015; National Center on Quality Teaching and Learning, 

2014). Social competence is defined as young children’s capacity to use personal 

and interpersonal resources to successfully develop and sustain positive 

relationships with adults and peers (Vaughn et al., 2000). For preschool children, 

demonstrating social competence with peers is viewed as an essential 

developmental task; a primary setting for doing so is the preschool classroom 

(Hamre & Pianta, 2007; Mashburn et al., 2008). 

For preschool children, peer play is a meaningful learning context that 

contributes to their cognitive, social, motivational, and emotional development 

(Goldstein, 2012; Singer et al., 2006) and the functions that play serves in 

children’s development and learning have been well documented (e.g., Göncü, 
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Mistry, & Moiser, 2000; Wood & Attfield, 2005). Developmental theorists have 

emphasized the significant role of play in learning and in the healthy development 

of young children (e.g., Piaget, 1962; Vygotsky, 1977). Elkind (2008) wrote, 

“through play, children create new learning experiences, and these self-created 

experiences enable them to acquire social, emotional, and intellectual skills that 

they could not acquire in any other way” (p. 1). Moreover, children’s peer play 

skills in preschool have been shown to predict children’s academic learning 

outcomes, across several subject areas, both concurrently and longitudinally (e.g., 

reading, mathematics, social studies, and work habits; McWayne, Green, & 

Fantuzzo, 2009). Thus, peer play is a meaningful learning context for 

understanding how best to intervene when children need additional supports 

(Singer et al., 2006). 

While preschool children from all backgrounds naturally play and acquire 

essential developmental skills through play, peer play can produce different 

outcomes depending on children’s initial social interaction skills (Zigler, Singer, 

& Bishop-Josef, 2004). For example, children who are socially and emotionally 

competent enter the play context already demonstrating positive behaviors: they 

help other children, engage in problem-solving, encourage other children to join 

in, and show positive emotions (USDHHS, 2013). On the other hand, some 

children might initially display lower interactive peer play skills and experience 

difficulties engaging with their peers (Mendez, Fantuzzo, & Cicchetti, 2002). 

These children often appear disconnected from their major social context or are 

ignored by others during play, and this is correlated with children’s 
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disengagement from other preschool classroom learning experiences (Fantuzzo, 

Manz, Atkins, & Meyers, 2005; Sekino, 2007). Some children might display 

disruptive behaviors because they cannot successfully engage with their peers; 

these children tend to be physically more aggressive, start fights, or disrupt the 

play of peers (Bulotsky-Shearer et al., 2012). Furthermore, poor peer relations in 

preschool can result in negative consequences, such as delinquent behaviors and 

school failure during later school years (Fantuzzo, Sekino, & Cohen, 2004). As a 

result, children who get left out from preschool play (meaning socially), 

eventually often get left behind academically too (Sekino, 2006).  

Low-income, ethnic minority children, including immigrant children, face 

increased threats to their social success. Studies have shown a clear association 

between poverty and lower emotional regulation skills and emotional dysfunction 

among young children (Raver, Roy, Pressler, Ursache, & McCoy, 2016). These 

children tend to experience elevated levels of internalizing behaviors compared 

with their more economically advantaged counterparts (Morales & Guerra, 2006), 

and within their preschool classroom, are less likely to be engaged in the learning 

and social environment, as well as less socially and academically ready for 

kindergarten (Huffman, Mehlinger, & Kerivan, 2000). Furthermore, children from 

culturally and linguistically marginalized backgrounds, such as Chinese 

immigrant children, are more likely than non-poor and English-speaking children 

to have difficulties engaging in positive peer relationships. Studies have found 

that Chinese immigrant children have less knowledge of their emotions, 

demonstrate fewer positive behaviors, and use fewer emotional expressions than 
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do their Western counterparts (Garrett-Peters & Fox, 2007; Wang et al., 2006). 

Unfortunately, the relatively low level of emotional expressivity of Chinese 

children also seems to negatively affect their skills in communicating emotions in 

their later years (Wang, 2003). 

Interestingly, but not surprisingly, cultural differences may help explain 

these findings (Ren & Wyver, 2014). For instance, Confucian values and beliefs 

include an emphasis on emotional restraint as a virtue (Wu, 1996) and emphasize 

filial piety, respect for elders, obedience to authority, lifelong obligation to 

family, and interpersonal harmony (Ho, 1996). Influenced by more than 2,000 

years of Confucianism, Chinese-heritage children are encouraged to learn self-

control and to be modest in order to maintain interpersonal and group harmony 

(Tamis-Lemonda et al., 2008). On the other hand, children in Western societies 

learn to be autonomous and socially assertive, skills which are viewed as a major 

index of social maturity (Greenfield, Suzuki, & Rothstein-Fisch, 2006). Because 

Chinese and Western societies place different values on social initiative and 

behavioral control in children, these cultural differences may cause 

misinterpretations regarding children’s social behaviors (Chen, DeSouza, Chen, & 

Wang, 2006). Literature has suggested that the behaviors regarded as prosocial in 

Chinese culture might be viewed by Western groups as behaviors that put children 

at risk for later social adjustment (see Chen, 2010; Rubin et al., 1995). 

Understanding children’s social-emotional functioning and adjustment to living in 

the United States is key to providing appropriate intervention programs for this 

growing population. Furthermore, helping teachers to evaluate children’s social-
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psychological needs within both the context of their home culture and the 

bicultural context can guide teachers in establishing better strategies so that 

maladjustment can be reduced and competence can be promoted (Ren & Wyver, 

2014). 

Chinese Immigrant Parents’ Beliefs about Play 

Parental beliefs appear to play a significant role in children’s development 

(Fisher, Hirsh-Pasek, Golinkoff, & Gryfe, 2008), and these beliefs influence how 

parents interact with their children, how they organize children’s everyday living 

contexts, and how they plan daily routines and social interactions. However, as 

beliefs about play in children’s development vary widely (Fogle & Mendez, 

2006), Chinese immigrant parents’ beliefs about play are likely to be even more 

complicated because they must navigate between their own cultural norms and 

those of the host country (Parmar et al., 2004). Several studies have noted that 

Chinese immigrant parents teach their preschool children in more formal ways, 

are more directive, and structure their children’s use of time to a greater degree 

than do European-American parents (e.g., Chen & Stevenson, 1995; Huntsinger et 

al., 1998). 

Chinese immigrant parents’ beliefs support the importance of a good 

education for success in life (Chao, 1996, 2000), and they believe that play has 

little role in the learning process. The English word play has at least two different 

meanings in Chinese: wan (play) and youxi (play with rules or games). � [wan] 

is the equivalent of the free-choice play in many American preschool classrooms, 

whereas youxi denotes guided play, the kind of play where rules already exist 
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(e.g., teacher-led/supported games, play, or activities) (Rao & Li, 2009). But some 

argue that the proper translation of the Chinese word play is difficult because it 

does not carry the same meaning as in Western contexts (Jiang & Han, 2015). 

Those Chinese immigrant parents who believe that academic education is the 

single most important venue through which individuals achieve higher social and 

economic status may question the value of preschools with a wan (play)-based 

curriculum; such preschools are not seen by Chinese parents as promoting 

children’s learning. 

For Chinese immigrant parents, these conflicting cultural views about the 

value of learning through play often cause parents to: feel frustrated with their 

children’s preschool teachers; develop ambivalent feelings toward a play-based 

curriculum; and consider the relationship between play and curriculum as 

incompatible. Studies show that Chinese parents not only expect young children 

to be learning the skills of formal literacy and numeracy in preschool but also 

expect preschool teachers to be responsible for directly teaching these skills (Fung 

& Cheng, 2012). Chinese parents, especially new immigrants, are often eager to 

find out what their children learned at preschool and hope their children learn in 

ways other than through play (e.g., Guo, 2006; Yang, 2011). Some Chinese 

immigrant parents hope (and expect) teachers to assign their young children 

homework that they believe will contribute to their children’s academic success 

by developing good study habits (Ebbeck, 1995). Chinese parents also tend to 

employ strategies outside of the school site in order to boost their children’s 

school achievement, such as supplementary classes (Holloway & Kunesh, 2015).  
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Thus, many immigrant parents who have high aspirations for their 

children often struggle with the concept of play, especially when they enroll their 

children in a preschool with a specific play-based curriculum, such as Head Start 

(Bulotsky-Shearer et al., 2016). Despite the need to help parents and children 

better adapt to their new cultural context, limited research has been conducted to 

understand Chinese immigrant parents’ belief systems. And, though research 

suggests that parental beliefs about play could be impacted by many sociocultural 

factors, such as SES and cultural orientation (Fuller & García Coll, 2010), 

examination of how immigrant parents’ play beliefs interact with these factors 

remains an area that requires further investigation (LaForett & Mendez, 2016). 

Acculturation and Parenting 

Acculturation refers to a sociocultural process in which members of one 

cultural group adopt the beliefs and behaviors of another group (Hazuda, Stern, & 

Haffiner, 1988). Contemporary anthropologists define acculturation as a multi-

dimensional process in which individuals and groups undergo stages of 

adjustment as they adapt to a new cultural environment by recognizing the 

complexity and variations of individuals’ processes of acculturation (see 

Bronstein, 2017). Immigrants experience changes in their customs, habits, 

activities, language, and values while adopting to their new culture. Kim and 

colleagues (2014) underscore the possibility of an individual who can participate 

in both host and ethnic cultures simultaneously. Oppedal, Roysamb, and 

Heyerdahl (2005) also recommended that in research, the study of the process of 

acculturation should include an account of host culture orientation and home 
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culture retention, and that both dimensions should be considered when examining 

immigrant cultural adjustment. 

Chinese immigrant parents, just like parents from other immigrant 

groups, must navigate between two cultures—the host American culture and their 

home Asian culture—in the process of parenting their children (Kim, Shen, et al., 

2014). At times, parents find themselves struggling to reconcile very different 

cultural norms and expectations. During the process of cultural adjustment, 

parents often attempt to implement new and unfamiliar parenting practices to find 

a balance that will maximize their children’s development within their chosen 

country (Lieber, Nihira, & Mink, 2004). Indeed, recent studies have found that in 

the course of acculturation, the beliefs and ideologies of Chinese immigrant 

mothers may be modified (Costigan & Su, 2008), involving a constant negotiation 

between Chinese and American values to form a cohesive parenting style (Wang, 

2013). Understanding the parenting practices of Chinese immigrant parents can be 

even more complicated, because parenting can be viewed as existing at the 

crossroads of three philosophies—typical American parenting (e.g., Baumrind’s 

three parenting styles), Chinese parenting (driven by Confucian notions of 

training), and American perceptions of Chinese parenting (the “tiger mom”) 

(Wang, 2013). Thus, this project conducted person-centered analyses with the 

sample of Chinese immigrant parents to examine whether Chinese immigrant 

parents’ cultural orientation and their beliefs about play influence children’s 

social outcomes.  
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When studying Chinese immigrant children’s social behaviors in the US, 

therefore, researchers should consider their development from both Western and 

Chinese cultural perspectives. More importantly, to better understand immigrants’ 

cultural adjustment experiences, Castro, Kellison, Boyd, and Kopak (2010) have 

recommended utilizing qualitative and/or mixed methods approaches to 

inductively discover cultural perspectives (Chirkov, 2009). A mixed methods 

explanatory sequential study (QUAN à qual; see Methods section for more 

details) may be especially informative because researchers can invite cultural 

insiders (i.e., Head Start Chinese immigrant parents) to not only explain initial 

quantitative results, but also to identify culturally distinct themes (or, emic 

understandings) from the perspective of these insiders. Using an emic approach 

facilitates understanding of within-group variability in the belief systems that 

exist among Chinese parents according to their cultural orientation (Mistry et al., 

2016). 

The study also attempted to inform early intervention programs, such as 

Head Start, to consider incorporating more extensive discussions of children’s 

play into their parent education efforts (e.g., promoting parent–child play at home, 

explaining the role of play in the preschool curriculum). Parker and colleagues 

(1999) indicated that Head Start parents who had a greater understanding of play 

at the end of the school year had children who acquired a greater number of 

school readiness skills than peers whose parents had not gained as much 

knowledge of play. Their findings underscored the importance of investigating 

parental beliefs, which impact children’s social and developmental outcomes 
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(Fogle & Mendez, 2006). There is a need for more opportunities to connect 

parents (especially immigrant parents) and teachers to work through different 

viewpoints and engage in dialogue about how they can provide high quality, 

socially, emotionally, and instructionally supportive interactions to foster 

children’s positive interactions in the classroom (Coplan & Abeau, 2009). 

Previous studies have emphasized the danger of trying to make sense of Chinese 

parenting by directly comparing it with the American standard of parenting 

(Wang, 2013).  

Due to the demographic shifts occurring in many parts of the United 

States, including in Head Start enrollments, it is critical for programs and teachers 

to increase their efforts to understand more about immigrant parents’ beliefs and 

values. Thus, it is crucial to try to understand the adaptive parenting values and 

cultural practices underlying Chinese immigrant parental beliefs and decisions. 

During early childhood, parents’ beliefs significantly influence children’s 

development of social competencies (LaForett & Mendez, 2016). Harkness and 

Super (1993) highlighted, “successful interventions with families, thus, need to 

incorporate a reexamination of cultural belief systems and their customary 

expression in the institutions that serve those families, as well as in the families 

themselves, so that beliefs and practices throughout the child’s developmental 

niche can support and enhance each other (p. 130).” Therefore, to address the 

need for better social-emotional support for Chinese immigrant children in a 

bicultural context, more research is needed that seeks to understand Chinese 

parents’ beliefs about their children’s social development and allows room for 
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culture-specific interpretations of children’s social behaviors that may differ from 

those of the West. 

Rationale for Present Study 

 
What is missing from our current literature is a deeper understanding of 

the underlying beliefs of Chinese immigrant parents who may value play 

differently than other non-immigrant parents (or immigrants from other 

countries). Research by Tobin and Kurban (2010) suggested that the prototypical 

American preschool context, with its emphasis on a play-based curriculum, can 

conflict with immigrants’ expectations; specifically, immigrant parents may 

develop distrust in their children’s preschools because they believe they do not 

provide sufficient academic activities to support the child’s education (Parmar et 

al., 2004). As a result, Chinese parents often enroll their children in 

supplementary classes with additional exposure to adults who presumably place a 

higher value on education and Chinese traditional values than do teachers in 

American preschools (Zhou & Kim, 2006; Zhou, 2009). The home environment 

and home activities, where parents have control, are generally consistent with 

parental beliefs. Thus, immigrant children who experience different activities at 

home (activities reflecting their parents’ beliefs) versus school (activities 

following the prototypical American preschool curriculum) may experience 

asymmetry and difficulties in adapting to the new culture (Crosnoe et al., 2016).  

In this transition of adapting to the host culture while retaining their own 

ethnic identity and cultural values, both Chinese immigrant parents and their 

children face challenges in their daily lives related to fitting in to their new social 
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settings (Xie, Xia, & Zhou, 2004). Immigrants are disproportionately represented 

among the nation’s low-income population, which compounds the acculturative 

stress that may already result from factors such as linguistic challenges, loss of 

social supports, difficulty establishing new social ties, and discrimination (Berry, 

2003). In particular, Chinese immigrant children living in poverty tend to face 

increased threats to academic success and are more likely than non-poor and 

monolingual English-speaking children to have difficulties and be less successful 

in engaging positively with their peers (Chen & French, 2008). Strikingly, among 

the 33.4% of Chinese immigrants in the United States living in or near poverty, 

30.8% are children (Current Population Survey, 2011).  

The exponential growth in the number of Asians living in the US has 

contributed to the diversity of young children and families served by Head Start 

(Golden, 2011). In Head Start between 2000 and 2010, the share of Asian children 

increased rapidly, while there was a slight decline, nationally, in the number of 

Black children enrolled in the program (Frey, 2011). Head Start is committed to 

providing culturally sensitive services to all families, as evidenced by mandates to 

engage in family partnerships that are respectful of family diversity and cultural 

background (U.S. Department of Health and Human Services [USDHHS], 

Performance Standard 1304.40(a5)). Head Start is unique among other service 

providers to low-income children because of its dual-generation commitment, 

which supports the whole family and provides opportunities for parental 

involvement in children’s development of school readiness skills. Head Start is 

committed to whole-child development and to promoting low-income children’s 
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school readiness across multiple domains: physical and motor, approaches to 

learning, cognitive, social-emotional, and language development (Office of Head 

Start, 2010). However, despite the growth of the Chinese immigrant population 

served by Head Start, very little has been studied regarding Chinese immigrant 

parents and their children, especially in the domain of children’s social-emotional 

development, where needs are pressing. 

Present Dissertation Study 

 
Accordingly, the overarching purpose of this project is to provide a 

deeper understanding of Head Start Chinese immigrant parents’ beliefs about 

children’s social-emotional development, the role of acculturation, the value of 

play, and implications for Chinese children’s social competencies. Applying a 

mixed methods approach will allow for findings to significantly expand the 

limited knowledge base related to Chinese immigrant children’s social 

development.  

This dissertation consists of two complementary studies. The purpose of 

the first study is to extend the validity of measures included in the current study, 

the Penn Interactive Peer Play Scale (PIPPS; Fantuzzo, Mendez, & Tighe, 1998; 

Fantuzzo et al., 1995), Parent Play Beliefs Scale (PPBS; Fogle & Mendez, 2006), 

Chinese Child-Rearing Ideology Questionnaire (CCIQ; Chao, 1994), and 

Vancouver Index of Acculturation (VIA; Ryder, Alden, & Paulhus, 2000), for use 

with Chinese immigrant children and families. The first study will examine 

whether three reliable dimensions of peer play competence form the PIPPS, two 

reliable dimensions for parents’ beliefs from the PPBS, two reliable dimensions of 
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parents’ biculturalism from the VIA, and one reliable dimension of parents’ child-

rearing ideologies from the CCIQ can be replicated with the Chinese immigrant 

sample based on the constructs of the published measures. To date, no studies 

have examined the validity of the PIPPS (parent version) and PPBS specifically 

for use with Chinese immigrant children. In order to determine the construct and 

concurrent validity of these measures, a series of exploratory factor analyses and 

confirmatory factor analyses will be performed. To extend the validity of the 

teacher version of the PIPPS for use with Chinese immigrant children, canonical 

correlation analysis of the PIPPS parent and teacher versions will be conducted 

(Ferguson & Takane, 1989; Weiss, 1972). 

Using only reliable measures validated from the first study, the second 

study follows the steps of a mixed methods explanatory sequential study. The 

study design consists of two distinct phases: a quantitative phase and a qualitative 

phase (Creswell, Plano Clark, Gutmann, & Hanson, 2003). This design allows the 

qualitative analyses to build on the quantitative results. The analysis of each 

phase, then, can be meaningfully integrated toward the goal of understanding 

immigrant parents’ play beliefs, and cultural interpretations of children’s social 

behaviors influenced by parents’ cultural orientations. Using survey data from the 

quantitative phase, the analysis will help determine distinct profiles of parents’ 

beliefs and cultural orientation. Further, the analysis will examine the associations 

of these profiles to Chinese-heritage preschool children’s social competencies. 

Then, focus group protocols will be developed that are grounded in the 

quantitative data analysis results (Hanson, Creswell, Plano Clark, Petska, & 
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Creswell, 2005). During the qualitative phase, focus groups will be conducted 

using these protocols with a subsample of participating Chinese immigrant 

parents of children enrolled in Head Start and other early education centers 

serving low-income families to explore and elicit their views and beliefs about 

children’s social competencies, their cultural adjustment experiences, and their 

thoughts about children’s learning environment in the US. Finally, the results of 

the quantitative and qualitative stages will be meaningfully combined to render a 

culture-specific interpretation of parents’ perceptions of children’s social 

behaviors organized by different profiles that could be useful for informing family 

engagement programming and supporting Chinese-heritage children’s social 

adjustment in early education programs (Creswell et al., 2003). 

Research Questions 

 Table 1 provides the overview of research questions and analytic strategies 

of two studies and Figure 1 presents the procedural diagram for this culturally-

grounded, person-centered, mixed methods design. Guided by the explanatory 

sequential mixed methods approach, the following research questions focus on: 1) 

validating and extending the validity of measures, and 2) examining and exploring 

Chinese immigrant parents’ play beliefs and their relations with children’s social 

competencies, as well as other parent characteristics that may be associated with 

parents’ play beliefs, such as their cultural orientation. 
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Study 1. The validity of PIPPS, PLBS, CCIQ, and VIA measures with 

Chinese immigrant families. 

Measurement validation stage. The purpose of this stage is to extend the 

validity of measures included in this study. Using primary data, the following 

research questions will be examined: 

• Research Question 1: Are reliable and valid dimensions of children’s peer 

play competence, parents’ play beliefs, child-rearing ideologies, and 

acculturation evident in a Chinese immigrant sample? 

• Research Question 2: Do Chinese immigrant parents and teachers (serving 

in the Head Start program) observe Chinese-heritage children congruently 

or incongruently? 

Study 2. A mixed methods explanatory sequential study. 

Quantitative phase – Examination stage. The goal of this study is to 

understand variability in parent beliefs and acculturation across Chinese 

immigrant families and in relation to children’s social-emotional development 

within the context of peer play. Using primary data, the following research 

questions will be examined:  

• Research Question 1: Do parents’ beliefs and their cultural orientation 

combine to form distinct profiles? 

• Research Question 2: Are there significant differences between these 

profiles with respect to parent and child characteristics? 

• Research Question 3: What are the relations between these patterns and 

children’s social emotional outcomes? 
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• Research Question 4: Do parental levels of cultural orientation moderate 

the relations between parental beliefs about play and children’s social 

emotional outcomes? 

Qualitative phase – Exploration stage. The goal of this exploration stage 

is to explore and elaborate on Chinese immigrant parents’ perceptions of 

children’s social behaviors, especially those that might be uniquely valued among 

parents of this cultural group. Using focus group data, the following research 

questions will be explored:  

• Research Question 1: What are Chinese immigrant parents’ perceptions of 

their children’s social behaviors within the context of play? 

• Research Question 2: How does Chinese immigrant parents’ cultural 

orientation relate to their views on children’s social behaviors and peer 

play? 

• Research Question 3: What are Chinese immigrant parents’ views about 

the preschool learning environment in the U.S.? 

Mixed methods phase – Integration stage. In the integration stage, the 

aim is to interpret how qualitative data may help to explain quantitative results 

and report the final conclusions by merging quantitative and qualitative 

findings. Using joint displays1, the following research questions will be 

answered:  

                                                        
1 Joint display is used to draw out new insights from both findings and allows the researcher to 
bring quantitative and qualitative approaches together (Guetterman, Fetters, & Creswell, 2015). 
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• Research Question 1: What is a more nuanced interpretation of Chinese 

immigrant parental perceptions of children’s behaviors based on 

distinctive profiles found in the Quantitative Phase? 

• Research Question 2: What do the integrated findings of this study suggest 

to Head Start and early education programs serving Chinese immigrant 

parents and their children? 

Hypothesized Results 

Study 1 hypotheses. For this study, it is hypothesized that three reliable 

and valid dimensions of peer play competence (from the PIPPS) will be replicated 

in this Chinese immigrant sample using the Chinese-translated version. The 

PIPPS is a behavioral rating instrument designed to identify preschool children’s 

successful and challenging peer play behaviors. Since its development, parallel 

versions of the parent and teacher rating scales have been widely used to uncover 

within-group variability for various ethnic groups in Head Start, including African 

American and Latinx children (see Bulotsky-Shearer, López, & Mendez, 2015; 

Castro, Mendez, & Fantuzzo, 2002; Fantuzzo et al., 1998; Fantuzzo et al., 1995). 

Recently, the Chinese teacher version of the PIPPS was validated with Chinese 

children residing in Hong Kong (Leung, 2014). Neither teacher nor parent 

versions of the PIPPS has been validated with Chinese immigrant children in the 

United States. 

It is also hypothesized that two reliable and valid dimensions of parents’ 

play beliefs of the PPBS will be replicated with this sample. Recently, Jiang and 

Han (2015) modified the original PPBS with a mainland Chinese group and a 
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sample of Chinese immigrants in the United States. The authors took PPBS items 

and divided them into three subscales instead of the two subscales presented in 

the original study: (1) parents’ attitudes regarding the developmental significance 

of play, (2) parents’ participation in and enjoyment of play, and (3) the value of 

play when compared with academic activities (see Jiang & Han, 2015). For the 

present study, the translated Chinese version of the scale with the original two 

dimensions will be used for the initial validation.  

In addition, it is hypothesized that, consistent with the original 

dimensions, two reliable and valid factors representing parents’ cultural 

orientations on the VIA and one reliable and valid factor of child-rearing 

ideologies on the CCIQ will be replicated with this sample. Although several 

studies have used the VIA measure with economically diverse Chinese immigrant 

families in the US (e.g., Kim, Chen, Li, Huang, & Moon, 2009; Ryder, Alden, & 

Paulhus, 2000), it has not been validated with low-income Chinese immigrant 

families with preschool children. In the original study (Chao 1994), no internal 

consistency test statistics were reported for the CCIQ. A few studies have used the 

measure (Jose, Huntsinger, Huntsinger, & Liaw, 2000; Jiang & Han, 2015); 

however, like the VIA measure, this measure has not been validated for use with 

low-income Chinese immigrant families with preschool children.  

Study 2 Hypotheses. The current proposed study will also expand our 

understanding of Chinese immigrant parents’ beliefs by incorporating the role of 

acculturation and represents the first such study to incorporate more extensive 
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discussions of children’s play into parent education efforts based on the following 

hypotheses and results.  

First, consistent with a study conducted by Jiang and Han (2015), which 

found variation in parental play beliefs among Chinese immigrant parents, 

mainland Chinese parents, and European-American parents, it is expected that for 

research questions in the examination stage (research question 1), distinct profiles 

and within-group differences in patterns of Chinese immigrant parents’ play 

beliefs and cultural orientation will emerge. Specifically, it is hypothesized that 

higher levels of an American orientation (reflecting that parents are more 

acculturated to the host country) will be linked to parents’ endorsement of the 

importance of play-related activities (Parmar et al., 2004). Conversely, it is 

hypothesized that higher levels of a Chinese orientation (reflecting parents who 

are holding on to the beliefs from the home country) will be linked to valuing less 

of the importance of play-related activities. Currently, only one study (i.e., Jiang 

& Han, 2015) has aimed to recognize the play belief differences between 

immigrant Chinese parents, mainland Chinese parents, and European-American 

parents. The majority of Chinese immigrant participants in their study held 

master’s and doctoral degrees, had a yearly income above $75,000, and had been 

in the United States for 10 to 14 years. Recognizing Chinese immigrant families 

are very diverse (e.g., according to their income, location, and years in the US), 

the current study will be an expansion to understand how families of lower 

socioeconomic status may view preschool children’s play. 
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Further, regarding research question 2, it is hypothesized that there will 

be a significant difference between the profiles with respect to parent 

characteristics (e.g., educational level, marital status, gender) and child 

characteristics (e.g., gender, nativity). More specifically, it is expected that highly 

bicultural parents and those who endorse play will have obtained higher education 

and provide a more “American” home environment (such as by speaking English 

at home). Regarding research question 3, it is expected that parents who are not 

bicultural and those with the lowest levels of play beliefs and higher academic 

beliefs will have children with more problematic social behaviors.  

For research question 4, it is expected that an association between 

Chinese immigrant parents’ play beliefs and children’s social behaviors will be 

moderated by parents’ levels of cultural orientation. More specifically, we 

hypothesized that Chinese immigrant parents’ higher levels of American 

orientation will buffer the negative associations between Chinese parents’ beliefs 

(e.g., Chinese immigrant parents who value more academic activities) and 

Chinese children’s disruptive and disconnected play behaviors. 

Although the hypothesized results of the quantitative research are based 

on previous empirical results, researchers have pointed out the problems with 

inconsistent (and rather controversial) findings in studying the associations 

between Chinese immigrant parents’ acculturation, beliefs, and child outcomes 

(e.g., Kim et al., 2014; Yu, Cheah, & Calvin, 2016). To further explore Chinese 

immigrant parents’ cultural adjustment experiences and how they are related to 

their parenting practices and child outcomes, it might be better to view their 
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practices through the lens of Chinese values and their own perspectives (Cheung, 

Hyun, & McWayne, 2019). Thus, in the exploration stage, several qualitative 

research questions were investigated. It is hypothesized that parents will talk 

about certain prosocial behaviors that might be seen as antisocial within the US 

context—for example, views of a shy child from a Western perspective (with a 

negative connotation) versus the Chinese perspective of a shy (or reserved) child 

(with a positive connotation) (Yamamoto & Li, 2012). Xu and colleagues’ (2009) 

study found that Chinese children’s shy behaviors are likely to be constructed as 

an indication of self-control or self-regulation in a setting where social harmony is 

valued over individual assertiveness. Guided by the items of the PIPPS measure 

(which contains both negative and positive social behaviors in children’s 

home/neighborhood and classroom settings), parents may share problems they 

have with some items (such as if they feel some items are not relevant to their 

culture) and/or suggest other ways to better translate and describe children’s 

social behaviors (Leung, 2014). 

For research questions in the exploration stage, it is hypothesized that 

there will be different views on prosocial and antisocial behaviors within the 

context of play, based on parents’ cultural orientation. For example, in another 

study, one Head Start Chinese immigrant parent mentioned that they have the 

impression that children only go to school “to eat, drink, and play all day” 

(Bulotsky-Shearer et al., 2016), while another Chinese immigrant parent 

commented that she struggled in choosing between American and Chinese 

cultures when deciding whether to expose her child to more academic activities or 
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to involve her child in non-academic extracurricular activities (Xie et al., 2004). 

While Chinese immigrant parents believe it is important to embrace and absorb 

the positives of the host culture, they also want their children to develop a 

bicultural identity (Xie et al., 2004). Thus, Chinese parents face dilemmas and 

experience conflicts while navigating between two distinctively different school 

systems. The research questions iteratively developed based on conversations 

with parents aim to generate conversation about parents’ experiences of adapting 

to the new culture, strengths they built on or had to develop, and specific 

challenges they or their children have faced. To achieve this aim, focus group 

discussions were semi-structured, and the researcher remained open to emergent 

themes. 

In the integration stage for research questions 1 and 2, it was expected 

that qualitative findings would illuminate and add more texture to the profiles of 

parental beliefs and cultural orientation that emerged from the quantitative phase. 

It was also hypothesized that the present research would highlight cultural 

differences that might exist between Chinese immigrant parents’ and teachers’ 

views about children’s social-emotional development (based on survey data and 

focus groups with parents) and how to best support it (Fogle & Mendez, 2006). 

These integrative findings will have the potential, then, to inform education 

efforts in the context of programs like Head Start, where parents and teachers 

often come from different sociocultural backgrounds and hold different 

perspectives about child development. 
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CHAPTER TWO: METHOD 

STUDY ONE: THE MEASUREMENT VALIDITY STUDY 

Participants 

 Families of 213 preschool children enrolled in Head Start and other early 

childhood education programs located in a Northeastern urban center participated 

in this study. Overall, the project yielded a 96% participation rate among eligible 

parents. Respondents who self-identified as Chinese immigrants and as primary 

caregivers participated in the study, including those who were: mothers (80.3%), 

fathers (16.4%), aunts (1.9%), and grandmothers (1.4%). Participants’ mean age 

was 35.94 years (SD = 6.77). For each child enrolled in the study, only one 

caregiver participated. Eighty-eight percent of participants originated from 

Mainland China and the remaining participants originated from Hong Kong, 

Taiwan, and Vietnam. Within Mainland China, 48.8% of participants were from 

Guangdong, 9.9% came from Taishan, and the remaining participants were from 

Beijing, Shanghai, Fujian, and other regions. Participants reported residing in the 

U.S. for an average of 9.12 years (SD = 7.69). Thirty-three percent had attained at 

least a college degree, 14% had some college experience, 37% had either attended 

or completed middle or high school, and the remaining participants (16%) had 

either attended or competed elementary school or had no formal school 

experience. Sixty-three percent of the participants were employed (either full or 

part time). Eighty-six percent of participants reported at least one Chinese dialect 

as the primary language spoken at home, and the remaining participants spoke 

English at home with their children. Children ranged in age from 2.85 to 6.45 
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years (M = 4.32 months; SD = 7.87) and there were slightly more boys than girls 

(53.1% boys). Eighty-one percent of the children were U.S.-born, with the 

remaining born in Mainland China (14%) or other countries (5%). A little more 

than half of the children lived in a two-parent household (58%), 28% lived with 

both parents and other extended family members (e.g., grandparents, uncles, 

aunts), and 14% lived in single-parent households or in single-parent households 

with other extended family members. 

Procedures 

The study was conducted after approval by: The University IRB, Head 

Start and early childhood education program directors, and the chair of Head Start 

Parent Policy Committee. Data were collected over one academic year. Several 

procedures were followed to ensure that the rights of research participants were 

protected. First, participants were recruited via flyers posted at Head Start centers 

and early childhood programs, and through presentations delivered at each site by 

the graduate student research team members. After participants were recruited, 

research team members (who were trained in data collection procedures) met 

individually with parents to explain the purpose of the project and obtain 

informed consent. During this time, parents learned about the nature of the project 

as well as the benefits and risks of participation for children, parents, and the 

Head Start program. In addition, parents were informed that their participation in 

the project was completely voluntary, and they were informed they could 

withdraw from the project at any time for any reason. Confidentiality procedures 

were carefully reviewed with parents, including the use of identification numbers 
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in place of names on all measures. Researchers also assured parents that their 

decision would not affect their relationship with their children’s teachers or any 

services their child received from the program. Parents who agreed to participate 

received a packet that contained four surveys (PIPPS, VIA, CCIQ, PPBS—details 

about the measures can be found in the Measures section below—with a family 

demographic form). Research team members were on-site at least twice a week 

(or during a time when they had told parents they would be) to address any 

questions that parents might have about the measures or the study. Surveys were 

offered in Chinese and English. Program Staff members who were familiar with 

families’ linguistic needs helped the research team to identity them. For these 

families, bilingual research assistants assisted in reading assessments in dialects 

most appropriate for a particular family. For their participation in the study, each 

family received $20 for upon completion of the packet of surveys.  

Measures 

Children’s peer play. The Penn Interactive Peer Play Scale – Parent 

Report (PIPPS-P; Fantuzzo et al., 1998) is a measure used to assess low-income 

preschool children’s social competencies in the context of peer play. The PIPPS 

contains 32 items identifying common play behaviors children exhibit with peers 

in the preschool classroom and home setting. The PIPPS was developed in 

partnership with Head Start teachers, staff, and parents, and the 32-item parent 

and teacher versions have revealed three dimensions of preschool peer play: Play 

Interaction, Play Disruption, and Play Disconnection. These behaviors are rated 

on a 4-point Likert-type scale (i.e., Never, Seldom, Often, Always), with higher 
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scores indicating a higher level of that particular play dimension. Play Interaction 

describes children’s cooperative and helpful behaviors that promote positive peer 

play interactions (e.g., “helps other children,” “shares toys with other children,” 

“encourages others to join play”), whereas Play Disruption consists of behaviors 

that impede such relations (e.g., “starts fights and arguments,” “disrupts class 

during transitions from one activity to another,” “rejects the play ideas of others”).  

Play Disconnection reflects withdrawn and avoidant behaviors that interfere with 

peer play interactions (e.g., “confused in play,” “wanders aimlessly,” “refuses to 

play when invited”). Studies have documented strong psychometric properties of 

the PIPPS with low income and immigrant children in the US, with Cronbach’s 

alpha coefficients ranging from 0.86 to 0.90 across dimensions (Bulotsky-Shearer, 

López, & Mendez, 2016; Fantuzzo et al., 1998). Study 1 focused on using the 

PIPPS-P with Chinese immigrant families and children. 

Chinese orientation and American orientation. The Vancouver Index of 

Acculturation (VIA; Ryder et al., 2000) is a parent report measure assessing the 

extent of parents’ cultural orientations. The scale consists of 10 items assessing 

the degree of American orientation and 10 items assessing the degree of Chinese 

orientation. The two dimensions of the VIA have been reliably measured across 

multiple ethnic groups, including Chinese Americans. On a scale of 1 (strongly 

disagree) to 5 (strongly agree), the VIA items assess values, behaviors, traditions, 

and social interactions with regard to the cultures in question. Examples of items 

include: "I am interested in maintaining or developing Chinese traditions" and "I 

would be willing to marry a North American person." Thus, higher subscale 
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scores represent higher levels of identification with the culture represented. Both 

dimensions have revealed adequate internal consistency during two waves in a 

longitudinal study of Chinese students (W1, Chinse orientation, a = .82 to .83; 

W1, American orientation, a = .83 to .84; W2, Chinese orientation, a = .86 to .88; 

W2, American orientation, a = .85 to .87). The two dimensions of VIA have also 

been found to be related with measures of self-construal and adjustment (Kim et 

al., 2014; Ryder et al., 2000). 

Parenting ideology. The Chinese Child-Rearing Ideology Questionnaire 

(CCIQ; Chao, 1994) is a five-point Likert scale that measures parents’ child-

rearing ideologies, ranging from strongly disagree (1) to strongly agree (5). The 

scale consists of 13 items covering two areas: ideologies concerning child 

development and learning (e.g., “Parents must train the child to work very hard 

and be disciplined”), and ideologies about the parent-child relationship (e.g., 

“Parents should do everything for the child’s education and make many 

sacrifices”). A total score with a range from 13 to 65 is obtained by summing the 

scores of all 13 items. Higher scores demonstrate greater adherence to Chinese 

child-rearing ideologies. A previously conducted study with a sample of Mainland 

Chinese parents attained internal validity of a = .83 (Su & Hynie, 2011) and with 

a sample of Chinese American parents a = .62 (Jose et al., 2000). 

Play beliefs. The Chinese Parent Play Beliefs Scale (PPBS; Fogle & 

Mendez, 2006; Jiang & Han, 2015) is a 25-item scale that was developed to assess 

parents’ views about the function of play in their child’s development. The PPBS 

contains 30 five-point Likert-type items (1 = disagree; 5 = very much agree) that 
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yield two subscales: Play Support and Academic Focus. The Play Support 

subscale reflects beliefs that play is an enjoyable activity with the potential to 

offer a range of developmental benefits to children. The Academic Focus subscale 

reflects beliefs that play tends to be irrelevant to children’s social and cognitive 

development, thereby suggesting parents may implicitly value more 

academically-oriented activities. Internal consistency for both subscales is 

adequate to high (validation study: a = .90 and .73, respectively). In addition, the 

inter-factor correlation illustrates that the two factors are fairly independent from 

one another and negatively correlated (r = -.34, p < .01; Fogle & Mendez, 2006).  

Recently, the PPBS was adopted with some modification for use with 

Chinese parents (Jiang & Han, 2015). The PPBS items were divided into three 

subscales instead of the two subscales presented in the original study: (1) parents’ 

attitudes regarding the developmental significance of play; (2) participation in and 

enjoyment of play; and (3) the value of play when compared with academic 

activities. Six questions about the impact of play on children’s development were 

modified to minimize social desirability (subscale renamed as Developmental 

Significance of Play). For example, one original item from the PPBS was “Play 

can help my child develop better thinking abilities.” It was modified to “How 

much do you think play can help your child develop better thinking abilities?” and 

the answer was changed to a five-point scale from “Not Helpful at All” to “Very 

Helpful.” Twelve questions asked about parental involvement in and enjoyment 

of children’s play (subscale renamed Parent–Child Interaction), and the final eight 

questions asked parents to compare play with academic activities. These final 
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eight questions were not modified from the original PPBS. In addition, parents 

were asked to respond to statements such as, “I do not think my child learns 

important skills by playing” and “Reading to my child is more worthwhile than 

playing with him or her.” Each item in the PPBS was translated into Chinese 

(Jiang & Han, 2015). No internal consistency test statistics have been reported for 

the modified version of the PPBS. Thus, for the purpose of validating the PPBS 

Chinese version for the first time, the original two dimensions were tested in the 

current study. 

Family and child demographics. A demographic questionnaire was used 

to gather information about family characteristics. Parent and child demographics 

included characteristics such as: parental and child age, parent and child gender, 

parent’s level of education, parent’s employment, primary language spoken in the 

home, country of origin and region, length of time in US, number of adults in the 

home, and number of children in the home. The demographic variables were 

carefully selected in accordance with the project research questions and based on 

previous research studies conducted with low-income participants and Head Start 

participants (e.g., Bulotsky-Shearer, Fantuzzo, & McDermott, 2008, Castro et al., 

2002) as well as studies conducted with members of an immigrant population 

(e.g., Cheah et al., 2009; Cheung et al., 2019).  

Research Questions and Data Analysis Plan 

• Research Question 1: Are reliable and valid dimensions of children’s 

peer play competence, parents’ play beliefs, and cultural orientation 

evident in a Chinese immigrant sample? 
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The full sample was randomly split into two mutually exclusive 

subsamples, using SAS version 9.4. One sample (n = 107) was used for 

exploratory factor analysis, and the other (n = 106) was used for confirmatory 

factor analysis. For factor analysis, having a minimum of 100 subjects is 

recommended (Gorsuch, 1983). Based on these criteria, a subsample size of 107 

provided sufficient participants for the study. To determine the construct validity 

of the parent versions of the 32-item PIPPS, 25-item PPBS, 13-item CCIQ, and 

20-item VIA, a series of exploratory factor analyses (EFA) was performed using 

SPSS version 24. The analyses were performed using both orthogonal (varimax, 

equamax) and oblique (geomin) rotational methods. In order to determine the 

most appropriate factor solution, the decision considered the following criteria: 

(a) the rotated factor solution must meet criteria for Cattell’s (1966) scree test; (b) 

items were retained when factor loadings were above .30 (Boyle, 1985); (c) each 

unrotated factor accounted for at least 5% of the total variance; (d) the final factor 

structure was reliable, as determined by Cronbach’s alpha above .70 (Kline, 

1993); (e) each factor retained at least 5 items with salient loadings; (f) the final 

structure minimized interfactor correlations; and (g) the final factor solution was 

psychologically and theoretically meaningful (Gorsuch, 1983). In addition, item 

analyses were conducted focusing on item-total correlations, standardized alpha, 

frequency distributions and variability statistics. Once a factor solution was 

resolved, Wrigley-Neuhaus coefficients were examined to assess the degree of 

congruence between the subgroup factor solutions (Guadagnoli & Velicer, 1991). 

This factorial matching procedure involves comparisons across every possible 
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combination of factors and yields two types of coefficients: one that shows the 

extent of similarity across factors and, conversely, one that shows the degree of 

dissimilarity (Castro et al., 2002; Guadagnoli & Velicer, 1991). A coefficient of 

1.0 indicates perfect agreement of item variance across structures.  

 Confirmatory factor analyses (CFAs) were conducted using MPlus 8 

(Muthén & Muthén, 2012-2018), using the mean and variance-adjusted weighted 

least-squared method (WLSMV). The WLSMV estimation method was chosen 

due to the way outcome variables (i.e., the PIPPS-P items) were rated using four 

categories (an ordinal level of measurement). Fit indices were obtained to 

evaluate the fit of the hypothesized model to these data. Factor models were 

evaluated based on several criteria. First, as an indicator of overall fit, the χ2 value 

assesses the difference between the covariances within the hypothesized model 

and the null model, which retains the covariances of the data structure. A good 

model fit is indicated by a low, statistically nonsignificant χ2 value. Researchers 

also have suggested supplementing the χ2 estimate with other overall fit measures 

that compensate for its weaknesses (Kline, 2004). Therefore, the square root mean 

squared residuals (SRMR), the Bentler Comparative Fit Index (CFI), and the 

Tucker-Lewis Index (TLI) were calculated. The SRMR ranges from 0 to 1, where 

0 represents a perfect fit. The SRMR provides a standardized summary of the 

differences between the observed and model-estimated covariances. CFI is an 

indicator of incremental model fit, describing the model fit of the proposed model 

relative to a restricted, nested baseline model. The values of CFI can range from 0 

(lack of fit) to 1 (perfect fit). The TLI values can fall outside the 0-1 range, with 
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values greater than or equal to .90 indicating acceptable model fit. In addition, 

researchers have suggested examining RMSEA values of ε < .06 as good fit and ε 

> .10 to indicate poor fit. 

• Research Question 2: Do Chinese immigrant parents and teachers 

(serving in the Head Start program) observe Chinese-heritage 

children congruently or incongruently? 

Canonical variance and redundancy analyses, between the parent version 

of the PIPPS and the teacher version of the PIPPS, were conducted (as per 

Ferguson & Takane, 1989; Weiss, 1972). A significant canonical correlation 

signifies a degree of overlap between peer-play behaviors observed by parents 

and teachers. After obtaining information about whether or not any significant bi-

multivariate relations exist, the canonical structure was examined to understand 

how the two sets of variables were related to one another. High loadings within 

the structure indicate the strength of a particular variable as contributing to the bi-

multivariate relationship between the two data sets (see Fantuzzo & McWayne, 

2002, for an example of this analysis with the parent and teacher PIPPS with an 

African American Head Start sample).  

STUDY TWO: A MIXED METHODS EXPLANATORY SEQUENTIAL 

STUDY 

Explanatory Sequential Mixed Methods Research Design 

 The present study employed an explanatory sequential mixed method 

design with the intent of examining within-group variability in parental beliefs 

about play and cultural orientation among Chinese immigrant families in relation 
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to children’s social behaviors. In notation, the study can be described as QUAN 

à qual = explain quantitative results (Creswell & Plano Clark, 2011). This 

notation indicates that the study implemented the two strands in a sequence, with 

the quantitative methods occurring first, and the qualitative methods following to 

help explain the quantitative results. 

The following procedures were followed: (1) collect and analyze 

quantitative data in the first phase; (2) examine the results of the quantitative 

analysis to determine (a) what results will need further exploration in the second, 

qualitative phase and (b) what questions to ask participants in the qualitative 

phase; (3) gather and analyze qualitative data in the third phase to help explain the 

quantitative results; and (4) draw conclusions about how the qualitative results 

add texture to the quantitative results (see Figure 1).  

Quantitative Phase – Examination Stage 

Participants. 

 Primary caregiver participants. Families of 213 preschool children 

enrolled in Head Start and early childhood education programs located in a large 

Northeastern urban center participated in this study. Overall, the project yielded a 

96% participation rate among eligible parents. Respondents who self-identified as 

Chinese immigrant and as a primary caregiver participated in the study, including 

those who were: mothers (80.3%), fathers (16.4%), aunts (1.9%), and 

grandmothers (1.4%). Participants’ mean age was 35.94 years (SD = 6.77). For 

each child enrolled in the study, only one caregiver participated. Eighty-eight 

percent of participants originated from Mainland China and the remaining 
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participants originated from Hong Kong, Taiwan, and Vietnam. Within Mainland 

China, 48.8% of participants were from Guangdong, 9.9% came from Taishan, 

and the remaining participants were from Beijing, Shanghai, Fujian, and other 

regions. Participants had been residing in the U.S. for an average of 9.12 years 

(SD = 7.69). Thirty-three percent had attained at least a college degree, 14% had 

some college experience, 37% had either attended or completed middle or high 

school, and the remaining participants (16%) had either attended or competed 

elementary school or had no formal school experience. Sixty-three percent of the 

participants were employed (either full or part time). Eighty-six percent of 

participants reported at least one Chinese dialect being spoken as the primary 

language at home, and the remaining participants spoke English at home with 

their children. Children ranged in age from 2.85 to 6.45 years (M = 4.32 months; 

SD = 7.87) and there were slightly more boys than girls (53.1% boys). Eighty-one 

percent of the children were U.S.-born, with the remaining were born in Mainland 

China (14%) or other countries (5%). A little more than half of the children lived 

in a two-parent household (58%), 28% lived with both parents and other extended 

family members, and 14% lived in single-parent households or in a single-parent 

household with other extended family members. 

 Teacher participants. Thirty-eight head teachers or assistant teachers were 

recruited to participate in the study. Overall, the project yielded a 100% 

participation rate among teachers. Among 38 teachers, 95% were female. Forty-

three percent of participant teachers identified as White Non-Hispanic, 35% as 

Asian (all identified as Chinese), 17.5% as Multiracial, and 4.5% identified as 
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either Hispanic, Black, or Other. Teaching experience varied from 2 to 30 years; 

on average, teachers had 16.53 years of teaching experience. In addition, 51.3% 

of teachers reported having some college experience, 28.2% a bachelor’s degree, 

5.1% had a high school/GED degree, and the remaining teachers possessed a 

graduate degree. Half of the teachers were born outside of the US. Among these 

teachers, 48% reported using English as their primary language at home, 35% 

reported using Chinese at home, and the rest (17%) reported using either Spanish 

or French. Eighty-eight percent of teachers reported using English as the primary 

language in the classroom, whereas 12% of teachers used a combination of 

English and Chinese, Spanish, or Haitian Creole. 

 Parent measures. For the parent measures, the PIPPS, PPBS, and VIA 

measures that were validated in Study 1 were used. The CCIQ measure was not 

employed due to its low reliability. 

 Teacher Measures.  

Children’s peer play. The teacher version of the Penn Interactive Peer 

Play Scale (PIPPS – T; Fantuzzo et al., 1995) was used to assess children’s peer 

play interactions within the classroom. The PIPPS – T contains 32 items 

identifying common play behaviors children exhibit with peers in the preschool 

classroom. The PIPPS – T was developed in collaboration with Head Start parents 

and teachers specifically for use with low-income, urban Head Start children. 

Items are rated on a 4-point scale (i.e., Never, Seldom, Often, Always), allowing 

the researcher to differentiate between children with positive peer relationships 

and those who demonstrate less successful peer play interactions. Play Interaction 



CHINESE PARENTS’ BELIEFS ABOUT SOCIAL DEVELOPMENT 
 

49 

(10 items) reflects creative, cooperative, and helpful behaviors that will facilitate 

successful peer play interactions (e.g., “helps other children,” “shares toys with 

other children,” “encourages others to join play,” and “shows creativity in making 

up play and activities.) Play Disruption (12 items) identifies children’s antisocial 

play behaviors, such as “starts fights and arguments,” “disrupts play of others,” 

“disrupts class during transitions from one activity to another,” and “rejects the 

play ideas of others.” Play Disconnection (10 items) describes withdrawn and 

avoidant behaviors that impede active participation in peer play, such as 

“confused in play,” “wanders aimlessly,” “hovers outside play group,” and 

“refuses to play when invited.” In a recent study with Chinese children residing in 

Hong Kong, the teacher version was translated into Chinese and demonstrated 

strong reliability for each of the three dimensions, with coefficients of .93, .94, 

and .91, respectively (Leung, 2014). The current study of Chinese immigrant 

children also demonstrated strong reliability (with Cronbach’s alpha coefficients 

of .88, .83, and .88, for Play Disruption, Play Disconnection, and Play Interaction, 

respectively). 

Children’s adaptive and maladaptive behavior at school. The 

Adjustment Scales for Preschool Intervention (ASPI: Bulotsky-Shearer et al., 

2008; Lutz, Fantuzzo, & McDermott, 2002) is a multidimensional instrument 

based on teacher observations of adaptive and maladaptive behavior in the 

preschool classroom. The ASPI was standardized on a sample of urban Head Start 

children and validated for use with this population (for a more extensive 

description of standardization, see Lutz et al., 2002). The ASPI contains 144 
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observable preschool classroom behaviors (122 items reflect problem behaviors, 

22 items reflect positive behaviors). These items are each framed by 22 routine 

classroom situations such as, interactions with teachers, peers, and involvement in 

structured and unstructured classroom activities, games and play. ASPI content 

focuses on teacher observed behavior over the preceding 2 months. Examples of 

ASPI items are, “snatches objects away from other students,” “doesn’t complete 

projects,” “helps unless in a bad mood,” and “needs encouragement to join in.” 

Construct validity studies of the ASPI with urban, low-income preschool 

populations 

have revealed five robust and reliable dimensions: Aggressive, Oppositional, 

Inattentive/Hyperactive, Withdrawn/Low Energy and Socially Reticent. Each of 

the five dimensions have demonstrated adequate internal consistency, with 

Cronbach’s alpha coefficients of .92, .78, .79, .85 and .79, respectively (Lutz et 

al., 2002). Convergent and divergent validity of the five ASPI dimensions have 

been established with constructs of teacher-reported interactive peer play, 

behavior problems, temperament, emotion regulation, and direct observations of 

classroom behavior problems (Bulotsky-Shearer & Fantuzzo, 2004; Lutz et al., 

2002). Validity studies with teachers and teacher assistants also has found 

consistent patterns of interrater reliability (r = .75, .76, .69, .49, and .60, p < .001, 

respectively for Aggressive, Inattentive/Hyperactive, Oppositional, 

Withdrawn/Low Energy, and Socially Reticent dimensions; Bulotsky & Fantuzzo, 

2004). Predictive validity of the five ASPI dimensions has been established with 

end-of-the-year preschool competencies including interactive peer play, 
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classroom learning competencies, and receptive language skills (Fantuzzo, 

Bulotsky-Shearer, McDermott, Mosca, & Lutz, 2003).  

Teacher demographics. A demographic questionnaire was used to gather 

information about teacher characteristics. Teacher demographics included 

characteristics such as: age, gender, level of education, years of teaching 

experience, home language, and primary language used in the classroom. The 

demographic variables were carefully selected in accordance with the project 

research questions and based on previous research studies conducted with low-

income participants and Head Start participants (e.g., Bulotsky-Shearer et al., 

2008, Castro et al., 2002) as well as studies conducted with members of an 

immigrant population (e.g., Cheah et al., 2009; Cheung et al., 2019).  

Procedures. 

Primary caregiver recruitment. The study was conducted after approval 

by: The University IRB, Head Start and early childhood education program 

directors, and the chair of the Head Start Parent Policy Committee. Data were 

collected over one academic year. Several procedures were followed to ensure 

that the rights of research participants were protected. First, participants were 

recruited via flyers posted at Head Start centers and early childhood programs, 

and through presentations delivered at each site by the graduate student research 

team members. After participants were recruited, research team members (who 

were trained in data collection procedures) met individually with parents to 

explain the purpose of the project and obtain informed consent. During this time, 

parents learned about the nature of the project as well as the benefits and risks of 
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participation for children, parents, and the Head Start program. In addition, 

parents were informed that their participation in the project was completely 

voluntary, and they were informed they could withdraw from the project at any 

time for any reason. Confidentiality procedures were carefully reviewed, 

including the use of identification numbers in place of names on all measures. 

Researchers also assured parents that their decision would not affect their 

relationship with their children’s teachers or any services their child received 

from the program. Parents who agreed to participate received a packet that 

contained four surveys (PIPPS, VIA, CCIQ, PPBS—details about the measures 

can be found in the Measures section below—with a family demographic form). 

Research team members were on-site at least twice a week (or during a time when 

they had told parents they would be) to address any questions that parents might 

have about the measures or the study. Surveys were offered in Chinese and 

English. Staff members who were familiar with families’ linguistic needs helped 

the research team to identify them. For these families, bilingual research assistants 

assisted in reading assessments in dialects most appropriate for a particular 

family. For their participation in the study, each family received $20 for upon 

completion of the packet of surveys.  

Teacher recruitment. Graduate student research team members met 

individually with teachers to explain the purpose of the project and the risks and 

benefits of participation. Teachers were informed that participation was voluntary, 

and that they could withdraw from the project at any time. Confidentiality 

procedures were carefully reviewed with each teacher. Researchers assured 
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teachers that their decision would not affect their relationship with their education 

supervisor, director or program related staff. All participating teachers gave 

informed consent. Each teacher received $10 for completed surveys for each child 

(for example, one teacher completed surveys for 6 children and she received $60 

in total). Teachers received a packet that contained two surveys (PIPPS and ASPI, 

along with a demographic form). 

Research questions and data analysis plan for the quantitative phase. 

Prior to conducting analyses, all variables were examined for missingness, 

outliers, homoscedasticity, and kurtosis. 

• Research Question 1: Do parents’ beliefs about play and their cultural 

orientation combine to form distinct profiles?  

To determine profiles of parents’ beliefs and acculturation among Chinese 

immigrant parents, a multistage hierarchical cluster analysis with replications and 

relocation (McDermott, 1998) was conducted in SAS 9.4. First, the samples were 

randomly and equally assigned to two mutually exclusive blocks for purposes of 

the multistage cluster procedure. For each block, the ideal number of clusters was 

determined by: (a) an atypical decrease in overall between-cluster variance (r2) 

and increase in within-cluster variance (Ward, 1963) and (b) a simultaneous 

elevation of the pseudo-F statistic (Calinski & Harabasz, 1974) over the pseudo-t2 

statistic (Duda & Hart, 1973). (Note: Pseudo-F indicates separation among all 

clusters in the current step, whereas pseudo-t2 indicates separation of the two 

clusters immediately joined in the current step). Then, clusters derived from the 

first-stage analyses were pooled and subjected to second-stage clustering. 
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Specifically, a similarity matrix was constructed to impact full-first-stage history 

(cluster mean-profiles, radial and dispersion statistics, and within-cluster profile 

frequency), and Ward’s method was reapplied. During this process, 2% of the 

total sample were detected as outliers, and seven cases were deleted. Since 

agglomerative clustering provides no natural mechanism to relocate 

retrospectively misplaced profiles, third-stage clustering applied divisive k-means 

iteration to relocate misplaced profiles (as advised by Scheibler & Schneider, 

1985).  

To determine the internal validity of the profiles, selection criteria for 

second- and third-stage clustering were identical to those for first-stage clustering, 

and stopping rules were applied: (a) the average within-cluster homogeneity 

coefficient, H (Tryon & Bailey, 1970) was ≥ .60; (b) the average between-cluster 

similarity coefficient, Rp (Cattell, 1949), was ≤ .40; (c) each final cluster 

replicated 100 percent as verified by absorption of the first stage-cluster into the 

same second- and third-stage cluster (as per Overall & Magee, 1992); and (d) the 

solution made psychological sense in terms of parsimonious coverage of the data. 

• Research Question 2: Are there significant differences between these 

profiles with respect to parent and child characteristics?  

• Research Question 3: What are the relations between these patterns 

and children’s social emotional outcomes?  

After the most meaningful parent profiles were determined, they were 

inspected with respect to child gender, parent gender, parent education level, and 

primary language spoken at home to examine if any significant differences 
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existed among them. Deviations in the expected prevalence of these demographic 

variables within each profile type were determined by two-tailed tests of the 

standard error of proportional differences (Ferguson & Takane, 1989). The next 

set of analyses was conducted to provide initial evidence for the validity of the 

profiles, by examining the association between parenting profiles and children’s 

peer play dimensions, as well as teacher-reported peer play and social adjustment. 

Multivariate analysis of variance (MANOVA) and analysis of variance (ANOVA) 

with Tukey’s HSD post hoc analyses were conducted.   

• Research Question 4: Do parental levels of cultural orientation 

moderate the relations between parental beliefs about play and 

children’s social emotional outcomes? 

Controlling for demographic factors, path analysis was conducted to 

determine the relations between parents’ play beliefs, parents’ cultural orientation, 

and children’s social competencies. Path analysis is a multivariate technique 

requiring formal specification of relations between observed variables based on 

relevant theory and empirical research (Kline, 2004). First, a direct effects 

(unmoderated) model was tested to examine the associations between parents’ 

play beliefs, as well as other parent characteristics that may be associated with 

parents’ play beliefs, and Chinese immigrant preschool children’s social 

competencies.  

The measurement model was evaluated based on several criteria. First, as 

an indicator of overall fit, the χ2 value assesses the difference between the 

covariances within the hypothesized model and the null model, which retains the 
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covariances of the data structure. A good model fit is indicated by a low, 

statistically nonsignificant χ2 value. Researchers also have suggested 

supplementing the χ2 estimate with other overall fit measures that compensate for 

its weaknesses (Kline, 2004). Therefore, the square root mean squared residuals 

(SRMR), the Bentler Comparative Fit Index (CFI), and the Tucker-Lewis Index 

(TLI) were calculated. The SRMR ranges from 0 to 1, where 0 represents a 

perfect fit. The SRMR provides a standardized summary of the differences 

between the observed and model-estimated covariances. CFI is an indicator of 

incremental model fit, describing the model fit of the proposed model relative to a 

restricted, nested baseline model. The values of CFI can range from 0 (lack of fit) 

to 1 (perfect fit). The TLI values can fall outside the 0-1 range, with values 

greater than or equal to .90 indicating acceptable model fit. In addition, 

researchers have suggested examining RMSEA values of ε < .06 as good fit and ε 

> .10 to indicate poor fit. 

After the direct model was tested, a moderator was added to the model. In 

path analysis, a moderator is a third variable that modifies the strength or 

direction of a causal relationship (Rose, Holmbeck, Coakely, & Fransk, 2004). 

Thus, the model proposed predicted that the relations between parents’ play 

beliefs and children’s social outcomes were moderated (strengthened or 

weakened) by parents’ level of cultural orientation. The criteria used to assess the 

direct model was used again to test the path models.  

Power analyses show that with a sample of 120 and alpha set to the .05 

level, the power to detect a medium effect size with approximately 10 control 



CHINESE PARENTS’ BELIEFS ABOUT SOCIAL DEVELOPMENT 
 

57 

variables is sufficient at .80 (Cohen, 1992). O’Rourke’s and Hatcher (2013)’s 

sample size requirements for path analysis were applied. Aiming to detect 

medium effect sizes, the table indicates a sample of 100 is sufficient with 3-6 

predictor variables (selecting the standard alpha = .05 criterion). At the standard 

alpha level .01 (to set a more stringent alpha level to reduce of the likelihood of 

Type I errors), the researcher has greater confidence that findings are not random 

but genuinely reflect what exists in the data (O’Rourke & Hatcher 2013). 

O’Rourke and Hatcher (2013) recommended a sample of 134 is sufficient for the 

current study model. Thus, the sample (N = 213) meets and exceeds these 

recommendations.  

Protocol Development Phase – Interim Stage 

Focus group protocol development. The content of the focus group 

protocol was grounded in the initial quantitative results from the first stage of the 

study. Because the goal of the qualitative phase was to explore and elaborate on 

the results of the statistical tests (Creswell et al., 2003), this stage was included to 

create a protocol that would help better understand parents’ perceptions of 

children’s social behaviors and draw interpretations that are emically grounded. 

The protocol included questions to enhance understanding of how certain 

predictor variables differentially contributed to parents’ perceptions of children’s 

social behaviors. Moreover, items on the PIPPS measure that were non-loaders 

based on Study 1 results were included to stimulate discussion among parents 

with regard to their perspectives about what they considered to be children’s 

prosocial and antisocial behaviors within the context of peer play. 
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The protocol was developed using a “less structured approach,” which is 

known to be useful for the exploratory part of the research (Morgan, 2012). Less 

structured focus groups can be used as a strong data collection tool for 

exploratory research because “[it] is fact that a group of interested participants can 

spark a lively discussion among themselves without much guidance from either 

the researcher’s questions or the moderators’ direction” (Morgan, 1997, p. 10). 

Minimizing the researcher’s involvement in the discussion gives participants 

greater opportunity to pursue what interests them, and it is best to let them speak 

for themselves. For less structured focus groups to be successful, the interaction 

between participants is key (Bloor, Frankland, & Robson, 2001). Participants with 

shared experiences were recruited in order to establish a safe and familiar 

environment that would facilitate discussion or the ability to challenge each other 

comfortably. Moreover, the role of the researcher (as a moderator) is also critical 

to the success of focus groups. The researcher must moderate discussion without 

participating—expressing one’s own view tends to give participants cues as to 

what to say (introducing bias) rather than the confidence to be open and honest 

about their own views (Krueger, 1998).  

Qualitative Phase – Exploration Stage 

 Focus group participants. The maximum variation sampling method was 

used to select participants with a wide range of variation on dimensions of interest 

(Creswell, 2005; Patton, 2001). The purpose of this method was to 

discover/uncover central themes, core elements, and/or shared dimensions of a 

sample, while at the same time providing an opportunity to document unique or 
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diverse variations. To implement this strategy, a matrix (e.g., of parents’ cultural 

orientation, etc.) where each item on the matrix represented a different dimension 

(e.g., parents who scored high on Chinese orientation and/or parents who scored 

high on American orientation, etc.) was used to maximize variation.  

Eight participants were targeted for each focus group meeting (Morgan, 

2012). For the focus group format, having fewer than 6 participants might make it 

difficult to sustain a discussion. In addition, based on Morgan’s rule (2010)—to 

over-recruit by 20%—10 participants were selected using the maximum variation 

sampling approach. Three Head Start programs serving the highest percentage of 

the Chinese immigrant population in a northeastern city were invited to 

participate in the study. Overall, a total of 34 Chinese immigrant parents 

participated in this phase of the study (11-12 parents per site). Primary caregivers 

participated in the study, including: 27 mothers (79.4%), 5 grandmothers (14.7%), 

1 father (2.9%), and 1 aunt (2.9%). Participants’ mean age was 38.91 years (SD = 

9.33). All participants originated from Mainland China. Participants’ years living 

in the US ranged from 1-30 (M = 8.32; SD = 6.22). Twenty-nine percent had 

some college or attained at least a college degree, 29.4% completed high school, 

26.5% had either attended or completed middle and high school, and the 

remaining participants had either attended or completed elementary school. A 

little more than half of participants were not working (55.9%), and the remaining 

held either a part- or full-time job. All participants reported at least one Chinese 

dialect as the primary language spoken at home. 
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Procedures. The study was conducted after approval by the University 

IRB and program directors from Head Start and the other early childhood 

education programs. Data were collected during the fall, one year subsequent to 

the commencement of the study. Several procedures were followed to ensure that 

the rights of research participants were protected. First, selected returning parents 

(selected based on survey results from the quantitative phase) were contacted to 

participate in the focus group study. The remaining participants were recruited via 

flyers posted at Head Start centers and early childhood programs, and through 

presentations delivered at each site by the graduate student research team 

members. After participants were recruited, research team members (who were 

trained in data collection procedures) met individually with parents to explain the 

purpose of the project and obtain consent. If participants were not available 

during the site visit, a team member who could speak Chinese called each eligible 

participant. During this time, parents learned about the nature of the project as 

well as the benefits and risks of participation for children, parents, and the Head 

Start program. In addition, parents were informed that their participation in the 

project was completely voluntary, and they were informed they could withdraw 

from the project at any time for any reason. Researchers also assured parents that 

their decision would not affect their relationship with their children’s teachers or 

any services their child received from the program. 

At the first focus group, the nature of the project was explained again. For 

participants who were more comfortable using Chinese, an interpreter (a bilingual 

research team member) accompanied the researcher during each visit. All parents 
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spoke Cantonese during the focus group discussions. Before the meeting started, 

audio recording was carefully explained. Participants were assured that no 

identifying information would be used in any future dissemination of the data and 

that information from audiotapes would be shared only in aggregate form. In each 

meeting, the research team made sure the door was closed to assure participants’ 

comfort level. For participating in each focus group, each parent received $25. 

Purposefully, the research team didn’t recruit new participants for the second 

focus group in order for participants to get to know each other and feel 

comfortable to share their thoughts and stories during the second set of focus 

groups. 

For a qualitative dissertation, Morgan (2012) recommended a 10- to 20-

hour database as having sufficient data for analysis. Fern (1982) noted that two 8-

person focus groups would produce as many ideas as 10 individual interviews, 

which is usually equal to 10 hours of data (if the interview was about one hour 

long). Guest and colleagues (2017) also recommended that three to six focus 

groups would be sufficient (assuring more than 90% of all themes would be 

discoverable) and would provide new insights before they reach “saturation—the 

point at which additional data collection no longer generates new understanding” 

(Glaser & Strauss, 1967, p. 61). Based on these recommendations, the study 

conducted six focus group meetings. The focus group discussions lasted for a 

minimum of 77 minutes to a maximum of 96 minutes, with a mean duration of 84 

minutes.  
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Research questions and data analysis plan for the qualitative phase. 

The data analyses were guided by these research questions: 

• Research Question 1: What are Chinese immigrant parents’ 

perceptions of children’s prosocial and antisocial behaviors within the 

context of play? 

• Research Question 2: How do Chinese immigrant parents’ cultural 

orientations relate to their views on children’s social behaviors and 

peer play? 

• Research Question 3: What are Chinese immigrant parents’ views 

about the preschool learning environment in the US?  

Once focus group discussions were completed and transcribed, the data 

were imported into NVivo version 12 for coding and analysis. The process was 

iterative, as each focus group was conducted and transcribed. The qualitative 

analysis was guided by the ethnographic approach, as well as basic elements of 

qualitative data analysis (Creswell & Poth, 2018). This approach to data analysis 

includes: (1) getting a sense of the whole (e.g., reading or viewing data), (2) 

developing a consistent approach to the data (e.g., coding, writing memos, 

identifying themes, looking for relationships between codes and themes, creating 

the data display), (3) drawing conclusions and verifying (e.g., developing 

findings, testing authenticity by going back to the data), and (4) writing. The main 

purpose of the ethnographic approach is to uncover the meanings embedded in 

how knowledge is encoded within a culturally-bound group, as ethnographic 

research is emic in design and attempts to describe occurrences as they are 
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experienced by the subject (Arnould & Wallendorf, 1994; Creswell & Poth, 

2018). 

Using an inductive process, transcriptions of six focus groups were first 

read thoroughly to obtain a general sense of the meaning relayed by the 

participants after data were imported into NVivo. During the initial reading, the 

researcher’s annotations (or memos) were created in NVivo throughout as a way 

to record salient ideas about the data, meaning, and connections that emerged 

(Creswell, 2013). In NVivo, annotations are a useful tool to drop a quick note, a 

reference, or an idea, which are applied to specific text items.  

Key segments of text were labeled with nodes (similar to “codes” in other 

qualitative software such as ATLAS.ti or MAXQDA). Nodes are a primary tool 

for organizing and clarifying source data in NVivo. Nodes are useful to 

researchers in organizing and classifying elements of the project (Edhlund & 

McDougall, 2016). After all data were reviewed and nodes were created, the 

codebook was created by collapsing redundant nodes to have a concise final set of 

30 nodes (Creswell, 2013). Guided by quantitative results (especially using the 

parent profiles of play beliefs and cultural orientation) and the aforementioned 

theoretical frameworks, nodes were grouped into themes.  

Validation Strategies. To mitigate the researcher’s bias, the study 

implemented validation strategies. Saldaña (2009) recommended that as a lone 

ethnographer (or solo coder), it is important to discuss with a colleague or mentor 

about your coding and analysis as the researcher progresses through the data. 

Thus, as the first strategy, the coding and interpretation process was repeatedly 
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discussed with colleagues and mentors. The second strategy the study 

incorporated was to utilize an auditor. The external auditor can play a role in 

assessing the trustworthiness of the study, attesting to dependability from a 

methodological standpoint, and assessing whether the findings accurately 

represent the data (Creswell & Miller, 2011). An auditor who was able to speak 

participants’ language played a key role throughout data collection, the analytics 

process, and interpretation phases. Member-checking was utilized as the third 

strategy. Consulting with participants during analysis is a useful way to validate 

findings thus far (Saldaña, 2009). During the member-checking process, the 

following strategies were incorporated: (1) check interpretations developed thus 

far; (2) check initial themes; and (3) maintain a reflective journal with copious 

analytic memos (Ezzy, 2002).  

Mixed Methods Phase – Interpretation Stage 

 Procedures. Upon completing the qualitative data analysis guided by 

multiple representation methods (e.g., Creswell & Poth, 2018; Wolcott, 1994), the 

quantitative and qualitative data, together, were interpreted and reported 

following two of three approaches introduced by Fetters and colleagues (2013)—

integration through narrative and integration through joint display. Joint displays 

present the quantitative results and the qualitative findings in a single table or 

figure to help compare the two sources of data (Creswell, 2015). When integrating 

through narrative, the qualitative and quantitative findings were reported in a 

series using a contiguous approach. The contiguous approach to integration 

involves presenting findings within a single report, but the qualitative and 
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quantitative findings are reported in different sections (Fetters et al., 2013). 

Guided by this approach, cluster analysis findings (based on survey data from the 

quantitative phase) were reported in the first half of the Results section, and the 

qualitative findings (from the qualitative phase) pertaining to Chinese immigrant 

parents’ beliefs about children’s social development were reported next. When 

integrating through joint displays, the data were presented visually to draw out 

new insights beyond the information gained from the separate quantitative and 

qualitative results (see Table 20). 

Research Questions and Data Analysis Plan for the Mixed Methods 

Phase. The data analyses were guided by these research questions: 

• Research Question 1: What is a more nuanced interpretation of 

Chinese immigrant parental perceptions of children’s social behaviors 

based on distinctive profiles found in the Quantitative Phase? 

• Research Question 2: What do the integrated findings of this study 

suggest to Head Start and early education programs serving Chinese 

immigrant parents and children? 

After both quantitative and qualitative analyses were completed, a final 

mixed methods analysis of the data was conducted by exploring the results of the 

focus group discussions in comparison and confirmation to the initial quantitative 

findings. The final merging process was conducted by using merging-spiraled 

comparing method (Fetters et al., 2013). This method allows the researcher to: (1) 

determine the extent to which the two forms (quantitative and qualitative) of data 

confirm, contradict, or expand on one another; and, (2) systematically look for all 
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three possibilities through a constant comparison of findings between the 

quantitative and quantitative data. To analytically conduct the final stage of 

integration, a joint display (Guetterman, Fetters, & Creswell, 2015), mentioned 

above on p. 29, was created. More details about the joint display will be explained 

in the following Results and Discussion sections.  
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CHAPTER THREE: RESULTS 

STUDY ONE: THE MEASUREMENT VALIDITY STUDY 

The Penn Interactive Peer Play Scales-Parent Version (PIIPS-P) 

 Table 4 and Table 5 present descriptive statistics for child variables. The 

continuous variables were examined for skewness (or symmetry of distribution) 

and kurtosis (or distribution in terms of peakedness). The skewness and kurtosis 

values were all within the guidelines set by Kline (2011). No skewness values 

exceed the absolute value of three and no kurtosis values exceed the absolute 

value of eight. Table 6 presents the bivariate correlation results using all the 

variables.  

Exploratory Factor Analyses 

The item content and factor loadings for each factor are presented in Table 

7. Item loadings of .395 or greater were used as a guide to determine significant 

factor loadings. As a result, a three-factor promax solution (k = 5) produced the 

most useful and parsimonious solution for this Chinese immigrant sample that 

best satisfied the multiple criteria above (Fantuzzo et al., 1998). First, a three-

factor promax solution was within the limit indicated by Cattell’s (1966) scree test 

(i.e., two to five factors). Second, each factor in the three-factor promax solution 

accounted for over 5% of the total variance, which were 18.53%, 11.91%, and 

6.33%. Third, each factor had an eigenvalue greater than one. Fourth, a three-

factor promax solution provided the lowest correlations between factors. Fifth, the 

solution generated the highest reliability among all options (Cronbach alphas 

of .84, .75, and .62 for Play Disruption, Play Interaction, and Play Disconnection, 
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respectively). Twenty-seven of the 32 items of the PIPPS loaded significantly on 

one of the three factors. 

 Factor loadings for each dimension. Play Interaction consisted of 8 

items (compared to 10 items in the original study), Play Disconnection consisted 

of 4 items (9 items compared to the original study), and Play Disruption consisted 

of 15 items (compared to 10 items in the original study). Compared to the original 

study with African American Head Start children (i.e., Fantuzzo et al., 1998), two 

items loaded differently for the Play Interaction factor. Item 29 (shows positive 

emotion during play) was a non-loading item, but this item loaded on Play 

Interaction in the original study. Item 15 (disagrees without fighting) loaded 

negatively on the Play Disruption factor instead of positively on Play Interaction, 

as in the original study. 

For Play Disruption, item 3 (is rejected by others) and item 11 (is ignored 

by others) loaded in the current study on this factor, but in the original study 

(Fantuzzo et al., 1998) these items both loaded on the Play Disconnection factor. 

Item 10 (rejects play ideas of other) loaded in the current study on the Play 

Disruption factor, but it was a cross-loading item in the original study. Lastly, 

item 4 (does not take turns) loaded in the current study, but it was a non-loading 

item in the original study.  

For Play Disconnection, item 26 (needs parents’ direction) loaded on Play 

Disconnection in the current study, but in the original study it was a non-loading 

item. In addition, item 5 (hovers outside play group), item 28 (seems unhappy), 
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and item 9 (wanders aimlessly) were non-loading items, but in the original study, 

they loaded on the Play Disconnection factor. 

Confirmatory Factor Analyses 

Confirmatory factor analysis (CFA) was conducted with the derived three-

factor structure of a larger Chinese immigrant sample (Hyun, Li, McWayne, & 

Cheung, 2019). See Table 8 for details of the three-factor structure confirmed 

through CFA. CFA revealed an adequate fit: The Tucker-Lewis coefficient (TLI) 

was 0.89, and the Comparative Fit Index (CFI) was 0.90. Given that the chi-

square statistic is highly sensitive to model size and non-normality, it is not 

uncommon for the test statistic to be significant (Bollen, 1989). The root mean 

square error of approximation (RMSEA) was 0.073 (90% confidence interval, 

= .06 and .08) which was within the range of 0.05 to 0.08 to be considered a fair 

fit (MacCallum, Browne, & Sugawara, 1996). All item loadings across the three 

dimensions were above .45. Play Disconnection was statistically significantly 

correlated with Play Disruption (r = .63, p < .001), whereas Play Interaction was 

not significantly correlated with the other two dimensions (see Table 10). 

Furthermore, to provide additional support for the final three-factor 

solution, subsamples based on parents’ level of education were cross-validated 

with the final factor solution using Wrigley-Neuhaus coefficients of congruence 

(Gradagnoli & Velicer, 1991). The total sample was bifurcated to assess the 

degree to which the final three-factor solution could be replicated across parent 

education subgroups (a less formally educated group [less than high school 

degree] and a more formally educated group [higher than high school and 
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greater]). This particular demographic variable was chosen as it has been shown 

to relate repeatedly to children’s social behaviors. Strong congruence between 

similar factors can be seen in Table 11. For the less formally educated group, the 

Wrigley-Neuhaus coefficients of factorial congruence indicated a moderately high 

level of congruence for hypothesized like factors (.75 to .86, M = .81). 

Coefficients for unlike factors were low (.14 to .25, M = .18). For the more 

formally educated group, high levels of congruence (coefficient > .84, M = 91) 

were found for like factors, and coefficients for unlike factors were low to 

moderate (.05 to .35, M = .22). These multiple replications of the factor structure 

with education-specific subsamples suggested that the integrity of the three-

dimensional structure was meaningful across subgroups.  

After reliable dimensions were confirmed with the Chinese immigrant 

sample, norms were created for this specific population. First, parents’ responses 

across items for each of the three factors were summed (where “never” = 1, 

“seldom” = 2, “often” = 3, and “always” = 4). Then, raw score totals were 

converted to standard t-scores using area conversion. For the current sample, 

mean t-scores were: 49.40 (SD = 9.78), 49.24 (SD = 10.07), and 49.00 (SD = 

10.17), for Play Disconnection, Play Disruption, and Play Interaction, 

respectively.  

Canonical Structure 

 There was a significant bi-multivariate relationship between dimensions of 

the PIPPS-P and the PIPPS-T, Wilk’s Λ = .80, F (9, 392) = 4.2, p < .0001. First, 

play disruption in the classroom were associated with play disruption and play 
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disconnection in the home setting. Moreover, home-based play interaction was 

linked with comparable levels of play interaction in the classroom. Parents’ 

ratings of children’s peer play accounted for 9% of the variance in teachers’ 

ratings, whereas the teacher ratings accounted for 8% of the parents’ ratings of 

children’s home-based, peer-play dimensions. 

The Parent Play Beliefs Scale (PPBS) 

Exploratory Factor Analysis 

Item loadings of .395 or greater were used as a guide to determine 

significant factor loadings. A two-factor varimax solution was selected because it 

best satisfied multiple criteria for retention. Table 12 presents the item content 

and factor loadings for each of these factors. 

The following criteria were met. First, a three-factor varimax solution was 

within the limit indicated by Cattell’s (1966) scree test (i.e., two to five factors). 

Second, each factor in the two-factor varimax solution accounted for over 5% of 

the total variance, which were 32.35% and 14.81%. Third, each factor had an 

eigenvalue greater than one. Fourth, a two-factor varimax solution provided the 

lowest correlations between factors. Fifth, the solution generated the highest 

reliability among all options (Cronbach alphas of .92 for Play Support and .85 for 

Academic Focus). All twenty-five items of the PPBS loaded significantly on one 

of the two factors. 

 Factor loadings for each dimension. In the original study (Fogle & 

Mendez, 2006), for the Play Support factor, item 17 (It is important for me to 

participate in play with my child.) was retained with .39 loadings due to its 



CHINESE PARENTS’ BELIEFS ABOUT SOCIAL DEVELOPMENT 
 

72 

theoretical similarity to other items on their respective factors. In the current 

study, all items had high loadings ranging from .51 to .75. The items with the 

strongest loadings on this factor included “Play can improve my child’s language 

and communication abilities,” “Play can help my child develop social skills,” and 

“Play helps my child learn to express his or her feelings,” while in the original 

study, items with the strongest loadings on this factor were “Play can help my 

child develop better thinking abilities,” “Playing at home will help my child get 

ready for kindergarten,” and “I can teach my child social skills during play.” 

Similarly, for the Academic Focus factor, item 25 (Play does not help my 

child learn academic skills.) was retained with .39 loadings for the same reason as 

stated above. In the current study, all items again had high loadings ranging 

from .59 to .77. The strongest loadings on this factor included “Reading to my 

child is more worthwhile than playing with him or her,” “It is more important for 

my child to have good academic skills than to play well with others,” and “I 

would rather read to my child than play together,” while in the original study, 

items with the strongest loadings on this factor were “I do not think my child 

learns important skills by playing” and “I would rather read to my child than play 

together.” 

Confirmatory Factor Analysis 

Confirmatory factor analysis revealed an adequate fit of the derived three-

factor structure in the current sample. The Tucker-Lewis coefficient (TLI) was 

0.94, and the Comparative Fit Index (CFI) was 0.94. The root mean square error 

of approximation (RMSEA) was 0.087, (90% confidence interval, = .08 and 
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0.09). All item loadings across the three dimensions were above .45. Play Support 

demonstrated a significant negative association with Academic Focus (r = -.55, p 

< .001). 

After reliable two-factor dimensions were confirmed with the Chinese 

immigrant sample, norms were created for this specific population. First, parents’ 

responses across items for each of the three factors were summed (where 

“strongly disagree” = 1, “disagree” = 2, “neither agree or disagree” = 3, “agree” = 

4 and “strongly agree” = 5). Then, raw score totals were converted to standard t-

scores using area conversion. For the current sample, mean t-scores were 49.19 

(SD = 9.51) and 49.15 (SD = 9.57), for Play Support and Academic Focus, 

respectively. 

The Vancouver Index of Acculturation (VIA) 

Exploratory Factor Analysis 

Item loadings of .395 or greater were used as a guide to determine 

significant factor loadings. A two-factor varimax solution was selected because it 

best satisfied multiple criteria for retention. Table 13 presents the item content 

and factor loadings for each of these factors. 

The following criteria were considered. First, a three-factor varimax 

solution was within the limit indicated by Cattell’s (1966) scree test (i.e., two to 

five factors). Second, each factor in the two-factor varimax solution accounted for 

over 5% of the total variance, which were 31.86% and 16.94%. Third, each factor 

had an eigenvalue greater than one. Fourth, a two-factor varimax solution 

provided the lowest correlations between factors. Fifth, the solution generated the 
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highest reliability among all options (Cronbach alphas of .85 for Chinese 

Orientation and .89 for American Orientation). 

Factor loadings for each dimension. VIA items assess values, behaviors, 

traditions, and social interactions with regard to the cultures in question. For the 

Chinese Orientation factor, the strongest loadings included “I enjoy entertainment 

from my heritage culture,” “It is important for me to maintain or develop the 

practices of my heritage culture,” and “I believe in the values of my heritage 

culture.” For the American Orientation factor, the strongest loadings were “I am 

comfortable interacting with typical American people,” “I enjoy social activities 

with typical American people,” and “I often behave in ways that are typically 

American.” 

Confirmatory Factor Analyses  

Confirmatory factor analysis was run without item 4 (I would be willing to 

marry a white American person.), as the dimension held together better without 

this specific item (further discussed in Discussion section). With this item 

removed, CFA revealed an adequate fit of the derived two-factor structure in the 

current sample. The Tucker-Lewis coefficient (TLI) was 0.89, and the 

Comparative Fit Index (CFI) was 0.90. The root mean square error of 

approximation (RMSEA) was 0.126, (90% confidence interval, = 0.12 and 0.14). 

All item loadings across the two dimensions were above .45. Chinese Orientation 

demonstrated a significant positive association with American Orientation (r 

= .41, p < .001). 
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After a reliable two-factor scale was confirmed with the Chinese 

immigrant sample, norms were created for this specific population. First, parents’ 

responses across items for each of the three factors were summed (ranging from 

“disagree” = 1 to “agree” = 9). Then, raw score totals were converted to standard 

t-scores using area conversion. For the current sample, the mean t-scores were 

49.34 (SD = 9.34), and 49.30 (SD = 9.35), for American Orientation and Chinese 

Orientation, respectively. 

The Chinese Child-Rearing Ideology Questionnaire (CCIQ) 

 CCIQ validity was also tested using exploratory factor analysis and 

confirmatory factor analysis. As a one-factor dimension, the Cronbach alpha was 

fairly low (.75). Moreover, when 13 items in the CCIQ were tested using CFA, 

the Tucker-Lewis coefficient (TLI) was 0.69 and the Comparative Fit Index (CFI) 

was 0.75, which were not suitable to successfully confirm with the current sample 

(Hinkin, 1995; Slavec & Drnovsek, 2012). Thus, subsequent analyses did not 

include the CCIQ. 

STUDY TWO: A MIXED METHODS EXPLANATORY SEQUENTIAL 

STUDY 

Quantitative Phase Results 

Profile Analysis 

With the current Chinese immigrant sample, the primary goal of person-

centered analyses was to determine a reliable and meaningful typology of distinct 

patterns of parents’ beliefs and cultural orientation, and examine their relationship 

to the indicator of children’s social competencies. Multi-stage, hierarchical cluster 
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analyses determined the four-profile solution as the best solution based on the 

multiple criteria delineated earlier (cf. Method section, pp. 45-46). Table 16 

shows the characteristic mean t-score profile for each type across the four 

dimensions. Figure 2 provides a visual representation of the dimensions that 

comprise the four distinctive profiles evident with this Chinese immigrant parent 

sample. 

Establishing profiles of Chinese immigrant parents’ beliefs and 

cultural orientation. The four profiles replicated 100% over first- through third-

stage clustering and demonstrated adequate psychometric properties. The 

homogeneity coefficients (H) for each cluster ranged from .71 to .77, with an 

overall grand homogeneity of .75. Calculations of external isolation (the degree to 

which profiles are similar to one another) (rp) indicated that the profiles were also 

sufficiently distinct from one other (with values ranging from .05 to .26). Profile 

names were derived from the feature that appeared to distinguish each respective 

profile most from the other profiles, as described below. 

Highly Bicultural with High Play and Low Academic Support (sample 

prevalence = 16.5%): This profile was marked by scores on the Play Support 

dimension of the PPBS and the American Orientation dimension of the VIA that 

were at least one standard deviation higher than the mean for the sample. For the 

Chinese Orientation dimension, scores were high average. On the other hand, the 

score on the Academic Focus dimension of the PPBS was distinguished by a very 

low score (more than one standard deviation below the mean for the sample). 
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Parents in this profile were statistically more likely to be highly educated and 

speak English as their primary language at home, based on sample expectancy. 

Bicultural with Higher Academic Support (sample prevalence = 33.5%): 

This profile was characterized by above average scores across both VIA 

dimensions: Chinese Orientation and American Orientation. In terms of the PPBS 

dimensions, this profile was distinguished by high scores on the Academic Focus 

and average scores on the Play Support dimensions. Children in this profile were 

statistically more likely to be girls than boys, based on sample expectancy. 

Low American Orientation with Higher Play and Lower Academic 

Support (sample prevalence = 23.3%): This profile demonstrated below average 

scores on both VIA dimensions: Chinese Orientation and American Orientation. 

Although this profile showed low scores on both orientations, American 

orientation score was notably low (almost one standard deviation below average). 

This profile was especially distinguished by a low American Orientation score 

(almost one standard deviation below the mean for the sample). With respect to 

Academic Focus, the score was below average, while for Play Support, the score 

was above average. In this profile, parents were statistically more likely to be 

female than male, children were more likely to be boys than girls, and parents 

were more likely to be highly educated, based on sample expectancy. 

Low American Orientation with Low Play Support (sample prevalence = 

26.7%): Similar to Profile 3, this profile demonstrated low scores on both Chinese 

and American orientations. But, for these parents, their American orientation level 

was, again, very low (almost one standard deviation below average). This profile 
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was also distinguished by a very low score (more than one standard deviation 

below average) on the Play Support dimension. For the Academic Focus 

dimension, the score was average. Parents in this profile were statistically more 

likely to be female than male, and parents were more likely to be less formally 

educated, based on sample expectancy. 

Significant differences between profiles with respect to child 

outcomes. 

Based on Parent Reports. A series of multivariate analysis of variance 

(MANOVA) and analysis of variance (ANOVA) was conducted to determine 

whether parent profiles were differentially related to children’s peer play skills. 

Chinese immigrant parents who comprised the Bicultural with Higher Academic 

Support group (Profile 2) had children who demonstrated significantly higher 

levels of play interaction than children whose parents comprised the Low 

American Orientation with Low Play Support group (Profile 4; F[1, 122] = 4.987, 

p < .027). Furthermore, children of parents who comprised the Low American 

Orientation with Higher Play and Lower Academic Support group (Profile 3) 

demonstrated significantly higher levels of play interaction than children of 

parents who comprised the Low American Orientation with Low Play Support 

group (Profile 4; F[1, 101] = 8.349, p < .005). There were no significant 

differences with respect to children’s disruptive and disconnected play behaviors 

between parent profiles. See Table 16 and Table 18 for these results. 

Based on Teacher Reports. The next set of procedures determined 

whether profile groups were differentially related to teachers’ reports of preschool 
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children’s social competencies (PIPPS) and social adjustment (ASPI). First, in 

terms of children’s disruptive behaviors in the classroom, children of parents who 

comprised the Highly Bicultural with High Play and Low Academic Support 

group (Profile 1) were reported to have significantly higher disruptive behaviors 

compared to the children of parents who comprised the Low American 

Orientation with Low Play Support group (Profile 4); F[1, 71] = 5.071, p = .03) . 

Between these two profile groups, children of parents who comprised Profile 1 

also had higher disconnected behaviors compared to children of parents who 

comprised Profile 4 (F[1, 71] = 4.494, p = .04). Moreover, Chinese immigrant 

parents who comprised the Low American Orientation with Higher Play and 

Lower Academic Support group (Profile 3) had children who demonstrated 

significantly higher disruptive behaviors than children whose parents comprised 

the Low American Orientation with Low Play Support group (Profile 4; F[1, 82] 

= 6.469, p = .01). Between these two profile groups, children of parents who 

comprised Profile 3 also had higher disconnected behaviors compared to children 

of parents who comprised Profile 4 (F[1,82] = 5.215, p = .03). In terms of 

children’s withdrawn/low energy, children of parents who comprised the 

Bicultural with Higher Academic Support group (Profile 2) were reported to have 

significantly higher withdrawn behaviors in the classroom compared with 

children of parents who comprised the Low American Orientation with Higher 

Play and Lower Academic Support group (Profile 3; F[1, 87] = 4.850, p = .03). 

See Table 18 for these results. 
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Path Analysis 

 Little is known about how Chinese immigrant parents’ beliefs are related 

to their children’s social behaviors. More importantly, studies on how the link 

between Chinese immigrant parents’ retention of their ethnic culture and their 

beliefs affects children’s social outcomes are very limited. Based on previous 

literature, retaining one’s ethnic culture may have either a positive or negative 

influence on Asian Americans (Deng, Kim, Vaughan, & Li, 2010).  

Given this mixed evidence on the moderating effects of one’s ethnic orientation, it 

is therefore necessary to consider the specific direction of effects when these 

variables (parents’ cultural orientation, parents’ beliefs, and child outcomes) are 

analyzed together. 

 Direct associations between parents’ beliefs and cultural orientations 

and children’s social behaviors. The direct effects path model tested the 

hypothesis that parents’ beliefs and cultural orientation (the independent 

variables) were associated with children’s peer play behaviors (the dependent 

variables). The direct effects model fit the data adequately (χ2 = 2.389 [df = 6, p 

= .88], CFI = 1.00, TLI = 1.10, SRMR = .02, RMSEA = .001. As shown in Figure 

3, both Chinese Orientation and American Orientation were positively associated 

with parents’ supportive play beliefs. In addition, Chinese immigrant parents’ 

supportive play beliefs were also positively and directly associated with Chinese-

heritage children’s interactive play behaviors. The results also illustrated that 

parents’ Chinese Orientation had statistically positive effects on children’s 

interactive peer play behaviors. No associations were found between parents’ 
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Chinese orientation and children’s disruptive and disconnected behaviors. 

Furthermore, parents’ American Orientation did not have any significant 

associations with children’s peer play behaviors. No significant associations were 

found between parents’ cultural orientation (both American and Chinese 

Orientations), beliefs, and children’s adaptive and maladaptive behavior. Based 

on these results, the moderation model was only tested with parents’ Chinese 

orientation and parent reports of children’s interactive play behavior.  

 Moderating associations between parents’ Chinese orientation, play 

beliefs, and children’s interactive behavior. To probe the hypothesis of 

interaction effects (i.e., parents’ Chinese Orientation × parents’ beliefs predicting 

children’s interactive behavior), simple slope analyses were performed following 

the procedures outlined by Aiken and West (1991). These results showed there 

were significant interaction effects between parents’ play beliefs and children’s 

interactive behavior at three levels of parents’ Chinese Orientation: at the mean 

level, one standard deviation above the mean (“high”), and one standard deviation 

below the mean (“low”). Interactions are depicted graphically in Figure 4. 

According to the simple slop analyses, the associations between parents’ play 

beliefs and children’s interactive behaviors was significantly influenced by the 

levels of Chinese orientation. These results suggested that Chinese immigrant 

parents with higher levels of supportive play beliefs and those who retained 

higher levels of Chinese cultural orientation rated children stronger in interactive 

play behavior. On the other hand, Chinese immigrant parents who had lower 
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levels of supportive play beliefs and retained lower levels of Chinese cultural 

orientation had children rated as low in interactive behaviors.  

Protocol Development Phase Results 

 First, integration in this study primarily occurred through developing a 

focus group protocol based on the findings from the previous quantitative phase 

(Fetters et al., 2013). Guided by the conceptual frameworks (the development 

niche framework [Harkness & Super, 1986, 1996], social information processing 

theory [Rubin et al., 1989], and integrated conceptual framework [Mistry et al., 

2016]), several overarching questions were created. For example, broad questions 

like “What are your dreams for your Head Start children and their education?”, 

“How would you describe yourself as a parent?”, and “Can you tell me about 

being a Chinese immigrant in the United States and your experiences at Head 

Start?” were included in the protocol to understand Chinese immigrant parents’ 

general aspirations for their children, their belief system, and their immigrant 

experiences. Then, more specific questions were created, guided by the initial 

results from the quantitative phase (for example, “Do you think children learn 

through play? Why or why not?”, “What do you think is a good/bad social 

behavior?”, “Is there anything missing from this PIPPS or PPBS measure you 

would like to include?”). Specific items (non-loading items) from measures that 

had been used in Study 1 were included to start a dialogue with Chinese 

immigrant parents to capture potentially important nuances and culturally relevant 

constructs of Chinese children’s social-emotional behaviors that might have been 

missing from the measure. 
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 Focus group protocols were reviewed by two committee members of the 

current study who have been conducting community-based focus groups with 

Head Start parents for more than 20 years. After the final focus group protocol 

was created, each question was carefully discussed with two interpreters (who 

spoke fluently in parents preferred Chinese dialects) to prepare general 

translations of each question. Intended length of each focus group was about 70 

minutes. After discussing with two interpreters, the planned format of 

conversations was: moderator (speaks in English) à interpreter (translates in 

Chinese) to parents à parents (speak in Chinese) to moderator and interpreter à 

interpreter (translates in English) to moderator. On occasion, parents supported 

the interpreter in translating some conversations to the moderator. 

Qualitative Phase Results 

 Three aforementioned conceptual frameworks informed the coding 

process, as well as extracting themes from the qualitative data. The themes below 

emerged as the most salient (and common) themes across the three participating 

programs. 

Theme 1: Chinese Immigrant Parents’ Cultural Adjustment Experiences 

 This theme reflected discussions Chinese immigrant parents had about 

their cultural adjustment experiences. Although Chinese immigrant parents have 

to adjust to and overcome many obstacles, most parents, interestingly, said they 

would not consider moving back to China. After reviewing the codes, this section 

was organized into three sub-themes: (1) Obstacles and Challenges; (2) Sense of 
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Community (ůf) and Support From Head Start; and (3) More Freedom(ƓŜ) 

and Less Pressure (Ŋ©b) for Children. 

 Obstacles and Challenges. The number of years focus group participants 

have lived in the United States varied, ranging from one year to 30 years. 

Regardless of when or how long ago they immigrated, almost all parents across 

all sites shared that they experienced a difficult adjustment period. Parents 

commonly experienced barriers due to the following reasons: language, 

mistreatment, lack of support, living pressure, and unfamiliarity. One grandparent 

said: 

When I first came over, I don’t want to be here, because I’m not familiar 

with anything. It’s like I’m all alone here and really lonely… My husband 
needs to go to work, so I’m all by myself at home, and know nothing; it’s 

like I really want to go home to be with my family. Yeah, I can’t even make 
a phone call. Writing letters are a pain in the neck. It’s like getting no 

response from no one. Yes, no one would help. You’ll have to solve your 
own problems. Tell me, wouldn’t you want to go back to China? It’s a 

hard life back then. (H-G3) 

ZZǏ�:\,�ñǶ\�,�Ŏ��j<³/.]&Ƕ:\,³»
Ŕ�į,ƓÓ.]&³»ŔǶÍ.,ƉRlƞǈÐ�,ú,ƓÓ.]
&ǶÍ.,�Ǘ�Ʋ,j<³ñƈÍ.��<�,ǳƨlŊæû,Æ
[l³ǱÆ,ƞóóŸ5Ä,]�¦ĘŨ<�Ɵæ|,Ë<s®�ô
,s¡�ƍ��<�,Ŋ&Ø\4,��ǗŊ&Ø4đ,��ǗƞƓ
Ó�đ�4ƨ�Ȅƹƈk­Ǫ��³ǆƗȑ�ė��
 
The language was a huge barrier for Chinese immigrant parents. They felt 

lost as they could not have a normal conversation with other people or could not 

even make a phone call to ask a question.  

Can’t even make a phone call. Even if you have letters, you don’t know 
which post office to go to. (H-P5) 

ǳƨlŊæû�Ğ[Ǘ�ŭ<Ǔ\ǖÌkÄ��
 
When I first came here, just few languages is familiar for me. (Q-P7) 

öZZ�Ĩǧė,Ł<ƲæÛp��
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Yes, when other people say “hi how are you,” I was like…turning my face 

to other place and avoid looking at them because I didn’t know how to 
respond. (M-P3) 

Ş&�v4Ʊ�
hi how are you���
öĜþǅǵ�Ģ5�,�ňöǗ�ŭȎôÉ��

 

Immigrant parents took any job they could right away, regardless of how 

little it paid, to support their children and themselves. They were mistreated by 

the owners and managers. Due to language barriers, parents could not work at the 

Western companies or offices. One site in particularly had many parents who had 

working experience in the US. Parents from this particular site were able to share 

the challenges they faced from their jobs. Two parents also described their 

experiences: 

Yes, [I worked] 12 hours [every day], really crazy, especially when you 

have Asian boss…we are like dogs. Yeah, especially the dark side of 
America is even darker, and it’s all because of these bosses. It’s this 

simple, every new immigrant who came over and work in a restaurant 
would cry. They all did. [But we have] no choice at all. Even as tough as I 

am, I cried when I first came over, no differences between restaurants.  
(H-P1) 

<�,g ]Ǡ,şƁĩ,�&CƉǥşƁĩ,Šĩ,�
³/Ǯœ�ĩ��<ƌ1]Ǹ,<ƌ1]ǵ�,ú,]ǙŚËƨ,®
�ŉȋő[ȍ,öƨ�<,ƅ�đŉȋő[ȍ,Ë<�Ɖǥ�Ë<�
Ż�,�ƻÐ,ŝ<ĎŰĹ�\CǽǿǗƞ�,OǕǗĞ�Ǐ��ň
ö�¥â,ö�\,öǗƞ��,CǓǤǗƞ��ǩR��
 
We got really low pay, unlike those working in the American 

companies…our wage is so low at the Asian restaurants because we don’t 
know English, we can’t communicate with others. [Living pressure] is 

really tense. (H-P3) 

&ÐË1�,ƉŝRuËȇ�,ö¡��&ûǽǿÐË³1ĩ�,j
<�ƲƘč��,ƫƣ�「��Śľ©bË³­��
 

The adjustment process affected not only the parents but also their 

children. Children may experience stress because of language difficulties, feelings 
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of being different from their peers, and confusion about behavioral norms in their 

new culture that may differ from the norms of their home culture. For example, 

multiple parents shared difficulties that their children faced as immigrants: 

My daughter cried for an entire month. Yeah, she only knew to sit and not 
talk. When others told her to eat, she’d eat and cry at the same time.      

(H-P6) 

ö]²�ƽ.]ĝ��<�,Ë<¢Ƕ\�Ǘ�uƎ,s5ǻ�,ǻ
�Ë�\���
 

My daughter wouldn’t talk over a year. She would just sit or do whatever 
the teacher asked her to do. But she’d never talk. (H-P3) 

ö]²õÙÛ�uƎ,Ë<¢�\,÷ƋƉÖs5C�,5ËC,0
<�Ʊ��

 
My daughter was kind of old when she came over, but she knew no 
English. Her English was really bad for the first two years and she cried 

every day. She’s the first one being here, got no friends, knew no one, 
couldn’t speak English, where could she go play? She couldn’t even find 

the restroom. What a poor girl. She kept on crying and refused to go to 
school… The change of environment really brings on a lot of pressure for 

both the kid and parents. (H-P1) 

ö]²�\­]|,�ň5Ƙč�Ʋ���Ũ<�\�.PÙ�Ƙč
�æĩ,Ũ<³Ò,ĒĒǗ���ňŷ.]�\:\,ğmlŊ,½
Śl�Ʋ,Ď�\ƱƘč4l�Ʋ,kǓ\ŕ��」]ßúǗĆ�\
Ũ<ǩR,�,�ǈ½��j<ĄÑř§Žƿ(©b³­,ŏĶ©b
³­��

 
 Sense of Community (ůf) and Support from Head Start. Parents 

mentioned several supports that guided them during the difficult times, helping 

them to overcome their fear and challenges. As the Chinese immigrant 

community started to grow, they started to feel less alone. Two grandparents and 

one parent mentioned: 

There are a lot of Chinese now, I see Chinese everywhere when I leave 
home. (H-G3) 

:Â³¬�&,.uǢoǗ<�&��
 

It’s all Chinese, the whole community is Chinese. (H-G2) 



CHINESE PARENTS’ BELIEFS ABOUT SOCIAL DEVELOPMENT 
 

87 

OǕǗ<�&,õ]ůfǗ<�&��
 

There’s a lot of help provided by the [Chinese] community. When there’s 

something that I can’t manage, I can ask for help, and people from the 
community would lend me a hand. It wasn’t like this before. (H-P5) 

³¬ůfØö¡,ůfØe�j<Ğ��ƓÓ�Ʋt,�&Ø,&¡
ǗĜØ�,`ñØǗŊ&Ø��
 

As their community started to grow, different places started to create ways 

to support the immigrants. One example of this support was having translators in 

places where Chinese immigrant parents often visited. For example: 

When we go see a doctor at Tufts, we don’t know how to communicate [in 
English], but now there are translators, which is a big enhancement from 

before. Back then, phone operators would just tell us, “I don’t know, 
speak English” which we can’t say a word. But now, they would transfer 

us to translators, which makes the experience better. (H-P3) 

9´ö¡kŪǙŚ�,k �
�	� ŪǙŚ�,j<ûǳƨö¡�Ʋ,:
ÂǗĞƈƴ,ĸ,`³³¬��j<ö¡,`�\|,“I don’t know, 

speak English”, 

�Ñ,0<5j^vö¡ăƁ,ƈƴ�,�Ë³����
 

Several parents indicated that Head Start played a huge role during their 

adjustment. Head Start is committed to providing culturally sensitive services to 

all families, as evidenced by mandates to engage in family partnerships that are 

respectful of family diversity and cultural background (U.S. Department of Health 

and Human Services [USDHHS], Performance Standard 1304.40[a5]). Head Start 

is unique among other service providers for low-income children because of its 

dual-generation commitment, which supports the whole family and provides 

opportunities for parental involvement in children’s development of school 

readiness skills. This Head Start commitment was evident after parents shared 

their experiences during their adjustment period. For instance: 

The [Head Start] community has well-rounded information … things 
about government housings and even anything else will get mentioned in 
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group chats. This school, Head Start has a group chat. Yeah, so we’ll 
know any information. (H-P3) 

ůf]�[ïÛȏO�,�ĉÜÍ�,÷Ƌ��ǗĜǶůƆ\Ʊ,ö
¡½Ī,Head Start 

:\Ğ]Ɔĩ��<,�š���[ï­ÂǗŭ���
 
The program [Head Start] takes care of us Chinese. When we have 

something that we don’t understand, or something that we need to get it 
done, it’ll help us. It wouldn’t only help on school stuff, which I think it’s 

good. Just like the old days, when there’s something to be done, it’ll 
explain to you and help you with the problem, and even bring you to the 
location. (H-P5) 

v£5Ǘ³ŌǺö¡:��&,ö¡Ğ���Ĕ,ǴƞC��,5¡
ǗĜØö¡,Ǘ�<ƨ½Ī��5KØ�,ǗƟæÛ³,j<³/,
`�,ĞėƞǇ�,Ǵƞċ��,5¡Ǘ..v4ơǚ,Ø4ċ³,
×4¡kǗ ok đ��
 

 More Freedom(ƓŜ) and Less Pressure (Ŋ©b) for Children: 

Reasons to Stay in the United States. Being an immigrant, an alien in a foreign 

land, is difficult. Articles or television documentaries often feature stories of the 

hard lives of Chinese immigrants. A 2003 New York Times article, “The Neediest 

Cases: As Chinese Immigrants Struggle in a Strange Land, Just Asking for Help 

Is a Challenge,” captured Chinese immigrant families’ stories vividly (cf. 

Introduction Section, pp. 1-2). Chinese immigrant parents had one clear reason to 

immigrate: their children. They did not want their children to experience the same 

childhood that they had in China. Although Chinese parents face many difficulties 

as U.S. immigrants, their own childhoods back in China were even more difficult, 

especially because of the high-pressure school environment with no flexibility. 

For example: 

They [people living in China] have too much pressure studying in China, 

and they don’t get to play, only study and do homework. Here, children 
have time to play, unlike in China, in which you have to study with great 

pressure. There is more freedom here, you have time to study and do 
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homework, and at the same time you can play and have a childhood.     
(M-P7) 

Ƕ��|,�Êğm½Ƈ³­©b,v£¤Ħ�ǗŊæŕ,t<ƵĚ
CcƮ�Ƕ:\ËĜĞėǤ?4kŕ�,�/��Ë<ą~ƵĚ³­
©b�ĸǁƓŜ�,j<ĞėǤƵĚCcƮ�Ǿ,$ǗĞėǤt,ŕ
�,=ÿŶŨ���

 

They [children] work on their homework until 10 at night. (M-P10) 

ĒĒÆcƮÆ\gȎ���
 

Everyday lots of tests for them. The level is very hard, so they get lots 
more work at home. (M-P1) 

ĒĒǗ³¬ŃȃƊƧ,�űÝlǱ,ú,5�<Í.ƞC³¬ŅFc
°��
 

When asked why they came to the United States and why they want to 

stay, several parents gave similar answers: 

Mostly because of education. (M-P7) 

¬ČǗ<ĊƐ��
 

Yes, education… studying in China, children usually have many pressures. 
(M-G1) 

Ǘ<ĊƐ�:Â��ƵĚ�Žƿ(©b³­ĩ���
 

I like the U.S. education, the freedom. (M-P11) 

öǟòƅ��ĊƐ,ƓŜ�z���
 

It’s more comfortable to live in the U.S. I prefer living here. Kids can 
receive good and free education here. (H-P3) 

ĸǁƕĠ�,Ƕƅ�Śľ,j<öĸǁǠòƅ�Śľ]&�j<�Ê
ğmǶ:\�ĊƐǗÛ³���
 
All because of the education here. No pressure at all. (H-P5) 

Ë<�ĊƐ�Ŋ©b���
 

The majority of parents described their childhood and lifestyle in China 

with a negative tone. They described their own childhoods, which they did not 

want their children to experience: 

Our childhood was tough. When I got back from school, I had to go get 
ingredients for my mom, and then I had to cook, then I had to return to 
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school after dinner, then I got to take care of my siblings after school.   
(H-P3) 

ö¡ŶÙ³ǆƗĩ,,`Ĉ½ƈ�,ØǦ¸ƸȀ,lƞōǼ,ǻÑǼ
lǈ½,Ĉ½lƞńŽ6µ��
 
[When I was child] if there was one kid who did something wrong within a 

class, the whole class would get punished. The punishment was to copy the 
entire literature book before you go to bed. Of course, the next day you 

wouldn’t be able to finish copying, which everyone else wouldn’t be able 
to do so, and you’d get punished again. (H-P1) 

.]Ŗù<.]v½ŒǞ|,ËOŖǗƞƄĩ,Ƅü�.ĦƫčĚ4
K³ū,ŷĒƈ\kĥü�,]�Ǘĥü�,lsƄ��
 

When I thought of my childhood… I only remember how I had to do 
homework until twelve o’clock at night. I cried, and my mom cried sitting 

next to me. It was a hard time. (H-P6) 

öƯƺöŶÙ��.Ʀæǈ½ö�cƮC\g Ȏ,�\æýƎ,ö
Ǧ¸¢�ǬǰǨö�,Ũ<³ǆƗĩ,�ƲC,Ë�\æýƎ��

 

Theme 2: Hope for Children’s Learning Environment at Preschool 

Based on their responses described above in Theme 1, it was clear that 

Chinese immigrant parents came to the United States to provide a better education 

for their children. Although these parents believed the US preschool system has 

some positive aspects, they hoped to see more solid proof of their children’s 

learning at the current Head Start programs. Three sub-themes emerged during 

this topic of conversation: (1) Grades-Focused High-Pressure Learning 

Environment of China; (2) Whole-Child-Focused Learning Environment of the 

United States; and (3) Hope for Children’s Learning Environment. 

Grades-Focused High-Pressure Learning Environment of China. The 

parents’ childhood experiences at Chinese school back home left them feeling 

dissatisfied with the Chinese educational system for multiple reasons. Most of the 

parents shared several problems with the Chinese school system. For example: 
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Some teachers would abuse students at schools, but no one does that here, 
well maybe we do hear from time to time that there are cases like that 

here, but we heard more abusing incidents from China. (H-P4) 

j<�­Ǫ�&Ë<��,0<�:\�Ĝ,tƑö¡ǗĞĎƍƱu
�Ğƚã�½Ś�Žƿ(,0<�­ǪËƏ\ĸǁ¬:��đ���
 

In China, they rank you after every test. If you are ranking in the top, you 
would be happy, but if you are in the bottom, it’s hard. When parents go to 

the parents-teachers conference, they may feel shame if their child rank 
very low. (M-G1) 

Ƕ��,5ķİƊƧǗ<ƞāõƃ,´Ĩ4Ƕ³`ǵ4Ĝǣé,0<
´Ĩ4āåǵ,4ķĤǗƞǣÂǡĜĩ�,�Ë�³�ĩ��
 

The child could also have pressure and trauma. (M-P6) 

ÊğmǗ³­aH��
 

They have too much pressure studying in China, and they don’t have 
childhood. They only have study and homework. (H-P7) 

Ƕ��|,�Êğm½Ƈ³­©b,v£¤Ħ�ǗŊæŕ,t<ƵĚ
CcƮ��

 

Although Chinese immigrant parents had many bad experiences in 

Chinese schools, there were some aspects of it that they wished the current U.S. 

educational system could provide to their children: 

Math here is really bad; there’s such a big difference between math from 
US and China. It’s better to learn math from China, the method is 

different. (H-P4) 

:\�Č½³�æ,Ũ<Ò³¬,­Ǫ½æ³�,]ďĽ�v��
 

The education here (America) is good, but the math is…[bad]. (H-P3) 

:\�ĊƐ³�,0<�ƤČŨ<   � Ò� � 

 

 Whole-Child-Focused Learning Environment of the United States. In 

general, Chinese immigrant parents were pleased with the U.S. educational 

system. What they appreciated the most from the US preschool system was how it 

supports the “whole” child (which is Head Start’s mission and vision for children) 

rather than only focusing on academics. Parents appreciated the US educational 
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system for giving their children the freedom that the parents did not have when 

they were young. Two parents shared: 

When kids don’t experience stress, us parents would experience less stress 
too. (H-P7) 

5Ŋ©b,ÂǡǗŊ�­©b����
 
Kids here are so free after school. They would just complete their 

homework partially. Pressure is not huge here. (H-P1) 

�Žƿ(Ĉ½ƈ�³ƓŜđ,ĻSC�ËŹČ��Ŋ�­©b��:
\��
 

From Chinese immigrant parents’ conversations, they wanted to avoid 

having their children feel “stressed” or “pressured.” Moreover, for these parents, 

providing a safe environment for their children was a key, positive aspect of U.S. 

education. 

I think kids attending preschool here are safer, unlike in China, it’s 

relatively easy to have accidents happen. Here it’s rare for them to be in 
accidents. (H-P4) 

öƟæ:Ý�½`Ŗ|,�Žƿ(Ĝ³¿O�,�Ĝ³/­Ǫ�,Ğ
��ò«šŚ�,Ğ��+\]Žƿ(,�
j<5¡Ŋ�ÃĕšŚò«��
 

I like here because here is safe for kids. The food is safe than China. For 
living, it’s better here. (M-P9) 

öǠò|Ý,�ňÉÊğm�Ʊ³¿O�ǻŐĸ�N¿O�,Śľl
³���

 

Most parents mentioned that in China, children are labeled by their test 

grades. If children receive good grades, they are considered successful students 

regardless of their behavior or attendance records. Parents did not want their 

children to experience this one-dimensional education. Therefore, when parents 

moved to the United States, they appreciated the fact that U.S. education supports 

children to develop as a whole. 
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In China, you just need good grades; you don’t need anything else. Even if 
you have a serious offense at school, but you got good grades, you’re ok. 

You’ll get into good universities. But here, you’ll have to be developed in 
every aspect to go to a good university. (H-P7) 

��Ërƞ4õƃ,4S)Ǘ�ƀƞ,jT4ƦÑǏ,�Ǘ³,4r
ƞĞõƃŪ,4Ë ok �,�\­½�Ǘæ�0<:\|,èęȆO
ǵǗƞ³Kŭt,�\.Ǥ³­½��
 
But here [US], you got to be developed well-roundly. (H-P3) 

�|Ý�ƅ��,4ƞx¬ďǵšÎ��
 

It’s better to learn more stuff [and develop well-roundly] because when 
you grow up, parents won’t be by your side. If you grew up knowing 

nothing, you’re useless. What can you do if you only know how to study 
but not knowing how to cook for yourself? (H-P4) 

½¬��³,�ň­]�ėÂǡl�ǶǀǓ,\4­]õÙ�ėŚľ
��4�ȊǗ�Ʋđƨ,ǗŊś�,æ]½Ƈ,�Ǘ�Ʋ,0<Éě
¤Ħđ,ō�Ǽ?ƓÓǻǗ�Ʋ,�ËŨ<Ŋś���

 

 Hope for Children’s Learning Environment. After several 

conversations with Chinese immigrant parents, the researcher expected them to 

feel pleased about the U.S. educational system for their children; however, that 

was not necessarily true. Some parents, especially those with children who plan to 

go to kindergarten next year, seek solid proof of their children’s learning at Head 

Start. After reviewing several codes, it was clear that these parents wanted some 

changes within the current preschool program: 

Sometimes they have children from 3-5 all together and it’s hard for 
teachers to teach them. It’s too hard for teachers to manage. They can 

play, but when they are almost time to go to kindergarten, they should 
have a class for learning … school readiness. They should still learn 

something at preschool. (M-P3) 

Ğė5�ĜÇ�ĳ\!ĳ�ÊğmĈ£.ȏ,��ƉÖ³ǱĊȑ��
ƉÖ³ǱźŘ�Êğmt,ŕ,0<Ş5�<ėBh�ÚŲ�,5�
ôƩk½y   �ȎįŅFǈ½�5�ôƩƞ<½`Ŗ½�ǜ��
 
But then they [children] have so many difficulties [because they didn’t 

learn anything during preschool years] when they become 
kindergarteners. (M-P10) 
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�Êğm<½`ŖU½\ǜ�ƨ,� Ş5� kindergarten ËĜǍ\³¬
Ǳǹ��
 
I think the U.S education is somewhat self-contradicted. At preschool, they 

can write and scribble whatever they want on white paper and they have 
to write between the line on the lined paper once they turned into 

kindergarten. This is too hard for them to switch so quick. So, their 
handwritings are very bad. I think they should start to practice some 

writings at preschool. (M-P9) 

öƟæǊ]ĊƐ]Ý�ĖäŬŦŢ,4ŗ Êt,ǭ;Æ,0Ė4k
kindergarten ŵŋƞǔ]Ê¼ Ɓ�Æ,)AÆ�8Ţ,ú,Ë��
QżŢ,ú,öƟæ  preschool Ëƞǣ¶ƥƂ��
 

Chinese immigrant parents whose children would be attending 

kindergarten the following year had more worries and distrust about the U.S. 

educational system, and their anxiety was evident. Many parents thought there 

was too large of a gap from preschool to kindergarten in terms of teachers’ 

expectations of children. They believed training for kindergarten should start at 

least toward the end of preschool so that the transition period would be less 

difficult for their children. 

Theme 3: Negotiating Parenting Strategies as Chinese Immigrants in the 

United States 

Through the conversation, three different types of parenting were raised, 

and parents often argued that the “old” Chinese parenting is no longer acceptable. 

Thus, this section includes three sub-themes: (1) “Old” Chinese Parenting; (2) 

“New” Chinese Parenting; and (3) “In-Both” Parenting.  

“Old” Chinese Parenting. Some parents described that children often 

need more strict guidance from their parents in order to learn. Chinese immigrant 

parents often did not agree with how non-Chinese parents (they call them 

foreigners) interacted with their children. 
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Your kid won’t be successful without strict control. (Q-P9) 

�û�õ����
 

We [parent] also have to discipline. (M-P10) 

ö���ň&ŏĶ�Ǘƞ,ǀ3_��
 

They [non-Chinese parents – parents call them “foreigners”] will be 
alright and don’t care if a kid is really dirty. Not like us [Chinese 

parents], when we see the wall is dirty, we’ll go blame the kid and ask 
them why would they do that, and that their actions are wrong. But for the 

foreigners, they think kids do that because kids are naive, and they’ll go 
fix the situation afterwards, such as cleaning up the wall. So, I don’t really 

understand why they don’t tell their kids what do to and what not to do. 
(M-P9) 

Ɖ«)AŧÊ¼¹,³J)AšŚ�ǞƬ,Ëƾ)Aƭ4�t,Ǌį
¹,tĖ´Ĩǔ]Ê¼äȅ,)AŊúư,Ë�JöAƭ¨�àȅ�
,ËkîÊ¼¹ƭň'ȌǊįC,4ǊįCĖ�ÉŢ�0Ė)A�Ė
Ţ,Ɵæ)AǊįCĖ�ň)AŢ®Ũ,ŋåƓÓ�åkà,ýǔ]
¨à�Ł,öËŘơ��ň'Ȍ�ƾÊ¼ƭ,Ǌ]�ôƩC��
 

“New” Chinese Parenting. A couple of Chinese immigrant parents 

emphasized that parenting should change as the traditional parenting approach is 

no longer acceptable in the modern era. They added that the environmental 

context is also different (US versus China). Some parents also raised the concern 

that traditional parenting could negatively affect the relationship between parents 

and children.  

[Parenting is] totally different [compared to my parents’]. The era is 

different. (H-G3) 

�ĸƺöŏĶĨ.*,ƐL�ďáÔſ�v��ė*�v�Ôſ��

You can’t force her [daughter] because the environment is different. The 
environment when we were young allowed our parents to force us, but 

now the environment is different. (H-P4) 

ǗŊƨû�ú,5<Ȅ4,�<Ġ4�CÂǡđĊƐË<ƞ5Ġ4,
5:Â<Ȅ4,´Ĩ<Ġç4|\ŷĒ­]Ët,fƤ,0<5Ȅ4
,­]Ë�ĜŘ4�4:ÂƟæ4õc�,SÅ�<��
 
Don’t really hit them [children] because they are really scared. Parenting 

is to get your child to agree to your thoughts, but now he’s fearing you. If 
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he fears you, then he wouldn’t talk to you when he grows up. You thought 
you were successful at the moment, but you’re truly not. (Q-P5) 

ǗŊƨû,t<þĬĭ�ú,5<Ȅ4,�<Ġ4�CÂǡđĊƐË
<ƞ5Ġ4,5:Â<Ȅ4,´Ĩ<Ġç4|\ŷĒ­]Ët,fƤ
,0<5Ȅ4,­]Ë�ĜŘ4�4:ÂƟæ4õc�,SÅ�<��
 
After you went through those hard times, you wouldn’t want your child to 

experience the same things, because those years I did my homework until 
11 or 12 o’clock, and crying at the same time. (H-P6) 

sd�4ƓÓſĴǏǔ"ǆƗǫĵ�å,4Ë�ñsƷÊ¼kſĴ��
öƟæĖ,�ňŞÙC3ĮC\g. Ȏ,ũŀË ǔǓĿ��
 

I think we [Chinese parents] don’t need to force kids. They would learn 
themselves. Let them grow up naturally and have them enjoy their 

childhood. To grow up healthy. I think kids would need to relax, don’t give 
them too much pressure. I’ll give him more space and wouldn’t force him 

too much. I don’t ask for much. (H-P3) 

我覺得小朋友唔駛逼�，�自然就識架	�ǷSƓŋ,Ÿ5ǣéǏŶ

ÙË³��EÞõǡ��öƟæÊğmƞǂȈ��,�³?�¬©b
5��öĜĸ5¬�ŴǤ�,�Ĝǉ5��ǉ5�¬�� 

 
Yeah, learning good things and wouldn’t do bad things, and he’s happy. 

Then that’s enough. (H-G3) 

ī<�,5ƓÓ½æ³�Ë ok ���
 

I let him be; in my opinion, when kids are young, you’ll let them 
experience everything, but if they are too young, then it’s not good. You 

would just want to find their interest. Yeah, let him experience, and when a 
kid is young, don’t make up a plan for him. Let him play, education and 

figuring what he wants is important. (H-F1) 

öĈ)ƓÓCŢ,öƟæÊ¼¹ÊŢėB,'ȌǗƞăƢ.Ȏ,0Ė
¯ÊŢƨ|,ǔ]Ë�³�,Ā…ǔ]ƔƼĸ'ȌǗǛƞ�'ȌǗƷ
)ăƢ,ŋå|ÊŢėB�ƞkëȌį,ñëȌŕËëȌŕ,ÁíŢ
ƨ�ĊƐŢƨǗäǛƞ��
 

“In-Both” Parenting. Chinese immigrant parents’ bad experiences in 

China were the driving force behind their decision to move to the United States. 

This resulted in parents becoming “nontraditional” Chinese parents, often 

described in the literature as “authoritarian parents.” However, it is plausible that 

fundamental characteristics that describe parenting according to Western-centric 
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frameworks might be both expressed differently and experienced differently 

within a Chinese cultural context. Especially for Chinese immigrant parents who 

are immersed in both US and Chinese cultures, it becomes harder to define their 

parenting styles according to traditional parenting frameworks. Lee (1995) noted 

that Chinese parents can be in both frameworks. “In-both” parents are able to 

affirm both their roots (homeland identity) and branches (newfound identity) as 

organically related. Most of the parents still called themselves “Chinese” instead 

of “Chinese American”; however, their daily practices, thoughts, values, and 

views have changed as the two diverse cultures of “Chinese” and “American” 

have merged. 

First, you gotta yell, let her stop her behavior, then you start teaching. 
Previously, [the method was] just yell, whether she did it right or not, but 

now the way is to do time out. (H-P6) 

ȁK4ƞ{,Ʒ)DıǊ]Ɯň,ŋå4skĊ)ŗ Ė,,`Ėť
ă�ŢħƝ{u8,ÉŢ�ÉŢý¾{u8K�ŋåŗ ŢďáËĖ
time out��
 
Before I came here, I usually yell at my kid when he did something wrong. 

Since he was young, I just guided his behavior through yelling. But now, I 
started to adapt into the American way. I went to a lot of parenting classes 

and has changed my temper of being mad for everything. (H-P2) 

,`öļ8ǊǓ�`,ÉĐ),�ň�ǒÊ�,ÉĐ)CŢ�ð.Ɩ
ǗĖ「Ǐ{Ţďá�0Ėŗ Ǐ8��å,óóƛM,ö ǊǓ�Ə
�ä¬Ʈ,�½�ä¬¸¸ŢƮ,Ëýǔ].}ŢŚĺ.}Ţšƒĺ
ËÔſćƶ���
 

Theme 4: Peer Play as Supporting Immigrant Children’s Language and 

Social Skills Development 

 Play can be a controversial concept in early education (Bulotsky-Shearer 

et al., 2016). Often, Western countries value play, believing that playing well and 

developing well go hand-in-hand; however, in Asian countries, as evidenced by 
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the two excerpts provided above, play is often regarded as having no value, as 

being the opposite of education. During the conversation with Chinese immigrant 

parents, their perspectives about play were discussed. 

 Chinese immigrant parents agreed that play can be beneficial for their 

children. However, the benefits that play provides to their children were not 

necessarily viewed as being related to school readiness or preparing them for 

kindergarten. They believed that play was an important mechanism to support 

children by increasing their language development and social skills (or social 

development). Although in their view play does not support children’s academic 

readiness, Chinese immigrant parents often considered that to be acceptable 

because they wanted their children to play more before entering kindergarten (at 

which point they would have less time to play).  

[Play is beneficial because] Language. First of all, it’s communication 
that they can practice. How to live in a big group, how to share. To learn 

that everyone is different and special and learn from each other. Everyone 
is different, for children, they learn a lot when they interact with other 

peers by communication. (Q-P10) 

�ǎŕ<Ğţ�,�ň�ÉÊğm�ƫƣĞØe�ȁK,Êğmt,Ƃ
ƇȎįvS)&ņ「��ȎįƛMƆȆ��
Ȏįv&�Y%�kƪƲķ]&<�v�,t,ç­Âǀ�½Ƈ��
ķ]&<�v�,Êğmt,çǎø�½ƲȎįvS)&ņ「��

 
It can also help the child to grow more positive and optimistic. (Q-P7) 

ǎøt,ØÊğmĲǵ�,ǣġ���
 

No, I think in preschool, they don’t need to learn so much. At their age, 

they should play more than learn. As long as they can learn something by 
playing. (M-P11) 

öƟæ preschool |ŭƲ�ȂĊæ¯ł±đ,t,ăn,�ň5¡Ù
ȐǗ<ŕ¬Ǐ½��,0<Ƕŕ�ė½\�Ëæ���
 

They [classrooms in China] don’t have the toys to help learning. They [US 
classrooms] call it “play” here, but they are actually learning. (M-P10). 
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Ŋ�ŕT�,SÅƱ<ŕ,0SÅ<½ƀ�ĩ��
 
More examples around parents’ perspectives about play will be added in 

the following Mixed Methods Phase Results section using the joint display. 

Joint display is used to draw out new insights from both sets of findings, allowing 

the researcher to bring quantitative and qualitative approaches together 

(Guetterman et al., 2015). Because parents play beliefs are a primary focus of the 

study, the study protocol was developed to explore in greater depth parental views 

on children’s social behaviors and their beliefs about children’s play during 

preschool. 

Theme 5: Holding on to Important Chinese Cultural Values 

 

 Regardless of how long Chinese immigrant parents have lived in the 

United States, two important cultural values were commonly raised during the 

focus group discussions across three Head Start programs: filial piety (including 

respecting elders) and sharing. These two values were described as a “mission” 

for these parents to pass on to their children (or to hope that their children would 

practice in their daily lives, even though the children were not born in China and 

were raised in the United States). When asked what kind of Chinese traditions 

they want to pass on to their children, almost all parents across all three sites 

mentioned these two values. 

 Filial Piety. Filial piety (ºǷ) is the most influential Confucian ethical 

practice guiding intergenerational relationships and the mutual obligations that 

exist between parents and children in Chinese culture (Ho, 2008). Filial piety 

tenets focus on maintaining family order by promoting responsibility, 
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interdependence, sacrifice, and family harmony (Bengtson & Putney, 2000). 

Participants in these focus group discussions were adamant about their decision to 

not go back to China; however, they sought to act in certain ways (e.g., modeling 

and demonstrating) to teach their children to learn the concept of filial piety. For 

example: 

[We] have this traditional Chinese value to have filial piety, so we would 
like to teach our kids about this value, and to get them carry out filial piety 

on us, elders, parents-in-law, etc. We hope that they have such traditional 
Chinese value. (Q-P10) 

ö¡Ğ��GžƠê<ºǷŏĶ,ú,ö¡ĜÇö¡đƠêñŤǝŇ
。?�Êğm,ñ5¡Ç8ºǷƈö¡,ºǷƈƓÓđǡǃ,q«.
iđŏĶ,ƞºǷŏĶ,ºǷǡǃ��ö¡Ǘ<ñÕĢ5¡Ğ��:
ųGž��
 

I think for this, your kids will see what you do. I wake up every day and 
call my mom after breakfast. My daughter asks me why do I call my mom 

every day, I told her that I don’t get to live with her now, but I can call her 
and talk to her every day, and she’ll learn that and will call me every day 

when she grows up. (M-P10). 

öƯ:]�ǹ|,Žƿ(ĜŪ\4¡]CĽ,�ňöĒĒģēūǘƟ
,ǻÀēǽwöûǳƨ?öǦ¸,ö]²�Ȏơ4ƞĒĒûǳƨ?·
·�,öƨö:ÂŊǇĽv52,0<öt,ĒĒv5Ʊǳƨ,�5
ËĜ½\,,å­]ĒĒûǳƨ?ö��
 
I think for kids, although you didn’t teach them directly, but they can learn 

from your actions. If you do the same thing over and over again every day, 
they will have a deep impression. (M-P1) 

j<öƟæ�Žƿ(|,4ǯŋŊĊ5�,0<5t,Ƕ4ǀ�½\
��,´Ĩ4ĒĒCv.-�,5ĜƦæ³ł��
 

I haven’t taught my daughter that [filial piety]. She’s unaware of the 
lowest level of philosophy. (H-P7) 

ö]²ǗĥĊ�,5ǗĥƲ�5」ě¤Ħ��ě1ÏİǗĥƲ,|�
ÈÖǛǐÔſ<ȇÏİĩ���
 

 Sharing. The importance of sharing was mentioned multiple times during 

the discussions. Parents explained that sharing (Y%) is one important Chinese 

value that they hope their children learn at an early age. 
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This [sharing] is a traditional Chinese value. (H-P7) 

�Y%�|]<���Gžìñ��
 

 I always tell my kids that by helping others, others will help you back 
when you’re in need. For example, when raining, even that we had 

disputes before, I would still lend my umbrella to you since you’ve helped 
me before. We can still be friends. It’s a principle. (H-P1) 

 �
�������������������
������³/

ƙǲ�į,öv4ȉÑ#,ŷĒƙ­ǲ,öĞýǑ,Ƴ´4ØǏö,
ĞýǑöǗǑ�4�<��,ƺŮǗĞ]ğmC���j<�ǐŘ�
�ǜ���

 

This [sharing is a Chinese value. It has nothing to do with good or bad. 
It’s fundamental: if you can help others, then you should give a hand.    

(H-P3) 

ö���&�ƠêË<�į,�<³ª�į��j<Ø\&ËØ���
 

[Play is important] to [learn how to] communicate and share. Share is a 
must. (Q-P1) 

�çǎø�½Ƈ�#Ŀ,Y%�Y%Ë.Áƞ��
 

Mixed Methods Phase Results 

The mixed methods integration occurred after all quantitative and 

qualitative analyses were conducted. During this integration stage, findings were 

organized using a joint display with the purpose of integrating the quantitative and 

qualitative results in such a way so as to illuminate new insights beyond the 

information gained from the separate quantitative and qualitative findings (Fetters 

et al., 2013). In particular, Chinese immigrant parents’ distinctive profiles 

discovered in the quantitative phase were further explored and elaborated given 

the above qualitative findings and themes. 

Among the 34 Chinese immigrant parents who participated in the focus 

group discussion (in the qualitative phase), 27 of these parents also participated in 

the prior quantitative phase. Based on the quantitative findings, the profile to 
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which each of the 27 parents belonged was identified. (A benefit of the particular 

person-centered cluster analysis that was conducted in this study is that, since 

clusters are mutually exclusive, the researcher could identify participants’ cluster 

group at the individual level.) Each parent was also labeled with a specific 

identification code during the qualitative data analysis process in NVivo, which 

made it possible for the researcher to extract quotes by particular individuals, 

illustrating key thematic aspects of a given profile. 

Table 20 shows the process of integration using the joint display. The joint 

display maps parents’ quotes from the qualitative results to parents’ cultural 

orientation information and their beliefs about play and academic support for 

young children. For the seven parents who participated in the qualitative phase 

but did not participate in the quantitative phase, their data were used in qualitative 

analysis but were not included in the mixed methods joint display. 
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CHAPTER FOUR: DISCUSSION 

Currently, preschool-aged Chinese-heritage children are an 

underrepresented group in research. There is an urgent need for culture-specific 

investigations to foster their social-emotional well-being (Tobin, Hsueh, & 

Karasawa, 2009) because: (1) studies have found Chinese-heritage children 

exhibit higher levels of internalizing behaviors (such as social withdrawal, 

anxiety, sadness) and stress in interpersonal relationships than their Western peers 

(Han & Huang, 2010); (2) children who are disconnected from their peers and 

classroom learning experiences have been shown to have lower perceptions of 

self-worth and to feeling  disliked by teachers (Ren & Wyver, 2014); and (3) 

children with more social problems in preschool demonstrate later problems in 

school, both socially and academically (Hampton & Fantuzzo, 2003). 

Furthermore, parental views about features of high-quality preschools are 

complex, and they are influenced by a variety of factors, including parents’ 

cultural backgrounds, access to resources, and the different environments or 

communities in which families live (Yamamoto & Li, 2012). Given the dramatic 

increase in the percentage of Chinese immigrant families and children living in 

the US (the population has grown more than six-fold since 1980, reaching 2.3 

million in 2019 [Migration Policy Institute, 2017]), it is particularly important to 

gain a better understanding of immigrant parents’ views (attitudes and beliefs) 

regarding early childhood education in the US, because their beliefs about their 

children’s education most likely vary greatly based on their cultural backgrounds, 

(Coll & Marks, 2009; Suárez-Orozco & Suárez-Orozco, 2001), and these beliefs, 
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in turn, impact children’s social and developmental outcomes (Fogle & Mendez, 

2006). Understanding immigrant parents’ beliefs will not only help teachers and 

staff to develop culturally sensitive outreach to families, but also can help address 

their acculturation challenges and unique needs (Yamamoto & Li, 2012). Such 

services and support are even more pressing for the low-income immigrant 

population as they face the negative effects of poverty, which are compounded by 

the acculturative stress that may already result from factors such as linguistic 

challenges, loss of social supports, difficulty establishing new social ties, and 

discrimination (Berry, 2003). 

Thus, the overarching goal of this dissertation project was to provide a 

deeper understanding of low-income, Chinese immigrant parents’ beliefs about 

children’s social-emotional development, the value of play, the influence of their 

cultural orientations on their beliefs, and associations with Chinese-heritage 

children’s social competencies. Guided by a developmental niche framework 

(Harkness & Super, 1993), social information processing theory (Rubin et al., 

1989), and the integrated conceptual framework for understanding the 

development of Asian American children and youth (Mistry et al., 2016), this 

study applied both variable-centered and person-centered lenses in a mixed 

methods design to expand the limited knowledge base that exists regarding 

Chinese-heritage children’s social development. This study offers a step forward 

by including Chinese immigrant parents in the elaboration of the quantitative 

results, with the goal of expanding our current knowledge about parental beliefs 

and cultural orientation as related to children’s social-emotional development and 
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the value of play for Chinese children. Findings extend previous research by 

validating the construct of interactive peer play, parental beliefs about play, and 

parents’ cultural orientations with a sample of low-income, Chinese immigrant 

families and their young children. Moreover, as hypothesized, the study generated 

distinct profiles of Chinese immigrant parents’ beliefs and cultural orientations 

and documented associations between these beliefs and orientations with 

children’s social behaviors. Furthermore, parents’ first-person narratives from 

focus groups were used to elaborate the quantitative findings. The overall mixed 

methods integration indicated congruence between the quantitative and qualitative 

data, which is useful for unpacking parents’ unique profiles of beliefs and cultural 

orientations and understanding them in relation to children’s peer play 

interactions.  

Integrating Conceptual Frameworks within a Mixed Methods Design: From 

Micro to Macro 

 Overall, both quantitative and qualitative findings elucidated the three 

conceptual frameworks that guided this study: (1) the developmental niche 

framework (Harkness & Super, 1993); (2) social information processing theory 

(Rubin et al., 1989); and (3) the integrated conceptual framework for 

understanding the development of Asian American children and youth (Mistry et 

al., 2016). Based on these conceptual frameworks, I sought to not only capture the 

broader cultural context within which Chinese immigrant parents organize 

children’s daily lives but also to document the meaning-making process and 

changes in parents’ beliefs about play (more specifically, the benefit their children 
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receive from play) within the developmental context of immigration. All three 

conceptual frameworks were necessary to illuminate a holistic view of Chinese 

immigrant parents (e.g., from more micro to broader macro levels). The study 

findings not only documented the adjustment experiences that may be shared by 

other families immigrating to the U.S. (such as the process of adapting to 

elements of the mainstream culture and losing certain elements and practices of 

their heritage culture; Chen et al., 2013), but also illuminated nuances and 

differences that may be specific to Chinese immigrant parents of preschool 

children (such as their positive and/or negative reactions to the US educational 

system; Jiang & Han, 2016). 

More specifically, the study findings elucidated how Chinese immigrant 

parents’ psychological beliefs are connected to their daily behaviors and how they 

organize their children’s daily lives (guided by the developmental niche 

framework; Harkness & Super, 1993). Most parents who participated in the focus 

groups expressed concerns about the grades-focused, high-pressure learning 

environment of China. Thus, these Chinese immigrant parents had a positive 

attitude towards a learning environment that they see as freer and less pressured. 

Based on their beliefs, these parents hope to provide a flexible learning and social 

environment for their children. One parent commented, “Let them grow naturally 

and have them enjoy their childhood. Don’t give them too much pressure (H-

P3);” and another parent said, “When a kid is young, don’t make up a plan for 

him (H-F1).”  Furthermore, the study captured the meaning-making processes that 

occur as these immigrants disentangle, within the context of immigration and host 
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community experiences, those cultural aspects of the U.S. that they reject or 

accept (reflective of the integrated conceptual framework; Mistry et al., 2016). 

Similar to other immigrants, Chinese immigrant parents were also going through 

the process of adapting their own behavioral repertoire, values, attitudes, identity 

(by accepting certain behaviors), and/or maintenance of their heritage culture (by 

rejecting others). In the current study, for example, Chinese immigrant parents 

were constantly deciding what parenting strategies were most appropriate for their 

children, negotiating parenting strategies by letting go of their “old” and 

“traditional” Chinese parenting and accepting (or rejecting) certain “new” more 

typically “American” parenting strategies. Lastly, guided by social information 

processing theory, the study documented how parental belief systems that 

contribute to young children’s social outcomes may vary and evolve differently 

compared to other cultural groups, as well as within Chinese immigrant parents 

(Rubin et al., 1989). While Chinese immigrant parents understood the benefits of 

play, they held onto certain Chinese cultural values that they hoped to teach their 

children, which they believed would lead to positive social outcomes. They 

emphasized modeling filial piety and sharing with others with their American-

born Chinese children. These Chinese parents’ beliefs systems, thus, guided their 

parenting behaviors in everyday interactions with their children, perhaps in ways 

that differ from parents identifying with other cultural groups. These findings are 

discussed further in the following sections.  
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The Importance of Culturally and Linguistically Appropriate Instruments 

 Due to demographic shifts occurring across the US, including in Head 

Start programs, using culturally-relevant psychological measures is essential. Sue 

(1999) raised the issue that “[w]e ask that ethnic minority research show its 

pertinence to other groups or more general phenomenon, but we fail to make the 

same requests when the research involves White population” (p. 1072). Concern 

for the validity of measures for use with culturally and linguistically diverse 

families and children has been well documented (e.g., National Research Council, 

2008). In order to increase the quality of research conducted with ethnic minority 

populations, it is important to include the use of both qualitative and ethnographic 

methods, in an emic tradition, to improve these measures (Hall, Yin, & Zárate, 

2016; McCreary & Dancy, 2004; Sue, 1999). The present study took an important 

step in addressing this call to the field.  

While the overall constructs assessed by three of the four measures of this 

study (i.e., PIPPS, PPBS, and VIA) were validated, there were meaningful 

discrepancies that suggest the uniqueness of Chinese immigrant families’ views of 

play and social behaviors. For the PIPPS parent version, results replicated and 

confirmed the overall three-factor structure with Chinese immigrant children, 

which was consistent with findings from previous Head Start research with other 

ethnic groups (see Bulotsky-Shearer et al., 2016; Castro et al., 2002). The 

significance of the present research, however, is that it provided additional 

support for the PIPPS and its use, specifically, with Chinese immigrant parents. 

Although the previous Chinese version of the PIPPS identified three dimensions 
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of peer play competence with a Chinese sample (Leung, 2014), this study was 

conducted with teachers of low-income preschoolers in Hong Kong using the 

teacher version of the PIPPS.  

Importantly, meaningful discrepancies occurred at the item level when 

comparing results from this study and previous PIPPS studies (e.g., Bulotsky-

Shearer et al., 2016). This presented the opportunity to discuss, in particular, the 

non-loading items with Chinese immigrant parents during the focus group 

discussions. It became clear that these items could be interpreted differently 

depending on cultural context (Leung, 2014; 2017). For example, items related to 

children’s emotions during play (e.g., “seems unhappy”) might not be viewed as 

problematic in China compared to Western contexts. Previous research has found 

that Chinese-heritage children tend to use fewer facial emotional expressions 

compared with their Western peers (Wang et al., 2006), and Chinese immigrant 

parents often teach their children to restrain emotional expressions (Wang, 2003). 

In addition, children’s solitary or passive play (i.e. quiet exploration and solitary, 

constructive activities) could also convey different meanings in Chinese culture 

compared to the Western interpretation (e.g., Chen et al., 2006). For example, the 

PIPPS item, “hovers outside play” can describe Chinese children who prefer to 

play alone or quietly explore how others play (Leung, 2017). Both of these items 

have loaded on the Play Disconnection factor in Western samples, and thus are 

assumed to describe preschool children’s disconnection from others during play, 

from a US educational perspective.  However, it is plausible that from a Chinese 

cultural perspective, these items could describe behavior that has a positive (or at 
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least neutral) connotation rather than a negative connotation. Therefore, these 

items could be problematic for assessing Chinese-heritage children when 

interpreted by teachers in the US, who are likely unaware of such cultural context. 

Thus, the item-level findings in this study suggest that certain behavioral 

indicators used on Western measures might not directly map onto the same 

constructs across cultures. Future work should consider culture-specific beliefs 

that influence the interpretation of children’s social behavior and incorporate or 

revise items (and the constructs they intend to reflect) to better explain peer play 

interaction within families’ cultural context (Castro et al., 2002; Hyun et al., 

2019). 

 As hypothesized, the study also found two reliable and distinct dimensions 

of parents’ play beliefs using the PPBS: Play Support and Academic Focus (Fogle 

& Mendez, 2006).  The current analysis found no discrepancies at the item level, 

based on the original development study. However, after discussing some of the 

PPBS items in focus groups with Chinese immigrant parents, it became clear that 

the items on the measure did not fully reflect the, perhaps unique, ways what 

Chinese parents facilitate their children’s academic growth at home (e.g., no items 

pertaining to the common practice of writing with their children was included; Li, 

2014). For Chinese families, repetition in the writing process is not only useful as 

a means to support children to learn proper handwriting, but also to develop a 

connection to their heritage and positive approaches to learning, such as 

persistence, patience, and appreciation for how hard work can lead to achieving a 

goal (Li, 2004). Thus, future study in this area is warranted to identify the set of 
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play and academic-related activities occurring in Chinese immigrant homes to 

help improve and modify the PPBS measure to be more culturally relevant for 

Chinese immigrant families. Findings from the present study, however, extended 

existing research with this measure by validating the PPBS for the first time 

specifically for its use with Chinese immigrant families and pointing to specific 

ways the instrument could be improved for this group in the future.  

 Study results were also consistent with prior research employing the VIA 

measure, supporting the continued use of this scale with Chinese immigrant 

parents. The measure has been validated with the Chinese population in the US, 

specifically with middle-class, Chinese families with adolescents (Kim et al., 

2014) and undergraduate students who identified themselves as having Chinese 

ancestry (Ryder et al., 2000). Current findings provide additional evidence for its 

use with low-income, Chinese immigrant families with preschool children. 

However, the findings of this study suggested that, at the item level, future 

revision should be considered. For example, “I would be willing to marry a white 

American person” was excluded in the confirmatory factor analyses, as the 

dimension held together better without this specific item. This might reflect the 

changing demographics of the U.S., and specifically an increase in interracial 

marriage among this group. For example, in 2015 nearly three-in-ten Asian 

newlyweds (29%) were married to someone of a different race or ethnicity (Pew 

Research Center, 2017). 

 Finally, the study’s hypothesis was not met in terms of validating the 

CCIQ measure. Consistent with current findings, previous studies have shown 
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that the CCIQ’s reliability is relatively low (e.g., He, 2004; Jose et al., 2000). 

Chao (1994), who developed the measure, also did not provide reliability for this 

scale. Based on conversations that occurred during focus groups, some items 

might not be relevant to Chinese immigrant parents in the present era. Several 

parents emphasized that, “totally different, the era is different (H-P7),” in terms of 

how they think about child-rearing ideologies they espouse as they raise their 

children in the US. The majority of parents described their ideologies in terms that 

differed from those reflected on Chao’s (1994) measure, particularly items like 

“Mothers must train children to work very hard and be disciplined” and “Parents 

must begin training children as soon as ready.” To reflect the changes of parents’ 

ideologies, parents from the focus group stated that, “I think kids would need to 

relax, don’t give them too much pressure…to put it another way, I’ll give him 

more space and wouldn’t force him too much” (H-P3). Another parent mentioned 

that, “I let him be…don’t make up a plan for him. Let him play…figuring what he 

wants is important…so right now he can do whatever he want.” Further research 

of this measure is warranted to identify how to better capture Chinese parents’ 

(dynamic) ideologies concerning child development and their ideologies 

pertaining to the parent-child relationship, which reflects the modern context of 

Chinese immigrant families (Lieber et al., 2004).  

Within-group Variation in Chinese Immigrant Parents’ Beliefs and Cultural 

Orientations 

 In support of the study’s hypothesis, using person-centered, hierarchical 

cluster analyses, distinct profiles emerged among Chinese immigrant parents. 
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Four reliable profiles were resolved that showed variations in patterns of Chinese 

immigrant parents’ beliefs and cultural orientations that related differentially to 

children’s social-emotional development as evidenced within peer play at home. 

These findings underscore the importance of conducting within-group studies to 

examine variability among Chinese immigrant parents residing in the US, and not 

solely for purposes of comparison to other ethnic groups.  

 It was noteworthy, and surprising given other literature, that three of the 

four profiles had average to exceptionally high levels of supportive play beliefs, 

as research tends to show that Chinese immigrant parents often believe play has 

little role in the learning process and doubt the benefits of play for children 

(Singer et al., 2006). While Chinese immigrant parents’ support of children’s play 

during preschool was clear among these three profile groups, it is also noteworthy 

that among the four profile groups, one profile group (Profile 2) was distinguished 

by a high level of academic beliefs and another group (Profile 4) was 

differentiated by an average level of academic beliefs. The sum of these two 

profile groups (n = 117) was about 60% of the current study sample. Thus, while 

Chinese immigrant parents may be shifting in their beliefs about the importance 

of play during preschool, a large proportion of parents consider academic 

development to be an important goal of preschool. It is possible that, after living 

in the US for several years, Chinese immigrant parents come to recognize the 

importance of play (for children’s social outcomes); however, parents continue to 

view academic-related activities as leading to more concrete learning outcomes. 

Notably, in Fung and Cheng (2012)’s study of Chinese immigrant parents’ 



CHINESE PARENTS’ BELIEFS ABOUT SOCIAL DEVELOPMENT 
 

114 

perceptions of learning through play, Chinese immigrant parents were concerned 

about concrete learning outcomes and wondered whether play would prepare their 

children intellectually for school, describing their difficulty in understanding the 

learning outcomes from play.  

The current study supported this pattern of beliefs among Chinese 

immigrant parents. During focus groups, some parents expressed that “they [kids] 

can learn a lot from playing, like they can learn to talk (H-P6),” “[play is good 

for] like socializing in life, and how to interact with each other (M-P2),”and “[I’ll 

let them play with other kids, let them know about interaction, so then when they 

get to kindergarten they wouldn’t feel strange (Q-P6);” However, the benefits of 

play were seen primarily as being related to either language development or social 

development. Some parents showed concern that “my kids don’t know how to 

write (M-P2)” and “my kids still don’t know ABCDs (H-P3).” Some parents also 

mentioned that “I think the first year they can play; the second year is learn (M-

P9).” Therefore, it is possible that Chinese immigrant parents may not trust that 

the positive aspects of play are necessarily related to academic performance. 

Parents’ views about play and the learning environment are further discussed 

below.  

 It is also noteworthy that considering Chinese immigrant parents’ cultural 

orientations two distinctive patterns emerged: two profile groups demonstrated 

both high Chinese Orientation and high American Orientation and the other two 

groups demonstrated both low Chinese Orientation and low American 

Orientation. It was surprising that the profiles did not reveal at least one group 
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with a high Chinese Orientation coupled with a low American Orientation or vice 

versa (Chen et al., 2014; Yu et al., 2016). One possible explanation for the latter 

pattern of low orientations across both home and host cultures might be that 

Chinese immigrants feel dissatisfied with the contemporary culture (i.e., US) as 

they age, while simultaneously being reluctant to return to their original culture 

(i.e., China). Cheung and colleagues (2011) found a negative relationship between 

years spent in Canada and mainstream identification among older Chinese 

immigrants. Interestingly, rather than feeling more adjusted to the mainstream 

culture, these immigrants became frustrated by their poor fit within their current 

culture. From the current study’s qualitative findings, with the exception of one 

parent, 33 Chinese immigrant parents stated they would never go back to China, 

emphasizing their stressful life back in China. One parent said that, “I came over 

for three years, within three years you got to cry. After three years you’ll accept 

that life’s like this, not no solution to it. If you don’t, you’ll die early” (H-P1). 

Another parent relayed, “No! I was crying at night. This is not the life I want” (M-

P3). For these parents, it seemed like they endured a period of time where they 

felt they did not belong to either culture (China or the US). Research has shown 

that Chinese immigrants who have a difficult time engaging in the new culture are 

at risk for poorer psychological adjustment (Costigan & Koryzma, 2010). On the 

other hand, when these parents have positive experiences involving the 

mainstream culture, their psychological well-being is reflected in more self-

acceptance, positive relationships with others, autonomy, environmental mastery, 

feelings of having a purpose in life, and personal growth (Yu et al., 2016). Thus, 
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further research is needed to determine how to support immigrant parents with 

lower levels of cultural identification in order to help garner resources and 

strategies for adjusting in the new cultural context.  

 Results from this study also documented benefits of being bicultural. Two 

out of the four profile groups were characterized by high to exceptionally high 

levels of bicultural identification - reflecting both an American orientation and a 

Chinese orientation. Children of parents in the Profile 1 group, characterized by 

being highly bicultural and having high play and low academic support beliefs, 

were rated to have higher positive interactive behavior than children of parents in 

the Profile 4 group, characterized by a low American Orientation with low play 

and average academic support beliefs. The findings suggest that being bicultural 

helps Chinese-heritage children to have positive interactions with other peers. 

Previous research examining both cultural orientations has demonstrated that 

parents with a low American orientation (e.g., those who experience difficulties 

when involved in the mainstream cultural context), have negative psychological 

outcomes, including higher depressive symptoms (Yu et al., 2016). Moreover, 

Chinese immigrant parents are at their most positive psychological state when 

they can flexibly endorse adaptive behaviors from the mainstream culture while 

retaining valued features of the Chinese culture (Berry, 2005). One parent from 

one of the bicultural profile groups mentioned that, “When I interact with my 

child, I pick the one [from either Chinese parenting or Western parenting] that I 

think is right to use. Because the time is different, what we do [in the US] are 

different, so our requirements are different as well” (M-P10). On the other hand, 
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one parent mentioned her difficulty in becoming bicultural and said, “I don’t fully 

understand the [US] system. I am raised in certain way in China. Now, I have to 

understand US so that I can support my child. I need to help my child to learn and 

adopt to new culture” (M-P11).  

From the quantitative and qualitative findings of the current study, the 

present study’s results suggest that Chinese immigrant parents’ biculturalism is 

positively associated with their play beliefs and, accordingly, children’s positive 

interactive behaviors. This result is generally consistent with findings by Chen et 

al. (2014) and Yu et al. (2016) that showed that parents’ cultural orientation is 

associated with their own psychological well-being (i.e., better life adjustment 

and less stress), which also confers benefits to their elementary school children’s 

adjustment (e.g., children’s behavior problems and social competence). Bicultural 

parents likely have greater access to better parenting resources and professional 

opportunities, which translates into being able to provide better social 

environments for their children because of these social connections (Costigan & 

Koryzma, 2011). A parent from the focus group study mentioned that, “when 

parents don’t experience stress, our kids would experience less stress too” (H-P7). 

This parent further explained that immigrant parents’ mental state has a great 

influence on their interactions with their children. Findings suggested that 

Chinese immigrant parents’ beliefs can potentially be influenced by their 

biculturalism and, as result, impact children’s positive interactive behaviors. 
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Chinese Cultural Orientation as a Moderator of Chinese-heritage Children’s 

Positive Social Behaviors 

 Often research focuses more on helping Chinese immigrant parents to 

overcome challenges in the new culture and disproportionately documents the 

protective mechanism of parents’ American Orientation, or level of acculturation 

to the new home culture. Findings from the current study draw attention to the 

value, and potential protective effect, of Chinese immigrant’ orientation to their 

culture of origin. In this study, such an orientation was shown to support Chinese-

heritage children’s positive social behaviors. Specifically, the findings illustrated 

that the relation between Chinese immigrant parents’ play beliefs and children’s 

positive interactive behaviors are conditionally based upon parents’ Chinese 

Orientation, whereas the degree of American Orientation was not a significant 

moderator for children’s social behaviors. Specifically, Chinese immigrant 

parents’ Chinese Orientation moderated the negative effects of parents’ low play 

beliefs on children’s interactive behaviors. When parents displayed higher levels 

of Chinese Orientation, even despite lower levels of play beliefs, children 

demonstrated higher levels of positive interactive behaviors. One previous study 

found that Chinese immigrant mothers who reported a stronger Chinese 

orientation also reported more positive psychological adjustment (Costigan & 

Koryzma, 2011). Research suggests that continued connections to traditional 

Chinese culture may help to buffer against the stressors of assimilation, serving as 

a protective factor and promoting well-being through social support from the 

greater Chinese community, feelings of acceptance, and family cohesion as a 
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result of nurturing Chinese beliefs and values in the home (e.g., Liu, Lau, Chen, 

Dinh, & Kim, 2009; Takeuchi, Chun, Gong, & Shen, 2002). The importance of 

such support to Chinese immigrant parents is further discussed later in the 

Discussion section. 

Chinese Immigrant Parents’ Hope for their Children’s Learning 

Environment at Preschool 

Play is a universal activity among young children; it is a biological 

phenomenon that promotes children’s capacity for exploring, learning, and 

adapting cultural roles, values, and rules of society (Parmar et al., 2004). 

However, the values held by people across different cultural and geographic 

regions regarding children’s play during early childhood education vary. How 

people with different cultural backgrounds view play is heavily influenced by 

their own cultures. For these reasons, though play is a universal activity, it is 

culturally defined, and individuals and cultural groups view play in different 

ways. 

Findings from the current study showed within-group variations of 

Chinese immigrant parents’ beliefs and cultural orientation. As well, quantitative 

findings were confirmed and elaborated by the qualitative findings. Table 20 

presents parents’ shared and divergent views on play and children’s learning 

environment based on their profile group. As noted previously, Chinese 

immigrant parents seemed to recognize the importance of play and believe that 

play could help their children to better settle into the new cultural context. The 

words, “freedom (ƓŜ)” and “less pressure (Ŋ©b)” were mentioned repeatedly 
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when Chinese immigrant parents were sharing their thoughts about US education. 

Although previous research has found that low-SES Chinese immigrant parents 

expect teachers to emphasize children’s academic-related learning outcomes (e.g., 

Yamamoto & Li, 2012), Chinese immigrant parents in the current study hoped 

their children would be freer academically than they were in their childhood and 

would experience less pressure than they did when they were living in China.  

Moreover, the majority of Chinese immigrant parents in the current study 

stated that children’s play at preschool supported children in acquiring social 

aspects of development (e.g., conversational skills, making friends, helping 

others); however, while some parents believed children still learn while playing, 

other parents did not necessarily believe “play” would help their children with 

academic skills (e.g., cognitive learning and development; see Table 20, which 

documents these within-group variations). Thus, this mixed finding (i.e., Chinese 

immigrant parents valuing play at preschool) may have been due to the current 

study sample, which includes parents who have either younger and older 

preschoolers in the play-based curriculum context of Head Start. Several Chinese 

immigrant parents mentioned that because their children are still in preschool, 

they worry less about their academic development and let their children “play” at 

school. Studies have shown that Chinese immigrant parents change their focus 

toward greater interest in academics after their children complete preschool (e.g., 

Chen, Chang, Liu, & He, 2008; Liu et al., 2015).  

More work is needed to address the conflicting perceptions that may exist 

between Chinese immigrant parents and teachers (who often come from different 



CHINESE PARENTS’ BELIEFS ABOUT SOCIAL DEVELOPMENT 
 

121 

cultural backgrounds). One solution research suggests is that early childhood 

educators should inform immigrant parents about how cognitive learning and 

development is embedded in social learning activities, particularly during this 

developmental period. Although it is an important step, teachers also need to 

respect parents’ perspectives and learn the ways that parents teach their children 

at home, seeing these efforts as valuable and supporting specific social-emotional 

and learning goals (McWayne, Mistry, Brenneman, Greenfield, & Zan, 2018). 

Through such co-learning, immigrant parents and teachers could engage together 

in meaningful dialogues and have an opportunity to talk through any 

misconceptions that they may have (Adair & Tobin, 2008). Thus, research that 

incorporates “the voices of immigrant parents” is needed to better design 

interventions that are culturally sensitive and consider the preferences of Chinese 

immigrants.  

Social Support Networks as a Protective Factor for Chinese Immigrant 

Families 

Migration is a stressful event for the entire family. Many Chinese 

immigrant parents face language and cultural barriers, financial hardship, lack of 

social support, and lack of access to mental health services, which often lead to a 

higher risk of child maltreatment (Fung & Lau, 2010; Zhai & Gao, 2009). For 

immigrant parents, strong social support networks and varied resources from their 

cultural and surrounding communities can mitigate the stress associated with the 

acculturation process (Alegria, 2009; Levitt, Lane, & Levitt, 2005). As shown by 

the qualitative findings, Chinese immigrant parents in the current study highly 
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valued support from the community. They mentioned that, “when there’s 

something that I can’t manage, I can ask for help, and people from the community 

would lend me a hand. Also, the program [Head Start] takes care of us Chinese” 

(H-P5). Another parent emphasized how Head Start provided more than education 

to her child and added, “The community [parent community at Head Start] has 

well-rounded information. Things about government housings and even anything 

else will get mentioned in group chats. This school, Head Start, has a group chat. 

Yeah, so we’ll know any information” (H-P3).  

Unfortunately, not all programs support immigrant parents the way Head 

Start does. Furthermore, most Chinese immigrants are reluctant to seek 

professional health services as they, culturally, connect such behavior to mental 

illness, and are uncomfortable disclosing personal problems to a stranger (Sue & 

Sue, 1990). In other words, even though Chinese immigrant parents are often 

under a great amount of acculturative stress, they are expected to (or feel 

obligated to) only have a discussion with close friends, have self-discipline, and 

seek physical cures (Zheng & Berry, 1991). For this reason, having a strong social 

support network for Chinese immigrant parents is essential for adjustment. The 

present study documented the important role that a support network in the 

community and at Head Start played in the lives of Chinese immigrant families 

during their cultural adjustment. More research is needed to examine social 

networks (e.g., community, school) and how changes within these networks can 

influence the acculturation process and promote family well-being (Thomson & 

Hoffman-Goetz, 2009).  
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Modeling Filial Piety: Passing Important Chinese Cultural Values Down to 

American-born Chinese Children 

 The concept of filial piety is a core Confucian value that sets the 

foundation for other sociocultural beliefs and behaviors in many Asian societies, 

including in Chinese families (Lieber et al., 2004). Even for Chinese immigrant 

families, it has been a Chinese tradition (perhaps, obligation) for parents and 

children to perform filial responsibilities, including looking after their senior 

parents (Kamo & Zhou, 1994). Not surprisingly, during all six sessions of focus 

group discussions at three different sites, filial piety was mentioned by everyone 

at every site as the Chinese traditional value that Chinese immigrant parents hope 

to teach their children. Consistent with prior research, parents also described 

facing challenges in teaching these cultural values to their America-born children. 

Ho’s (1996) review of the filial piety research literature leads him to conclude that 

“traditional filial piety is on the decline” (p. 165); however, findings indicate that 

filial beliefs and practices remain salient and important to today’s Chinese 

families, even for immigrants living in the US (Yeh & Bedford, 2003). 

 Passing the concept of filial piety to the next generation (children who 

have adopted the “American Style”) is especially hard for Chinese immigrant 

parents, in a society where these Asian values are not supported and are perhaps 

inconsistent with American values (Lieber et al., 2004). In the current study, one 

parent explained that, “[we] have this traditional Chinese value to have filial 

piety, so we would like to teach our kids about this value, and to get them to carry 

out filial piety on us, elder, parents-in-law, etc. We hope that they have such 
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traditional value” (Q-P10). But another parent added, “but they [children] can’t 

see how we [parents] interact with [our] parents, so I think it’s hard for them to 

understand the concept” (Q-P5). One parent shamefully said that, “I haven’t 

taught my daughter that. She’s unware of the lowest level of philosophy, these be 

respectful of her teachers and knowledge are high level stuff” (H-P7). 

  One of the most salient strategies mentioned by parents was “modeling.” 

Rather than forcing their children to practice filial piety, parents modeled filial 

piety in their lives so that their children will naturally appreciate and respect these 

values and maintain this part of their Chinese cultural heritage. One parent 

explained that, “they [children] wouldn’t accept that much if you only tell them 

what to do. But if you become a model and show them how to have filial piety 

towards your parents, how to interact with siblings, then they will see it. It’s really 

important” (Q-P5). Another parent also described that, “I think for kids, although 

you didn’t teach them directly, but they can learn from your actions. If you do the 

same thing over and over again every day, they will have a deep impression” (M-

P10). Chinese immigrant parents seemed to understand the unique situation 

within which their children are situated. They were coming up with a 

“modernized response – flexibility and innovative responsiveness (Marsella & 

Choi, 1993)” in interactions with their children, who are being raised in a country 

with different cultural values. Although the current study’s focus was not about 

filial piety, this value was raised by parents as an important positive social 

behavior that they hope (and expect) their children to have. Future research in this 
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area is warranted to identify other sets of cultural values that they highly value as 

part of their cultural legacy. 

Limitations 

 While the current study has a number of strengths, including using both 

variable-centered and person-centered lenses in a mixed methods design to 

expand the limited knowledge base that exists regarding Chinese-heritage 

preschool children’s social development by incorporating parents’ voices, it has 

several limitations. Whereas the present study contributed additional validity 

evidence for the use of several measures (PIPPS, PPBS, VIA) for Chinese 

immigrant parents and extended our understanding of parents’ beliefs about 

children’s social-emotional development, the study was conducted exclusively 

with a Chinese immigrant sample from a major northeastern region of the US, 

with a relatively small sample size. Moreover, Chinese immigrants are a 

heterogeneous group based on several aspects: their heritages, languages (or 

dialects), cultures of origin, socioeconomic status, and immigration experiences 

(Chan, 1991; Root, 1998). Thus, the population in this current study is not 

representative of all Chinese communities in the US. Future studies using a more 

diverse sample of Chinese immigrants (including more SES variability) with a 

greater number of participants in other regions are warranted. Despite these 

sample limitations, however, the present study allowed for a nuanced, within-

group examination with a growing population in the US. 

 Another limitation was that the current data were vulnerable to parent self-

report bias. Although parents are seen as credible sources of information on their 
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own experience (Jahoda, 1990), there is also a tendency for parents to inflate 

reports because such acts are desirable (Pomerantz & Monti, 2015; Wong & 

Hughes, 2006). Although the current study was able to validate the quantitative 

results with selective Chinese immigrant parents, future research could include 

direct assessment and observation to develop broader understandings of parents’ 

child-rearing ideologies, actual parenting practices, and children’s behaviors to 

add credibility to these findings. Furthermore, the self-report measures were 

directly translated into Chinese based on the original English forms, which were 

incomplete sentences. The Chinese language system is non-alphabetic; thus, with 

regard to the lexical access of items of the measures (such as PIPPS items), it 

would be useful to describe the items in complete sentences to make the meaning 

clearer and more precise when using Chinese (Leung, 2014). Recreating or 

modifying these measures with Chinese immigrant parents’ input would be 

valuable for future research.  

 Furthermore, as previously noted, the measure of Chinese immigrant 

parents’ child-rearing ideologies was excluded from the study due to its low 

reliability; however, this was an important variable based on the conceptual 

frameworks proposed in the study. Future study should extend the current study 

by assessing Chinese immigrant’s culture-specific ideologies to explore effects on 

children’s social outcomes.  

In addition, the focus group discussions only included parents from Head 

Start programs, which tend to have a specific emphasis on play-based curriculum. 

For example, some parents compared the Head Start curriculum to other 
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“Chinese” preschools in Chinatown and described how they offered a more 

“academic” curriculum for older preschoolers. The inclusion of a broad range of 

parents (from different preschool programs) in future research would provide a 

more comprehensive picture of the ways in which parents’ view the US education 

system and its association to children’s social and academic outcomes. Moreover, 

parents mentioned several times at focus group discussions that having their 

children exposed to play is acceptable during preschool, but not acceptable as 

their children become kindergarteners. It will be important for future work to 

include parents whose children are making the transition to kindergarten and 

elementary school, as well as to extend the study longitudinally to obtain a clearer 

picture of the associations between parents’ beliefs, cultural orientations, and 

children’s social outcomes for Chinese-heritage children (Barrueco, López, Ong, 

& Lozano, 2012). 

Implications for Early Childhood Practice and Programs Serving Chinese-

Heritage Children  

This study provides compelling evidence that has the potential to: (1) 

narrow the cultural gaps in understanding that may exist between Head Start 

programs, their teachers and Chinese immigrant parents; (2) promote increased 

understanding of what Chinese parents believe about their children’s social 

behaviors and the best ways to support them; (3) provide suggestions for more 

extensive discussions of children’s play into parent education efforts; and, (4) 

provide recommendations that could inform more culturally and contextually 

relevant interventions for improving Head Start programs serving Chinese 
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immigrant families. Attempting to understand cultural differences and similarities 

is a challenging task for school staff; however, they can benefit greatly from 

collaborating with parents who can educate them about their families’ cultural 

values and behaviors (Suárez-Orozco & Suárez-Orozco, 2001).  

In recent years, promoting high-quality early education for dual language 

learning children has been an increased focused for policy makers (Limlingan, 

McWayne, Sanders, & Lopez, 2019). In addition, there has been a significant 

push for child development research to provide more developmentally and 

ecologically appropriate interventions and approaches to advocate for children’s 

particular needs (Fantuzzo, Bulotsky-Shearer, Fusco, & McWayne, 2005). 

However, despite the fact that schools in the US have become more culturally 

diverse, few preschool programs provide culturally relevant resources or 

prevention programs for parents who are struggling to parent in their new cultural 

context (Costigan & Koryzma, 2010). Moreover, immigrant parents’ voices are 

often lost in the context of the child’s educational setting, and the field still lacks 

effective and/or creative ways to meaningfully engage immigrant parents in the 

assessment process so as to genuinely forge a connection between home and 

school (Fantuzzo et al., 2005). Findings from this study underscore the 

importance of engaging with Chinese immigrant parents to inform research and 

program practices. In a country as culturally diverse as the modern US, it is, 

perhaps, inevitable that immigrant parents and teachers face many challenges in 

understanding and bridging existing differences in values, beliefs, and goals for 

children’s learning and development (Parmar et al., 2004). For example, one 
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parent emphasized that, “America has a lot of immigrant families. So, the 

education should also reflect that diversity and respect everyone’s own way” (M-

P10). It is critical for educators to engage immigrant parents in a dialogue where 

they will feel comfortable sharing their own beliefs about children’s early 

development and to support parents’ own goals for their children (Adair & Tobin, 

2008; Crosnoe et al., 2016). This same parent also commented to the researcher 

that, “We thank you for providing the space for us to share our perspectives” (M-

P10), underscoring the importance of bringing immigrant parents’ voices into the 

school system. Through such dialogue, parents and teachers can discuss together 

how best to support children’s school readiness in their homes and classroom 

from a strength-based perspective (Bulotsky-Shearer et al., 2016). But, teachers 

need specific, on-going support within their program (e.g., professional 

development, structural support) to effectively and meaningfully build 

relationships with immigrant parents (McWayne et al., 2018).  

By taking full advantage of mixed methods methodology, the present 

study highlighted the importance of conducting within-group study of children 

and families in order to better understand variability in normative developmental 

processes across cultures (Cabrera, 2013; Quintana et al., 2006). While there are 

definite advantages to focusing on cross-group comparisons, this approach can 

obscure the unique cultural and psychosocial influences of family and 

community, thus limiting the knowledge base we use to inform interventions 

(Bulotsky-Shearer et al., 2016). The present study employed an explanatory 

sequential mixed methods design to further explain and expand on the first-phase 
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quantitative results. By conducting a qualitative thematic analysis (Kuckartz, 

2014) after employing a person/variable-centered quantitative analysis, the study 

allowed for the interpretation of quantitative findings to be grounded in Chinese 

immigrant parents’ own views and perspectives. This approach also underscored 

the importance of using (or developing) culturally-grounded measurement. Future 

research should create new or re-examine existing measures and approaches to 

better reflect unique cultural nuances, strategies, and/or beliefs that may differ 

from mainstream US culture to one degree or another. Without this effort, our 

understanding of any cultural group will be biased by the limitations of existing 

measures to validly capture the experiences of diverse respondents.  

The present study also demonstrates the importance of Chinese 

immigrant’s biculturalism and the moderating role of maintaining one’s heritage 

on children’s positive social outcomes (Bronstein, 2017). Bicultural individuals 

are likely to benefit from their involvement in both cultures and are thus best 

positioned for adaptation (Berry, Phinney, Sam, & Vedder, 2006; Nguyen & 

Benet-Martínez, 2013). Based on the findings of this study, it would be beneficial 

to identify Chinese immigrant parents with lower levels of orientation to their 

home culture, early on in their children’s lives, in order to promote their embrace 

of both heritage and host cultures at the same time (Kim et al., 2014). By 

designing and implementing dual-interventions (for both immigrant parents and 

children), policies and programs that work to facilitate the adjustment of 

immigrant parents and promote positive parenting practices have the potential to 

foster improvements in parental outcomes (e.g., reducing acculturation stress, 
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negative parenting strategies) and, directly and indirectly child outcomes (e.g., 

positive social development). 

Conclusions 

 The existing literature has documented the promising association between 

parents’ play beliefs and children’s social competence (Fogle & Mendez, 2006), 

yet little is known about the culture-specific beliefs of Chinese immigrant parents, 

which may be influenced by their levels of acculturation. This dissertation study 

underscored the importance of exploring within-group variability in parents’ 

belief systems among this group of parents. The evidence provided here suggests 

that Chinese immigrant parents’ biculturalism influences their children’s 

interactive social behaviors, and that parents’ Chinese orientation also functions 

as a protective factor in supporting children’s positive social behaviors. Most 

importantly, by incorporating Chinese immigrant parents’ voices into this 

research, the current study was able to take a deeper look at Chinese immigrant 

parents’ views (attitudes and beliefs) regarding early childhood education in the 

US and provide culturally-nuanced perspectives of preschool children’s social 

behavior. While much more work remains, taken together, the findings from this 

mixed methods study contribute new ideas for improving measurement of this 

salient developmental competency, as well as for improving family engagement 

efforts in Head Start programs that serve Chinese immigrant families. Through 

greater awareness and understanding of the relations between acculturation, 

parents’ beliefs, and children’s outcomes, researchers, practitioners, and policy 

makers can better support the cultural adjustment of low-income, immigrant 
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families with more individualized/targeted programs and approaches to build on 

each child’s strengths and advocate for each child’s needs. 
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Table 1 
 
Overview of Research Questions and Analytic Strategies 
 

Study 1 – Measurement Validation Study 

Research Question Analytic Strategy 
Are reliable and valid dimensions of children’s peer 
play competence, parents’ play beliefs, child-rearing 
ideologies, and acculturation evident in a Chinese 
immigrant sample? 

Exploratory Factor Analysis; Confirmatory Factor 
Analysis  

Do Chinese immigrant parents and teachers (serving in 
the Head Start program) observe Chinese-heritage 
children congruently or incongruently? 

Wrigley-Neuhaus Coefficient of Congruence; 
Canonical correlation 

Study 2 –Mixed Methods Explanatory Sequential Study 

Quantitative Phase – Examination Stage 

Do parents’ beliefs and their cultural orientation 
combine to form distinct profiles? 

Cluster Analysis; Cattel Similarity Coefficient  

Are there significant differences between these profiles 
with respect to parent and child characteristics? 

Standard Error of Proportional Differences Test 

What are the relations between these patterns and 
children’s social emotional outcomes? 

ANOVA; MANOVA  

Do parental levels of cultural orientation moderate the 
relations between parental beliefs about play and 
children’s social emotional outcomes? 

Path Analysis (Moderation) 

Qualitative Phase – Exploration Stage 

What are Chinese immigrant parents’ perceptions of 
their children’s social behaviors within the context of 
play? 

Thematic Analysis 

How does Chinese immigrant parents’ cultural 
orientation relate to their views on children’s social 
behaviors and peer play? 
What are Chinese immigrant parents’ views about the 
preschool learning environment in the U.S.? 
Mixed Methods Phase – Integration Stage 

What is a more nuanced interpretation of Chinese 
immigrant parental perceptions of children’s behaviors 
based on distinctive profiles found in the Quantitative 
Phase? 

Joint Display 

What do the integrated findings of this study suggest to 
Head Start and early education programs serving 
Chinese immigrant parents and their children? 
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Table 2 
 
Primary Quantitative Data Family and Child Demographics 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

aOther includes: Single, living together (not married), widowed. 
bOther includes: Single parent, single parent with grandparents, single parent with grandparents and relatives. 

Demographic Variable N = 206 (%) 
Parent Demographic Data:     
    Gender: Female 
 

 
173 

 
(84.0%) 

    Employment Status   
         Employed (Full-/Part-time)   
 

130 (63.1%) 

    Marital Status   
         Married 
         Othera 

187 
19 

(90.8%) 
(9.2%) 

   
    Education   
         Less than high school 33 (16.0%) 
         High school 76 (36.9%) 
         Some college 28 (13.6%) 
         Bachelor’s degree 
    
    Family Structure  
         Parents and child(ren) 
         Parents, child(ren), and grandparents 
         Parents, child(ren), grandparents, and relatives 
         Otherb 

 

69 
 
 

120 
43 
15 
28 

(33.5%) 
 
 

(58.3%) 
(20.9%) 
(7.3%) 
(13.5%) 

    Country of Birth    
Not United States 
 

    Primary Language 
         Chinese 

 

206 
 
 

179 

(100%) 
 
 

(86.9%) 

Mean Years in US (SD) 9.12  (7.69) 
Mean Age of Parents (SD) 
 
Child Demographic Data:  
    Gender: Female 
 
    Mean Age of Children (SD) 

35.8 
 
 

97 
 

4.33 

(6.63) 
 
 

(47.1%) 
 

(.80) 
   
    Country of Birth 
         United States                                     

 
167 

 
(81.1%) 
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Table 3 
 
Primary Quantitative Data Descriptive Information of Teachers  
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 
 
 
 
 
 
 
 
 

Demographic Variable N = 40 (%) 
    Gender  
         Female 
 

 
38 

 
(95.0%) 

    Years of Teaching Experience (SD) 
 

16.53 (7.78) 

    Education   
         Completed High School or GED 2 (5.1%) 
         Some College or Certificate 5 (12.8%) 
         2-Year College 15 (38.5%) 
         Bachelor’s degree 
         Some Graduate School 
         Completed Graduate School 
    
    Race/Ethnicity 
         White Hispanic 
         Chinese 
         White Non-Hispanic 
         Multiracial 
         Black or African American 
         Other 

 

11 
3 
3 
 
 
2 
14 
17 
7 
2 
2 
3 

(28.2%) 
(7.7%) 
(7.7%) 

 
 

(5.0%) 
(35.0%) 
(42.5%) 
(17.5%) 
(5.0%) 
(5.0%) 
(7.5%) 

    Country of Birth    
Not United States 
 

    Primary Language at Home 
         English 
         Chinese 
         Spanish 
         French 

20 
 
 

19 
14 
6 
1 

(50.0%) 
 
 

(47.5%) 
(35.0%) 
(15.0%) 
(2.5%) 
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Table 4 
 
Primary Quantitative Data Means for Parent Variables and Child Social-Emotional Outcomes 
(Parents) 

 
Parent Variables M SD 
PPBSa Play Support 49.19 9.51 
PLBS Academic Focus 49.15 9.57 
VIAb Chinese Orientation 49.34 9.34 
VIA American Orientation 49.30 9.35 
Child Outcomes  M SD 
PIPPSc Play Interaction 49.00 10.17 
PIPPS Play Disruption 49.24 10.07 
PIPPS Play Disconnection 49.40 9.78 

aPPBS: Parent Play Beliefs Scale 
bVIA: Vancouver Index of Acculturation 
cPIPPS: Penn Interactive Peer Play Scale 
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Table 5 
 
Primary Quantitative Data Means for Child Adjustment and Social-Emotional Outcomes 
(Teachers) 

 
Child Outcomes  M SD 
PIPPS Play Interaction 49.10 10.29 
PIPPS Play Disruption 49.26 9.78 
PIPPS Play Disconnection 49.26 9.75 
ASPIa Aggressive 47.62 6.37 
ASPI Oppositional 
ASPI Inattentive/Hyperactive 
ASPI Withdrawn/Low Energy 

47.92 
49.04 
52.17 

7.32 
7.69 
7.73 

ASPI Socially Reticent 50.71 7.71 
aASPI: Adjustment Scales for Preschool Intervention 
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Table 6 

 

Primary Quantitative Data Bivariate Correlations for Parent Variables and Child Outcomes 
 

Variables 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 
Parent Play Beliefs (PPBS)                

1. Play Support --               
2. Academic Focus -.37** --              

Acculturation (VIA)                
3. Chinese Orientation .27** -.14* --             
4. American Orientation .23** -.02 .39** --            

Preschool Peer Play (PIPPS-P)                
5. Play Interaction .21** -.03 .10 .08 --           
6. Play Disruption .01 -.08 .02 -.04 .14 --          
7. Play Disconnection -.03 .08 .01 -.03 -.11 .48** --         

Preschool Peer Play (PIPPS-T)                
8. Play Interaction .16* -.01 .06 .02 .27** -.07 -.14 --        
9. Play Disruption .07 -.17* .01 .11 .08 .22** -.06 -.23** --       
10. Play Disconnection  .04 -.16* .01 .01 -.09 .07 .08 -.47** .53** --      

Preschool Adjustment (ASPI)                
11. Socially Reticent  -.05 -.08 -.02 .04 -.25** .002 .16* -.37** .06 .37** --     
12. Withdrawn/Low Energy -.002 -.02 .10 .11 -.16* .09 .15 -.34** .16* .50** .49** --    
13. Inattentive/Hyperactive .10 -.18* -.02 -.04 .04 .19* -.02 -.02 .44** .16* .26** .29** --   
14. Oppositional .12 -.06 .02 -.05 .10 .20* .02 .04 .33** .10 .29** .26** .62** --  
15. Aggressive .08 -.12 .002 .03 -.01 .23** -.01 -.16* .61** .31** .28** .30** .68** .55** -- 

**. Correlation is significant at the 0.01 level (2-tailed). 
* . Correlation is significant at the 0.05 level (2-tailed). 
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Table 7 
 
Exploratory and Confirmatory Factor Structures for the PIPPS, Parent Version (PIPPS-P) 
 

  
  

EFA Factor 
Loadings 

Play Interaction (alpha = .75; Variance = 11.91%)  

Item 25 Verbalizes stories during play (=À�q0¾o)) .67 
Item 23 Comforts others who are hurt or sad (L^��/�`ÆÁ��) .64 
Item 1 Helps other children (P)��NJ) .63 
Item 13 Helps settle peer conflicts (PU,±3K
Ä�«�) .63 
Item 19 Directs others' action politely (u�·>d����ª*) .56 
Item 31 Shows creativity in making up play stories and activities 

(=�¿À��o).�*qÌÈ"&\) 
 

.54                        
Item 21 Encourages others to join play (Ð+#��3À�) .52 
Item 6 Shares toys with others (¥��NJ����) .42 

Play Disruption (alpha = .84; Variance = 18.53%)  

Item 22 Grabs others' things (RC#���8) .69 
Item 8 Demands to be in charge (R�®|�	) .68 
Item 14 Destroys others' things (�@�����8) .66 
Item 2 Starts fights and arguments (e¸iÏ¥�5) .64 

Item 20 Cries, whines, shows temper (9�³¦��¤{) .63 
Item 12 Tattles (ºB�bN?6) .61 
Item 27 Disrupts the play of others (bm���À�) .60 
Item 30 Is physically aggressive (u¢Í
nkY) .58 

Item 10 Rejects play ideas of others (4�	����+���!) .57 
Item 3 Is rejected by others (­���fl) .51 

Item 11 Is ignored by others (­���W°� .44 
Item 18 Verbally offends others (²´������/��) .44 
Item 15 Disagrees without fighting (\¯�2q, �t�r'±}:Ê)             -.43 
Item 32 Is disruptive during transition (��¼hqµ�j¨) .42 

Item 4 Does not take turns (~u»�) .41 

Play Disconnection (alpha = .62; Variance = 6.33%)  

Item 17 Needs help to start playing (ÃGÀaqÇ®PU) .64 

Item 24 Confused in play (=À�q];[) .52 

Item 16 Refuses to play when invited (­Â¶qc�+�) .47 

Item 26 Needs parent's direction (Ç®�z�d�) .43 

Remaining non-loading items  

Item 5 Hovers outside play group (�Ë(�ÀaN�) NL 

Item 7 Withdraws (�¥��S/Å�) NL 
Item 9 Wanders aimlessly (����>À§) NL 

Item 28 Seems unhappy (�¸��Vx) NL 

Item 29 Shows positive emotion during play (=À�q¬ÈyÉ�Z�) NL 

Note. NL: Non-loading. Factor loadings ≥.395 (for EFA) and ≥.450 considered appreciable. 
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Table 8 
 
Comparison of PIPPS-P CFA in Fantuzzo et al. (1998) and Present Study 
 

Present study 
N = 211, low-income Chinese immigrant parents 
reporting on preschool age children (Varimax) 

CFA 
Factor 
Loadings 

Original study 
N = 297, low-income African American 
parents reporting on Head Start children 
(Varimax) 

Play Interaction (alpha = .76)  Play Interaction (alpha = .74) 
23. Comforts others when hurt 
(L^��/�`ÆÁ��) 

.65 23. Comforts others who are hurt 

25. Verbalizes stories during play 
(=À�q0¾o)) 

.68 25. Verbalizes stories during play 

19. Directs others' action politely 
(u�·>d����ª*) 

.52 19. Directs others’ action politely 

13. Helps settle peer conflicts 
(PU,±3K
Ä�«�) 

.62 13. Helps settle peer conflicts 

31. Shows creativity in making up play stories and 
activities 
(=�¿À��o).�*qÌÈ"&\) 

.52 31. Shows creativity in play 

1. Helps other children (P)��NJ) .61 1. Helps other children 
21. Encourages others to join play 
(Ð+#��3À�) 

.48 21. Encourages others to join play 

   29. Shows positive emotions during play 
   6. Shares toys with others 
   15. Disagrees without fighting  

Play Disruption (alpha = .82)  Play Disruption (alpha = .84) 
22. Grabs others' things (RC#���8) .79 22. Grab others’ things 

2. Starts fights and arguments (e¸iÏ¥�5) .69 2. Starts fights and arguments 

27. Disrupts the play of others (bm���À�) .73 27. Disrupts the play of others 

14. Destroys others' things (�@�����8) .83 14. Destroys others’ things 

30. Is physically aggressive (u¢Í
nkY) .73 30. Is physically aggressive 

20. Cries, whines, shows temper 
(9�³¦��¤{) 

.67 20. Cries, whines, shows temper 

8. Demands to be in charge (R�®|�	) .61 8. Demands to be in charge 

12. Tattles (ºB�bN?6) .62 12. Tattles 

3. Is rejected by others (­���fl) .55   

18. Verbally offends others 
(²´������/��) 

.56 18. Verbally offends others  

 
 32. Is disruptive during transition 

Play Disconnection (alpha = .67)  Play Disconnection (alpha = .81) 
17. Needs help to start playing 
(ÃGÀaqÇ®PU) 

.66 
17. Needs help to start playing 

24. Confused in play (=À�q];[) .52 24. Confused in play 
16. Refuses to play when invited 
(­Â¶qc�+�) 

 
16. Refuses to play when invited 

5. Hovers outside play group (�Ë(�ÀaN�) .61 5. Hovers outside play group 
28. Seems unhappy (�¸��Vx) .62 28. Seems unhappy 
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26. Needs parent's direction (Ç®�z�d�) .46  
7. Withdraws (�¥��S/Å�) .45 7. Withdraws 

   11. Is ignored by others  

   9. Wanders aimlessly 

   3. Is rejected by others 

     

Remaining non-loading items  Remaining non-loading items 

4. Does not take turns (~u»�)  4. Does not take turns 
6. Shares toys with others (¥��NJ����)    

9. Wanders aimlessly (����>À§)   
10. Rejects play ideas of others 
(4�	����+���!) 

 

 

11. Is ignored by others (­���W°)  
 

15. Disagrees without fighting (\¯�2q, 
�t�r'±}:Ê) 

 

  

  26. Needs parents’ direction 
29. Shows positive emotion during play 
(=À�q¬ÈyÉ�Z�) 

 

  
32. Is disruptive during transition 
(��¼hqµ�j¨) 

 
  

  
 

Cross-loading item 
 

Cross-loading item 

   10. Rejects play ideas of others 
   Note. NL: Non-loading. Factor loadings ≥.450 (for CFA) considered appreciable. 
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Table 9 
  
Bivariate Correlations among the Constructs in PIPPS-P EFA  
 

  1 2 3 

1. Play Interaction (PIPPS-P) - -.020  .033 

2. Play Disconnection (PIPPS-P)   - .310** 

3. Play Disruption (PIPPS-P)    - 

** p < 0.01; * p < 0.05       
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Table 10  
 
Bivariate Correlations among the Constructs in PIPPS-P CFA  
 

  1 2 3 

1. Play Interaction (PIPPS-P) - -.135  .107 

2. Play Disconnection (PIPPS-P)   -  .629** 

3. Play Disruption (PIPPS-P)    - 

** p < 0.01; * p < 0.05       
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Table 11 
 
Structural Congruence between Unlike Factors Across Parents’ Education 
 

Factor                 W-N Coefficient 
High School or Less   College or Above 

Play Disruption                                                                   .86 (.14)                                                 .95 (.35)               
Play Disconnection                                                             .82 (.25)                                                 .95 (.05) 
Play Interaction                                                                   .75 (.15)                                                 .84 (.27) 

Note. W-N Coefficient = Wrigley-Neuhaus Coefficient of Congruence. Nonparenthetical values indicate coefficients 
of congruence for each factor and its counterpart. Values in parentheses indicate coefficients for each factor 
compared with noncounterpart factors.  
n = 109 for the total high school or less sample. n = 97 for the total college or above sample 
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Table 12 
 
Exploratory and Confirmatory Factor Structures for the Parent Play Beliefs Scale (PPBS) 
 

  
  

EFA Factor 
Loadings 

CFA Factor 
Loadings 

Play Support (alpha = .92; Variance = 32.35%)  
 

Item 8 Play can improve my child’s language and communication abilities 
(玩¡能提高孩子的'言和�通能力). .75 .80  

Item 10 Play can help my child develop social skills 
(�¡£gÎJH���£'). 

.73 .76 

Item 7 Play helps my child learn to express his or her feelings 
(玩¡能O助孩子I�表½他/D的想法和感受). 

.72 .77 

Item 3 I teach my child social skills during play 
(在玩¡*程中，我�p孩子一些社交知%). .70 .67 

Item 5 Through play, my child develops new skills and abilities 
(通*玩¡，孩子能掌握新的知%和能力). .68 .73 

Item 6 Playing at school will help my child get ready for kindergarten 
(孩子在I校玩¡可以O助孩子�I前班或小I做好准
). .66 .71 

Item 15 My child has a lot of fun when we play together 
(孩子非常喜�和我一起玩¡). .65 .64 

Item 14 Play is a fun activity for my child (玩¡�孩子�v�趣). .64 .66 
Item 12 Playing with me child is one of my favorite things to do 

(和孩子玩¡是我最喜�做的事情之一). .64 .59 

Item 9 I can help my child learn to control his or her emotions during play 
(在玩¡中，我可以p�QO助孩子控制他/D的情�). .63 .61 

Item 4 If I take time to play with my child, s/he will be better at playing with 
others 
(如果我抽�-和孩子一起玩¡，孩子可能�更好的和其他孩子相�). 

.62 .56 

Item 17 It is important for me to participate in play with my child 
(-�孩子的玩¡�我v(很重要). .62 .59 

Item 16 My child will get more out of play if I play with him or her 
(Fw_7JH�¸�¡ÑJH���/�sA). 

.61 .57 

Item 13 I have a lot of fun with my child when we play together 

(_�7JH�¸�¡�����/$�TB��¹). .60 .50 

Item 11 Playing together helps me build a good relationship with my child 
(7JH�¸�¡��_7JH���s©�). 

.58 .63 

Item 2 Playing at home will help my child get ready for kindergarten 

(JH=M�¡1�O)JH�I%�`NI�E!�). 
.57 .48 

Item 1 Play can help my child develop better thinking abilities 
(�¡u)
gÎJH�X £'). .52 .55 

Academic Focus (alpha = .85; Variance = 14.81%)   

Item 19 Reading to my child is more worthwhile than playing with him or her 
(我$�和孩子一起.)比和孩子一起玩¡更有价�). .77 .49 

Item 23 It is more important for my child to have good academic skills than to play 
well with others 
(孩子掌握良好的I�技能比能�和�人融洽的玩¡更�重要). 

.74 .60 

Item 20 I would rather read to my child than play together 
(我宁愿和孩子一起.)，而不是和孩子一起玩¡). .74 .54 
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Item 22 Play does not influence my child’s ability to solve problems 
(玩¡�孩子解 ,/的能力毫无O助). .69 .77 

Item 24 I do not think it is important for other family members to play with my 
child (我$�家里其他人和孩子的玩¡Q不是很重要). .66 .79 

Item 21 Playtime is not a high priority in my home 
(玩¡不是我�家最重要的事情). .62 .55 

Item 18 I do not think my child learns important skills by playing 
(我不$�孩子�在玩¡中I到有用的知%和技能). .60 .64 

Item 25 Play does not help my child learn academic skills 
(玩¡Q不能O助孩子 得I�技能). .59 .77 

Note. NL: Non-loading. Factor loadings ≥.395 (for EFA) and ≥.450 (for CFA) considered appreciable.   
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Table 13 
 
Bivariate Correlations among the Constructs in PPBS CFA  
 

  1 2 

1. Play Support -- -.55** 

2. Academic Focus  -- 

** p < 0.01     
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Table 14 
 
Exploratory and Confirmatory Factor Structures for the Vancouver Index of Acculturation (VIA) 
 

  
  

EFA Factor 
Loadings 

CFA Factor 
Loadings 

Chinese Orientation (alpha = .85; Variance = 31.86%)  
 

Item 9 I enjoy entertainments (e.g., movies, music) from my heritage culture 
(我喜��我的��文化有�的��活
-如：�影、音�). .76 .78 

Item 13 It is important for me to maintain or develop the practices of my heritage 
culture (�于我v(，保持和�展我的��文化��很重要). .74 .75 

Item 15 I believe in the values of my heritage culture 
(我保持我的��文化的价�"). .74 .78 

Item 5 I enjoy social activities with people from the same heritage culture as 
myself (我喜��跟我有相同��文化背景的人一起-加社交活
). .74 .78 

Item 7 I am comfortable interacting with people of the same heritage culture as 
myself (我#得�跟我有相同��文化的人交流很舒适). .73 .77 

Item 17 I enjoy the jokes and humor of my heritage culture 
(我喜��于我的��文化的笑&和幽默). .73 .75 

Item 19 I am interested in having friends from my heritage culture 
(我有�趣�跟我有相同��文化背景的人做朋友). .69 .70 

Item 11 I often behave in ways that are typical of my heritage culture 
(我�常表�的更像一�典型的v自我的��文化背景的人). .67 .59 

Item 3 I would be willing to marry a person from my heritage culture 
(我�希望和一��我有相同��文化背景的人�婚). .62 .48 

Item 1 I often participate in my heritage culture traditions 
(我�常-加我的��文化的��). .60 .55 

American Orientation (alpha = .89; Variance = 16.94%)   

Item 8 I am comfortable interacting with typical American people 
(我#得�美<人交流很舒适). .73 .83 

Item 6 I enjoy social activities with typical American people 
(我喜��美<人一起-加社交活
). .72 .78 

Item 12 I often behave in ways that are typical American 
(我�常表�的更像一�典型的美<人). .72 .59 

Item 16 I believe in mainstream American values 
(我保持主流美<文化的价�"). .72 .82 

Item 18 I enjoy white American jokes and humor (我喜�美<人的笑&和幽默). .70 .79 
Item 14 It is important for me to maintain or develop American cultural practices 

(�于我v(，保持和�展美<文化��很重要). .68 .82 

Item 2 I often participate in mainstream American cultural traditions 
(我�常-加美<主流文化的��活
). .67 .55 

Item 4 I would be willing to marry a white American person 
(我�希望和一�美<人�婚). .59 N/A 

Item 10 I enjoy American entertainment (e.g., movies, music) 
(我喜�美<的��活
-如：�影、音�). .48 .70 

Item 20 I am interested in having white American friends 
(我有�趣�美<人做朋友). .47 .78 

Note. NL: Non-loading. Factor loadings ≥.395 (for EFA) and ≥.450 (for CFA) considered appreciable.   
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Table 15 
 
Bivariate Correlations among the Constructs in VIA CFA 
 

  1 2 

1. Chinese Orientation -- .41** 

2. American Orientation  -- 

** p < 0.01     
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Table 16 
 
Profiles for Chinese Immigrant Sample (N = 206) 
 

 
 

Dimension 

Profile 

Profile 1 
Highly Bicultural with 

High Play and Low 
Academic Support 

 

Profile 2 
Bicultural with Higher 

Academic Support 
 
 

Profile 3 
Low Overall Cultural 

Orientation with Higher 
Play and Lower 

Academic Support 

Profile 4 
Low Overall Cultural 
Orientation with Low 

Play Support 
 

 

Play Support 59.44 48.31 55.00 38.95  

Academic Focus 36.84 55.64 45.73 51.42 
 

Chinese Orientation 57.32 53.81 44.23 43.50 
 

American Orientation 58.67 54.65 42.23 42.98  

Cluster n 
(Sample Prevalence %) 

 

34 (16.5%) 69 (33.5%) 48 (23.3%) 55 (26.7%)  

Internal Profile Cohesion 
(H)a 

 

.76 .77 .75 .71  

External Isolation (rp)b 
 

.24 .05 .16 .26  

Replicability Across 
Independent Blocks (%)c 

 

100% 100% 100% 100%  

aInternal cohesion values indicate the “tightness of fit” of profiles of standard scores within each profile type. If the 
patterns of children’s profiles within each profile type were identical, the homogeneity value would be 1.0. 
Conversely, as the variability of profile patterns within a type approaches that for the entire sample, homogeneity 
drops toward 0.0. A negative value would indicate variability greater than that for the whole sample. bExternal 
isolation values are averages of the similarity coefficients between the mean standard score pattern for a given 
profile and the mean pattern for every other profile type, where the similarity coefficient is calculated by Cattell’s 
(1949) rp formula. If the mean score pattern for a given type was identical to that of another type, rp would be equal 
to 1.0. As the mean score patterns become more dissimilar and approach a degree of similarity that would 
approximate chance, rp drops toward 0.0. A negative rp results when mean score patterns between types are grossly 
dissimilar. cA replication for a given profile type is defined as confirmation of the existence of that type within a 
first-stage clustering solution (i.e., within one of the two equally and randomly derived blocks) using the same 
profile type confirmation criteria applied to the final solution involving the entire sample. 
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Table 17 
 
Age, Gender, Education, and Primary Language Descriptions of Profiles (N = 206) 
 

 
 

Variable 

Profile 

1 2 3 4  

Number of Mothers 30 56 42* 45* 
 

Number of Fathers 4 13 6 10 
 

Number of Girls 18 39* 16 24 
 

Number of Boys 16 29 31* 31 
 

Completed High School 25* 30 30* 12 
 

Less Than High School 9 39 18 43* 
 

English as Primary 
Language 

9* 8 6 4 
 

Chinese as Primary 
Language 

25 61 42 51 
 

Mean Age in Years 4.13 4.50 4.19 4.36 
 

Cluster n 
(Sample Prevalence %) 

 

34 (16.5%) 69 (33.5%) 48 (23.3%) 55 (26.7%)  

*Two-tailed tests of the standard error of proportional differences were employed. Interpretable prevalence trends for 
each profile type were based on statistically significant departures from sample expectancy.  
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Table 18 
 
Significant Differences Among Profiles for an Indicator of Social Competence (N = 206) 
 

 
 

Variable 

 Profile 

1 2 3 4   

Parent Report      
 

     Play Interaction 50.24 49.59 51.04 45.71 2 > 4; 3 > 4 
 

Teacher Report       

     Play Disruption 51.76 48.15 51.78 46.87 1 > 4; 3 > 4 
 

     Play Disconnection 51.40 49.11 51.56 46.90 1 > 4; 3 > 4 
 

     Withdrawn/Low     
Energy 

53.80 53.77 50.11 51.81 2 > 3 
 

 
Note. The model F ratio was significant. Groups with different subscripts are significantly different from each other. 
Based on parent report, Profile 2 children demonstrated higher play interaction scores than children in Profile 4. 
Moreover, Profile 3 had children with higher play interaction scores than children in Profile 4. Based on teacher 
report, Profile 1 children demonstrated higher play disruption and disconnection scores than children in Profile 4. 
Moreover, Profile 3 had children with higher play disruption and disconnection scores than children in Profile 4. 
Children in Profile 2 had higher withdrawn/low energy scores than children in Profile 3.   
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Table 19 
 
Primary Qualitative Data Descriptive Information of Focus Group Participants  
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Demographic Variable N = 34 (%) 
Parent Demographic Data:     
    Gender: Female 
 

 
33 

 
(97.1%) 

    Employment Status   
         Employed (Full-/Part-time)   
 

15 (44.1%) 

    Marital Status   
         Married 
         Other 

29 
4 

(85.3%) 
(14.7%) 

   
    Education   
         Less than high school 14 (41.2%) 
         High school 10 (29.4%) 
         Some college 8 (23.5%) 
         Bachelor’s degree 
    
    Relationship with Child  
         Mother 
         Grandmother 
         Father 
         Aunt 

 

2 
 
 

27 
5 
1 
1 

(5.9%) 
 
 

(79.4%) 
(20.8%) 
(1.4%) 
(1.4%) 

    Country of Birth    
Not United States 
 

    Primary Language 
         Chinese 

 

34 
 
 

34 

(100%) 
 
 

(100%) 

Mean Years in US (SD) 8.32  (6.22) 
 
Child Demographic Data:  
    Gender: Female 
 
    Mean Age of Children (SD) 

 
 

       18 
 

4.33 

 
 
   (52.9%) 

 
(.80) 
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Table 20 
  
Joint Display of Chinese Immigrant Parents’ Different Profiles and Quotes for Each Profile 
 

Parents’ Cultural 
Orientations 

Parents’ Beliefs Quotes Related to Profiles 

Profile 1: Highly Bicultural with High Play and Low Academic Support 
↑↑ American 
↑↑ Chinese 

↑↑ Play 
↓↓ Academic 

“They [children] have more time to play in U.S. This is good because in China, just like you said, study 
study study…I love the idea of learning by playing” (M-P11; Years in US: 9). 
 
“It’s different here [compared to China] that they have some spare time to play with friends and parents. 
In China, there’s only study and pressure for children. Here, beyond going to school, studying and doing 
homework, they still have time to play with others after school. There is more freedom here and they 
are more flexible” (M-P7; Years in US: 20). 
 
“No, I think in preschool, they [children] don’t need to learn so much. At their age, they should play 
more than learn” (M-P11; Years in US: 9). 
 
“Yeah, they [children] don’t need to go out of the way to learn something so that they can get to 
kindergarten. You can learn from playing” (M-P11; Years in US: 9). 
 
“Yes! Playing is beneficial for children” (H-P3; Years in US: 5). 

Profile 2: Bicultural with Higher Academic Support 
↑ American 
↑ Chinese 

– Play 
↑ Academic 

“They [Head Start teachers] have children from 3-5 all together and it’s hard for teachers to teach them. 
They [children] can play, but when they are almost time to go to kindergarten, they should have a 
class for learning and school readiness” (M-P3; Years in US: 10). 
 
“They [children] still need to learn something. I think they can play, but they don’t learn everything 
by playing. They should also sit down for 5-10 minutes at home [to study]. They need to know 
discipline. It’s not okay to not have discipline for them, otherwise how can they learn?” (M-P3; Years in 
US: 10). 
 
“It’s actually hard for them to write at first. I have to push my son to practice writing every day” (M-
P3; Years in US: 10). 
 
“Yes, I think the U.S education is somewhat self-contradicted. At preschool, they can write and scrabble 
whatever they want on white paper and they have to write between the line on the lined paper once they 
turned into kindergarten. This is too hard for them to switch so quick. So, their handwritings are very bad. 
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I think they should start to practice some writings at preschool. I need to teach him every night” (M-
P9; Years in US: 9). 
 
“So now I started to teach her dad and mom’s Chinese name, and she’ll pick up eventually. I bought 
those writing boards to teach her, just like the ones in school” (M-P2; Years in US: 6). 
 
“My older son just got into first grade. He was in Head Start for 2 years before and he was really just 
playing at school and not learning anything” (Q-P5; Years in US: 8). 
 
“Last night, I had my son write 1-10. But he kept on crying” (H-P1; Years in US: 6). 

Profile 3: Low Overall Cultural Orientation with Higher Play and Lower Academic Support 
↓↓ American 

↓ Chinese 
↑ Play 

↓ Academic 
“I think it’s good for them to learn as they play. It’s okay for them to play at this age because they are 
still very young and they love to play at this stage. There’s no need to put them under pressure of 
studying and learning now” (Q-P7; Years in US: 6). 
 
“Compared to the preschool in China, it’s more play-directed learning here. Teachers also set up goals for 
each kid for each semester. For example, I wanted my child to promote her creativity and I found that 
after 1-2 months, she did change. I noticed that teachers support them to draw and create through 
play and this is totally different from China” (Q-P1; Years in US: 4). 
 
“Learn as you play. It’s easier for them [children] to remember when they learn as they play. It’s 
different from the traditional methods, by which children do whatever teachers teach them” (Q-P7; Years 
in US: 6). 
 
“[Children can learn] language [by playing]. First of all, it’s communication that they can practice. How 
to live in a big group, how to share. To learn that everyone is different and special and learn from each 
other. Everyone is different, for children, they learn a lot when they interact with other peers by 
communication” (Q-P10; Years in US: 6). 
 
“[Play] can also help the child to grow more positive and optimistic” (Q-P7; Years in US: 6). 

Profile 4: Low Overall Cultural Orientation with Low Play Support 
↓↓ American 

↓ Chinese 
↓↓ Play 

– Academic 
“Because the games they play now are really basic, such as sharing, following the rules, etc. Doesn’t 
really help much for kindergarten” (H-P7; Years in US: 1). 
 
“Play wouldn’t be a big help. It will only help for a bit. Not significant” (H-P6; Years in US: 2). 
 
“I feel like my child just play at school” (Q-P8; Years in US: 4). 
 
“I think they play too much sometimes. Play at preschool is acceptable, but not for older kids [at 
preschool]” (Q-P6; Years in US: 3). 
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“I am still very worried. The children in the same age of my child in China are so smart and they can 
already write words and draw beautifully. I guess it’s because the education is different, but I don’t know. 
For my son, I think there are too much freedom for him at school and they indulge the children too 
much. That results in his poor writing, so I am very worried about this. He is going to kindergarten next 
year and he can only write few letters like ABC” (Q-P3; Years in US: 7). 

Note. ↑↑ Highest Level ↑ High Level – Average Level ↓ Low Level ↓↓ Lowest Level 
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Figure 1. Culturally-Grounded, Person/Variable-Centered, Mixed Methods Procedural Design. 
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Figure 2. Mean T Scores for Parents’ Cultural Orientations and Play Beliefs Dimensions Across 
the Four Profiles.  
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Figure 3. Path Model.  
 
Note. Standard coefficients in path model between parents’ cultural orientations, beliefs, and children’s social peer 
play behaviors. Residual association of peer play interactions, play disconnections, etc. are not shown. For ease of 
presentation, non-significant path coefficients are omitted in the graph. *p < .05, **p < .01, ***p < .001 
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Figure 4. Link between Play Beliefs and Play Interaction Moderated by Chinese Orientation. 
 
Note. Associations between parents’ play beliefs and children’s play interactive behavior at different levels of 
parents’ acculturation.  

 


