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a  b  s  t  r  a  c  t

Data  from  the  Head  Start  Impact  Study  (N = 4442)  were  used  to test  for differences  between  Spanish-
speaking  Dual  Language  Learners  (DLLs)  and  monolingual  English-speaking  children  in:  (1)  Head  Start
attendance  rates  when  randomly  assigned  admission;  and (2)  quality  ratings  of  other  early  childhood
education  (ECE)  programs  attended  when  not  randomly  assigned  admission  to  Head  Start.  Logistic  regres-
sions  showed  that  Spanish-speaking  DLL children  randomly  assigned  a spot  in  Head  Start  were  more  likely
than  monolingual-English  learners  to  attend.  Further,  Spanish-speaking  DLLs  not  randomly  assigned  a
spot in  Head  Start were  more  likely  to attend  higher-quality  ECE  centers  than  non-DLL  children.  Pol-
icy  implications  are  discussed,  suggesting  that, if given  access,  Spanish-speaking  DLL  families  will take
advantage  of quality  ECE  programs.

©  2014  Elsevier  Inc.  All  rights  reserved.

1. Introduction

With the number of U.S. children who come from homes
where English is not the primary language rapidly growing
(National Clearinghouse for English Language Acquisition, 2011),
it is increasingly important that such students are equipped
to succeed academically. However, research shows that at the
beginning of kindergarten, Dual Language Learners (DLLs) trail
their monolingual English-speaking peers in key academic skills
such as English language that predict future English literacy and
academic success – a gap that continues throughout schooling
(Lee & Burkam, 2002). Compounding the matter is that many DLL
children come from low-income families, an additional risk factor
for delayed English language development (Hart & Risley, 1995;
Kieffer, 2010; Mancilla-Martinez & Vagh, 2013). The majority
of DLLs come from Spanish-speaking homes (García, 2012), and
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Hispanic children constitute the greatest population of children
living in poverty (Lopez & Velasco, 2011), placing this group doubly
at risk for delayed English skills (Mancilla-Martinez & Vagh, 2013).

Early childhood education (ECE) has been shown to help pre-
pare young learners for future academic success (Karoly, Kilburn,
& Cannon, 2005; Magnuson, Ruhm, & Waldfogel, 2007); this may
be especially true for low-income children (Barnett, 2011; Ramey
& Ramey, 2006; Schweinhart, 2006). Research suggests that per-
haps the largest beneficiaries of ECE programs are children whose
English language skills are the weakest (Buysse, Peisner-Feinberg,
Páez, Hammer, & Knowles, 2013). It is therefore critical to pro-
vide the growing segment of Spanish-speaking DLLs with access
to quality ECE programs so they can enter kindergarten with early
English language skills that will support their future English liter-
acy development and academic success (Espinosa, 2013; National
Task Force on Early Childhood Education for Hispanics, 2007). Cen-
sus data, however, indicate that the majority of Hispanic families
do not participate in formal ECE programs; rather, they utilize
familial care over center-based care options such as Head Start
(Laughlin, 2013). Further research suggests that the ECE programs
that Spanish-speaking DLLs attend may  be of lower quality than
those that monolingual-English speakers attend (Espinosa, 2013).

This paper contributes to the growing body of research on the
ECE participation patterns of Spanish-speaking DLLs. Using data
from the Head Start Impact Study (HSIS; U.S. DHHS, 2002–2006),
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a large, nationally representative sample of Head Start-eligible
children assigned at random to Head Start centers or a comparison
group between 2002 and 2006, we examine: (1) the effects of
access to Head Start (through random assignment) on the actual
participation of Spanish-speaking DLLs; and (2) the quality of
centers that Spanish-speaking DLLs, who were not offered a spot
in Head Start, attended. Specifically, we seek to determine if there
were differences in take-up rates and center quality attendance
between Spanish-speaking DLLs and their monolingual English-
speaking peers. We  aim to contribute to the ongoing inquiry of
Spanish-speaking DLLs’ access to and participation in quality ECE
programs.

1.1. Dual Language Learners in the U.S.

We  use the term “Dual Language Learner” (DLL) to describe stu-
dents who are tasked with learning more than one language – their
home language and English (Espinosa, 2013). This term encom-
passes the diversity of this population, which includes children
from a wide variety of language backgrounds; young Dual Lan-
guage Learners may  be of limited English proficiency, bilingual,
or may  not fluently speak their home language (August & Hakuta,
1997). Regardless of their home language experiences, DLLs have
less English language exposure and practice in early years than
monolingual English-speaking children – children who  come from
homes where English is the primary language – and DLLs do not
perform on par with such children on various emergent English
skills (August & Shanahan, 2006). Further, persistent achievement
gaps between the population of all DLLs and monolingual-English
speakers (National Assessment of Educational Progress, 2011) sug-
gest that young DLL children are not equipped with the English
language skills to succeed academically. Underlining the English
language and academic disparities between DLLs and monolingual
English-speaking children is that the population of U.S. DLLs is
rapidly growing. From 1994–1995 to 2009–2010, the number of
school-aged DLLs in the U.S. increased by nearly 65% (NCELA, 2011)
– from 3.2 million students to over 5.2 million students. Roughly
25% of U.S. children come from homes where a language other than
English is spoken (Espinosa, 2013), and DLLs represent the fastest
growing student segment in U.S. public schools (Calderón, Slavin,
& Sánchez, 2011).

The majority of DLLs in the U.S. are Spanish-speaking; one in
four students in U.S. elementary schools is of Hispanic descent (Fry
& Lopez, 2012). Additionally, the population of Hispanic children
represents the largest group of children in poverty in the U.S. (Lopez
& Velasco, 2011), which further places Spanish-speaking DLLs at
risk for delayed English language development (Hart & Risley,
1995; Hoff, 2013; Kieffer, 2010; Mancilla-Martinez & Vagh, 2013).
Spanish-speaking DLL 4- and 5-year-olds perform one to two  stan-
dard deviations below monolingual-English norms on measures of
English vocabulary (Hoff, 2013). While an initial English language
gap is understandable given the limited amount of home expo-
sure to English (compared with monolinguals), vocabulary gaps
between monolingual-English speakers and Spanish-speaking DLLs
are still often significant at age 11 (Mancilla-Martinez & Lesaux,
2011). This is troubling given the link between early English lan-
guage skills and future literacy, academic success, and improved
social dispositions (Spira, Bracken, & Fischel, 2005).

The early childhood years are a critical period to equip Spanish-
speaking DLLs with the English language skills that they will
need for future English literacy and academic success (Hoff, 2013;
Mancilla-Martinez & Vagh, 2013; National Task Force on Early
Childhood Education for Hispanics, 2007), and therefore it is imper-
ative that young Hispanic DLLs have access to quality ECE programs
that support English language development.

1.2. Prior research on Spanish-speaking DLLs and early childhood
education

1.2.1. Theoretical framework
The current study is grounded in a framework that recognizes

the importance of quality ECE programs for Spanish-speaking DLLs
(Buysse et al., 2013; Espinosa, 2013; U.S. DHHS, Final Report, 2010;
National Task Force on Early Childhood Education for Hispanics,
2007). We  draw upon two non-mutually exclusive strands in the
research on Spanish-speaking DLLs and early childhood programs.
The first investigates participation patterns of DLLs in ECE programs
(Buysse et al., 2013; Espinosa et al., 2013; Greenberg & Kahn, 2012;
Laughlin, 2013; Vesely, 2013; Winsler, Robinson, & Thibodeaux,
2013), and the second looks at the quality of programs attended
(Espinosa et al., 2013; Fuller & Kim, 2011). Research in both of these
areas is mixed, and we seek to contribute to the two  complemen-
tary bodies of literature as we utilize nationally representative Head
Start data to examine Spanish-speaking DLLs’ participation rates
and the quality of ECE centers attended. The overarching theoreti-
cal question that we address is about access to quality ECE and has
strong policy implications (i.e., if Spanish-speaking DLLs are given
access to quality ECE programs, are they likely to attend?).

1.2.2. Differential benefits of ECE for DLLs
Early childhood programs such as Head Start are intended to

equip young learners, especially those from disadvantaged circum-
stances, with academic and behavioral skills that will better prepare
them for kindergarten (U.S. DHHS, Head Start Bureau, 2012). Partic-
ipation in high-quality ECE promotes positive child development in
cognitive, socio-emotional, and language skills (Howes et al., 2008;
Karoly et al., 2005; Vesely, 2013). Although there are advantages for
all young learners who attend ECE programs, children who come
from homes where a language other than English is spoken may
particularly benefit from participating in ECE programs (Buysse
et al., 2013; Espinosa, 2013).

Research indicates that improved English language skills is one
of the greatest benefits of ECE for young DLLs (Espinosa, 2013).
Hammer, Lawrence, and Miccio (2007) determined that DLLs who
participated in Head Start showed improvements in receptive lan-
guage and, by the end of kindergarten, performed on par with
monolingual-English students in English reading abilities. Fur-
thermore, the HSIS Final Report (U.S. DHHS, 2010) found that
Spanish-speaking students who  were offered the opportunity to
participate in Head Start demonstrated gains in oral language, as
measured by the Peabody Picture Vocabulary Test, Third Edition
(PPVT; Dunn & Dunn, 1997). In a recent review of literature on
the effects of ECE on DLLs (primarily those who were Spanish-
speaking), Buysse et al. (2013) found that overall, Spanish-speaking
DLLs benefitted from participating in Head Start, and there was
evidence to suggest that children with weaker English abilities and
less English exposure benefitted the most. This converges with ear-
lier research suggesting that Latino preschoolers benefitted more
from ECE than monolingual-English children or children from other
subgroups, especially when the programs were of high quality
(Gormley, 2008; Loeb, Bridges, Bassok, Fuller, & Rumberger, 2007).

1.2.3. Lower DLL enrollment rates in ECE
Despite evidence illustrating the value of ECE for DLLs, there

is a body of research indicating that some Hispanic families
do not enroll their children in formal ECE programs (Buysse
et al., 2013; Laughlin, 2013). Data from the Early Childhood Lon-
gitudinal Study-Kindergarten cohort (ECLS-K) indicate that DLL
children attend preschool at lower rates than non-DLL children,
and Spanish-speaking DLLs have the lowest participation rates
(Kagan, 2009). According to Laughlin (2013), Hispanic families are
more likely to utilize relative or familial care over non-relative or
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center-based care, particularly compared with other subgroups.
Additionally, Laughlin (2013) found that this is confounded by
poverty; poorer families are less likely to utilize center-based
care than higher-income families. These findings are similar to
research on immigrant families’ enrollment in ECE programs that
indicate low-income immigrants are less likely to utilize center-
based care than non-immigrants and those of higher-income levels
(Hernandez, Denton, & Macartney, 2011).

Additional prior research on subgroup participation in ECE sug-
gests that Hispanics are less likely than blacks and whites to enroll
their children in ECE programs, as they rely more on grandparents
or other relatives for child care (Fuller, Holloway, & Liang, 1996;
Magnuson & Waldfogel, 2005). Beltrán (2011) reported that less
than half (48%) of Latino 4-year-olds attend preschool programs,
compared with 70% of white children and 69% of black children in
the same age group. Furthermore, there is research to suggest that
the preschool enrollment rates of Latinos decreased between 2005
and 2009, breaking a steady upward trend that had been climb-
ing since the 1980s, whereas enrollment rates for black and white
children remained steady during this time period (Fuller & Kim,
2011).

Not all evidence illustrates this pattern. In a nuanced nationally
representative study of child care participation and race, Greenberg
and Kahn (2012) found that for 3- to 5-year-old children, race or
ethnicity alone did not predict usage of child-care programs, sug-
gesting that, when controlling for factors such as income level,
education level, and work force participation, Hispanic families
did not vary greatly from whites in ECE participation. They also
determined that young Hispanics were more likely to participate
in ECE programs than blacks when controlling for similar character-
istics. They reconciled their findings with those of previous studies
by suggesting that their large number of predictors mitigated the
impact of race.

Regional differences may  also explain the variation in ECE par-
ticipation patterns. For example, Winsler et al. (2013) research on
Hispanic participation in ECE programs in the Miami, Florida region
of the U.S. suggests that Hispanics are not necessarily less likely to
utilize ECE than non-Hispanics. In addition to region and race, they
also considered immigrant and linguistic factors; and, using logis-
tic regressions, they determined that Spanish-speaking DLLs were
not overrepresented in familial care. The authors reconciled these
findings with previous research by suggesting potential regional
differences; ECE participation behaviors may  be different between
Southeastern Hispanics and those from other parts of the coun-
try. This evidence reflects a problem with regarding Hispanics as
a single group. Similarly, 2000 census data illustrate lower child
care participation for Mexican children from both native-born and
immigrant families, relative to other Hispanic groups such as Puerto
Ricans, Dominicans, and Central Americans (Espinosa et al., 2013;
Hernandez et al., 2011), indicating that country of origin may  also
influence ECE enrollment patterns.

1.2.4. The quality of ECE programs attended by DLLs
In addition to differences in participation patterns, the qual-

ity of early education programs that Spanish-speaking DLLs attend
varies widely (Fuller, Kagan, Loeb, & Chang, 2004; Kagan, 2009), and
research on subgroup attendance in quality ECE is mixed. Some
evidence indicates that low-income, Hispanic DLL families have
less access to quality ECE and attend programs of inferior quality
than other subgroups (Espinosa, 2013; Fuller & Kim, 2011). Fuller
and Kim (2011), for example, examined 615 preschools in Califor-
nia and determined differences in the quality of ECE experiences
between children from immigrant and non-immigrant families.
Non-immigrant children participated in preschool programs rated
higher in quality across all domains measured; however, the

difference between the two subgroups in each domain was only
a fraction of one standard deviation difference.

Other research suggests that low-income Hispanic learners are
not only more likely to enroll in early childhood programs, but they
also attend programs of equal or better quality than other sub-
groups (Espinosa et al., 2013). In a study using the Early Childhood
Longitudinal Study, Birth Cohort (ECLS-B), Espinosa et al. (2013)
ran both multivariate and logistic regressions comparing the child
care selection behaviors of DLL (Spanish and other languages) and
English-only families, controlling for a host of selection factors, and
found no differences between DLLs and non-DLLs as to whether a
child was in care, the type of care, the quality of care, or the time
spent in the care.

1.2.5. Access to ECE for DLLs
The mixed findings from research on Hispanic and low income

DLLs’ attendance in ECE and the quality of centers in which they
enroll prompt the question of what role access to ECE plays in
Spanish-speaking DLLs’ participation. Policy reports indicate poor
access to ECE programs as a major barrier to the participation
of immigrants and low-income families, which largely consist of
Hispanic DLLs (Espinosa, 2013; Hernandez et al., 2011). Empirical
studies support this. For example, Fuller et al. (2004) used data from
five U.S. cities to examine the impact of maternal characteristics on
the quality of ECE programs that low-income children attended.
They ran multivariate regressions of various maternal factors (e.g.,
ethnicity, English language skill, age, education, occupation) pre-
dicting the quality of centers in which they enrolled their children.
The authors determined that the mother’s city of residence was a
more important predictor than any maternal characteristic, indi-
cating the wide variability in the availability of quality ECE centers
between different cities and suggesting that policymakers work to
ensure that quality ECE programs are accessible for residents in all
cities.

Additionally, access may  extend beyond the location and avail-
ability of ECE programs. Using mixed methodology, Matthews and
Jang (2007) determined three key factors of access that impact
the ECE participation of children of immigrants: accessibility,
awareness, and responsiveness. Not only are ECE programs not nec-
essarily available in certain communities (accessibility), but also
families may  not be aware of their services (awareness), and fur-
ther, the programs are not necessarily responsive to the linguistic
and cultural needs of the community (responsiveness). This aligns
with Vesely’s (2013) qualitative analysis of interview data on the
experiences of 40 low-income African and Latina immigrant moth-
ers in an urban area of the U.S. and their selection and use of ECE
programs. Vesely (2013) examined the relationship between struc-
tural (economic, social, and political factors that impact access)
and cultural (beliefs and values that shape child-rearing decisions)
influences and determined that this interplay, as well as country
of origin and immigrant status and experience, shaped the moth-
ers’ usage of ECE programs. Vesely’s research, as well as other
research on Spanish-speaking DLLs’ access to quality ECE programs,
has important implications for policymakers as they determine
resources for and operational practices of current and future ECE
programs.

1.2.6. The role of Head Start
As the largest federal means-tested ECE program, Head Start is

of particular interest to policymakers. In 2012, Head Start received
$7.97 billion in funding (U.S. DHHS, Head Start Bureau, 2012) and
served nearly 825,000 children – about 20% of all children in regular,
center-based care (Barnett, Carolan, Fitzgerald, & Squires, 2012).
Head Start’s mission is to promote the school readiness of chil-
dren from low-income families by providing them with academic,
health, socio-emotional, and other services (U.S. DHHS, Head Start
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Bureau, 2012). Since its inception in 1965, Head Start has served
over 30 million children, birth to age five. In the 2011–2012 school
year, most children enrolled in Head Start were ages three and four,
and nearly half of the children spent more than six hours a day at
least four days a week in the program. The quality of Head Start
varies considerably across centers (U.S. DHHS, 2012); however,
in the HSIS, the vast majority of Head Start children (about 70%)
attended centers that were considered “good” quality or higher,
whereas only 40% of control group children attended classrooms
with such ratings (U.S. DHHS, Final Report, 2010).

Studies on the effects of Head Start have shown short-term
achievement gains for participants (Duncan & Magnuson, 2013;
U.S. DHHS, Final Report, 2010), and research using sibling fixed-
effects analyses on the long-term impacts of Head Start suggests
positive early adult outcomes (e.g., high school graduation, college
attendance, idleness, crime, teen parenthood, health status) for par-
ticipants (Deming, 2009). Nearly 40% of Early Head Start and Head
Start children speak Spanish as their first language (U.S. DHHS, Head
Start Bureau, 2012). Such DLLs appear to differentially benefit from
Head Start; the HSIS Final Report (U.S. DHHS, 2010) found that the
opportunity to participate in Head Start positively impacted the
English oral language skills of DLL children.

1.3. Present study

Given the implications of ECE programs such as Head Start
for the school readiness and English language skills of Spanish-
speaking DLLs (Buysse et al., 2013; Espinosa, 2013; U.S. DHHS, Final
Report, 2010), it is important for policymakers to understand the
patterns of Spanish-speaking DLLs’ participation in such programs.
However, because the literature on Spanish-speaking DLLs’ enroll-
ment in ECE and quality programs remains unclear, more research
is needed in this area to fully adjudicate the differences between
opportunities for quality ECE programs and how Spanish-speaking
DLLs access them.

Using existing HSIS data from a nationally representative sam-
ple of Head Start centers and eligible children, we  examined
if Spanish-speaking DLLs who were given access to Head Start
programs through a random assignment lottery accepted the
opportunity to attend, as compared with monolingual English-
speaking children, by analyzing take-up rates. We  also addressed
the question of the quality of ECE programs in which Spanish-
speaking DLLs participated by examining the classroom quality that
those who were not given the opportunity to participate in a Head
Start center, attended.

Because our study takes advantage of a random assignment
experiment, albeit in an unconventional way, it has unique
strengths. Unlike prior observational studies that may  have
non-random acceptance into programs even once observable par-
ticipant selection factors are taken into account, the HSIS provided
the same opportunity set of care (access to Head Start) to all chil-
dren if they were randomly assigned to a center. Thus, we  are able
to exploit the randomization that ensures the selection into Head
Start centers was equal for the children who enrolled in the ran-
dom assignment pool to understand DLL attendance patterns when
access is no longer a barrier to participation.

This study was consequently guided by two specific research
questions:

(1) If given access to a Head Start center through random assign-
ment, are Spanish-speaking DLLs more or less likely to attend
Head Start than monolingual-English speakers?

(2) If not given access to a Head Start center through random
assignment, are Spanish-speaking DLLs more or less likely

to attend higher-quality center-based care than monolingual-
English speakers?

Method

Participants

We analyzed data from the HSIS, a nationally representative
sample of 84 Head Start grantee and delegate agencies and nearly
5000 newly entering, eligible 3- and 4-year-old children. Children
were randomly assigned to either: (1) a Head Start group that had
access to Head Start program services; or (2) a control group that
was not eligible to enroll in the Head Start center to which they
applied for the lottery, but could enroll in other early childhood pro-
grams or services selected by their parents, including other Head
Start centers not in the study (U.S. DHHS, Final Report, 2010).

The study employed a multi-stage sampling process to select a
nationally representative group of Head Start programs and chil-
dren. It began with a list of 1715 grantee and delegate Head Start
agencies that were operating in the Fiscal Year (FY) 1998–1999.
This pool was  then organized into 161 geographic clusters across
25 strata in order to ensure variation across region of the country,
urban and rural location, race and ethnicity, and state pre-
kindergarten and child care policies. One cluster was then randomly
selected from each of the 25 strata, yielding 261 grantee and dele-
gate agencies. Agencies that had recently closed, merged, or were
serving all eligible children in their communities were eliminated,
and smaller agencies were grouped together. Approximately three
grantee and delegate agencies were then randomly selected from
each of the 25 strata, yielding a final number of 84 grantee and
delegate agencies.

These 84 Head Start agencies generated lists of 1427 individual
centers that were expected to be in operation for the 2002–2003
school year. After individual programs were eliminated because
they had recently closed, merged, or were serving all eligible chil-
dren in their communities, and groups of centers were stratified
along the same dimensions as the geographical agency clusters,
383 individual centers remained from the 84 agencies (U.S. DHHS,
Final Report, 2010). An average of four centers were selected from
each agency with a range of 1–7 centers (C. Heid, personal commu-
nication, 10 April, 2013).

Once the centers were selected, a lottery process was used to
determine which children were and were not offered a place in
a specific Head Start center. The goal was to randomly select 27
children from each center – 16 to be assigned to Head Start and
11 to the control condition. In total, 4442 children were randomly
selected – 2646 for Head Start and 1796 for the control condition.
The resulting HSIS was representative of 84.5% of the total popu-
lation of newly entering 3- and 4-year-old children in Head Start
across the country (U.S. DHHS, Final Report, 2010). Data collection
took place from fall 2002, at the time the treatment group entered
Head Start, until spring 2006, at the end of first grade (U.S. DHHS,
Final Report, 2010).

Approximately 25% of the total HSIS study sample (N = 1141)
was classified as Spanish-speaking DLLs (see Measures, below) –
690 in Head Start and 451 in the control condition. Half of the
children in this subgroup sample were male, and about 10% were
classified as having a disability at baseline, with similar percentages
for monolingual English-speaking children. On baseline PPVT mea-
sures, monolingual English-speaking children scored about half
of a standard deviation below national norms, whereas Spanish-
speaking DLLs scored over a full standard deviation below national
monolingual-English norms (M = 100, SD = 15). On the baseline Test
de Vocabulario en Imágenes Peabody (TVIP; Dunn, Lugo, Padilla, &
Dunn, 1986), Spanish-speaking DLLs scored about 2/3 of a standard
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deviation below monolingual-Spanish norms (M = 100, SD = 15).
Nearly 70% of the mothers of Spanish-speaking DLL children had
less than a high school education, and about 60% had immigrated
to the U.S. in the past 10 years. The corresponding numbers for
mothers of monolingual English-speaking children were 30% and
4%, respectively. The majority of Spanish-speaking DLL mothers
were married (63%), and in 75% of Spanish-speaking DLL house-
holds, the biological parents lived together with the study child.
In contrast, only 40% of mothers of monolingual English-speaking
children were married, and only in 43% of monolingual English-
speaking households did both biological parents live with the child.

Descriptive statistics for both Spanish-speaking DLLs as well as
monolingual-English speakers in the study are displayed in Table 1,
which also includes tests for treatment and control group dif-
ferences within each of these subgroups. As shown in the table,
balance was achieved on all covariates between the Head Start
and control groups for both subgroups. Though we looked within
treatment and control conditions to examine differences between
Spanish-speaking DLLs and monolingual-English speakers, the ran-
domization of the HSIS helped ensure that the children within each
of these exogenous subgroup experimental conditions were com-
parable to one another, or equal in expectation (Murnane & Willett,
2011).

Measures

Spanish-speaking Dual Language Learner (DLL) status
Prior to program entry in the fall of 2002, treatment and con-

trol group children were administered a battery of assessments as
a baseline measure of academic achievement. The language of this
child assessment was chosen by HSIS as follows. At the start of the
study in fall 2002, information was collected on each child’s lan-
guage ability. Assessors asked the child’s primary caregiver three
questions: (1) What language does the child speak most often at
home?; (2) What language does the child speak most often at
this child care setting?; and (3) What language does it appear
this child prefers to speak? Children were tested in the language
in which at least two of the three responses were the same (U.S.
DHHS, Technical Report, 2010). A child who was tested in English
at baseline was considered proficient in English for HSIS purposes,
regardless of the language spoken at home, because their English
language skills were good enough for the cognitive demands of
the assessment battery. For the purposes of our study, we con-
sider these children to be monolingual-English speakers. A child
was classified as a DLL if they required assessment in a language
other than English at baseline. About 25% of the overall study
sample required baseline assessment in Spanish (N = 1141) and as
such were classified as Spanish-speaking DLLs. Very few children
(N = 54) were unable to be assessed at baseline in either English or
Spanish and were instead given non-verbal assessments through
a translator (U.S. DHHS, Technical Report, 2010). Because we do
not have comparable baseline assessment data for these children
and because our study focuses specifically on Spanish-speaking
DLL children, these other children were dropped from the analytic
sample.

The complete baseline English assessment battery included the
CTOPPP Elision (Lonigan, Wagner, Torgesen, & Rashotte, 2002);
McCarthy Draw-A-Design (McCarthy, 1970, 1972); Color Iden-
tification (Mason & Stewart, 1989); Counting Bears (Mason &
Stewart, 1989); the PPVT; and the Woodcock-Johnson (WJ) III
Tests of Achievement (Woodcock, McGrew, & Mather, 2001). Chil-
dren requiring baseline assessment in Spanish were administered
Spanish versions of the CTOPPP Elision, McCarthy Draw-A-Design,
Color Identification, and Counting Bears; the TVIP; the Bateriá
Woodcock-Muñoz Pruebas de Aprovechamiento-Revisada (Woodcock
& Muñoz-Sandoval, 1996), as well as two English tests – the PPVT Ta
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and the WJ  III Letter-Word Identification test. In spring 2003,
and in all subsequent data collection periods, all children were
tested using the complete English assessment battery, and Spanish-
speaking DLLs were no longer assessed in Spanish (U.S. DHHS,
Technical Report, 2010).

Head Start take-up rate
Although every effort was made to ensure complete compliance

with random assignment, study administrators determined that
about 19% of children randomly assigned to a Head Start center did
not actually attend at any time during the 2002–2003 program year.
These children were referred to as “no-shows.” The study take-up
rate therefore was [1 − (percent “no-shows”)], or the percentage of
children who actually attended the Head Start program when they
were given access to it through random assignment. As such, the
overall take-up rate in the study was 81% (U.S. DHHS, Technical
Report, 2010). Although “no shows” in general are problematic in
data sets because users have no insight into why participants did
not attend a given program, in this case they afforded us a unique
opportunity to look at actual child care attendance patterns and
how they varied across our subgroup samples.

Type of child care arrangement
In the spring 2003 parent interview, for both children assigned

to Head Start and the control condition, the primary caregiver was
asked to report on the main child care setting where the child spent
a minimum of five hours between 8:00 a.m. and 6:00 p.m. Monday
through Friday. A child care arrangement was coded “1” if the pri-
mary caregiver indicated that it was the child’s main care setting,
and “0” otherwise. There was extensive reconciliation of this par-
ent response with other study instruments such as teacher surveys,
child care provider interviews, and teacher ratings of the child (U.S.
DHHS, Final Report, 2010).

Classroom quality
Classroom quality was measured by the Early Childhood Envi-

ronment Rating Scale-Revised (ECERS-R; Harms, Clifford, & Cryer,
1998). Classroom observations conducted by study staff rated the
classroom from 1 to 7, with 1 indicating “inadequate” quality,
3 indicating “minimal” quality, 5 indicating “good” quality, and
7 indicating “excellent” quality, on 37 items covering six sub-
scales: (1) adequacy of space and furnishings; (2) personal care
routines; (3) language and reasoning, including materials available
and activities used; (4) range of activities that are used and avail-
able; (5) interactions, including both staff–child and child–child
interactions; and (6) program structure, including the use of a
daily schedule. An overall average score was  computed for all
center-based classrooms attended by study children. There was
considerable variation within both study groups; however, the vast
majority of Head Start children (about 70%) attended classrooms
that had ECERS-R scores of a five or higher, whereas only 40% of
control group children attended classrooms with such scores (U.S.
DHHS, Final Report, 2010). Reviews indicate the predicative valid-
ity of the ECERS-R for child outcomes is, at best, low (Auger, Farkas,
Burchinal, Duncan, & Vandell, 2013; Gordon, Fujimoto, Kaestner,
Korenman, & Abner, 2013); nonetheless, it was the best measure of
classroom quality collected by the HSIS.

Covariates
In order to sharpen the standard errors of our point estimates

and to adjust for departures from randomization, several child
and family covariates were included in the model, minimizing the
potential for omitted variable bias. We  used the same list of covari-
ates as was used in Final Report of the HSIS (U.S. DHHS, 2010), which
included a broad set of key child and family demographic charac-
teristics likely correlated with selection into Head Start centers as

well as child outcomes. Prior research specifically on DLL children’s
child care use included similar covariates (Espinosa et al., 2013;
Fuligni, Guerra, & Nelson, 2013; Howes et al., 2008). Child covari-
ates included: gender; age in weeks at the spring 2003 assessment;
whether the child was classified as having a disability; and num-
ber of elapsed weeks from September 1, 2002 until the spring 2003
assessment. Family covariates included: caregiver age in years; an
indicator of caregiver depression; highest level of maternal educa-
tion; whether the mother immigrated to the United States within
the last 10 years; and three family structure variables including
whether both biological parents lived with the child, whether the
mother was married, and whether the mother was  teenaged at the
child’s birth. The child’s baseline level of achievement as measured
by the English version of the PPVT was  also included in the models.
For the purposes of our analyses, all covariates were centered at
their mean.

Non-response
As with any longitudinal dataset, there was non-response in the

HSIS. In particular, spring 2003 parent interview response rates
were correlated with treatment or control status as well as child
gender and age. To control for this potential bias, we weighted all
our analyses, including descriptives and estimation models, using
the appropriate weights, which included a weight for probability of
sample selection at every stage multiplied by a weight adjusted for
non-response. The weights included in our analyses are listed at the
bottom of every table and helped control potential non-response
bias by compensating for different data collection response rates
across these demographic groups of children. Weights are impor-
tant in complicated multi-stage sampling studies such as the HSIS
because they allow us to make inferences to the relevant general
population, and they account for differential selection probabilities
and differential non-response (U.S. DHHS, Technical Report, 2010).

Analysis plan

To ascertain if DLLs were more or less likely than monolin-
gual English-speaking children in the HSIS to attend a Head Start
center if given access through random assignment (research ques-
tion one), we  ran two  sets of complementary analyses. First, we
compared the take-up rates for DLLs and monolingual-English
speakers using t-tests for the differences in means of the two sub-
groups. Second, we ran a series of step-wise logistic regression
models predicting Head Start attendance if randomly assigned. Our
first model was a simple bivariate logistic regression of Spanish-
speaking DLL status predicting Head Start attendance. Because DLLs
in the HSIS tended to be heavily clustered in the same centers,
Model 2 included our principal predictor, Spanish-speaking DLL
status, as well as Head Start center-level fixed effects to account
for this substantial between-center variation, and to determine if,
within the same center, Spanish-speaking DLLs were more or less
likely than monolingual-English speakers to attend Head Start if
given access through random assignment. Model 3 included our
principal predictor, Head Start center-level fixed effects, and the
full set of covariates. Our fourth and final model included Spanish-
speaking DLL status, Head Start center-level fixed effects, the full set
of covariates, and baseline achievement as measured by the PPVT,
predicting Head Start attendance.

The coefficients in all four models are expressed as odds ratios
(OR). Odds ratios represent the odds that an outcome will occur
given a particular variable, compared with the odds of the outcome
occurring in the absence of that variable. In the present study, we
calculated odds ratios to determine the association between Head
Start attendance and DLL status as compared with monolingual-
English children. An odds ratio greater than 1 indicates that DLL
status was associated with higher odds of Head Start attendance,
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Table 2
Logistic regressions predicting HS Attendance if randomly assigned by Spanish-speaking DLL status.

Head Start center attendance if randomly assigned

(1) (2) (3) (4)
Simple
bivariate

Center fixed
effects

Center fixed effects
plus covariates

Center fixed effects plus covariates
and prior achievement

Dual Language Learner status (dummy  if Spanish
at  baseline)

1.66** (2.96) 3.90*** (4.11) 3.12** (2.56) 3.01* (2.36)

Intercept 4.04 1.37 5.84 5.88
N  2236 2236 2236 2203

Note. t-statistics in parentheses calculated using jackknife replicate weights. Odds ratios reported in table.
* p < .05.

** p < .01.
*** p < .001.

HS attendance is caregiver reported and reconciled with other data sources. Prior achievement measured by baseline PPVT. Covariates (centered at their mean): baseline
achievement, child cohort, child gender, child disability status, maternal education, maternal marital status, caregiver depression, teenage mother status, caregiver age, mater-
nal  immigration status, child age at spring 2003 assessment, number of weeks elapsed between 09/01/02 and spring 2003 child assessment. Weight used = CHSPR2003WTPI.

whereas an odds ratio less than 1 meant that DLL status was  asso-
ciated with lower odds of Head Start attendance, compared with
monolingual-English speakers.

To ascertain if Spanish-speaking DLLs were more or less
likely than monolingual-English speakers to attend higher-quality
center-based care as measured by the ECERS-R if not given access
to attend Head Start centers through random assignment (research
question two), we ran three sets of analyses. First, we compared
the types of child care arrangements utilized by Spanish-speaking
DLLs and monolingual-English speakers using t-tests for the dif-
ferences in means to see if there were any general differences
in the care arrangements attended by these two subgroups in
the control condition. Then, for control condition children who
attended center-based care, including other non-study Head Start
centers, we compared the quality of the classroom environment as
measured by total ECERS-R scores for Spanish-speaking DLLs and
monolingual-English speakers using t-tests for the differences in
means of the two  subgroups. Finally, we ran a similar series of step-
wise regressions as the Head Start attendance models, this time
predicting classroom quality measured by the ECERS-R if randomly
assigned to the control condition. Here we included center-level
fixed effects as a proxy for neighborhood, to ensure that the alterna-
tive center-based care options when not randomly assigned to Head
Start were the same for DLLs and monolingual-English speakers.

Results

Head Start attendance

Results from the t-tests for the differences in means in take-up
rates of Spanish-speaking DLLs and monolingual-English speakers
show that if granted access to a Head Start center though ran-
dom assignment, Spanish-speaking DLL children were significantly
more likely than their monolingual-English peers to actually attend
the program (84% vs. 80%, p < .01).

Table 2 displays the series of the logistic regression models
predicting Head Start attendance expressed as odds ratios (OR). In
the simple bivariate regression (Model 1), Spanish-speaking DLLs
were significantly more likely, on average, than their monolingual
English-speaking peers to attend a Head Start center, if given access
through random assignment (OR = 1.66, p < .01). This result held
when we included Head Start center-level fixed effects in Model
2, indicating that even within the same center, Spanish-speaking
DLLs were more likely, on average, than monolingual-English
speakers to attend if given access (OR = 3.90, p < .001). Similarly,
when we included the full set of covariates (Model 3), DLLs
were again more likely, on average, than monolingual-English
speakers to attend a Head Start center if granted access through

random assignment (OR = 3.12, p < .01). Finally, in Model 4, when
we included the complete set of covariates plus the baseline
level of achievement, Spanish-speaking DLLs were still more
likely, on average, to attend Head Start if randomly assigned than
monolingual-English speakers (OR = 3.01, p < .05).

Thus, Table 2 indicates that DLL children were more likely to
attend Head Start if randomly assigned admission, on average,
compared with monolingual English-speaking children, and these
higher take-up rates were not conditional on any observable char-
acteristics including prior achievement. Furthermore, the OR in the
models including center fixed-effects were almost twice as large
as the models without them. This indicates that Head Start was  a
particularly appealing center-based care option for DLLs in places
where they were clustered in large numbers.

Classroom quality

Table 3 displays the results of the t-tests for the differences
in means of types of child care arrangements used by the two
subgroups in the control condition. There were no significant dif-
ferences in the type of primary child care arrangement utilized
between Spanish-speaking DLLs and their monolingual-English
peers if they were assigned to the control condition. This sug-
gests that despite prior research indicating that when compared
to other subgroups, Hispanic DLL parents tend to utilize parental
or relative care over center-based care (Buysse et al., 2013; Kagan,
2009; Laughlin, 2013), Spanish-speaking DLLs in the HSIS sam-
ple actually attended center-based care at the same rates as
monolingual-English speakers. Additionally, results from the t-
tests for the differences in means of center-based classroom quality
as measured by the ECERS-R scores show that Spanish-speaking
DLLs in the control condition attended higher-quality centers than
their monolingual-English peers in the control condition (  ̌ = 30,
p < .05).

Table 3
Type of child care if randomly assigned to control condition by Spanish-speaking
DLL status.

Spanish-speaking Dual
Language Learner

Monolingual-English
speaker

N Mean/%
of sample

N Mean/%
of sample

Head Start 55 0.18 140 0.15
Other center-based care 144 0.28 494 0.32
Family daycare 30 0.07 174 0.13
Parental care 202 0.43 546 0.37
Non-parental home care 16 0.03 50 0.04

Note. Weight used = CHSPR2003WTPI.
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Table  4
Relationship between classroom quality and Spanish-speaking DLL status in control condition.

Classroom quality if randomly assigned to the control condition

(1) (2) (3) (4)
Simple
bivariate

Center fixed
effects

Center fixed effects
plus covariates

Center fixed effects plus covariates
and prior achievement

Dual Language Learner status (dummy  if Spanish
at  baseline)

0.17** (0.07) 0.21* (0.10) 0.32 (0.20) 0.37 (0.23)

N  426 426 426 412
R2 0.03 0.74 0.76 0.77

Note. Standardized coefficients. Standard errors in parentheses calculated using jackknife replicate weights.
* p < .05.

** p < .01.
Classroom quality measured by the Early Childhood Environment Rating Scale-Revised (ECERS-R). Prior achievement measured by baseline PPVT. Covariates (centered at
their  mean): baseline achievement, child cohort, child gender, child disability status, maternal education, maternal marital status, caregiver depression, teenage mother
status,  caregiver age, maternal immigration status, child age at spring 2003 assessment, number of weeks elapsed between 09/01/02 and spring 2003 child assessment.
Weight  used = S03TRWTCA PI CO.

Table 4 displays the series of the regression models predicting
standardized classroom quality. In the simple bivariate regres-
sion (Model 1), Spanish-speaking DLLs in the control condition, on
average, attended significantly higher-quality centers than mono-
lingual English-speaking children (  ̌ = 17, p < .01). This result held
when we included Head Start center-level fixed effects in Model
2, indicating that within the same neighborhoods, control-group
Spanish-speaking DLLs, on average, attended higher-quality alter-
native center-based care than monolingual-English children in the
control group (  ̌ = 21, p < .001). In our last two models, where we
included both Head Start center-level fixed effects and the full set
of covariates (Model 3) as well as baseline level of achievement
as measured by the PPVT (Model 4), there were no significant dif-
ferences in the classroom quality between Spanish-speaking DLLs
and monolingual-English speakers in the control condition. Despite
the fact that the coefficient on DLL status lost significance in these
last two models, the magnitude of the coefficients substantially
increased, as did the standard errors. This suggests that restricting
the analytic sample to control group children with the inclusion
of center-level fixed effects and so many covariates may  have ren-
dered our analysis highly underpowered and thus unable to detect
smaller effects. With a larger sample size, we may  have been able to
detect an effect of DLL status on classroom quality in these models,
though we cannot say with certainty.

Further robustness checks

Economic hardship is an important factor related to both English
language skills and child care participation. However, in the HSIS,
the variable for income was not very reliable and had a lot of missing
data; only about 54% of the sample had a valid measure of family
income. Nonetheless, as a further robustness check we reran both
sets of analyses including the variable for family income. Results are
available upon request from the corresponding author and indicate
that the primary results held even when controlling for income. In
order to preserve sample size and to increase statistical power, we
excluded income in the models displayed here.

Discussion

Despite previous research indicating that, compared with other
subgroups, Spanish-speaking DLLs are more likely to participate in
familial care as opposed to center-based care (Buysse et al., 2013;
Kagan, 2009; Laughlin, 2013), our results suggest the opposite. We
found no differences, on average, in the participation in types of care
between Spanish-speaking DLL children and monolingual English-
speaking learners who were not offered a spot in Head Start, and
we further determined that Spanish-speaking DLL children were

more likely, on average, than their monolingual-English peers to
accept the offer of Head Start if randomly assigned to a center. This
finding was  robust across four different model specifications, sug-
gesting that these higher take-up rates were not conditional on any
observable characteristics, including prior achievement.

We also determined that Spanish-speaking DLLs who were not
offered the opportunity to attend an HSIS center, on average, par-
ticipated in centers at the same rates as non-DLLs and that were
of higher quality than those that monolingual-English children
attended. Though this finding was  not quite as robust, we  may
have been limited in our statistical power to detect possible smaller
effects. Taken together, these results provide strong evidence that
access to quality ECE programs, such as Head Start, plays a key role
in the participation of Spanish-speaking DLLs.

Additionally, the results from our inclusion of Head Start center-
level fixed effects indicate that Head Start was  a particularly
appealing center-based care option for DLLs in places where they
were clustered in large numbers. This might suggest that there
are social influences in families enrolling their children in centers
where other families they know send their children – similar to
Vesely’s (2013) findings that immigrant mothers’ utilization of ECE
programs were influenced by the behaviors of other mothers who
they knew. This also might suggest that Head Start does a partic-
ularly good job of connecting with this population, highlighting
the importance of strengthening the access to Head Start centers
for Spanish-speaking DLLs. In this case, according to Matthews and
Jang’s (2007) conceptualization of access (accessibility, awareness,
and responsiveness), the availability of Head Start centers is of
particular import. Future research can determine why  there were
higher enrollment rates where DLL families were concentrated, and
whether community-level factors, rather than individual attributes
of the children and families, were responsible.

The findings from this study are similar to those of Greenberg
and Kahn (2012), who found that net of socioeconomic factors, His-
panic children were as likely as whites to attend ECE programs,
and those of Winsler et al. (2013), who determined that Spanish-
speaking DLLs in Miami  were more likely to attend subsidized
center-based care or pre-kindergarten than family day care. In addi-
tion, this study builds upon the findings of Espinosa et al. (2013),
who used data from the ECLS-B and found no reliable differences
due to home language (i.e., DLL vs. monolingual-English speaker) as
to whether a child was  in care, the type of care, the quality of care, or
the time spent in the care. The present study contributes to the line
of research on the ECE participation patterns of Spanish-speaking
DLLs as we showed that these were not localized behaviors exclu-
sive to a specific U.S. region (Winsler et al., 2013) or limited to
population observational data (Espinosa et al., 2013; Greenberg &
Kahn, 2012). Rather, our analyses determined that, in the context of
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a nationally representative study, Spanish-speaking DLLs in diverse
areas around the country enrolled in Head Start or quality center
care at higher rates than their monolingual-English peers. Further-
more, these findings contribute to theory about Spanish-speaking
DLLs’ participation in ECE programs, as we show that access plays
a key role in the institutional selection process of the DLLs in our
sample.

Reinforcing this evidence are findings from the HSIS Final Report
(U.S. DHHS, 2010). In analyzing associations between racial charac-
teristics and the likelihood that children returned for a second year
of Head Start, the authors found suggestive evidence that children
from Hispanic families were more likely than children from Black
or White families to return for a second year of Head Start (p < .10).
Similarly, children from homes in which Spanish was  the house-
hold language, were significantly more likely to return for a second
year of Head Start (p < .05; U.S. DHHS, Final Report, 2010). Though
non-experimental because in the second year centers had to admit
control group members that initially lost the lottery, this evidence
has important implications. Taken in conjunction with the findings
from the present study, these results suggest that Spanish-speaking
DLLs are not only more likely to accept the initial offer of Head Start,
but are also more likely to remain in Head Start for a second year
compared with other subgroups.

These findings of Spanish-speaking DLLs’ participation in Head
Start are important in light of the research highlighting the role that
ECE programs can play in equipping Spanish-speaking DLL children
with the skills necessary for school readiness and future academic
success (Buysse et al., 2013; Espinosa, 2013; U.S. DHHS, Final
Report, 2010). The HSIS Final Report (U.S. DHHS, 2010) provides
evidence that participating in Head Start appears to differentially
benefit such students. Research described in the report determined
that even though Spanish-speaking DLLs performed at lower lev-
els than their English-speaking peers, those who  were assigned
to Head Start demonstrated greater English oral language gains
than non-DLL children (U.S. DHHS, 2010). These findings indicate
the potential of ECE programs for equipping these young learners
with key English language skills that may  aid their future English
literacy and academic success. It is therefore critical to provide
Spanish-speaking DLL families with sufficient access to quality ECE
programs.

Limitations and future directions

Some important study limitations should be noted. First,
although the internal validity of our study is stronger than in many
observational studies because we were able to exploit the random
assignment feature of the HSIS to control for DLLs’ systematic dis-
advantage in access to quality ECE, the results of our study can
only be generalized to the subsample of Spanish-speaking DLL chil-
dren who were self-enrolling into the random assignment pool of
students, which may  be a narrower band of the total eligible DLL
population. Nonetheless, there is encouraging evidence from other
recent nationally representative observational work that this is not
the case (i.e., that Spanish-speaking DLLs purposely do not select
into center-based care settings if given the opportunity), as both
Greenberg and Kahn (2012) and Espinosa et al. (2013) found that
conditioning on observable demographic characteristics, Latinos
were as likely as other subgroups to participate in center-based
programs. Therefore, we are encouraged that the self-enrolling
population may  not in fact be a narrower band of the total eligi-
ble DLL population. We  look forward to future work confirming
this hypothesis.

Additionally, our classification of monolingual-English speak-
ers is also a potential limitation. It is important to recognize
that how children are identified and classified has important
implications for the results of studies, and our research is no

exception. As mentioned previously, the monolingual-English
speaking group that we  used for our analyses stems from the
HSIS’s classification of English proficiency, that is, children who
were tested in English at baseline based on caregiver report of
the child’s language abilities and preferences, regardless of their
home language. Ours is a more nuanced determination of a child’s
language abilities than simply using the reported home language.
Subsequently, we  included children in the monolingual-English
group who  came from homes where English was not the primary
language yet were deemed as English-proficient. Clearly, children
who were able to meet the cognitive demands of an assessment
battery in English, but did not receive English language support
at home on par with monolingual-English children, have their
own  unique challenges. However, we  opted to use this more
nuanced determination because we really wanted to focus on the
needs of children who  did not even meet the first requirement.
We  feel that this finer level of classification only strengthens our
findings.

Furthermore, although we considered differences in classroom
quality as measured by the ECERS-R, more research is needed
to understand what constitutes as “quality” ECE programs for
Spanish-speaking DLLs, particularly because the predictive valid-
ity of the ECERS-R for child outcomes is, at best, low (Auger
et al., 2013; Gordon et al., 2013). This is especially important
in light of the adoption by 44 U.S. states and the District of
Columbia of the Common Core State Standards, and the impact
that this will have on DLL students and the ECE preparation that
they receive. Now, more than ever, it is critical to understand
how to address the potentially diverse needs of young Spanish-
speaking DLLs to prepare them for such standards. Future research
investigating effective ECE programs for Spanish-speaking DLL
children should explore types of curriculum, longitudinal effects
of participating in ECE, teaching strategies for language devel-
opment, and bilingual programs (Hammer, Scarpino, & Davison,
2011).

Finally, we were limited by our objective to examine differences
in ECE participation patterns between Spanish-speaking DLLs and
monolingual-English speakers at the national level. By focusing
on the larger, national Head Start population of Spanish-speaking
DLLs, we  limited the extent to which we could examine variation
within this subgroup. Some studies have suggested the importance
of immigration status and generation on Spanish-speaking DLL
children’s participation in ECE programs (Rodríguez et al., 2013;
Vesely, 2013; Winsler et al., 2013), and although we  controlled for
immigrant status, we  were unable to specifically test if it predicted
any differences in Head Start participation or center quality atten-
dance. Additionally, because the data were not available, we  could
not analyze differences by country of origin, which has also been
found to be a factor in Hispanic children’s participation in early
education and child care (Rodríguez et al., 2013; Vesely, 2013).
Future research should examine these important sources of vari-
ation.

In sum, policymakers can glean two important implications
from this study: (1) if Spanish-speaking DLLs are given access to
Head Start, they will likely attend; and (2) even if they are not
offered a spot in Head Start, Spanish-speaking DLLs will likely
participate in quality center-based care compared with other sub-
groups. Additionally, Head Start appears to differentially benefit
the English language skills of Spanish-speaking DLLs (U.S. DHHS,
Final Report, 2010). An important issue, therefore, becomes one of
access to quality ECE programs for Spanish-speaking DLL families,
and policymakers must work to ensure that quality ECE programs
are available to this growing population. Furthermore, as nuanced
research on access suggests (Matthews & Jang, 2007; Vesely, 2013),
policymakers, educators, and community members must reach
out to Spanish-speaking DLL parents as critical partners in early
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learning, providing them not only with quality ECE options, but
also informing them about their options, and ensuring that the ECE
programs serve the cultural and linguistic needs of the commu-
nity.
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