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Abstract

Teachers’ readiness in bilingual early childhood education is increasingly recognized as
a multidimensional construct shaped by both professional and language-related factors.
However, existing research has typically examined these factors separately, with limited
evidence on how they combine across teacher groups, particularly in minority-language
contexts. This study examined teachers’ readiness to deliver state-language instruction
to dual language learners (DLLs) in Hungarian-medium kindergartens in Slovakia. A
total of 313 kindergarten teachers participated in the study. Data were collected through a
survey assessing multiple dimensions of readiness. Principal component analysis and con-
firmatory factor analysis supported a six-factor model comprising professional preparation,
teacher competencies, challenge management, instructional aids use, professional needs,
and Slovak language use outside kindergarten. Latent profile analysis identified three
readiness profiles (low, moderate, and high), reflecting differences in overall preparedness.
Background characteristics, particularly age, teaching experience, and language-related fac-
tors, were significantly associated with higher readiness. Teachers who used Slovak more
frequently in everyday contexts showed higher readiness. Mediation analysis indicated that
language proficiency and preferred language use did not mediate the relationship between
teaching experience and teachers’ readiness, but functioned as independent predictors.
These findings highlight the joint importance of professional and language-related factors
in shaping teachers’ readiness and offer implications for teacher education and policy in
bilingual early childhood settings.

Keywords: teachers’ readiness; professional preparation; teacher competencies; challenge
management; instructional aids; dual language learners

1. Introduction
Kindergarten teachers are essential in shaping the cognitive, social, and emotional

development of dual language learners (DLLs). In the international literature, the term dual
language learners is commonly used to refer to children who are acquiring two languages
simultaneously or who are learning a second language while continuing to develop their
first language. Although the term is often associated with immigrant contexts (Zepeda
et al., 2011), it is not limited to such settings. In the present study, it is used to describe
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Hungarian-speaking children in Slovakia, who belong to an autochthonous linguistic
minority with access to mother-tongue education (Vančo, 2019). In this context, the term
DLL is applied to capture children’s ongoing development of Hungarian alongside the
acquisition of Slovak as the state language.

Research highlights that early childhood education should address multiple devel-
opmental domains, including motor skills, interest and engagement, executive function,
and self-regulation (Meng et al., 2025). To meet these demands, teachers require a range
of competencies. Teachers’ readiness is, therefore, conceptualized as a multidimensional
construct, focusing on professional preparation (Agbaria, 2020), instructional competencies
(Savina et al., 2025), the management of challenges, access to resources or tools, professional
needs (Karasova & Nehyba, 2025), and language proficiency (Shammari & Olaimat, 2019).

Prior research suggests that continuous professional development is necessary for
teachers to stay updated with new teaching methods and technologies (Evagorou, 2024),
non-academic skills, such as socio-emotional development, routines, and communication
skills (Stillerova et al., 2021), and management of challenges, such as limited resources,
institutional constraints, etc. (Kong, 2025). Studies (Ramírez et al., 2019; Velmurugan
et al., 2025) indicate that the amount of training teachers receive significantly impacts
dual language children’s outcomes in academic settings. The availability of organizational
resources, teaching aids use, and professional competencies are important for teachers and
positively impact their well-being and their ability to provide quality education (Leung
et al., 2025). In addition, teachers’ background characteristics, such as age and teaching
experience, are associated with differences in instructional practices and preparedness
(Deng et al., 2021; Meng et al., 2025).

These issues are particularly relevant in Hungarian-medium kindergartens in Slo-
vakia, where teachers are required to deliver Slovak language instruction despite often
reporting limited preparedness (Szőköl et al., 2024). This context highlights the need to
better understand teachers’ readiness as an integrated construct that combines professional
and language-related domains. However, existing studies have largely examined these
dimensions separately, with limited attention to how they co-occur within teachers or form
distinct readiness patterns. Therefore, this study aims to explore teachers’ perceived readi-
ness to deliver state-language instruction to DLLs in Hungarian-medium kindergartens
in Slovakia.

2. Literature Review
2.1. Teachers’ Readiness and Influencing Factors

Teachers’ readiness for kindergarten generally refers to the preparedness of educators
to effectively perform their teaching roles, including a range of competencies, professional
preparation, and strategies for managing challenges in diverse classroom environments
(Agbaria, 2020; Karasova & Nehyba, 2025; Savina et al., 2025). Teachers’ readiness to teach
DLLs in kindergarten is influenced by various factors. However, the study presents the
most common skills described by various researchers, comprising (a) professional capital
(professional preparation, professional needs, and teacher competencies) (Yumarnamto,
2019), (b) enactment capacity (challenge management and using instructional aids effec-
tively) (Sobri et al., 2025), and (c) linguistic positioning (teachers’ language use) (Ustinova,
2021). This integrated conceptualization is particularly relevant in Hungarian-medium
kindergartens in Slovakia, where teachers simultaneously address early childhood devel-
opmental goals and state-language learning demands.

Professional Preparation: Effective professional preparation programs are crucial for
equipping kindergarten teachers with the necessary skills for early childhood education.
A study (Robinson, 2017) indicates that programs guided by the National Association
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for the Education of Young Children (NAEYC) standards emphasize the integration of
technology and developmentally appropriate practices. In DLL contexts, such preparation
is particularly important, as teachers must be able to support second-language develop-
ment alongside general learning. Recent research shows that several factors influence the
competencies and professional readiness of kindergarten teachers. For example, teach-
ers with a strong sense of professional mission and prosocial motivation tend to provide
better emotional support to their students, which is critical in early childhood education
and in working with DLLs (Y. Lin et al., 2025). Moreover, higher levels of formal educa-
tion correlate positively with the frequency of professional development activities among
kindergarten teachers (Visković & Višnjić Jevtić, 2018). Teachers with degrees in early child-
hood education tend to provide higher-quality learning environments and social-emotional
practices (Son et al., 2013).

Teachers’ Competencies: Teachers’ competencies play a crucial role in their readiness to
teach in DLL settings. Several key areas of competency influence their readiness, including
pedagogical skills, emotional intelligence, knowledge of child development, and ongoing
professional development (Dunekacke et al., 2024; Lam et al., 2016; Velmurugan et al., 2025).
Teachers need strategies such as integrating social-emotional learning into the curriculum
and modeling empathy for engaging children and enhancing their learning experiences
(Agbaria, 2020; Savina et al., 2025). Another competency is teachers’ understanding of child
developmental theories, which significantly impact their instructional strategies. Knowl-
edge of how children develop cognitively and emotionally allows teachers to adapt their
approaches to meet the diverse needs of children (Díaz et al., 2025). Continuous improve-
ment in teacher preparation programs is recommended to enhance technology readiness
(Alghamdi et al., 2022). Moreover, teachers’ age, professional rank, and monthly income
influence their prioritization of various aspects of teachers’ readiness (Meng et al., 2025).
For example, older teachers and those with higher income levels place greater importance
on practical efforts and classroom practices. In contrast, younger teachers tend to value
academic skills more than older teachers, which might influence their readiness to adopt
bilingual education methods that emphasize cognitive development (H.-L. Lin et al., 2003).

Challenge Management: Managing challenges in the classroom is a critical aspect of
the teachers’ readiness. Ongoing professional development, including in-service training
and coaching, is vital for improving classroom practices and supporting at-risk children
(Son et al., 2013). Effective classroom management strategies include proactive approaches
that focus on establishing clear rules and engaging students positively. However, many
novice teachers tend to rely on reactive strategies, which may provide short-term solutions
but do not address underlying behavioral issues (Karasova & Nehyba, 2025). As influencing
factors, some studies (Dewi & Fajri, 2023; Rrustemi & Kurteshi, 2023) indicate that teachers’
experiences, including their educational background and previous teaching experiences,
shape their professional identity and readiness to adapt to new challenges.

Instructional Aids Use: Instructional aids and resources play a vital role in enhancing
teaching effectiveness. In classrooms with DLLs, such tools can support diverse learning
styles and help teachers implement developmentally appropriate practices. However, the
integration of these aids requires ongoing professional development to ensure teachers are
equipped to use them effectively (Kokkalia et al., 2019). Furthermore, instructional tools and
resources are also important for supporting teachers’ readiness. A well-resourced classroom
can enhance teachers’ ability to implement effective teaching strategies and engage students
meaningfully. For instance, teachers who have access to quality materials and support are
better equipped to foster children’s social-emotional and cognitive development, including
in DLL contexts (Williams et al., 2019; Stormont et al., 2025). However, teachers need to
be trained not only in the use of these resources but also in how to adapt them to meet
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the specific needs of their students, particularly in inclusive settings (Yogaranee, 2025). In
the current educational context, technology is also an important instructional resource for
teacher readiness. However, teachers’ ability to integrate technology into their classrooms
is influenced by their technical skills, school infrastructure, and classroom size. Small class
sizes and larger school enrollments are associated with higher readiness scores in academic
and social-emotional development, indicating that the classroom environment significantly
impacts teachers’ readiness (Fan et al., 2024).

Professional Needs: Teachers express the need for ongoing professional development
to stay updated with new teaching methods and technologies (Machmud et al., 2025; Son
et al., 2013). Institutional support and policies that promote professional development
and address curriculum design issues are crucial for effective teaching practices. As
teachers utilize instructional aids, they often identify gaps in their professional development.
Continuous training is necessary to keep educators updated on best practices and new
technologies that can enhance their teaching (Jolivette & Steed, 2010). Higher levels of
formal education correlate positively with the frequency of professional development
activities among kindergarten teachers (Visković & Višnjić Jevtić, 2018). Teachers with
degrees in early childhood education tend to provide higher-quality learning environments
and social-emotional practices (Son et al., 2013).

Moreover, in DLL contexts, understanding the cultural and linguistic diversity of
students is essential, especially for those working with dual language learners, as it in-
forms their instructional strategies and classroom management practices (Zepeda et al.,
2011). Teachers’ nationality is also important in considering their readiness to teach DLLs.
Teachers who share the same cultural background as their students can bridge cultural and
linguistic gaps more effectively, enhancing their readiness for bilingual education (Adair
et al., 2012). Immigrant teachers often feel empowered by their bicultural and bilingual
knowledge, although they may face dilemmas between their pedagogical training and
cultural knowledge (Adair et al., 2012).

Preferred Language Use: Teachers’ communication skills, including their ability to
engage with families and communities, are crucial for supporting children’s learning and
development. Moreover, teachers need to practice language skills at home or in social
settings to enhance language teaching experiences (Shammari & Olaimat, 2019). Teachers’
language practices, both inside and outside the classroom, need to be aligned with the goal
of supporting bilingualism. Teachers who use both languages flexibly and contextually are
better prepared to meet the needs of bilingual children (Johnson et al., 2019). Regarding
preferred language use, the geographic region and school context can influence teachers’
expectations and readiness. For instance, teachers’ perceptions of readiness and their
emphasis on social versus academic skills can vary by region (H.-L. Lin et al., 2003). In
bilingual settings, the home and social language environment plays a particularly important
role in children’s language development. In Hungarian-medium kindergartens, where
Slovak is taught as the state language, the dominant language used at home and in social
interactions can either support or hinder the acquisition of Slovak (G. T. Nagy, 2020; Vančo,
2017). In this context, teachers’ readiness to deliver state-language instruction can also be
enhanced by training in interactive and communicative teaching methods (Mastellotto &
Zanin, 2022).

2.2. Language Factors Mediating the Impact of Teachers’ Teaching Experience

The mediating role of teachers’ language proficiency and preferred language use in
their readiness to teach bilingual classrooms, particularly in kindergartens, is a multifaceted
issue influenced by various factors, including teaching experience and age. Teachers with
higher language proficiency tend to feel more confident and capable in managing bilingual
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classrooms, which directly impacts their readiness to teach (Collins et al., 2023). Language
proficiency can serve as a mediator in this relationship. Teachers with higher language
proficiency are likely to feel more confident in their teaching abilities, which can enhance
their readiness to teach. This is supported by findings that show a moderate relationship
between language proficiency and self-efficacy in teaching (Faez et al., 2021). Thus, experi-
enced teachers with strong language skills may be better equipped to implement effective
teaching strategies.

Similarly, teachers’ preferred language use in home and social contexts may influence
children’s language and social skills. For instance, teachers’ use of children’s home language
(Spanish) in various verbal exchanges positively influenced DLLs’ social outcomes and
interactive peer play behaviors (Limlingan et al., 2022). In this sense, language use has also
been proposed as a potential pathway associated with teachers’ background characteristics,
such as teaching experience, to their instructional readiness. However, empirical evidence
regarding these mediating variables remains inconsistent. While some studies suggest
that teaching experience is positively related to language proficiency and instructional
effectiveness (Ramírez et al., 2019; Shammari & Olaimat, 2019), other findings indicate that
these relationships may not be linear or uniformly positive. For example, an increase in
experience does not necessarily show continued development of language skills, and in
some cases, limited language use outside professional settings may constrain proficiency
growth (Mejak & Medved, 2019; Petek, 2024; Wu et al., 2023). Therefore, it can be seen that
prior research suggests that language proficiency and language use are important factors
associated with teachers’ readiness. However, their role as mediating factors between
teaching experience and readiness remains theoretically possible, but empirically uncertain.
Therefore, further investigation is needed to clarify whether language-related variables
function as mediators or operate as independent predictors within the broader model of
teachers’ readiness.

2.3. Minority-Language Context

Minority-language education refers to educational provision conducted in the lan-
guage of a national or ethnic minority that does not hold state-language status (Bayat
et al., 2022). The Hungarian minority represents the largest national minority in Slovakia,
accounting for approximately 7.75% of the population (around 422,000 individuals)
(Statistical Office of the Slovak Republic, 2023). Hungarian-medium kindergartens form a
well-established institutional network, providing early childhood education in the mother
tongue while introducing Slovak as a second language (Ministerstvo školstva, výskumu,
vývoja a mládeže Slovenskej republiky [MŠVVaM SR], 2025). Minority-language educa-
tion in Slovakia is supported by legal provisions that guarantee the right to education in
minority languages alongside the acquisition of the state language.

The present study is situated in the context of Hungarian-medium education in
Slovakia, which represents a DLL context. The Hungarian-medium education system in
Slovakia operates within a complex sociolinguistic and political framework, shaped by the
minority status of the Hungarian community and the legal requirements for state language
education (Kopp & Kiss, 2026). Slovak language instruction is compulsory starting from
first graders in Hungarian-medium schools (Kozmács, 2019). However, challenges arise due
to the lack of preparedness in implementing effective state language education programs,
which impacts the quality of the Slovak language acquisition among Hungarian-speaking
students (Vančo, 2019). In this context, cultural and linguistic identity also plays a crucial
role in the experiences of students in Hungarian-medium schools. Research indicates that
students often navigate complex identity dynamics, balancing their Hungarian heritage
with their Slovak environment. This duality can influence their academic performance and
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aspirations (Oros Bugár & Vančo, 2025). Civil organizations support Hungarian minority
teachers through professional development, advocacy, and community-building activities.
However, their effectiveness depends on resources, organizational stability, and political
support (Kopp & Kiss, 2026).

Moreover, teachers in Hungarian-medium schools often lack adequate preparation
for teaching Slovak as a second language. This is compounded by insufficient theoretical
frameworks and methodological support for teaching reading and writing in Slovak (Vančo,
2019). Several studies (Kozmács & Vančo, 2016; Szőköl et al., 2024) also highlighted
limitations in the current educational framework in supporting both effective state-language
acquisition and positive minority identity development. To improve teacher readiness,
there is a need for targeted training programs focusing on DLL education, inclusive teaching
practices, and the integration of minority-specific linguistic and cultural contexts (E. K.
Nagy, 2025). Consequently, this context places specific demands on teachers, requiring
them to balance minority language maintenance with state-language instruction. This dual
requirement highlights the need for a better understanding of teachers’ readiness within
minority-language educational settings.

2.4. Research Gaps

In Slovakia, teaching the Slovak language is mandatory from the first grade in pri-
mary schools, including those with Hungarian as the medium of instruction (Kozmács,
2019). This highlights the need for teachers to be well-prepared to deliver state-language
instruction to DLLs from the beginning of formal education. However, the current state
curriculum for Slovak language instruction does not adequately address the needs of
bilingual pupils or those from minority environments (G. T. Nagy, 2020). This mismatch
creates additional challenges for both learners and teachers, highlighting the importance of
teachers’ readiness in bilingual educational contexts.

Previous research has identified multiple dimensions of teachers’ readiness, including
professional preparation, teacher competencies, challenge management, instructional aids
use, professional needs, and language-related factors (Dunekacke et al., 2024; Lam et al.,
2016; Machmud et al., 2025; Son et al., 2013; Velmurugan et al., 2025). These dimensions
are particularly relevant in DLL contexts, where teachers must address pedagogical, lin-
guistic, and socio-cultural demands (Johnson et al., 2019; Zepeda et al., 2011). However,
prior studies have largely examined these factors separately, rather than as an integrated,
multidimensional construct. Furthermore, although teachers’ age and teaching experience
have been associated with readiness (Deng et al., 2021; Meng et al., 2025), the underlying
constructs remain unclear. Language proficiency and preferred language use have been
proposed as potential mediators (Collins et al., 2023; Faez et al., 2021), but empirical evi-
dence is limited and inconsistent, particularly in early childhood and minority-language
contexts (Mejak & Medved, 2019; Petek, 2024; Ramírez et al., 2019; Shammari & Olaimat,
2019; Wu et al., 2023). Addressing these gaps is essential for better understanding how to
support teachers in delivering effective state-language instruction in Hungarian-medium
kindergartens in Slovakia.

2.5. Research Aim and Questions

Based on the gaps identified above, this study aims to examine teachers’ readiness to
deliver state-language instruction to dual language learners (DLLs) in Hungarian-medium
kindergartens in Slovakia as a multidimensional construct. Specifically, the study first tests
whether teachers’ readiness is empirically represented by a six-dimensional measurement
model comprising professional preparation, teacher competencies, challenge management,
instructional aids use, professional needs, and Slovak language use outside kindergarten.
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It then investigates whether distinct readiness profiles can be identified, whether these
profiles differ across background and language-related characteristics, which factors predict
membership in higher readiness profiles, and whether language proficiency and preferred
language use mediate the relationship between teaching experience and teachers’ readiness.

Accordingly, the following research questions guide the study:
RQ1: Is teachers’ readiness to deliver state-language instruction empirically repre-

sented by a six-dimensional measurement model comprising professional preparation,
teacher competencies, challenge management, instructional aids use, professional needs,
and Slovak language use outside kindergarten?

RQ2: What readiness profiles can be identified among teachers?
RQ3: Do the identified readiness profiles differ significantly across readiness dimen-

sions and background characteristics?
RQ4: Which factors predict teachers’ membership in higher readiness profiles relative

to lower readiness profiles?
RQ5: Do teachers’ language proficiency and preferred language use mediate the

relationship between teaching experience and teachers’ readiness?

3. Materials and Methods
3.1. Participants

The study included 313 preschool teachers (female = 312) working in Hungarian-
medium kindergarten classes in Slovakia. Data collection took place in spring 2025. Partici-
pants were recruited using a non-probability convenience sampling approach, with volun-
tary participation from kindergarten teachers working in Hungarian-medium institutions
in Slovakia. The questionnaire was completed electronically on site in Hungarian-medium
kindergartens/classes, with a trained fieldworker present to support administration. Par-
ticipation was anonymous, and completion time was approximately 20 min. Participants’
characteristics are described in Table 1.

3.2. Instruments

(a) Background Questionnaire

Background variables were assessed with a structured background questionnaire
covering (a) demographics (gender, age, highest educational attainment), (b) linguistic
biography (mother tongue, nationality, language of primary education studies), (c) regional
and institutional context, (d) professional profile (years of teaching experience, current
position, qualifications related to teaching Slovak), and (e) language use preferences (pre-
ferred language use at home and social settings). Moreover, self-reported Slovak language
proficiency was measured on four skills (reading, writing, listening, and speaking), using a
seven-point scale (0 = lowest, 6 = highest).

(b) Teachers’ Readiness Questionnaire

Teachers’ readiness was assessed by 49 Likert-type items organized into six dimensions,
rated on a 4-point scale (1 = strongly disagree, 2 = disagree, 3 = agree, 4 = strongly agree).
The original 49-item questionnaire is provided in Appendix A; after the PCA, 39 items
were retained for the main analyses; these items are marked with an asterisk (*) in the
Appendix A. These assessed dimensions are as follows.

1. Professional preparation (9 items)
(e.g., During my studies, I received adequate preparation in the use of teaching
materials such as textbooks and workbooks.)

2. Teacher competencies (9 items),
(e.g., I can organize and manage Slovak-language activities effectively.)
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3. Challenge management (7 items),
(e.g., Children can be motivated to participate in Slovak-language activities.)

4. Instructional aids use (6 items),
(e.g., I continuously expand my collection of Slovak literary texts and songs.)

5. Professional needs (6 items), and
(e.g., There is a need for an up-to-date methodological guide.)

6. Use of the Slovak language outside kindergarten (12 items).
(e.g., I also speak Slovak with my friends and family.)

Table 1. Background characteristics of participants.

Variables N % Variables N %

Total 313 100 Mostly Slovak, but also Hungarian 7 2.24
Mother tongue − − Bilingual 16 5.11
Hungarian 306 97.76 Other 1 0.32
Slovak 7 2.24 Language of primary education − −
Nationality − − Hungarian 291 92.73
Hungarian 247 78.91 Slovak 21 6.71
Slovak 63 20.13 Other 1 0.32
Roma 1 0.32 Teaching experience − −
Czech 1 0.32 0−5 years 70 22.36
Ukrainian 1 0.32 6−10 years 51 16.29
Age − − 11−15 years 43 13.74
18–20 years 1 0.32 16−20 years 26 8.31
21–25 years 23 7.35 21−25 years 20 6.39
26–30 years 21 6.71 26−30 years 19 6.07
31–35 years 32 10.22 31−35 years 20 6.39
36–40 years 45 14.38 35−40 years 41 13.10
41–45 years 51 16.29 41+ years 23 7.35
46–50 years 45 14.38 Number of children in school − −
51–55 years 33 10.54 Fewer than 20 38 12.14
56–60 years 40 12.78 Between 21 and 100 244 77.96
61–65 years 20 6.39 Between 101 and 200 27 8.63
65+ years 2 0.64 Between 201 and 300 3 0.96
Preferred language at home − − More than 300 1 0.32
Hungarian only 243 77.64 Highest level of education − −
Slovak only 1 0.32 Grammar school 1 0.32
Mostly Hungarian, but also Slovak 60 19.17 Vocational secondary school 121 38.66
Mostly Slovak, but also Hungarian 2 0.64 College/bachelor’s degree (Bc, BA) 95 30.35
Bilingual 5 1.60 University/master’s degree (Mgr., MA) 93 29.71
Other 2 0.64 Doctoral studies (PhD) 3 0.96
Preferred language in social setting − −
Hungarian only 93 29.71
Slovak only 1 0.32
Mostly Hungarian, but also Slovak 195 62.30

3.3. Analysis

Data were analyzed using IBM SPSS Statistics version 23 and Stata version 19. First,
descriptive statistics were computed to summarize participants’ characteristics and key
variables. As an initial exploratory step, principal component analysis (PCA) was con-
ducted in SPSS to examine the dimensional structure of teachers’ readiness. Confirmatory
factor analysis (CFA) and structural equation modeling (SEM) were performed in Stata
19 to validate the measurement model and test the relationships among variables. La-
tent profile analysis was used to identify distinct profiles of teachers’ readiness based
on the six dimensions. Model fit indices and information criteria (e.g., Akaike Informa-
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tion Criterion—AIC, Bayesian Information Criterion—BIC) were used to determine the
optimal number of profiles. Differences across profiles were examined using chi-square
tests and other appropriate statistical tests. Finally, mediation analysis was conducted
within the SEM framework to examine the potential indirect effects of language proficiency
and preferred language use on the relationship between teaching experience and teachers’
readiness. Statistical significance was set at p < 0.05. Model fit was evaluated using multiple
indices, including the Comparative Fit Index (CFI) and Tucker–Lewis Index (TLI), with
values ≥0.90 indicating acceptable fit (≥0.95 good), and the Root Mean Square Error of
Approximation (RMSEA), and Standardized Root Mean Square Residual (SRMR), with
values ≤0.08 indicating acceptable fit (≤0.06 good) (Kline, 2015).

To address RQ1, principal component analysis was first conducted to examine the
dimensional structure of the instrument, followed by confirmatory factor analysis to test
whether the retained six-factor measurement model showed acceptable fit to the data.
The model was considered supported if the factor solution was theoretically interpretable,
factor loadings were substantial and statistically significant, and the global fit indices met
conventional thresholds.

4. Results
4.1. Principal Component Analysis (PCA)

Principal component analysis (PCA) with Varimax rotation was conducted to examine
the dimensional structure of the teachers’ readiness assessment. The Kaiser–Meyer–Olkin
(KMO) measure indicated excellent sampling adequacy (KMO = 0.92), exceeding the
recommended threshold of 0.60. Bartlett’s test of sphericity was statistically significant
(χ2(741) = 7735.36, p < 0.001), confirming that correlations among items were sufficiently
large to proceed with factor analysis. The number of factors was determined using multiple
criteria, including eigenvalues greater than one, scree plot inspection, and theoretical inter-
pretability of the factor solution. These criteria supported a six-factor structure. Although
alternative factor solutions were initially considered, the six-factor solution provided the
most conceptually coherent and interpretable structure. The six-factor solution accounted
for 63.11% of the total variance after rotation (using the Kaiser criterion, eigenvalues greater
than 1). The first component represented professional preparation (PP), comprising nine
items with strong loadings ranging from 0.70 to 0.87. The second component represented
teacher competencies (TC), with factor loadings ranging from 0.55 to 0.73. The third
component represented challenge management (CM), with loadings ranging from 0.54
to 0.85. The fourth component represented instructional aids use (IAU), with loadings
ranging from 0.65 to 0.74. The fifth component represented professional needs (PN), with
loadings ranging from 0.73 to 0.85. The sixth component represented Slovak language
use outside kindergarten (SLU), with loadings ranging from 0.51 to 0.83. Communalities
after extraction ranged from 0.39 to 0.81, indicating that most items shared a moderate
to high proportion of variance with the extracted components. Only a small number of
items demonstrated relatively lower communalities, yet they were retained due to their
conceptual relevance and acceptable factor loadings within their components. However,
ten items from the original 49-item questionnaire were removed due to low factor loadings
(<0.40) or substantial cross-loadings on multiple factors. Consequently, the final instru-
ment comprised 39 retained items, and all subsequent analyses were conducted using this
39-item version of the instrument (Table 2).
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Table 2. Factor loadings and communalities of teachers’ readiness assessment.

Items Factor 1
(PP)

Factor 2
(TC)

Factor 3
(CM)

Factor 4
(IAU)

Factor 5
(PN)

Factor 6
(SLU) Communalities

PP1 0.87 0.81
PP2 0.87 0.81
PP3 0.81 0.71
PP4 0.80 0.73
PP5 0.80 0.68
PP6 0.75 0.62
PP7 0.74 0.59
PP8 0.72 0.62
PP9 0.70 0.57
TC1 0.73 0.79
TC2 0.69 0.70
TC3 0.75 0.70
TC5 0.69 0.66
TC6 0.66 0.63
TC7 0.65 0.51
TC8 0.64 0.57
TC9 0.55 0.51
CM1 0.85 0.77
CM2 0.81 0.69
CM3 0.64 0.69
CM4 0.55 0.69
CM6 0.55 0.58
CM7 0.54 0.48
IAU1 0.74 0.69
IAU2 0.72 0.63
IAU3 0.65 0.64
PN1 0.85 0.62
PN2 0.81 0.61
PN3 0.78 0.62
PN4 0.78 0.48
PN5 0.73 0.66
SLU1 0.83 0.69
SLU2 0.82 0.62
SLU3 0.78 0.60
SLU4 0.74 0.58
SLU6 0.73 0.54
SLU7 0.63 0.68
SLU8 0.58 0.57
SLU9 0.51 0.39

Note. Factor loadings below 0.40 and across-loadings were suppressed. PP (professional preparation), TC (teacher
competencies), CM (challenge management), IAU (instructional aids use), PN (professional needs), and SLU
(Slovak language use outside kindergarten).

4.2. Confirmatory Factor Analysis (CFA)

The measurement model consisting of six latent constructs, such as PP, TC, CM,
IAU, PN, and SLU, was also evaluated using confirmatory factor analysis. The model
(Figure 1) demonstrated an acceptable to good fit to the data (χ2(687) = 1657.29, p < 0.001,
RMSEA = 0.067, 90% CI [0.063, 0.071], CFI = 0.911, TLI = 0.902, SRMR = 0.069), indicating
that the hypothesized factor structure adequately represented the observed data. All factor
loadings were statistically significant (p < 0.001) and ranged from moderate to very high
across constructs. Specifically, items measuring PP showed strong loadings ranging from
0.69 to 0.91, indicating a well-defined construct. Similarly, TC demonstrated substantial
loadings between 0.57 and 0.76, supporting the internal consistency of the factor. For CM,
factor loadings ranged from 0.56 to 0.75, suggesting that the items adequately measured
teachers’ instructional challenges. The construct IAU exhibited moderately strong loadings
(0.59–0.83), reflecting consistent measurement of instructional support resources. Likewise,
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PN showed strong loadings ranging from 0.60 to 0.89, indicating that the items reliably
represent the measurement of instructional needs. Finally, the SLU factor showed loadings
ranging from 0.52 to 0.89, indicating acceptable to strong associations between the observed
indicators and the latent construct.

Figure 1. The CFA model for measuring teachers’ readiness.
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4.3. Descriptive Statistics

Descriptive statistics indicate moderate to relatively high levels of teachers’ readiness
across the six dimensions. The highest mean score was observed for professional needs
(M = 3.56, SD = 0.49), suggesting a strong professional need for continued professional
development. Teacher competencies, challenge management, and use of instructional aids
also showed relatively high mean values, indicating that teachers generally perceive them-
selves as capable of managing instructional tasks and using teaching resources effectively.
In contrast, professional preparation (M = 2.58, SD = 0.74) and Slovak language use outside
kindergarten (M = 2.59, SD = 0.74) obtained comparatively lower mean scores. These
findings suggest that teachers report lower levels of prior preparation and less frequent use
of Slovak beyond the school environment (Table 3).

Table 3. Descriptive statistics of the sample.

Readiness Factors No. of Items M (SD) Skewness Kurtosis Cronbach’s α

Professional preparation 9 2.59 (0.74) 0.15 −0.65 0.94
Teacher competencies 8 3.21 (0.50) −0.23 −0.45 0.85
Challenge management 6 3.24 (0.53) −0.48 0.13 0.82
Instructional aids use 3 3.12 (0.58) −0.42 0.17 0.73
Professional needs 5 3.56 (0.49) −1.01 1.10 0.88
Slovak language use outside kindergarten 8 2.59 (0.74) 0.01 −0.84 0.89

Total 39 2.98 (0.45) −0.02 –0.50 0.94
Note. M (mean), SD (standard deviation).

4.4. Latent Profile Analysis
4.4.1. Model Selection

Latent profile analysis was conducted in Stata 19 using generalized structural equation
modeling (GSEM) to identify distinct readiness profiles among participants based on six
readiness indicators: professional preparation (PP), teacher competencies (TC), challenge
management (CM), instructional aids use (IAU), professional needs (PN), and Slovak
language use outside kindergarten (SLU). Models specifying two, three, and four latent
profiles were estimated. Model selection relied on multiple criteria, including log-likelihood
values, information criteria (AIC and BIC), entropy, likelihood ratio tests (LMR), class size
adequacy, and interpretability of the resulting profiles (Table 4). Model fit improved as the
number of profiles increased, as reflected in decreasing AIC and BIC values from models of
2-profile, 3-profile, and 4-profile.

The 3-profile model demonstrated a substantial improvement in fit compared with the
2-profile model, supported by significant likelihood ratio tests (LMR = 159.85, p < 0.001). In
addition, entropy increased slightly from 0.85 to 0.86, indicating improved classification
accuracy and clearer profile separation. The 4-profile solution further reduced AIC and
BIC values, and both likelihood ratio tests remained statistically significant (LMR = 59.34,
p = 0.007), suggesting that adding a fourth profile improved model fit statistically. How-
ever, entropy decreased to 0.81, indicating reduced classification precision. Furthermore,
inspection of class proportions revealed that the 4-profile solution introduced a very small
subgroup comprising approximately 6% of participants. Examination of profile means
showed that this additional class primarily subdivided an already existing low-readiness
group rather than introducing a substantively distinct readiness pattern. Considering
statistical improvement together with classification precision, profile stability, and con-
ceptual interpretability, the 3-profile solution was retained as the most parsimonious and
interpretable representation of readiness differences in the sample. The retained profiles
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can be marginally interpreted as representing low, moderate, and high readiness groups,
which were used in subsequent analyses.

Table 4. Comparison of latent profile models.

Model Profiles N LL Rank AIC BIC Entropy df LMR p > LMR

Model 1 2 313 −1492.89 19 3023.77 3096.07 0.85 − − −
Model 2 3 313 −1410.99 26 2873.98 2972.92 0.86 7 159.85 <0.001
Model 3 4 313 −1380.59 33 2827.19 2952.76 0.81 7 59.34 0.007

Note. Likelihood-ratio tests compare the given model versus the same model with one less latent class, LL (Log-
likelihood), AIC (Akaike’s information criterion), BIC (Bayesian information criterion), df (degrees of freedom),
and LMR (Lo-Mendell-Rubin-adjusted likelihood-ratio test statistics).

4.4.2. Three-Profile Model

The retained 3-profile model revealed quantitatively distinct groups of teachers across
the six readiness dimensions, which can be interpreted as low, moderate, and high readi-
ness profiles (Figure 2). Differences among profiles were consistent across all indicators,
suggesting that readiness varies mainly in overall level rather than in specific strengths
or weaknesses.

Figure 2. A model showing three distinct profiles of teachers’ readiness. Note. PP (professional
preparation), TC (teacher competencies), CM (challenge management), IAU (instructional aids use),
PN (professional needs), and SLU (Slovak language use outside kindergarten).

Profile 1 (Low readiness) comprised around 10% of the sample and demonstrated the
lowest mean scores across dimensions of teachers’ readiness, particularly in professional
preparation, instructional aids use, and Slovak language use outside kindergarten. This
profile indicates limited preparedness and weaker engagement with language practice and
instructional resources.

Profile 2 (Moderate readiness), comprising nearly half of the participants, demon-
strated moderate readiness across dimensions. Teachers in this group generally managed
instructional demands adequately but still showed room for improvement, especially in
professional preparation and Slovak language use outside kindergarten.

Profile 3 (High readiness), including 41% of teachers, exhibited consistently high scores
across all readiness dimensions. It reflects strong professional preparation, instructional
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competencies, effective challenge management, and active engagement with the Slovak lan-
guage use outside of kindergarten. The profiles appear to reflect a readiness continuum in
which improvements occur simultaneously across dimensions rather than in isolated areas.

As presented in Table 5, statistically significant differences were observed among the
three readiness profiles across all six readiness domains. One-way results showed large
between-profile differences in professional preparation, teacher competencies, challenge
management, instructional aids use, professional needs, and Slovak language use outside
kindergarten (all p < 0.001). LSD (least significant difference) post hoc comparisons con-
sistently indicated a graded pattern in which Profile 1 demonstrated significantly lower
scores than Profile 2, while Profile 3 showed significantly higher readiness levels than both
other groups (P1 < P2 < P3). These findings confirm that the three profiles represent clearly
differentiated levels of teacher readiness, supporting the interpretation of readiness as a
continuum rather than a set of isolated competence patterns. Figure 3 also shows clear
differences across the three latent profiles. The low readiness group displays negative
standardized scores across all dimensions. The moderate group shows values close to the
mean. The highest readiness group demonstrates consistently positive scores across all
dimensions, indicating strong readiness in all aspects.

Table 5. ANOVA analysis for the comparison of teachers’ readiness profiles.

Profile % of the
Sample

PP
(M, SE)

TC
(M, SE)

CM
(M, SE)

IAU
(M, SE)

PN
(M, SE)

SLU
(M, SE)

Probability
(SE)

Profile 1 (Low
readiness)

10.06%
(N = 30) 2.08 (0.12) 2.47 (0.07) 2.40 (0.07) 2.31 (0.09) 2.98 (0.09) 1.98

(0.11) 0.10 (0.02)

Profile 2 (Moderate
readiness)

48.34%
(N = 152) 2.34 (0.06) 2.98 (0.03) 3.05 (0.03) 2.95 (0.04) 3.56 (0.04) 2.32

(0.06) 0.48 (0.03)

Profile 3 (High
readiness)

41.59%
(N = 131) 3.02 (0.06) 3.68 (0.03) 3.69 (0.03) 3.55 (0.04) 3.72 (0.04) 3.09

(0.06) 0.41 (0.03)

F-value 51.54 418.00 319.39 170.23 78.17 78.75
p-value <0.001 <0.001 <0.001 <0.001 <0.001 <0.001
LSD P1 < P2 < P3 P1 < P2 < P3 P1 < P2 < P3 P1 < P2 < P3 P1 < P2 < P3 P1 < P2 < P3

Note. N (number), M (mean), SE (standard error), LSD (least significant difference), PP (professional preparation),
TC (teacher competencies), CM (challenge management), IAU (instructional aids use), PN (professional needs),
and SLU (Slovak language use outside kindergarten), P1 (Profile 1), P2 (Profile 2), P3 (Profile 3).

Figure 3. Standardized means of teachers’ readiness by latent profiles.
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4.5. Factors Associated with Different Profiles of Teacher Readiness

Table 6 shows that several background characteristics differed across the three teacher
readiness profiles, while some variables showed no differences. Gender was not related to
readiness levels (χ2 = 1.39, df = 2, p = 0.489). In contrast, age was significantly associated
with readiness (χ2 = 52.09, df = 20, p < 0.001), with higher readiness more common among
teachers in later career stages. Language background was also important. Mother tongue
differed across profiles, χ2 = 9.94, df = 2, p < 0.01, with Slovak native speakers more often
appearing in higher readiness groups. Similarly, preferred language used at home and in
social settings showed strong associations with readiness, indicating that teachers who use
Slovak or both languages more frequently tend to have higher readiness levels.

Table 6. Two-way table with measures of association [N (%)].

Background Variables
Low
Readiness
(N = 30)

Moderate
Readiness
(N = 152)

High
Readiness
(N = 131)

χ2 (df ) p-Value

Gender 1.39 (2) 0.489
Male − − 1 (0.75)
Female 30 (100) 152 (100) 131 (99.24)
Age 52.09 (20) <0.001
18–20 years 1 (3.33) − −
21–25 years 8 (26.67) 11 (7.24) 4 (3.05)
26–30 years 3 (10.00) 11 (7.24) 7 (5.34)
31–35 years 2 (6.67) 19 (17.50) 11 (8.40)
36–40 years 1 (3.33) 28 (18.42) 16 (12.21)
41–45 years 7 (23.33) 27 (17.76) 17 (12.98)
46–50 years 4 (13.33) 19 (12.50) 22 (16.79)
51–55 years − 12 (7.89) 21 (16.03)
56–60 years 3 (10.00) 15 (9.87) 22 (16.79)
61–65 years 1 (3.33) 10 (6.58) 9 (6.87)
65+ years − − 2 (1.53)
Mother tongue 9.94 (2) <0.01
Hungarian 30 (100) 152 (100) 124 (94.66)
Slovak − − 7 (5.34)
Preferred language at home
Hungarian only 28 (93.33) 130 (85.53) 85 (64.89) 25.45 (10) <0.01
Slovak only − − 1 (0.76)
Mostly Hungarian, but also Slovak 2 (6.67) 18 (11.84) 40 (30.53)
Mostly Slovak, but also Hungarian − − 2 (1.53)
Bilingual − 3 (1.97) 2 (1.53)
Other − 1 (0.66) 1 (0.76)
Preferred language in social setting
Hungarian only 21 (70.00) 54 (35.53) 18 (13.74) 58.28 (10) <0.001
Slovak only − − 1 (0.76)
Mostly Hungarian, but also Slovak 9 (30.00) 94 (61.84) 92 (70.23)
Mostly Slovak, but also Hungarian − − 7 (5.34)
Bilingual − 3 (1.97) 13 (9.92)
Other − 1 (0.66) −
Language of primary education 27.73 (4) <0.001
Hungarian 29 (96.67) 151 (99.34) 111 (84.73)
Slovak 1 (3.33) − 20 (15.27)
Other − 1 (0.66) −
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Table 6. Cont.

Background Variables
Low
Readiness
(N = 30)

Moderate
Readiness
(N = 152)

High
Readiness
(N = 131)

χ2 (df ) p-Value

Teaching experience
0−5 years 14 (46.67) 34 (22.37) 22 (16.79) 31.57 (16) <0.05
6−10 years 4 (13.33) 32 (21.05) 15 (11.45)
11−15 years 1 (3.33) 23 (15.13) 19 (14.50)
16−20 years 5 (16.67) 11 (7.24) 10 (7.63)
21−25 years 2 (6.67) 10 (6.58) 8 (6.11)
26−30 years − 9 (5.92) 10 (7.63)
31−35 years − 9 (5.92) 11 (8.40)
35−40 years 3 (10.00) 13 (8.55) 25 (19.08)
41+ years 1 (3.33) 11 (7.24) 11 (8.40)
Slovak teaching qualification level in Kindergarten
Very poor
Poor 10 (33.33) 15 (9.87) 15 (11.45) 35.83 (14) <0.01
Rather poor 6 (20.00) 38 (25.00) 18 (13.74)
Moderate 6 (20.00) 30 (19.74) 21 (16.03)
Rather good 3 (10.00) 24 (15.79) 20 (15.27)
Good 3 (10.00) 21 (13.82) 25 (19.08)
Excellent − 15 (9.87) 7 (5.34)
Can’t evaluate/not applicable − 5 (3.29) 14 (10.69)
Number of children in school 2 (6.67) 4 (2.63) 11 (8.40)
Fewer than 20 5.85 (8) 0.663
Between 21 and 100 4 (13.33) 21 (13.82) 13 (9.92)
Between 101 and 200 24 (80.00) 113 (74.34) 107 (81.86)
Between 201 and 300 2 (6.67) 14 (9.21) 11 (8.40)
More than 300 − 3 (1.97) −
Highest level of education − 1 (0.66) −
Grammar school 17.56 (8) <0.05
Vocational secondary school − 1 (0.66) −
College/bachelor’s degree (Bc, BA) 11 (36.67) 44 (28.95) 66 (50.38)
University/master’s degree (Mgr., MA) 12 (40.00) 54 (35.53) 29 (22.14)
Doctoral studies (PhD) 7 (23.33) 52 (34.21) 34 (25.95)

− 1 (0.66) 2 (1.53)

Educational background also mattered. The language of primary education was
significantly related to readiness (χ2 = 27.73, df = 4, p < 0.001), with Slovak-medium
schooling more common among teachers with higher readiness. Teaching experience
further distinguished the profiles, χ2 = 31.57, df = 16, p < 0.05, as more experienced teachers
were more often found in the moderate and high readiness groups. Perceived qualification
for teaching Slovak in kindergarten was strongly associated with readiness, χ2 = 35.83,
df = 14, p < 0.01, with better perceived preparation associated with higher readiness. School
size was not associated with readiness profile membership. However, teachers’ educational
level was significantly associated with readiness profile membership (χ2 = 17.56, df = 8,
p < 0.05), suggesting that teachers with higher academic qualifications, particularly those
holding university/master’s degrees or a PhD, were more likely to belong to the moderate
and high-readiness profiles.

4.6. Influencing Factors of Teacher Readiness

Multinomial logistic regression analysis was conducted to examine which background
and professional factors predict membership in higher readiness profiles compared with the
low-readiness group (Profile 1). Profile 1 served as the reference category, and predictors
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were examined for membership in Profile 2 (moderate readiness) and Profile 3 (high
readiness) (Table 7). Age was not included in the multinomial regression model because
of its strong overlap with teaching experience and to reduce potential multicollinearity
among predictors.

Table 7. Multinomial logistic regression analysis of profiles.

Factors
Profile 2 vs. Profile 1 Profile 3 vs. Profile 1

β z-Value p Value 95%CI β z-Value p Value 95%CI

Nationality −0.11 −0.26 0.793 [−0.96, 0.73] −0.01 −0.02 0.988 [−0.83, 0.82]
Education level 0.20 0.77 0.443 [−0.31, 0.71] −0.23 −0.91 0.362 [−0.72, 0.26]
Teaching experience 0.19 1.74 0.083 [−0.02, 0.39] 0.33 3.13 <0.01 [0.12, 0.53]
School location 0.00 0.00 0.996 [−0.30, 0.30] 0.03 0.27 0.788 [−0.25, 0.33]
Preferred language at home 0.46 1.10 0.271 [−0.36, 1.29] 0.98 2.41 <0.05 [0.18, 1.78]
Preferred language at social setting 0.87 2.86 <0.01 [0.27, 1.46] 1.53 4.86 <0.001 [0.91, 2.15]
Slovak language proficiency in reading 0.52 2.87 <0.01 [0.16, 0.88] 1.47 6.55 <0.001 [1.03, 1.92]
Slovak language proficiency in listening 0.67 3.45 <0.01 [0.29, 1.05] 1.79 7.19 <0.001 [1.30, 2.28]
Slovak language proficiency in writing 0.51 2.70 <0.01 [0.14, 0.89] 1.64 6.97 <0.001 [1.18, 2.10]
Slovak language proficiency in speaking 0.89 4.27 <0.001 [0.48, 1.30] 1.91 7.55 <0.001 [1.41, 2.41]

First, results indicate that teaching experience showed a differentiated pattern: it
did not significantly predict membership in the moderate readiness group, but it signifi-
cantly increased the likelihood of belonging to the high readiness group, Profile 3 (β = 0.33,
p < 0.01). This suggests that more professional experience contributes particularly to reach-
ing the highest readiness level. In contrast, nationality, education level, and school location
did not significantly predict profile membership.

Second, language-use variables displayed stronger associations with readiness. Pre-
ferred language used in social settings significantly predicted membership in both higher
readiness profiles, with stronger effects observed for the high-readiness group (β = 1.53,
p < 0.001) than for the moderate profile (β = 0.87, p < 0.01). Teachers who more frequently
use Slovak in social contexts are therefore substantially more likely to demonstrate higher
readiness. Preferred language used at home, however, was only significant for Profile 3
(β = 0.98, p < 0.05), suggesting that intensive exposure in private contexts contributes partic-
ularly to reaching the highest readiness level. In addition, the most consistent and strongest
predictors across models were Slovak language proficiency skills. Higher proficiency in
reading, listening, writing, and speaking Slovak significantly increased the likelihood of
belonging to both moderate and high readiness profiles, with effects systematically larger
for Profile 3.

4.7. Mediation Analysis of Teachers’ Readiness

Building on the above regression results, a mediation analysis was conducted to ex-
amine whether language proficiency and preferred language use explain the relationship
between teaching experience and teachers’ readiness. The mediation model (Figure 4)
demonstrated an acceptable overall fit to the data (χ2(61) = 281.44, p < 0.001). The incremen-
tal fit indices indicated good model fit (CFI = 0.942, TLI = 0.926), and the residual-based
indices were within acceptable limits (SRMR = 0.073; RMSEA = 0.077). These indices
indicate that the model provides an adequate representation of the observed data.

The results in Table 8 showed that teaching experience significantly and negatively
predicted language proficiency (β = −0.30, p < 0.001), while it did not significantly predict
preferred language use (p > 0.05). At the same time, both language proficiency (β = 0.23,
p < 0.001), and preferred language use (home and social settings) (β = 0.46, p < 0.001) exerted
strong positive effects on teachers’ readiness, with preferred language use emerging as the
strongest predictor. Teaching experience also had a significant direct effect on readiness
(β = 0.33, p < 0.001). However, the indirect effect of teaching experience on readiness
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was small and not statistically significant (β = −0.04, p > 0.05). While a negative indirect
pathway was observed via language proficiency (β = −0.07, p > 0.05), a smaller positive
pathway via preferred language use was also found (β = 0.02, p > 0.05). Accordingly, these
findings suggest that language proficiency and language use do not function as mediating
mechanisms but rather operate as independent predictors of teachers’ readiness. The effects
of teaching experience on readiness are therefore primarily direct, rather than indirectly
transmitted through language-related variables.

Figure 4. The mediation model in teachers’ readiness. Note. *** (p < 0.001), PP (professional
preparation), TC (teacher competencies), CM (challenge management), IAU (instructional aids use),
PN (professional needs), and SLU (Slovak language use outside kindergarten).

Table 8. Standardized direct, indirect, and total effects in the structural model.

Outcome Predictor Direct β p Indirect β p Total β p

Language
proficiency Teaching experience −0.30 <0.001 − − −0.30 <0.001

Preferred
language Teaching experience −0.05 0.440 − − −0.05 0.440

Teachers’
readiness

Language proficiency 0.23 <0.001 − − 0.23 <0.001
Preferred language 0.46 <0.001 − − 0.45 <0.001
Teaching experience 0.33 <0.001 −0.04 >0.05 0.26 <0.01
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5. Discussion
The study examined teachers’ readiness to deliver state-language instruction to DLLs

in Hungarian-medium kindergartens in Slovakia using a multidimensional and person-
centered approach. The findings provide support for the conceptualization of teachers’
readiness as a complex and multifaceted construct.

Regarding RQ1, the findings supported the conceptualization of teachers’ readiness as
a six-dimensional construct. Both the initial PCA and the subsequent CFA indicated that
the proposed measurement model provided a theoretically interpretable and empirically
acceptable representation of the data. This finding supports the conceptualization of teach-
ers’ readiness as a multidimensional construct comprising several interrelated domains
that function together in practice. It is also consistent with prior research highlighting
the multidimensional nature of teacher readiness in early childhood and DLL contexts
(Dunekacke et al., 2024; Lam et al., 2016; Zepeda et al., 2011). These results suggest that
teacher training should address multiple domains simultaneously.

With respect to RQ2, the latent profile analysis revealed three distinct readiness profiles
(low, moderate, and high), suggesting that teachers differ mainly in overall readiness level
rather than in specific patterns of strengths and weaknesses. Teachers tended to show
consistently low, moderate, or high scores across all readiness domains, indicating that
readiness varies primarily in overall level rather than in isolated patterns of strengths
and weaknesses. This implies that support efforts should focus on overall professional
development rather than on a single domain. This finding aligns with previous research
indicating variability in teacher preparedness based on experience and contextual factors
(Deng et al., 2021) and is consistent with a holistic view of teacher development.

Concerning RQ3, the profile comparison showed that several background factors were
related to teachers’ readiness. Age and teaching experience were strongly associated with
higher readiness. Teachers in later career stages were more often in the moderate and high
readiness groups. This is consistent with previous studies showing that greater experience
is associated with stronger teaching skills and classroom management (Deng et al., 2021;
Ramírez et al., 2019). Language factors were also important. Teachers who used Slovak
more often at home and in social settings had higher readiness. Those with Slovak as
their mother tongue were also more likely to be in higher readiness groups. Although the
association between Slovak use and teachers’ readiness may appear intuitive, the present
findings are important. These findings suggest that readiness may be associated not only
with formal training, but also with teachers’ everyday language engagement outside the
school context. This finding is consistent with research highlighting the role of language
use in bilingual teaching (Collins et al., 2023; Johnson et al., 2019). Educational background
also mattered. Teachers with Slovak-medium schooling and higher qualifications showed
higher readiness. In contrast, gender was not related to readiness. These results suggest
that readiness is mainly shaped by experience, language use, and educational background,
rather than by demographic factors.

In relation to RQ4, background characteristics showed differentiated effects on readi-
ness profiles. Teaching experience was a significant predictor, particularly for higher
readiness levels. This finding is consistent with earlier studies suggesting that more expe-
rienced teachers tend to report stronger instructional skills and classroom management
(Deng et al., 2021; Ramírez et al., 2019). However, the results also showed that teaching
experience was more strongly associated with high readiness than moderate readiness,
indicating that experience may be particularly important for achieving advanced levels
of preparedness. Language-related variables, especially Slovak language proficiency and
preferred language use in social contexts, emerged as the strongest predictors of readiness.
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This supports previous findings emphasizing the importance of language competence and
usage for effective teaching in bilingual settings (Collins et al., 2023; Johnson et al., 2019).

Finally, regarding RQ5, the mediation analysis did not support the hypothesized
indirect effects. Although teaching experience significantly predicted language proficiency,
and both language proficiency and preferred language use strongly predicted teachers’
readiness, the indirect effects were not statistically significant. These results indicate that
language-related variables do not mediate the relationship between teaching experience
and teachers’ readiness in this model, but rather function as independent predictors. This
suggests that readiness is shaped by multiple parallel influences rather than by a single
indirect pathway. This finding also aligns with studies suggesting that the relationship
between experience, language skills, and teaching effectiveness is not always linear or
mediated (Mejak & Medved, 2019; Wu et al., 2023). One possible interpretation is that
pedagogical readiness may be associated with multiple parallel influences, including
experience, training, and contextual exposure, rather than with a single indirect mechanism.

The study makes several contributions to research and practice. A key contribution
of this study is the distinction between modifiable and non-modifiable factors influencing
teachers’ readiness. While age and teaching experience were significant predictors, these
cannot be directly targeted through intervention. In contrast, language proficiency and
language use are modifiable and therefore provide more actionable pathways for improving
readiness. The results indicate that teachers who use Slovak more frequently and report
higher proficiency are more likely to belong to higher readiness profiles. These findings
suggest that interventions may be more effective if they focus on increasing meaningful
opportunities for language use rather than relying solely on formal training. However,
such efforts may face barriers, including limited exposure to Slovak in the DLL context
and professional development programs that prioritize pedagogy over practical language
use. To address this, training should emphasize practice-based language development,
create structured opportunities for active language use, and integrate use into everyday
professional routines. Continuous support is also needed to ensure sustained development.
These findings suggest that general support for less experienced teachers is insufficient
unless it specifically targets language-related competencies. More broadly, the study
contributes to the literature by providing a multidimensional, person-centered framework
of teachers’ readiness and identifying distinct readiness profiles. Thus, it clarifies which
factors are actionable for intervention, highlighting language proficiency and use as key
targets for policy and practice in DLL contexts.

There are also several limitations in this study. First, the data were cross-sectional,
which limits causal interpretation of the relationships. Second, all measures were self-
reported, which may introduce bias and overestimation of teachers’ readiness. An addi-
tional conceptual limitation concerns the professional needs dimension. Although it formed
a coherent factor in the present analyses, it may reflect perceived support needs as much
as readiness itself, and should therefore be interpreted as a related but partially distinct
component of teachers’ readiness. Third, the study was conducted in Hungarian-medium
kindergartens in Slovakia, so the findings may not be generalizable to other educational or
linguistic contexts. Fourth, although key background variables were included, other factors,
such as classroom practices and training quality, were not examined. Finally, the mediation
results should be interpreted with caution, as indirect effects may require longitudinal or
experimental designs to be more accurately tested.

6. Conclusions
The findings of this study confirmed that teachers’ readiness is a multidimensional

construct consisting of six key components. The results also revealed three distinct readi-
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ness profiles, reflecting different levels of overall preparedness. Background characteristics,
particularly age, teaching experience, and language-related factors, were significantly as-
sociated with higher readiness levels. In contrast, the mediation analysis showed that
language proficiency and preferred language use did not mediate the relationship between
teaching experience and teachers’ readiness, but instead functioned as independent predic-
tors. Teachers’ readiness appears to be more strongly associated with active language use
than with formal qualifications in the present sample. Although the identified predictors
are broadly consistent with prior literature, the study contributes by showing how these
factors operate together within a multidimensional and person-centered framework. It also
demonstrates that the expected indirect effects were not supported, thereby clarifying the
role of language-related variables in teachers’ readiness. From a practical perspective, the
findings highlight language proficiency and language use as especially relevant targets for
teacher support and professional development.
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Appendix A
Teachers’ Readiness Questionnaire (Original Version)
The questionnaire is anonymous and takes approximately 20 min to complete. The

data will be used solely for research purposes. Please respond to all items and indicate, for
each statement, the response option that best represents your view.

Response scale: 1 = Strongly disagree, 2 = Disagree, 3 = Agree, 4 = Strongly agree
Professional Preparation

1. * During my kindergarten teacher training, I received adequate methodological prepa-
ration for implementing Slovak-language activities.

2. * The instructors who taught the Slovak language and literature were inspiring to me.
3. * During my studies, I received adequate preparation in the use of teaching materials

such as textbooks and workbooks.
4. * During my studies, I was introduced to a sufficient range of Slovak children’s

literature for use in kindergarten.
5. * During my studies, I was introduced to a sufficient range of Slovak songs and

musical materials for use in kindergarten.
6. * During my studies, I received thorough preparation for planning Slovak-language

activities.
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7. * During my studies, I received thorough preparation for implementing Slovak-
language activities in practice.

8. * The teaching practicum provided sufficient opportunities to gain experience in
implementing Slovak-language activities in kindergarten.

9. * The courses I took during my studies contributed to the development of my Slovak
language proficiency.

Teacher Competencies

10. * I consider my Slovak language proficiency sufficient for implementing kindergarten
activities in Slovak.

11. * I am familiar with the curriculum requirements and can plan my work accordingly.
12. * I can align the goals of Slovak-language activities with the State Educational Pro-

gramme for Preschool Education.
13. I support children’s early Slovak language acquisition through separate Slovak-

language activities.
14. * I support children’s early Slovak language acquisition during everyday kindergarten

activities.
15. * I can organize and manage Slovak-language activities effectively.
16. * I have adequate subject-specific methodological knowledge to implement Slovak-

language activities.
17. * After completing my studies, I further prepared myself for implementing Slovak-

language activities through self-directed professional development.
18. * I regularly keep up to date with current methods and findings related to early Slovak

language education.

Managing Instructional Challenges

19. * As a practising kindergarten teacher, I feel prepared to implement high-quality
Slovak-language activities.

20. * Parents/legal guardians have a positive attitude towards children’s early Slovak
language acquisition in kindergarten.

21. * I can effectively plan and implement Slovak-language activities in a single-age group
of children.

22. * I can effectively plan and implement Slovak-language activities in a mixed-age group
of children.

23. Familiarity with methodological guidelines is essential for implementing high-quality
Slovak-language activities.

24. * Integrating Slovak-language activities into the daily routine is important for high-
quality implementation.

25. * Children can be motivated to participate in Slovak-language activities.

Use of Instructional Aids

26. * I have access to a variety of teaching aids for implementing Slovak-language activities.
27. * I continuously expand my set of materials and tools for supporting Slovak language

acquisition in a playful way.
28. * During Slovak-language activities, I regularly use ICT tools such as an interactive

whiteboard.
29. When preparing Slovak-language activities, I use the methodological guide developed

for Hungarian-medium kindergartens.
30. When preparing Slovak-language activities, I use the Slovak-language text collection

compiled for Hungarian-medium kindergartens.
31. I continuously expand my collection of Slovak literary texts and songs.
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Professional Needs

32. * Preservice teacher education should place greater emphasis on the methodology of
early Slovak language acquisition in kindergarten.

33. * There should be in-service professional training on early Slovak language acquisition
in kindergarten.

34. * In-service professional training should provide opportunities to learn playful and
innovative methods for introducing children to Slovak.

35. * There is a need for a collection of literary texts and songs using simple vocabulary
and language structures.

36. * There is a need for an up-to-date methodological guide.
37. The institution should provide the teaching aids, textbooks, workbooks, and other

materials needed for implementing Slovak-language activities.

Slovak Language Use Outside Kindergarten

38. * I also speak Slovak with my friends and family members.
39. * I frequently use Slovak when communicating outside the home.
40. * I have friends who communicate with me exclusively in Slovak.
41. * I often use Slovak in everyday life.
42. When speaking, I often switch between Slovak and Hungarian depending on the

situation.
43. * In my free time, I enjoy using Slovak in activities such as hobbies, social media, or

watching television.
44. * I have positive experiences with using Slovak in everyday life.
45. * I consider knowledge of Slovak essential for integration into Slovak society.
46. * Knowledge of Slovak is important for finding a job in Slovakia.
47. I believe I will need Slovak in my future career in Slovakia.
48. I plan to improve my Slovak language proficiency in the future.
49. I feel motivated to improve my Slovak language proficiency.

Note. Items retained in the final 39-item measurement model are marked with
an asterisk.
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