Appendix A.
2015-2016 Boston School Committee English Language Learner Task Force
Membhers

« Suzanne Lee, Task Force Co-Chair

* Miren Uriarte, Boston School Committee, Task Force Co-Chair

* Janet Anderson, EdVestors

= Paulo De Barros, Cathaolic Charities Teen Center at St. Peter’s, CVC-UNIDO
* Geralde Gabeau, The Immigrant Family Services Institute (IFSI-USA)

*  Bob Hildreth, Families United in Educational Leadership (FUEL)

* Abdul Hussein, ACEDONE |

» Kim Janey, Massachusetts Advocates for Children

* Rev. Cheng Imm Tan, Parent/Educational Consultant

« Diana Lam, Conservatory Lab Charter School

* John Mudd

* Dr. Maria Serpa, Lesley University

* Alejandra St. Guillen, Director, Office of New Bostonians, City of Boston
» [vacant]

* [vacant]

Coordinator: Michael Berardino




O.

910Z'TT'€ paiepdn

'$§9038 9jqennha 2uNsua 01 59)||WeY PUB SIU3PNIS

T3 U0 1oedwl pue JUSwW|[04us [eSI2AUN JO ssauSould ayl noqge pawloju) daay

*(Z Je3p) WSISAS JuswuBisse Juapnis

MIU Jo 3Ns3J B se aBuUeyD Juswfolua 3yl 1noge yodaa 1senbay  "$773 JO SSWO3IN0
pue swesSoid Quaswadeid uo ue(d JuswUSISSE MauU Y3 4O UopejuaWa[dil)

341 J0 1oedill 3Y1 (JO 1UILLSSISSE [RI3UIE SUI 03 91Ng1LIU0D 10} S5assy
‘spooydogysiau s,uoisog u sdnosd

Aauiw ansinBul| Jo uoringuasip ay3 01 spuodsad sweddald Jo UoRNgUIsIP JUs4IN3a
341 41 BUIUEMIBIBP U] YEIS Sd9 UM 3eJ0qe([oo ‘e12p uoiteindod a1ep o dn Suisn

Aauarndsun
1310340 yyMm SIPNIS 717 Jo JUWUBISSH pul JUAWSSISSD BUACIdW] «
Aq Juswugissy pue JusSWISsIsSY JUIPn3s anoddg g
9T-STOEZ HO-A SYIHV HHOM

‘318 ‘Jjooy3s Jo adA) ‘|ans| 2pesd
Ag “(sJ9348UD 10L3SIP-U SUIPN|IUL) 5|00LIS S (|8 JOJ JUSLUDAIIYIE JUIpNIS O
UoRUS1ad pue Buply [BUUOSIBd

(Uoneoo|e wWEPNg T30 pPUE B|NWJOL JUBPNIS pajydlam) 188png  ©

SIIEPNIs 113 Jo jooyas Agq suiened juaw|osus pue sweldoud Ul sjuapnis

J0 “s|oAR] apeld ||e sso13e ino updo safjuie) Sulpnpul ‘Juawusissy o
Aem Ajawiy e Ul elep
ulelqo 01 JEaA JjuLpede 9yl 10} suodal pue sjsanbal B1eD JO JRpUI|RD B AJUIP]
*5773 JO UsWIaAR|Yde pue Juswade|d
wesdoid azepdoidde JO S10322IPUL JO 185 8 MBIADL A|JUD1515U0D pue dojeaap Apuior
‘Buinodal 30dsSn/rOasn
10 SlugluRINb3J Y3 s198W 1841 SIUBPNIS T13 J0) SIDIAISS pue Juawaded
IN0ge YUOREWIOM] 81kinJ3e aonpoid 01 Ajeded 30 JuswsAcidul] BY3 JI01JUO

o}

ASojouyan] jo asn pue swalsAs ereq anoudwi 'z
STUMUDNHLS ANV SINFLSAS

ssalSodd ssassy

uaddol 3 a5pw 031 AIpssasau 532400534

Burinanp pun 131s1p ui s1uapnis jio 4of wsyonbuig fo (pob Buziofural
Aq 1240517 fo 24n3n2 jonYINW Tonbuiynw ay3 3o pinoys Sq4g
“12L1SE [ean1 iy nyy ‘jenduljnin Se Sdg 910wold pue 3z1ug01ay T
NOISIA ONY NOISSIIN

- 91-ST SIILIYOIYd IDU0L MSYL |

m._dow

m:;wms_ mu._o"_ JseL m..SN ._mn_EmEmm e _oﬁm_un_: B ST0T LT AeN U0 g93wwoy _aa.._um 3 vacmmm.&
m._<0mu m_um_Ou_ v_m<._.. O._. n__ImZO_.rd,_um Z_ mm__.._._m_OEn_ 910¢-ST0¢C
o 1DYO4SYLTIT

T X IWIIM



PRPRSU BIEP ON | QINONIS ISP )-qnS 9210, JSe] TTH JO uonenjeay
ssjer vopedionted juased TId -

SOUIATIIE JUsuLTFedus Juated H 1weIino jo uonduosa - (90) yuewadeduy yuaieg
wersord pue Joovos Aq 198png TS/ TTH pewelor] -
89914194 TTH J0J 198png papslery - (aouwur) molssnoasyJ 198png
Jmeuriony sdd. -
saurropms fesodoad juerin) - ([Torustiolsog) sojepd() JTOW[OITY [ESISATU ) L102-6-994
PIPaau BIRp ON QIIMELIOY) [00YDS 03 110day Jea A-PIN
Papaau ejep OpN orepd[] 9210 J[sB ] dBny JUSUIoARIYOY 29 Arumioddo

SI9]US0 SIOUWO0MIN/SUI00]S Ay UINOIY) PIATIS SOT[TIIE] T -
JUSW{joIua Jo spunol up uerpedronred A[nue] g -

purTHSp snsioa Auiqe[reae werdord mr sden - {£8a1en s uotujoInyg

"L19T07ZAS 107 JUSWI[0IUD opeId 56 PUB T/TH - ‘Tuotededuy) fuetyiomuy % jaewudissy jueptny

Aot /eoey Aq TIH JO SHNSIY SYOW/Q0dIVd -

('TH AQ SISO SYIW/D0UVd -

TTH F9ASN "SA JHTA SA STTH SHISOY SYOIN/ODIVd - (vao) 1oday DDAV /SYOW
STIH 10 ISA 01Se3Ue) -
B[RULIO USPTIE Pajgstom pejooforg - (souenry) Furnueg J93pug 9LOT-$1-02(T
POpAsU BIBP ON sepepd) sonrmmIodqns 9210, NSeL, T It

werdoxd AQ sowooINo
Juspmis Jo ApmIs [eUTpIIGUO] eI STuIpiy] pue sjmsay -
: 5311082180 WeT

{7 U0 BuIsToOy oIsSIqns fO( S, TTHQ U0 UOHEIUISAL] - (vao % 1190) $1odey 10q 9107-0T-R0
PP BJBD ON SeNII0LI PUR S[EOL) 2210 S8 T {1 JO UOSSTIISI(L
P2P20U BIEP ON SeNIANOY IOWWING 9010, s8], T 14 uo sarepdny _
“1eaA Tooyos o1 107 sonurond pue uwejd juesory - TTHO woy soyepdn 9107-S1-1deg
s1sanbay vy sardoT, e

(ayepdwa ), 3ye1q) LT-9T0T sisoubay wieq/iepuare)) vjeg

IIPIUIRLOIY NS JUIWUSISTY JUIPNIS PUE BIE(] — 3210 JSe], TTH SIF D Xrpuaddy




OPEb L D

Review of Seiren, E. (2015). Special Education and English Language Learner students in Boston
charter schools: Impact and classification. School Effectiveness and Inequality Initiative Discussion
Paper #2015.03.

Michael Berardino, PhD Candidate, Public Policy, University of Massachusetts Boston
michael.berarino(@umb.edu

Febrnary 11, 2016

The following is a review of the paper “Special Education and English Language Learner students in
Boston charter schools; Impact and classification” by Elizabeth Setren published by MIT’s School
Effectiveness and Tnequality Initiative (http://seii.mit.edu/wp-content/uploads/2015/12/SEII-Discussion-
Paper-2015.05-Setren. pdf). This review is written at the request of Miren Uriarte, Co-Chair of the English
Language Learer Task Force and a member of the Boston School Committee and addresses the findings
in the paper related to English Language Learners (ELLs), setting aside any issues focused on Special
Education siudents. This review highlights a number of concerns regarding the methodology and
conceptual design of Setren’s research including the generalizability of the findings, the omission of
contextual factors, and the validity of the outcome measures, as well as, the validity of the findings
relating to reclassification of ELLs.

The Setren paper reports on the academic outcomes of ELLs in Boston charter schools, showing that
when looking at the Massachusetts Comprehensive Assessment System (MCAS) performance of ELLs
who apply to charter schools, on average, those who enroll in Boston charter schools have higher MCAS
scores than those that remain in traditional Boston public schools, The author provides very strong
evidence that this is true even for ELLs of all levels of English proficiency and previous MCAS scores.
Specifically, the report shows that, “FLL students score over 0,307 standard deviations higher on math in
charters relative to {raditional public schools ,.. Charters generate English score gains of 0.200 standard
deviations for ELL middle school applicants. While English exam estimates for elementary and high
schools are noisier, they are positive and mostly significant (p.8)”. Additionally, the author finds that
charter attendance also increases the likelihood that ELLs meet high school graduation requirements and
earn a state merit scholarship. Based on these findings, the author argues that attending a Boston charter
school improves achievement for all ELLs, even those with the lowest levels of English proficiency (p.1}.

Generalizability of Findings to Larger ELL Population: The author evaluates the effectiveness of
charter schools for ELLs by limiting the analysis to students that apply to charter scheol lotteries, a
common statistical technique amongst educational economists evaluating charter school effectiveness. In
this analytical approach, students that are selecied at random from the lottery pool and enrolled in charter
schools are compared to those that entered the charter lottery but did not receive a charter offer and
remained in traditional schools. The argument is that the only difference between the two groups is the
random assignment of students to charter schools; therefore, any differences in outcomes between the two
groups can be attributed {o attending a charter school, Although this is a strong method fo assess the
effectiveness of the program being evaluated (charter schools) on these specific participants, it is limited
in its comparison to the effectiveness of the program to which charters are being compared (district
schools). This is because whereas the pool of applicants contains the universe of the potential population
of charters, the universe of the population of the district’s schools is much broader and diverse (including
most notably new immigrant families unaware of the charter school system and late-entry ELLs) than the
pool of applicants to the charter schools. There is no evidence in this paper that charter schools would be
successful for non-applicants. Therefore, generalizations about the findings of this research should be
limited to students that apply to the charter school lottery.



traditional public schools using both MCAS scores and English proficiency assessment scores as evidence
to support this finding. While the improvements in MCAS TLA scores are clear, the differences in scores
on the state’s English proficiency assessments are inconclusive. The anthor finds no statistically
significant differences in English proficiency scores for ELLs in elementary and middle school, but
marginally significant (at a 10% significance level) differences in English proficiency scores at the high
school level. Therefore, the claim of increased English proficiency rests largely on higher MCAS ELA
scores, which is not a complete measure of English proficiency.

Reclassification Rates: One unexpected finding in the paper is the significantly higher reclassification
rate for ELLSs at charter schools relative to traditional public schools. The papet shows that in the period
between lottery application and enrollment (i.e. before any instruction), charter schools are reclassifying
ELLs at a significantly higher rate, largely driven by the reclassification of ELLs with “intermediate” and
“advanced” levels of English proficiency. To explain the differences in reciassification rates that occur
priot to any instruction, the author offers that charter schools have a “lower preference for c¢lassification”.
However, according to DESE reclassification guidelines, ELLs assessed at ACCESS Levels 1-4 must
retain their ELL designation and receive ESL services, while those at Level 5 and higher may be
reclassified based on the district’s discretion.’ Therefore, it is critical that the author shares more
information on the definition of the proficiency categories (the corresponding MEPA or ACCESS Levels
for the “Beginning”, “Intermediate”, or “Advanced” categories) to determine the appropriateness and
legality of the reclassification of ELLs at Boston charter schools, specifically the classification of ELLs at
ACCESS Level 4 and lower.

Another concerning aspect of the reclassification discussion are the significant differences in
reclassification rates amongst Native Speakers of Other Languages [NSCOL] that apply for the charter
lottery in Pre-K and Kindergarten and therefore have no baseline English proficiency scores. According
to the paper, 38% of the NSOL charter lottery applicants that enroll in Boston charter schools in Pre-K
and Kindergarten are designated as ELL, a significantly lower rate than the 64% of NSOL lottery
applicants that are placed in traditional public schools.* Districts must assess the English proficiency of all
NSOL students enrolling in Pre-K or Kindergarten using standardized English proficiency assessments
and there are strict thresholds for determining ELL classification. Therefore, either Boston charter schools
are selecting NSOL students with higher levels of English proficiency from the lottery or the charter
schools are failing to appropriately assess and classify ELLs, thereby failing to provide students with
federally and state mandated services.

Conclusion: ] commend Elizabeth Setren for beginning the process of analyzing ELL cutcomes in charter
schools. This paper is an important step in understanding the potential role different forms of instruction
have on the education of ELLs, However, it is critical to note that the evidence provided in this paper
does not support the conclusions that charter schools universally boost academic performance for all
ELLs. Considering the highly political nature of the charter school discussion, it is paramount that the
author tempers the use of causal language and bases conclusions on the evidence provided (e.g. this
analysis estimates that BLLs in Boston charter schools perform significantly higher on the MCAS Math
and ELA tests than comparable ELLs in traditional Boston public schools). I recommend further
quantitative analysis that considers both student level and school level factors and uses additional
outcomes measures including other measures of academic achievement and engagement. Additionally, I
recommend continuing the targeted qualitative research to investigate the experiences of ELLs in Boston
charter schools and the pedagogical approach at charter schools where ELLs are thriving.

3 Guidelines can be found at: ittp:/fwww.doe.mass.edu/ell/Guidance, pdf,

* According to calculations based on DESE data

(htip:/fprofiles.doe.mass.edu/profiles/student. aspx?orgeode=003500008orgtypecode=5&1efiNavid=305&), 63% of all NSCL
students in the Boston Public Schools are classified as ELL.
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Executive Summary

Research from the last 50 years has demonstrated that the active participation of
parents in their children’s education has been found to positively influence educational
outcomes. All those positive effects impact children of all ages (from eatly education to
high school), and across race, ethnicity, gender, socioeconomic status, and parent’s
educational attainment. However, in spite of this it remains a challenge for the majority of
schools across the US. Moreover, parental engagement in schooling continues to differ
greatly among the different groups of parents, with immigrant parents showing among the

lowest rates of participation (Turney & Kao, 2009).

Conceptual Models:

The research presents several conceptual models of parent engagement. The most
traditional model is the one defined in the “No Child Left Behind Act of 20017 which
defines parental engagement in terms of school-based participation and two-way
communication with the school, including: parental assistance in their children’s leaming,
involvement in their education at school, and partnering in their education, including in
decision-making and on advisory boards. This model definition presents imitations to the
participation of immigrant parents who tend to be less involved in school activities, but
their engagement at home is higher (Anderson & Minke, 2007, Delgado-Gaitan, 1991,
Klein, 2008; Lowenhaupt, 2014; Sui-Chu & Willms, 1996; Turney & Kao, 2009).

Others have proposed more comprehensive models. Epstein's (1995) “Six
Partnerships Framework", for example, redefines thé relationship between schools,
families, and communities as overlapping spheres of influence. The overlapping spheres
translate in common interests that can be promoted by policies and actions of the

stakeholders through six types of educational involvement that this model recognizes.
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Barriers posed by the characteristies or limitations of parents included :
® [ anguage barriers are a discouraging factor for engagement when parents cannot speak
fluently English.

» Cultural differences in the understanding of the meaning and requirements of engagement
® Unfamiliarity with the system and their role
Many studies suggest ﬁat time, money, safety (depending on the location and time of the
activities), childcare, and segmentation of the programs hinder parents’ participation
{Georgis et al., 2014; Quezada, 2003; Salinas Sosa, 1997; Suarez Orozco, 2009). However,
other studies suggest that parents’ resources are not related to parental engagement and they
participate if they perceive participation is needed, getting engaged despite their constraints
(Anderson & Minke, 2007).
Successful Programs for Imnmigrant Parents

The literature describes numerous projects, progratus, initiatives, and strategies that
have successfully engaged immigrant parents across the US. The analysis of these
programs shows that successful programs resemble the more comprehensive and broader
models. The programs reviewed also share two pillars on which they built all their
strategies: building and strengthening relationships with parents, and empowering parents.

Successful strategies for building relationships and strengthening connections with parents

include:

o Increasing the opportunities of intera;:tion among parents, and among parents and
teachers.

o Improving the relations parents-parents, parent-teachers, and parents-kids.

o Creating close and meaningfinl relationships school-families.

o Creating a welcoming environment.
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Parental Engagement Among Immigrant Parents: A Review of the Literature

Introduction
Research from the last 50 years has demonstrated that parent engagement' in |
schooling is a key element of academic success. The active participation of parents in their
rchildfen’s education has been found to poéitively inﬂuencé educational outcomes: students
achigye higher scores in standardized tests, their school attendance improvés, their
academic aspirations increase, their engagement with schooling increases leading to a
decrease in dropout rates. (Eagle, 1989; Hendefson & Mapp, 2002; Hill & Tyson, 2009;
Hill et al., 2004; Hong & Ho, 2005; Jeynes, 2003, 2007; Steimberg et al, 1992). All those
positive effects impact children of all ages (from early education to high school), and across

race, ethnicity, gender, socioeconomic status, and parent’s educational attainment.

The consistency of these findings prompted the incorporation of parental
engagement to federal educational policies beginning with the Elementary and Secondary
Education Act of 1965. Since then parental engagement has been increasingly gaining
importance as a fundamental piece for students’ achievement in the subsequent educational
reforms. However, in spite of this incorporation of parental engagement into public policies
and the acceptance of its importance in students' outcome, it remains a challenge for the

majority of schools across the US.

1 , . . i e .
The different studies use different denominations for parent engagement, such as patent involvement, parental

participatiorn, or more recently school-parent- comumunity partnerships. In this report the ferms ave used in an
interchangeably way,
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of immigrant parental engagement are for the most part focused on the Latino population.
These gaps impede the assessment of the characteristics and barriers faced by different
immigrant groups as well as the programs that have been successful in addressing their
needs. This literature review, although acknowledging the differences that parents from
different countries of origins may have, approaches immigrant parents as a whole group

- with similar characteristics and barriers.

This review begins with a brief sunmmary of parental engagement in the history of the

school reform movement ;[0 gain a better understanding of evolution of parental
engagement as a policy priority, followed by a description of the definitions and conceptual
frameworks of parental engagement used in the literature. The following section describes
the findings regarding the barriers that hinder immigrant parents' participation. Then, the
focus turns to programs that have been implemented in schools and/or districts in the US

that have demonstrated success in engaging immigrant parents. Finally, there is a section

dedicated to strategies and recommendations for future initiatives to address immigrant
parents' involvement.

School Reform Movement

The consistency of the research findings regarding the positive impact of parental

engagement on student outcomes, has led to its inclusion in educational policies beginning
with 1965’s Elementary and Secondary Education Act (ESEA), which included in its
language the concept of effective parental involvement practices. Since then, every
reauthorization of ESEA up to the 2001 No Child Left Behind Act and 2015°s Every
‘Student Succeeds Act has included language promoting i)érental engagement. Federal

initiatives and reports have also focused on parent’s participation. These include, the report
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Turney & Kao, 2009). Thus, researchers suggest that the definition of parental engagement
should incorporate a broader perspective that acknowledges all the different types of
parental engagement (Henderson & Mapp, 2002; Sy et all, 2007), The need to broaden the
deﬁtioﬁ is also supported by the evidence that parental engagement at home has a
stronger relationship with academic achievement than engagement in school activities (Hill
& Tyson, 2009; Sui-Chu & Willms, 1996). For instance, the discussion of expectations,
aspirations, goals and learning strategies between parents and their kids has a strong
relationship \With educational attainment during middle school, while the parent
engagement in schooling has a weaker relation with achievement (Hyll & Tyson, 2009).

The need for a broader definition of parent engagement makes it necessary to shift the
conversation towards conceptual rﬁodels that consider parent engagement in a more
comprehensive way, as a Iﬁultifaceted process in which multiple agents need to be
involved. Epstein (1995), Mapp & Kuttner (2013), and Warren et al (2009) are examples of
scholars that address parental engagement from a broader perspective. They have
developed different frameworks of parental engagement that incorporate a more detailed,
and practical understanding of parental engagement. These are described below and
summarized in Table 1.

Epstein (1995) developed the Six Types of Partnerships Framework, a model that
describes six general categories of family - school - community partnerships: 1) parenting:
helping families to establish home environments to support children as learners, 2)
communicating: effective two-way communication about school programs and children’s
progress, 3) volunteering: recruitment and organization of parents as school’s volunteers,
4} learning at home: helping parents to support their kids with their homework and other

learning activities, 5) decision - making: including parents in leadership roles and in the
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the parents and their children's. Differently, Warren and Kuttner's framework focuses on
building the capacity of schools and parents to enable them to engage in partnerships.
Nevertheless, and despite the differences among the three approaches, the three of them
highlight the importance of building capacity, strength relations, and empower parents to
create meaningful partnerships. The three of them were developed to engage all types of
parents without special mention of any particular group.

Barriers

As mentioned before, parents across race/ethnic groups and the different
sociocconomic status are interested in their children's education, and want them to succeed
(Mapp, 2003). Despite that, parental engagement in schooling differs among different
groups of parents. Native - born parents are more involved that foreign- born parents
(Delgado-Gaitan, 1991; Lahaie, 2008), while the engagement is lower among immigrant
| parents (Turney & Kao, .2009), being especially lower among Hispanic, Asian, and Black
foreign-born parents than in native-born Whites (Tumey & Kao, 2009).

The engagement barriers that parents have may help to explain those differences. The
Hterature reviewed acknowledge the existence of common barriers for all parents that may
impact negatively their engagement, such as poor communication school-parents, school-
centric understanding of parental engagement by educators, parents' educational
background, or the lack of resources that parents have (including time and transportation
among others) among others (Anderson & Minke, 2007; Sui-Chu & Willms, 1996; Lawson,
2003). But in the case of immigrant parents, they have to overcome a greater number of
barriers compared to native-born Whites that may be the cause of their higher levels of
disengagement in schooﬁng (Lahaie, 2008; Mapp, 2003; Turney & Kao, 2009). They have

a different understanding of what to be engaged means (Crosnoe, 2001; Klein, 2008), their

11
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school expectations. (Carretn, et al., 2005; Delgado Gaitan, 1991; Jasis & Ordofiez-
Jasis, 2012). This unbalance in the power relations make parents be less interested in
engaging in some of those activities, and ultimately in schooling.

- Personnel attitudes. Some immigrant parents feel negative or condescending attitudes

from personnel (Quezada 2003), or that they are being judged of their characteristics
(race, ethnicity, social class, etc.) (Salinas Sosa, 1997), other immigrant parents feel
that are being marginalized when interacting with schools ( Turney & Kao, 2009).

- Communication. The use of sophisticated language by the school personnel hinders

engagement (Salinas Sosa,1997). By using professional terminology that parents may
not understand, the communication between parents is ineffective and parents may
sense a distance with the educators.

- Lack of personal relationship. The lack of personal relationships among parents and

teachers and school administrators ultimately hinder the collaboration of parents with

the educators (Carredn, et al., 2005).

Barriers posed by the characteristics or limitations of parents. Research suggests that

immigrant parents have numerous barriers that hinder their engagement. They may be

grouped into four main categories: resources, language, cultural differences, and

unfamiliarity with the system.

- Resources. Regarding resources there is controversy about their impact on parental
engagement, Many studies suggest that time, money, safety (depending on the
location and time of the activities), childcare, and segmentation of the programs

. .hinder parents’ participation (Georgis et al., 2014; Quezada, 2003; Salinas Sosa,
1997, Suarez Orozco, 2009). However, other studies suggest that parents’ resources

are not related to parental engagement and they participate if they perceive

13
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Resources Georgis et al.,, 2014
Quezada, 2003
Salinas Sosa, 1997
Suarez Orozco, 2009
Anderson & Minke, 2007
Language Carredn, et al., 2005
Delgado-Gaitan, 1991
Georgis, et al,, 2014
Quezada 2003
Veraetal, 2012
Cultural differences Delgado-Gaitan, 1991
Georgis, et al,, 2014
Quezada 2003
Salinas Sosa 1997
Sy ct al, 2007
Unfamiliarity with the system Doucet, 2011

: Georgis, et al., 2014
Klein, 2008
Salinas Sosa, 1997
Vera, 2012

Posed by the characteristics or limitations of parents.

Successful Programs for Engagement of Immigrant Parents

The litérature describes numerous projects, programs, initiatives, and strategies that
have successfully engaged immigrant parents across the US. In general, these programs are
very heterogeneous, not all of them follow a concrete framework, and some of them were
even created as a learning opportunity for parents and ended up fostering pareﬁtal
engagement. The programs found in the literature, summarized in table 3., involve mainly
small samples of participants and are often focused on one school/community or a few of
them, with a strong focus on the needs of the particular community(ies) they are serving.
The studies are mostly descriptive, many focused on Latino families, or on immigrant

parents without targeting and specific ethnic group.

One focus of the literature is on the entities that initiate the programs. These
include examples of programs developed as part of a school initiative (Auerbach & Collier,

2012; Georgis et al, 2014; Quezada, 2003; Rivera & Lavan, 2012; Sobel & Kugler, 2007,

15
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teachers, and parents-kids and creating close and meaningful relationships
school-families. (Auerbach & Collier, 2012; Georgis et al., 2014; Quezada &
Sanchez, 2003; Rivera & Lavan, 2012; Sobel & Kugler, 2007, Warren et al.,
2009)

o Creating a welcoming environment. (Rivera & Lavan, 2012; Sobel & Kugler,
2007; Warren et al., 2009)

* Empowering parents by

o Réising awareness of the school system and school expectations. (Auerbach &
Collier, 2012; Bolivar & Chrispeels, 2011; Delgado-Gaitan ,1991; Georgis et
al., 2014; Jasis & Ordonez-Jasis, 2012; Kugler & Price, 2009; Quezada, 2010;
Rivera & Lavan, 2012)

o Using multiple languages in communications with the families, (Bolivar &
Chrispeels, 2011; Delgado-Gaitdn, 1991; Georgis et al., 2014; Jasis &
Ordonez-Jasis, 2012; Kugler & Price, 2009; Sobell & Kugler, 2007; Warren et

al., 2009)

¢ Increasing parents' confidence and capacity when helping their kids with their
assignments. (Auerbach & Collier, 2012; Delgado-Gaitdn, 1991; Rivera &
Lavan, 2012.)

o Connecting them to resources in the community to addréss their needs. (Delgado-
Gaitan, 1991; Georgis et al., 2014; Quezada & Sanchez, 2003; Rivera & Lavan,

2012; Warren et al., 2009)

o Increasing their leadership skills. (Bolivar & Chrispeels, 2011; Jasis & Ordonez-
Jasis, 2012; Quezada, 2010; Sobel & Kugler, 2007; Warren et al., 2009)

o Providing specific trainings to school personnel about how to empower families

17
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Parental Engagement Among Immigrant Parents

Recommendations for Future Programs for Engagement of Immigrant Parents

Many of the authors of the different articles cited provide helpful recommendations
and strategies for future programs with immigrant parents. Those recommendations target
pareﬁts as well as the schools, and their personnel. This is a compendium of all the
recommendations provided by the literature reviewed:

1. Hducation is the key:

- Educate teachers to rise their cultural awareness, enabling them tordevelop culturally
ésnsitive practices. (Delgado-Gaitan, 1991; Kugler & Price, 2009; Lopez et al., 2001;
Sobel & Kugler, 2007) |

- Educate parents about the educational system and expectations about parental
engagement, (Auerbach & Collier, 2012; Delgado-Gaitan, 1991; Sobel & Kugler, 2007)

- Collaborate with the parents’ self-improvement and own educational goals (ask for input
to implement literacy programs, ESOL programs, and/or other educationél programs).
(Auerbach & Collier, 2012; Lopez et al., 2001; Sobel & Kugler, 2007)

Plan engasement opportunities that consider parents constrains:

13

- Using bilingual /multilmgual materials, translation services during meetings, hiring
bilingual personnel. (Auerbach & Collier, 2012)

- Meet families’ needs by mobilizing community resources. (Auerbach & Collier, 2012;
Lopez et al., 2001; Warren et al., 2009)

3. Empower parents to engage in schooling:

~ Improving relations school-families:
o Create relational bonds. ( Quezada et al., 2003; Sobel & Kugler, 2007)
o Create a welcoming environment. (Auerbach & Collier, 2012; Kugler & Price,

2009; Quezada et al., 2003)
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provide all the information needed to know in detail the strategies used. Also, the research
of those programs is mostly qualitative, and don't offer a rigorous evaluation of their
effectiveness through quantitative or mixed methods. In this way, they only offer a
description of the program and all the outcomes are related to the satisfaction of the people
involved in the programs.

With regard to the programs per se, many of them weren't created following any
theoretical framework, although through the characteristics shared they may be associated
to one of them. In most cases, their creation and stratégies are the response to a gap that the
school, the parents, or the community needed to fulfill. The vagueness of the term, along
with the imprecision in the definition in the reforms in the educational policies over time,

| has not contributed to the creation of more structured and theoretical-grounded programs.
Moreover, the limited scientific publication of rigorous evaluation of current successful
programs hinders the development of new programs based on evidence-based practices.

Given the positive impact of parental engagement on educational outcomes, along
with the.public recognition that is currently given to parental engagement, and the efforts
that are being made to implement new strategies and programs, it is advisable to take into
account all the barriers, and successful strategies that other studies have previously found.
However, it is recommended to perform rigorous evaluations of the new programs and the
existing ones, and to include in those evaluations larger populations, and qualitative
methods, in order to enable comparison and generalization. Considering the specific
characteristics of migrant parents, as a vulnerable population due to all the barriers they
face, this recommendation is especially important to offer quality programs that help them
become more involved in the education of their child, and ultimately improve the academic

performance of their children.
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