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Migrant Education Debate Tournaments:
Situated Learning and Literacies as Access to
Dominant Discourses in a Democratic Society

Julie Kay Antilla-Garza
Abstract
Migrant students who participate in Migrant Education debate tournaments access the dominant discourses in a
democratic society through situated learning and literacies. The findings in this study reveal that participants learn through
apprentice relationships with peers and adults and through the social practice of meaning making. The data of this
ethnographic study was collected over two years of regional and state Migrant Education debate tournaments. More
than 50 hours of video records of debates, interviews, and setting shots were collected and analyzed using narrative
inquiry and constant comparative method. This study contributes a greater understanding of the functions of the
Migrant Education debate tournaments. Furthermore, it is hoped that the findings from this study will be used in future
determinations of state and federal support for the Migrant Education Program (MEP) in general and for the Migrant
Education debate tournaments, specifically.
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Introduction
In the past decade, hundreds of migrant students
in California have participated in the extracurricular
debate tournaments hosted by the Migrant Education
Program. The students and adults who have
participated in the events extol the program and claim
that wonderful things take place in the tournaments.
The apparent impact of these events motivates a deeper
exploration of the Migrant Education debate
tournaments. The Migrant Education Program (MEP)
has existed as a federally-funded, supplemental
program for 50 years. However, the presence of
migrant education programs is relatively limited and
does not receive adequate exposure. A statewide
debate community comprised entirely of active migrant
students has only been known to exist for the past 15
years, and only in California. There is little reportage of
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how migrant students benefit through their
participation in the debates. This study remedies the
lack of published knowledge available on the Migrant
Education debate tournaments by addressing questions
of how and what students learn from participating in
the debates. Specifically, it addresses the research
questions:
1. How do migrant students learn, change, and
grow through their participation in the
debates?
2. What do the Migrant Education debates
afford students as learning opportunities?
In 2003, the director of a regional Migrant
Education Program (MEP) in Southern California
initiated an annual speech and debate tournament
for migrant students in middle school and high
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school. Migrant students from 13 school districts in
the county were invited to compete in speech or
debate, in either English or Spanish. The number of
migrant students who participate in this regional
event has steadily increased since 2003. In 2011,
with more than 800 migrant students participating,
the annual Migrant Education speech and debate
tournament officially became a statewide program.
The Migrant Education speech and debate
tournament served as the setting for this study. For
the purposes of concise data collection and focused
research questions, only the high school debate
component of the Migrant Education speech and
debate tournament was analyzed for this project. In
this article, the tournament — officially titled as the
“Migrant Education Program Annual Speech and
Debate Tournament” — is referred to as the “Migrant
Education debate tournament.” Note that formal
speech competitions and middle school debates were
also taking place during the tournament referenced in this
study.
I took the stance of an ethnographic researcher
and used narrative inquiry (Caine, Estefan, & Clandinin,
2013; Clandinin, 2006) to analyze debate rounds,
tournament events, and video recordings of
interviews over two tournament years. Narrative
inquiry is “a way of understanding experience. It is
collaboration between researcher and participants,
over time, in a place or series of places, and in social
interaction with milieus” (Clandinin & Connelly, 2000,
p. 20). What is happening in the Migrant Education
debate tournaments is situated in a larger narrative of
a democratic society; it is from within this nested
setting that I sought to understand how and what
students were gaining from this experience.
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Theoretical Framework
This study is framed by two sociocultural
theories relating to the construction of knowledge in
social activities. One framing theory is situated
learning in communities of practice, based in the
activities of “groups of people who share a common
passion for something they do and learn how to do it
better as they interact regularly” (Wenger, 2009, p.
1). A second framing theory for this study is literacies
as a social practice of meaning making (Gee, 2004,
2012; Lankshear & Knobel, 2011; Street, 1984, 1993,
1995, 1997, 1998, 2003, 2005a, 2005b). Literacies, in
this sense, consider what the participants know and
do with reading, speaking, writing, and listening in
certain settings to convey certain attitudes and
values.
Sociocultural theories are influenced by Lev
Vygotsky’s research on learning and child
development. Vygotsky (1986) emphasized the social
formation of the mind, meaning that learning takes
place in social interaction and cannot be considered
apart from its social and cultural context. Vygotsky’s
understanding of learning through social interaction
includes the concept of learning from a more
knowledgeable other; in other words, in noviceexpert relationships. This investigation takes a
sociocultural perspective on the learning
opportunities and learning relationships within the
migrant debate community.
This study considers these theories within the
construct of social justice, which includes the concepts
of literacy as a form of democratic enlightenment
(North, 2006; Parker, 2003), participation in a
democratic society as a result of public education
(Larson & Murtadha, 2002), and “redistribution of
access to dominant discourse and literacy” (Cazden,
2012). The redistribution of access comes from
Fraser’s (1997) theory of social justice which, from an
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educational perspective, includes intellectual matters
such as literacy and literate practices (Cazden, 2012).
Situated Learning
Situated learning could be considered a
redundant term as there is a strong argument that all
learning is situated. Learners ascertain knowledge in
their relationships with others — those who are more
knowledgeable as well as others who are also novices.
Learners learn by participating in social practices
within social structures. Purcell-Gates (2002), in
writing about the intersection of literacy and power,
observes that “we all have learned whatever we know
about different language variants or registers by being
with people who are using them” (p. 139). These
social structures, in which learning is situated, are
based on relations of power, and as such, are either
empowering or disempowering for the learner (Lave &
Wenger, 1991). Thus, through the lens of situated
learning, the connection between the social practices
of the debates and socially just universal access to
dominant discourses becomes clear. Bartolomé and
Balderrama (2001) refer to educators as exemplary
models of the more knowledgeable, or expert,
participants in communities of practice who “equalize
the unequal playing field” for the learners, and who
“provide students with ‘the best’ educational
experience” (p. 63).
Literacies as Social Practices
Current theories on literacies as social practices,
literacy practices, or literate practices, often have as
their foundation the language theories of Mikhail
Bakhtin. Bakhtin (1986) writes that the “word (or in
general any sign) is inter-individual” (p. 121)
meaning that language is socially constructed
(Purcell-Gates, Jacobson, and Degener, 2004). Gee
(2012) explains that literacy as a social practice “has
no effects – indeed, no meaning – apart from
particular cultural context in which it is used and it
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has different effects in different contexts” (p. 77).
With these parameters shaping this study, the
literacy practices of the migrant debaters are
analyzed within the context of scholastic debating.
The social practices of high school forensics shape
the findings from the Migrant Education debate
tournaments and provide the historical setting for
the evaluation of literacy opportunities within the
migrant debates.
Lankshear and Knobel (2011) define literacies as
“socially created constitutive elements of larger
human practices – discourses – that humans
construct around their myriad purposes and values”
(p. 76). They explain learning within the realm of new
literacies as progressing “toward a fuller
understanding and fluency with doing and being in
ways that are recognized as proficient relative to
socially constructed and maintained ways of ‘being in
the world’” (p. 190).
Cope and Kalantzis’ (2009) explanation of a
pedagogy of multiliteracies aligns with the
sociocultural theories of situated learning in
generative communities of practice (Lave & Wenger,
1991) in that the concept of transformation is
central:
All forms of representation, including language,
should be regarded as dynamic processes of
transformation rather than processes of
reproduction. That is, meaning makers are not simply
replicators or representational conventions….
Meaning makers don’t simply use what they have
been given; they are fully makers and remakers of
signs and transformers of meaning. (Cope &
Kalantzis, 2009, p. 10)
The concepts of transformation of being and of
meaning are related and inseparable, as Freire
(1970) would attest, which makes the situated
learning in communities of practice and literacy –
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compatible theories in this study. The Migrant
Education debate tournaments’ data are analyzed
within these theoretical frameworks.
Consider a few wide-angle views on literacy,
schooling, and learning. Cook-Gumperz (2006)
writes, “In a school society individuals undergo a
transformation through learning, by virtue of which
they become members of the wider society” (p. 12).
The arguments in this study share this perspective of
the transformation through learning. As migrant
students learn, change, and grow through
apprentice relationships and in various literacy
domains, they become included in a larger debate
community; they become members of a democratic
society. Perry (2012) writes that literacy is “what
people do with reading, writing, and texts in real
world contexts and why they do it” (p. 54). In the
context of this study, the analysis of literacy is
embedded in the actions of the debate participants.
The descriptions of literacy practices in the findings
are understood within the context of the debate
rounds. The analysis of literacies in the migrant
debate setting is communicated in this study as
interpretations of students’ use of literacies in the
context-specific setting and moment-by-moment
decision making processes of the debate rooms.
The Migrant Education Debate Tournament Setting
Preparation for the Annual Tournament
The Migrant Education Program’s regional
director and school district migrant coordinators of
the Southern California region that hosted the first
state- endorsed tournament in May 2011 assembled a
planning committee at served as the model for
subsequent annual tournament planning. The committee
began working on the preparations six months prior to
the state tournament. The members of the planning
committee met monthly with the regional director to
determine the assigned proposition, or topic, for the
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tournament and to discuss the logistics of supervising,
housing, and feeding the hundreds of students that
would be arriving from out of town.
Recruitment
By January of each year, four months prior to
the state tournament, the participating Migrant
Education regions reported that they had identified
and hired their coaches to work with their debate
teams. The background experiences of the debate
team coaches varied by the individual. Some coaches
were credentialed teachers at the school sites, some
were MEP school counselors, and some were former
migrant students who return to their local schools to
help with the program. Of the 10 high school teams
in the Southern California region that participated in
the debate tournament in 2011, only one team was
coached by someone who had previous formal
debate experience outside of the MEP.
The participating students had also been
selected or recruited from among the migrant
students in each district’s MEP by the beginning of
the calendar year. Enrollment in the MEP forensics
events is voluntary and students hear about the
tournaments from their campus migrant staff. Debate
participants began working with their coaches upon
returning from winter break, but teamwork began in
earnest at the end of February. Between February
and May the debate teams met at least weekly,
making their own schedules to fit around their other
school, family, and extracurricular obligations. Debate
teams met on weekends and during spring break to
prepare their arguments and to synthesize their
research.
The MEP debate tournament offers
competitions in English and in Spanish. The migrant
students who agreed to be debaters, agreed to be on
either a Spanish or an English team. The teams were
required to have not less than three and not more
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than five members each. Debate teams practiced the
individual sections of the debate rounds and
prepared arguments for both sides of the proposition
in the months prior to the tournaments. Some
schools with both an English and a Spanish debate
team had the two teams practice against each other
to strengthen their debating skills.
The Annual Tournament Schedule
Both the regional and the state tournaments
followed similar schedules. The tournaments were
held on a middle school or high school campus on a
Saturday and started at approximately 7:30 a.m. with
the arrival of volunteers who set up the venue. At
8:00 a.m. the participants, coaches, MEP coordinators,
and judges arrived. The approximately three dozen
judges, who are school district and community
volunteers found through snowball recruitment
methods, were each assigned to a room, usually in
pairs or triads, and received a large envelope with
scoring sheets, pens, and a timer. At approximately
8:30 a.m. all of the students, coaches, and district
coordinators gathered in the school auditorium where
they were officially welcomed, introduced to key
district and community representatives involved in the
tournament, and given a participant packet with their
schedule for the day.
At 9:00 a.m., the tournaments officially began
with three or four classrooms being used for high
school English debate rotations, and a similar
number of classrooms being used for high school
Spanish debate rotations. The English and the
Spanish debate teams remained separated for all of
the debate rounds and the judges evaluated only one
language throughout the day. The scoring criteria,
the sections of the rounds, and the time limits were
the same for both languages.
The debate’s itinerary contained a total of six
rounds lasting one hour each. Three rounds were held
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before lunch and three rounds after lunch. The debate
teams were assigned a rotational schedule at the
beginning of the day but were not notified which side
of the proposition they would be arguing in each
round until the beginning of the round. Often the
judges would flip a coin in front of the two teams to
assign the sides of the argument in the students’
presence. Between each round the team members all
took a ten-minute break. The debate teams
progressed through all the rounds without receiving
scores or indications of their winning/losing status
from any individual rounds. At no time during the
tournament did they receive scores or in-progress
rankings. The winning ranks are not announced until
the award ceremony in the evening.
At approximately 6:30 on Saturday evening the
awards ceremony started. The ceremony began with
a master of ceremonies giving a brief introduction, a
keynote speaker giving a speech to the audience, and
then with the grand unveiling of the trophies. The
winners were invited onto the stage and the winning
teams posed with their trophies while various
coaches, coordinators, and volunteers took their
photos. As soon as all the trophies had been
awarded, the participants and their coaches were
chauffeured back to their residential districts or to
the host hotel in leased school buses.
The Debate Round Schedule
Each round of debate followed the same
schedule of progression. The affirmative side of the
proposition always started the round. Regardless of
the number of participants on the teams, every
member was required to speak at some point during
each round. Between each section in the rounds, the
teams were given three minutes to prepare
themselves for the next section.
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MAXIMUM
Negative Position
TIME takes notes to respond later

ACTIONS
JUDGE MODERATOR calls debate to order,

STEP 9

announces the debate, and maintains order

NoNEGATIVE
time counted
RESPONDERS answers questions about
team’s position
Affirmative Position takes notes to respond later

STEP 2

STEP 3

JUDGE IDENTIFIES team on Affirmative Position
and team on Negative Position

Teams prepare for next step (huddle)

Both sides prepare for debate

Step 10 3 minutes
AFFIRMATIVE REBUTTAL presents opposing evidence
to arguments raised by questions

STEP 4

Affirmative Position Presents

5 minutes

LEAD DEBATER describes the overall argument

Step 11

of the Affirmative Position

NEGATIVE REBUTTAL presents opposing evidence
to arguments raised by questions

Negative Position takes notes to question later
Step 12
STEP 5

Negative Position Presents

AFFIRMATIVE SUMMATION
5 minutes
sums up Affirmative Position,

LEAD DEBATER describes the overall argument

referring to issues raised in the debate

of the Negative Position
Affirmative Position takes notes to question later

Step 13

NEGATIVE SUMMATION
sums up Negative Position,

Teams prepare for next step (huddle)
STEP 6

3referring
minutesto issues raised in the debate

Table 1
of Steps in Debate Round
CROSS EXAMINER asks the Negative Position team Official Order
2 minutes
questions about its argument
Negative Position takes notes to respond later

STEP 7

NEGATIVE CROSS EXAMINER asks the Affirmative
Position team questions about its argument
Affirmative Position takes notes to respond later

Teams prepare for next step (huddle)
STEP 8

Scoring the Debate Rounds
Each debate room had between one and
three judges scoring the two teams competing
2 minutes
against each other. The evaluation rubric had 10
criteria for which each team was given a numerical
score between one and five. Figure 1 shows a copy
of the debate evaluation form from the 2012
3 minutes
tournaments.

AFFIRMATIVE RESPONDERS answers questions

5 minutes

about team’s position
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Figure 1Debate Evaluation Form

Figure 1. Copy of debate evaluation form used in the
2012 debate tournaments.
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Participants
In 2011, at the regional tournament in Southern
California that was studied for this project, 42 high
school students competed on debate teams. There
were five English debate teams and five Spanish
debate teams with between three and five members
each. On the high school debate teams, 11
participants were freshmen, five were sophomores, 16
were juniors, and 10 were seniors.
That same year, MEP regions were permitted to
send only their top winner for each category of
competition to the annual state debate tournament.
Debate teams represented 44 school districts from
across the state. There were nine English debate
teams and five Spanish debate teams competing at
the high school level. The participants on the high
school debate teams included seven ninth graders, 16
tenth graders, 23 eleventh graders, and 17 twelfth
graders.
High school debate participants at the 2012
regional tournament in Southern California that was
the focus of this study included 30 females and 18
males. There were 11 high school debate teams with a
total of 48 students among them. The debate teams
represented eight high schools.
Trait/Year
Twenty-eight high school students
# English teams
performed English debates while
# English
24 performed Spanish debates.
debaters
Fourteen of the high school
# Spanish teams
debaters were returning
# Spanish
competitors who had participated
debaters
on a debate team in 2011 as well.
# Freshmen
Fifty-five school districts and
# Sophomores
fourteen MEP regions were
# Juniors
represented at the annual state
# Seniors
tournament in 2012. A total of 60
# Males
high school debaters were among
# Females
the participants. There were 15
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high school debate teams; nine in English and six in
Spanish. Forty-one of the high school debaters were
female and 19 were male. One English debate team
and one Spanish debate team at the 2012 state
tournament represented the Southern California MEP
region in which the regional data for this study had
been collected.
Traits of MEP High School Debate Teams
Dozens of students participated as members of
the MEP high school debate teams at each of the
regional and state events in 2011 and 2012. Table 2
provides a comparison of the significant debate team
traits over the four tournaments in which data was
collected for this study. The table identifies the
number of teams and team members by language,
the number of participants by gender, and the
number of debaters by high school grade level. The
information on the English and Spanish teams is
separated in Table 2 because the two languages are
tracked separately at the debate tournaments; they do
not compete against each other. Table 2
High School Debate Team Traits by Year
Regional 2011 State 2011
5
9
20
38

Regional 2012
5
24

State 2012
10
44

8
37

6
25

6
24

7
31

13
9
23
12
10
47

8
15
25
15
22
41

10
9
12
17
18
30

24
14
19
18
15
60
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Tracer Teams
I selected six Southern California regional teams
that I traced over the two-year study for comparison
of literacy practices and final ranks. I used data from
these six teams for initial coding and to identify the
categories in my analysis, but then used a constant
comparative method (Glaser, 1965) with all the other
teams to warrant my findings. Three tracer teams
were Spanish language teams and three were English
language teams. The
Team
Language
Spanish teams have
in Debates
the pseudonyms
Bayside, Country Road,
Riverton
English
and Sugarland while
the English teams have
Bayside
Spanish
the pseudonyms Citrus
Valley, Farmland
Country Road
Spanish
District, and Riverton. I
selected the tracer
Citrus Valley
English
teams based on their
2011 final ranks and
Farmland
English
their return to the
District
tournament in 2012.
Sugarland
Spanish
Because the debate
teams in the
tournaments were comprised of active migrant
students, there was not a single team that had all its
members from 2011 return in 2012. Table 3 lists the
tracer teams and their ranks at the regional and state
competitions in 2011 and 2012. The rank options in
the table include 1 st, 2 nd, and 3 rd place, as well as
the category “did not qualify” (meaning that the
team was ineligible for participation in the
tournament that year), and the category “did not
place” (meaning that the team did participate in that
tournament but did not score in the top three ranks).
The teams are ordered in the table according to the
number of returning members they had in 2012. The
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number of returning members ranged from five – all
but one member – to only one member returning.
Following Table 3, I’ve listed descriptions of each of
the teams’ members in 2011 and 2012 and
highlighted the pseudonyms of the returning
participants. This information on the debate
participants is in Table 4.
Table 3
Tracer Team Characteristics
2011
Regional
Rank
st
1 Place tie

2011 State
Rank

Didn’t place

Did not
quality

st
1 Place

st
1 Place

nd
2 Place

rd
3 Place

Did not
qualify

nd
2 Place

Did not
qualify

st
1 Place

Did not
place

st
1 Place tie

st
1 Place

nd
2 Place

Didn’t place

Did not
qualify

nd
2 Place

Did not
qualify
Did not
qualify
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2012
Regional
Rank
rd
3 Place

2012 State
Rank
Did not
qualify
rd
3 Place
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2011

2012

Lizette: 11th grade
th
Fabiana: 11
grade
Catalina: 12th grade

Lizette: 12th
grade Fabiana:
12th grade

th
Paula: 10 grade
Rolando: 11th grade

Carlita (alt): 9th grade
th
Eliava: 10 grade
Ava: 10th grade Janet: 11th

grade Toni: 11th grade
Melissa: 12th grade
Country
Road

JOURNAL OF MIGRANT EDUCATION

th
Cristina: 11
grade
Rene: 11th grade Eunice: 11th

grade Cesar: 11th grade
Xochitl: 11th grade
Norah: 11th grade Yelena: 11th
grade Consuelo: 12th grade

Luis: 9th grade
Chuy: 12th grade, on Sugarland
team at regional tournament
Jacinta: 11th grade
Marina: 11th grade
Sugarland Katrina: 11th grade
Farmland
District

Rebecca: 12th grade
Chuy: 12th grade, on Farmland

District team at state tournament
Yesenia: 12th grade
THE JOURNAL OF MIGRANT
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th
Paula: 11 grade
Rolando: 12th grade

Table 4
Tracer Teams Descriptions
*italics refers to return
debaters

Carlita: 10th
grade
th
Eliava: 11 grade
Ava: 11th
grade Janet:
12th grade
th
Toni: 12

th
Cristina: 12
grade
Eunice: 12th

grade Cesar:
th
Xochitl: 12th grade
Norah: 12th grade, regional only
Socorro: 12th grade
Luisa: 9th grade
Miguel:12th grade
Vanna: 10th grade, state only
Luis: 10th grade
Selena: 9th
grade
Melina:11th
grade Becky:
Katrina: 12th grade
Alex: 9th grade
Hilario: 11th grade

Jerry: 12th grade
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Data Collection Procedures
I arranged nine video cameras on-site with the
cameras in the debate rooms set in record mode
before the beginning of each tournament round, often
as debaters were entering the rooms, so several
conversations and pre-debate
Tournament
practices were captured on video. I
assumed the role of participant
observer, taking field notes primarily
Hours of
in the high school speech
Video
competitions and entering the debate Number of
rooms only to check the cameras and
Interviews
change the batteries or memory cards Pages of
between rounds. I distributed three
Notes
cameras among the teams with the
Hours of
encouragement for the camera
Observation
holders to record whatever they
experienced during the day. I kept one camera with
me for interviews and setting shots. In total 11 hours
of video was captured in 2011, 20.5 hours at the 2012
regional tournament in Southern California, and 22
hours at the state tournament in 2012.
The data collection procedures at the four
Migrant Education debate tournaments in 2011
and 2012 yielded a great quantity of writ, as well
as audiovisual, records. Table 5 provides a
categorization of data collected at each of the
tournaments. In total, 59.5 hours of video, 28
interviews, 40 pages of notes, and 58 hours of
direct observation were amassed during the
tournaments held in 2011 and 2012.
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Table 5
Data Collection by Tournament
2011
2011 State
Regional
6
11

2012
2012 State Totals
Regional
20.5
22
59.5

0

0

11

17

28

7

6

12

15

40

12

12

13

21

58

Data Analysis
I sorted each of the videos into files by
tournament year and type (regional or state). I
created separate sub-files for the interviews and
award ceremonies. Each tracer team also received
its own file; copies of their video records were
stored directly under their name.
To begin the analysis, I read back through my field
notes and then reviewed the videos. Over the course
of a year, I re-watched the videos, or portions of the
longer debate rounds, approximately 10 times. I used
the individual files for the tracer teams to view their
files and interviews repeatedly. Once I had read
through my field notes one more time, I began
identifying repetitive descriptions of skills and
meaning-making (Coffey & Atkinson, 1996) among the
participants who were interviewed. I also began
identifying literacy practices in the videos of the
debate rounds.
With rough notes of the participant patterns in
the migrant debate community, I returned to the
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Education debate tournaments to constructed
videos and began transcribing portions of the tracer
realities (Guba & Lincoln, 1989) of the tournament
team videos. The portions that I transcribed were
participants and volunteers through prolonged
transcribed verbatim at the intonation unit level
engagement, persistent observation, and member
(DuBois, 1991). I transcribed in intonation units
checks (Coe, 2012). I conducted member checks with
because it follows the contours of spoken language
individual returning participants at the regional
and my data contained primarily spoken, rather than
read, speech. In my transcriptions, I used conventions
tournament in 2012 and additional member checks
based on Bucholtz’s (2010) transcription conventions.
with debate teams in the spring of 2013. Additionally,
I sought to triangulate my evidence for my
Once I had a comprehensive list of included
interpretations. I engaged in constant comparison of
terms (Spradley, 1979) and actions, I grouped them
data as I collected video, written, and observation
into categories through semantic relationships of
records over two years and across four debate
inclusion (Spradley, 1979) using thematic terms
tournaments.
based on my theoretical framework. I then returned
to the larger corpus of data to warrant the claims
Analytic Unit
made by the choice of categories with evidence
To explore the research questions, I used
from other debate participants and their actions
debate teams as the analytic unit. Specifically, I
and words during the tournaments (Freeman,
focused on six tracer teams that participated in the
Marrais, Preissle, Roulston, & St. Pierre, 2007).
2011 and 2012 tournaments. I verified my use of
data by creating two tables of methods used to
Once I had transcripts coded and the codes
warrant the identified learning relationships and
categorized from both the tracer teams and the other
literacies discussed in the findings chapters. An X
collection of records, I reevaluated my choice for the
indicates the methods used in the analysis that
category labels. I returned to my theoretical
resulted in the term listed at the beginning of the
framework and decided to use certain terms,
row.
influenced by Lave and Wenger (1991), for the roles
played by members in communities of practice to
describe the findings for the research question about
Table 6
how students learn, change, and grow. I also sorted
Methods Used to Warrant Categories for how Students
the data related to the second research question on
the learning opportunities for
Category
Observation Field notes Video of Video of Other
participants in the debate
debate
Interview Video
tournaments. Finally, I selected
Apprentice to
X
X
X
X
representative transcripts and photos
Apprentice
to include in the findings.
Expert to
X
X
Throughout the analysis process, I Novice
sought to ensure the inference quality
Becoming
X
X
X
X
X
(Teddlie & Tashakkori, 2003), or
Experts
credibility, of my findings and claims. I
Learn through Debates
sought to match my representation of the Migrant
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Table 7
Methods Used to Warrant Categories of Literacy
Opportunities

their parents as individuals who supported them
through the debate season. The type of
Role
Observation Field notes Video of Video of Other support they identified included explicit
debate Intervie Video instruction on strategies of debate,
Multiple
X
X
X
X
guidance on questions to ask, and feedback
Perspectives
on the coherence of their arguments. Table
8 shows the source and type of support
Sound
X
X
X
X
students identified during interviews.
Arguments
Questioning
X
X
X
X
Table 8
Opponents
Sources and Type of Support Identified by
Public
X
X
X
X
Debate Participants
Speaking

FINDINGS
The first research question
Team Name
exploring how migrant students learn,
Riverton
change, and grow through their
participation in the Migrant Education
debate tournaments revealed that
Riverton
participants learned to view themselves
as participants in a wider public sphere.
As Luis from the Farmland District
Sugarland
debate team said of the Migrant
Education debate tournament, “It gives
us a chance to get a view on the
Farmland
controversial topics we have in society
District
and give our point of view.”
Bayside
Situated Learning in Communities of
Practice
In answering the research question
on how students learn through the debate process,
the concept of support was explored through
apprentice relationships with peers and with adults.
Participants named teammates, coaches, other adult
personnel, and
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Source of Support
Parents

Coach

Type of Support
Encouragement to be
involved in extracurricular
activities
Feedback on soundness of
Argument

Experienced debate
Participants

Training in debate strategies
from experienced
team members

Teammates

Decisions on strategies for
use of research binders

Coach and other migrant Organization for debate
Personnel
Rounds
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More than just the identification of sources and
types of apprenticeship this research question
sought to examine the process of support for
migrant students during the debate tournament
season. To explore this facet of the research
question, video data of practices, of team
discussions on tournament days, and of debate
rounds were reviewed for evidence of support. This
study found that migrant students were supported
in their choice to make debate a priority through
apprentice relationships, especially with their
coaches and their parents, and through socialization
into the practices of a larger forensics community.
Peer to Peer Apprenticeship
Students were also supported in the debate
tournament process through apprenticeship with
their teammates. Lave and Wenger (1991) wrote, “It
seems typical of apprenticeship that apprentices
learn mostly in relation with other apprentices” (p.
93). The participants in the Migrant Education
debate tournaments supported each other in the
learning process by grappling together over their
research topics, by sharing personal knowledge with
other apprentices, and by asking other team
members for help with strategies. Although each
team in the Migrant Education debates had at least
one coach present with them during the
tournaments, the participants relied on each other to
plan for upcoming debate rounds. The following
transcript gives an example of the Riverton team
debriefing after a debate round and discussing one
of their opponent’s arguments. The Riverton team
members supported each other in understanding the
argument and in determining what strategies they
would use to counter such claims in future debate
rounds.
Excerpt 1
Riverton Team Debrief between
Debate Rounds 2011.

Line #

Speaker

Text

1

Paula

Hey

2
3

Why is it unconstitutional?
Rolando

4

Why was it unconstitutional?

5

Paula

Was it because

6

Carlita

If it was unconstitutional then ###

7

Rolando

Yeah

8

Cause it goes against the 10th Amendment

9

Hold on a second

10

Lizette

The 10th Amendment ###

11

Paula

Let me write that down

12

Lizette

The Bill of Rights was recommended

13

Paula

Where's my pen?

14

Let me write this down on a piece of paper

15

Rolando

It goes against the 10th Amendment

16

Paula

17

Can I see the paper?
<taking Rolando's photocopied page to copy int
her notebook>

18

Yeah

19

Rolando

Oh well

20

We'll be

21

The thing that I wrote down?

22

Paula

23
24
25

Yeah uh
Um
This <holding up Rolando's photocopied
page>

Rolando

26

It goes against the 10th Amendment
It also goes against the 14th Amendment

27

And the 10th Amendment

28

Lizette

It goes against what?

29

Rolando

The 10th Amendment
But if they ask us the question during the
debate do we

30
31
32

First answer with the 10th Amendment
And then go to the rebuttal and say the 14th
Amendment also

33

To back it up?

34
35
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Yeah
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<silence>
Lizette

Yeah

Paula

Yeah that's fine
So it goes against the 10th and 14th 14
Amendment?

Rolando

Yeah

37
38
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The preceding transcript shows Rolando, Lizette,
and Paula learning from each other as they debrief
the debate round they had just completed. Rolando
supported his teammates by providing a decisive
answer in line 8 to Paula’s question from line 2. Paula
and Lizette also supported their fellow apprentices by
confirming Rolando’s answer in lines 10 and 11 and
by providing additional information to the team in
line 12. Rolando continued the apprenticeship among
peers by providing resources in lines 17, 18, and 24
and by sharing his expert knowledge in lines 25-27.
His teammates also supported him by answering his
opinion question in lines 32-34 with affirmative
responses in lines 35 and 36. Despite the presence of
their coach, the Riverton debate team used novice to
novice apprenticeship to strengthen their own
understanding of the debate topic and the best
strategies to use in future debate rounds. This
excerpt is but one example of the apprentice to
apprentice support for learning evidenced in the
Migrant Education debate tournaments.
Another team used Socratic circles during their
practice season to prepare for the debates. This
allowed all the team members, as novices, to argue
back and forth and to learn from each other in the
process. The students reported that they answered
each other’s questions to the best of their abilities,
which required them to use each other’s insights and
knowledge to build stronger, more explicit arguments
for and against the debate proposition. Through the
Socratic circles activities, although a teacher was
always present, the participants were supported in
their learning process by fellow students. The novice
to novice apprenticeship provided the support for
content learning and for the process of learning.
Apprenticeship from Expert-Novice Relationships.
Many migrant students acknowledged the
support given by coaches and parents to help the
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participants prepare for success. Adult support
included encouragement to be involved in the Migrant
Education debate tournaments, assistance with
professional attire, and honest feedback on the
quality of any prepared arguments. Through each of
these types of support, the participants’ parents and
coaches were supporting their future success. As
Carlita from the Riverton team explained, her parents
told her “to take opportunities to be in as many clubs
as you can because it will definitely look good in
college applications.” By giving her this message,
Carlita’s parents were imparting to her the forwardthinking mentality that includes college attendance as
a future plan. They were also providing her with the
knowledge of what steps she needs to take to prepare
for that future. Other parent support came in the form
of advice for success in the debate competitions. The
following excerpt is a portion of an interview with a
Northern California debate team at the state
tournament in 2013.
Excerpt 2
Debate Team Members Acknowledge
Family Support
Line #
Name
1
Researcher
you need to know for debate?
2
Bertha
3
other people
4
5
6
what you did wrong
7
8
word
9
11
Cindi
13
14
Bertha
15
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Text
How do you learn the things

Practice
Lots of practice in front of
Like family members
In front of them
And then they would tell you
Maybe you should do this
Maybe you shouldn’t say that
This one sounds better
You know
They tell you straight up
Yeah
Family always tells you
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In this transcript, Bertha explains how parents and
family members gave direct, honest, and blunt
feedback to support the debaters in their preparation
for the tournaments. By telling the students “straight
up” as Cindi said, their families prepared them for their
best chance of success in the debate competitions.
Receiving support from novice to novice
apprenticeship and from coaches and parents to make
debate a priority and to prepare for a successful future
were ways that migrant students learned through the
debate tournaments. Students were also supported to
learn through the generative process of becoming
experts in their community of practice.
Becoming Experts in a Community of Practice
The first research question asked how students
learn, change, or grow through the debate
tournaments. One fundamental aspect of the learning
theory promoted by Lave and Wenger (1991) is that
members in a community of practice change as they
participate and learn. They describe one of the roles in
communities of practice as newcomers- becoming-old
timers, or novices becoming experts. One Spanish
debater, Tres, describes this process of generative
learning:
Excerpt 3
Learning Something New

1
Y realmente cada año pues un equipo aunque ven
constantemente
(And really every year then a team who goes
constantly)
2
aprenda cosas nuevas cada año, ¿no?
(learns new things each year, no?)
3
Son diferentes temas,
(There are different themes,)
4
preparando en una manera distinta, hay más
integrantes.
(they prepare in a distinct manner, there are more
team members.)
5
A veces se repita unos integrantes.
(Sometimes some of the team members return.)
6
Entonces cada vez va pues aprenda lo nuevo, ¿no?
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(Then every time you go, well you learn something
new, no?)

In the excerpt Tres described how in a team’s
continued participation they would continue to learn
new things. This is precisely how Lave and Wenger
describe the participation of new comers becoming
experts in practices of situated learning, that they
continue to move from the periphery to full
participation supported within their community of
practice. In an excerpt from Nina on the Farmland
district she described the Spanish team from her
school as novices who were evolving into experts.
Excerpt 4
Interview with Farmland District at
state tournament 2013
Line #

Name

Text

1

Researcher

You guys did a practice session

2

Or more than one

3

With your Spanish team

4

Tell me about that

5

Nina

Oh my God

6

I thought it was so helpful

7

Because they

8

Have grown so muuch

9
10

I can say I'm really proud of them
And when it came to rebuttal and the crossexaminer

11

They were giving us questions that

12

Kind of left us

13

Not speechless

14

But we were surprised that

15

How good their questions were

In this transcript Nina discussed the Spanish team
from her school and claimed that she could see the
learning that has taken place because of their
participation in the tournament season. She stated that
the team’s growth was evident in the quality of the
questions they asked the Farmland District team during
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their practice sessions. In relaying this story, Nina
evidenced her support for other debate participants as
they became experts in the migrant debate community.
Support for becoming experts includes
individuals’ self-positioning farther along in the
generative process of learning in a community of
practice. The most senior of the participants on both
the Riverton and the Farmland District teams
positioned themselves as experts during interviews in
2012. They did so by indicating that they served as
guides and role models for their teammates. Rolando
from the Riverton team said, “Since I’ve been in
debate the longest I think a lot of responsibility was
put on me to be the good example, to let my team
know not to give up and stuff.” Luis from the Farmland
District team said, “I play the role of lead debater,
basically getting the whole team together, making sure
they have the right information.”
The following transcript provides a different
illustration of how multiple members identify with
the process of becoming debate experts. This
transcript shows three senior members of the
Riverton team describing their identification as
experts that resulted from their participation in the
debate community and how it impacted their college
applications and future plans.
Excerpt 5
Interview with Riverton Team at
Regional Debate 2012
Line #
Name
Text

1
Researcher
experience with debate?
2
Rolando
letters (for college)
3
4
5
6
possess
7
and how it allowed me to grow
8
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What did you do with your

I wrote one of my personal
The second one
Personal statements
The second question asked
About a quality or talent you
And I talked about debate
and talk in front of people

9
Lizette
10
11
12
13
14
15
would look really good
16
really good practice
17
in the migrant program
18
the opportunity
19
20
one step ahead of other people
21
Paula
prompt
22
23
24
25
26
27
28
29
comfortable enough
30
31
32
don’t
33
when I talk in front of people

I did the same
And for some of
For my personal statement
I wrote about it too
And hopefully in the future
I become a lawyer
And I think that debate
I use debate because it’s
And not a lot of people are
And not many people have
to be on the debate team
So it kind of puts you like
I also used it in my second
Of my personal statement
And also
For scholarships
To talk about
Any roles that you took on
a leadership role
And also public speaking
Because not everybody is
To speak in front of crowds
And that’s something that I
think I possess that others
I feel really comfortable

Rolando described in lines 2 through 8 how he
wrote about his growth through the debate
tournaments in his college application essays. Then in
lines 9 through 14 Lizette mentioned that her
participation and growth in debate positively
influenced her life goal of having a career as a lawyer.
She positioned herself advantageously in comparison
to students who aren’t in the Migrant Education
debate tournaments in lines 17 through 20. Finally,
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Paula clearly stated that she has claimed an identity as
an expert, or leader, through her participation in the
debate community. Each of these migrant debaters
positioned themselves as experts in the debate
community and identified ways that this domain
specific expertise will support them as they become
experts in college and beyond.
Literacy Learning Opportunities in the Migrant
Education Debate Tournaments
The research question about what the Migrant
Education debate tournaments afford students as
learning opportunities is explored within the construct
of social justice and can be understood to analyze
which literate practices in the culture of power are
made explicit in the Migrant Education debate
tournaments (Delpit, 1995). The social justice
construct includes the concepts of “redistribution of
access to dominant discourse and literacy” (Cazden,
2012). The redistribution of access comes from
Fraser’s (1997) theory of social justice which, from an
educational perspective, includes intellectual matters
such as literacy and literate practices (Cazden, 2012).
Findings for this research question come from
participant interviews and video records of debate
rounds. They provide evidence that there are
learning opportunities available to develop civic
skills. Civic skills are defined as
Team
“personal communication skills,
knowledge of political systems, and
the ability to critically think about
civic and political life” (Comber,
Citrus Valley
2003). In the following section, the
Riverton
skills of seeing multiple perspectives
Farmland
and effective argumentation are
District
discussed as findings from an analysis
Sugarland
of the Migrant Education debate
Bayside
tournaments.
Country Road
Seeing Multiple Perspectives
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Students participating in the Migrant Education
debate tournaments are required to be prepared to
argue both sides of the annual debate proposition
during the tournament. Often, the assignment of
teams to the pro and con positions takes place at the
beginning of a round by way of a coin toss.
Throughout the tournament day, the debate teams
may argue each side of the same topic several times
against several different opponents. Therefore, it is
advantageous for the migrant students to have
strong arguments both in favor of, and against, the
proposition.
By preparing themselves to argue both sides of a
topic, the students are socialized into the practice of
seeing multiple perspectives of a topic. This practice
is a norm in formal debates, as well as a virtue in a
democratic society. Seeing multiple perspectives is a
civic skill in the culture of power that is made explicit
in the Migrant Education debate tournaments. Table
9 lists the tracer teams and the number of times they
argued each side of the propositions at the regional
tournaments in 2011 and 2012. The table reveals that
every team argued both sides of the propositions
during the debate tournaments.
Table 9
Number of Times Arguing Each Side of the Proposition
Number of Number of
Number of
Number of
Rounds
Rounds
Rounds
Rounds
Arguing
Arguing 2011 Arguing 2012 Arguing
2011 Pro
Con
2012 Con
Pro
2
3
2
3
4
1
2
3
1
4
2
2
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4
5
3

2
1
3

4
4
2

2
2
4
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In 2011, Riverton, Farmland District and
Bayside represented the extreme ranges of number of
times arguing one side of a proposition. As a result of
coin tosses, Riverton and Bayside argued the negative
only once while Farmland District argued the
affirmative only once. The other 3 teams experienced a
balanced day of arguing pro and con. Yet over all, every
team experienced the need to take multiple
perspective on the proposition assigned.
Constructing and Presenting Sound Arguments
In a democratic society the practice of
constructing and presenting sound arguments is
valued. In the Migrant Education debate
tournaments, the participants referred to their
prepared opening arguments as speeches. In their
speeches, the students articulated the position
they were taking on the proposition, they cited
from authoritative sources that they had deemed
to be reliable, and they refuted common
misconceptions related to their topic.
Through the debate tournaments, migrant
students were socialized into the practice of justifying
the validity of arguments. They tested their
opponents’ arguments by questioning their
soundness and logical reasoning. They also prepared
to have the validity of their arguments challenged by
their opponents. This process of constructing and
presenting sound arguments was a norm of civic
discourse and is one learning opportunity that is
afforded to participants in the Migrant Education
debate tournaments.
Most teams in the Migrant Education debate
tournaments followed a traditional structure of
making assertions. They used the official, annual
proposition, either the pro or con position, as their
claim. In 2011 the proposition was: All education shall
be the responsibility of the federal government. In
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2012 the proposition was: Any juvenile, 12 years of
age or older, accused of a felony shall be tried as an
adult. After stating their claim, the debaters provided
data to support their claim. Then they warranted
their claims with explanations, or authoritative
assurances, that legitimized the connection between
the data and the claim (Toulmin, 1958/2003). In the
excerpts below, this structure for making sound
arguments is evident in both the Spanish transcript
from the Country Road team and the English excerpt
from the Citrus Valley team.
Excerpt 6
Opening Argument - Negative Position
from Country Road at Regionals 2012
Line #
1

Name
Cesar

2
o mas
3
4
5
siguientes
6
adultos
7
adulto
8
9
adecuadamente
10
11
correctamente
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Text
Estamos en contra del tema
(We are against the topic)
Cualquier joven de doce años de edad
(Any youth 12 years of age or older)
Acosado de un crimen
(Accused of a crime)
Debería ser juzgado como adulto
(Shall be tried as an adult)
Y nuestros argumentos son los
(And our arguments are the following)
Los jóvenes no tienen juzgar como
(Young people are not to be tried as
adults)
Debería no tienen la capacidad de un
(Because they don’t have the
capacities of an adult)
El cerebro es como una computadora
(The brain is like a computer)
Y en orden de funcionar
(In order to function adequately)
Se requiere las programación correcta
(It is required to be programmed
correctly)
Si la computadora no es programada

19
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13
14
15
para racionar
16
de desesperación
17
18
resonancia magnética
19
20
materia gris de celebro
21
anos
22
23
tomamos
24
no tiene la capacidad
25
comparación de un adulto
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(If the computer is not programmed
correctly)
O se descompone
(Or decomposes)
O empieza a fallar
(Or begins to fail)
Eso se atribuido a elemento humano
(This is attributed to a human
element)
Los jóvenes no tienen la capacidad
(The youth don’t have the capacity to
rationalize)
Y tomar decisiones críticas en causas
(And make critical decisions in
desperate situations)
A comparación de un adulto
(Compared to an adult)
De acuerdo estudios usando la
(According to studies using the
magnetic resonance)
Hecho con la centra diagnosticas MRI
(Made with the MRI diagnostics
center)
Gwendel Delonais comprueba que la
(Gwendel Delonais verifies that the
gray matter of the brain)
No se acaba desarrollar hasta 20 o 21
(Does not finish developing until 21
years of age)
La materia gris es la responsable
(The gray matter is responsable)
por las decisiones críticas que
(For the critical decisions that we
make)
Esta comprueba que los adolescentes

Excerpt 7
English Opening Argument - Affirmative
from Citrus Valley at Regionals 2012
Line #
1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22

(This verifies that teenagers do not
have the ability)
Para racionar críticamente en

24

(To rationalize critically like an adult)

25
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Name
Xochitl

Text
We believe that juveniles shall be
tried as adults
If a juvenile is mature enough to
commit a serious crime
Like murder or rape
Then he or she is mature enough to
be treated as an adult
The punishment should fit the
crime
Harsher punishment that juveniles
face in adult criminal court
Will cause juveniles to think twice
before committing a crime
Or even committing a crime in the
first place
The juvenile justice system
Which has been in place for about
one hundred years
Has several problems
While the juvenile justice system
has good intentions
The reality is often much different
Instead of rehabilitation
Juveniles are often warehoused in
institutions
Not much different than adult
prisons
Prevention programs for juveniles
are not as effective as hoped
The juvenile system was originally
designed to be more flexible
Than the adult system
But that meant that the juveniles
were often denied important rights
Of due process that adults get
As U.S. Supreme Court Justice Abe
Fuertas put in the 1970s quote
There is evidence in fact that there
may be grounds for concerns
That the child receives the worst of
both worlds
That he gets neither the
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protections afforded to adults
Nor the solicitious care of
regenerated treatment postulated
for children
As a result
There are now fewer differences
between the juvenile and adult
systems

These two opening debaters followed a
traditional pattern of making a claim and building a
foundation for it with data and warrants (BrodaBahm, Kempf, & Driscoll, 2004; Toulmin,
1958/2003). Cesar from the Country Road team
made his claim in line 6, that young people accused
of committing a crime should not be tried as adults.
He provided data for this in line 7 when he explains
that young people cannot reason like adults. Cesar
warranted his claim with an analogy of the brain
being like a computer in lines 15 through 25.
Likewise, Xochitl made her claim in line 1 that
juveniles should be tried as adults and then
provided data for her claim in lines 2 through 4.
Xochitl provided a warrant for her data in lines 6-8.
Both Xochitl’s and Cesar’s opening statements serve
as evidence that the Migrant Education debates
provide students with the opportunity to learn and
use argument patterns as they engage with current
topics in civil society.
Questioning Opponents
The norms of a democratic society include
appropriate tactics for questioning those with
opposing views on a topic. In scholastic debates,
these tactics include pushing for details, exposing
weaknesses in previous statements, and requesting
sources to support the counter-argument. The
students in the Migrant Education debate
tournaments had the opportunity to learn these
literate practices as well. The students learned to
take notes during their opponents’ opening
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arguments in order to prepare their questions based
on the information in their opponents’ speeches.
When a debater asked an effective question in
the cross-examination, it was evident that the
question had been shaped by the opponents’
opening argument. One such question from the
regional tournaments in 2012 was:
The opposing team stated that the juvenile still
doesn’t know what they have done wrong. And
they don’t know what the consequences are.
And that the reason they justify that by saying
they’re not fully developed until they’re twenty.
But how is it that the government gives the kids
a license, and they give them many freedoms, if
they’re not fully developed until 20?
The introduction to the question clarified that the
cross-examiner was using the opposing teams’ data
against them. In doing so, she showed the judges
how she wrote the questions during the debate
round and addressed the opponents’ arguments.
Public Speaking
The significance of public speaking in the
Migrant Education debate tournaments was in the
ways that the skill would be exercised in their high
school careers as well as how it would influence
their college careers. The two transcripts below
contain excerpts from interviews that address the
oral literacy of public speaking.
Excerpt 8
Interview with Riverton Team at
Regional Tournament 2012
Line #

Name

Text

1

Fabiola

It's easier once you debate

2

Easier for you to go up in the class

3

Like if you have presentations it's easier

4

Because first of all

5

In class you do it in front of people you know
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6

31 you don't know
And here in debate you do it in front of people

7

So it's way easier

Interview with Central Coast Team at State
Tournament 2013

Line #
1
2
3
4

Name
Researcher
Melinda

5
6
7
8
9
10
11
12
13
14
15

Eunice

Melinda

16
17
18
19
20
21

Stephanie

22
23
24
25
26
27
28
29
30
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Text
Why are you in debate?
Well the reason I am doing it
I’m sure all of you guys too
My biggest fear is speaking in
public
And that’s why I want to take
that risk
Of at least getting better
Right?
Because it will develop how
we speak
And professionally
So when we go
For like in our future
We can be like
[You know]
Also for research
Because in college we’re
going to do a lot of that
Now we have the skills of
how to research
You learn many new skills
Like to speak in public
Something before
I was like too shy
to stand up in front of my
classroom
And present something
And like
After doing debate for like so
long
I’m like
Now
More confident and stuff
Even though it is still nervewracking
I still feel more confident to
like speak up and say what I
believe

And stand up for what I think
is right

In lines 1 through 3 of the first excerpt Fabiola
explained how participating in the debate the year
before positively affected her abilities in school. Her
future was changed as a result of her oral speaking
development in the Migrant Education debate
tournaments. In the second transcript, Eunice, Victoria,
and Stephanie talked about the impact the public
speaking component of debate will have on their
futures. Participants in both of the interviews explained
the importance of taking up the oral literacy of public
speaking and they credited the Migrant Education
debate tournaments with being the catalyst for the
development of their public speaking abilities. The
students acknowledged the impact public speaking and
other literacy development has on their futures.
Conclusion
The situated learning and the development of
literacy is a form of social justice taking place in the
migrant debate community. Migrant students in the
Migrant Education debate tournament become
participating members in a wider democratic society.
The MEP has a community of practice in California in
which migrant students take up literacies as their
specific focus for success. The Migrant Education
debate tournament is the community of practice for
migrants in which literacy learning is a form of social
justice for full participation in the social and civic
realm on par with others.
This study examined the learning processes and
the literacy practices taken up by migrant students in
Migrant Education debate tournaments. Specifically, it
addressed the research questions:
1. How do migrant students learn, change, and
grow through their participation in the Migrant
Education debate tournaments?
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2. What do the Migrant Education debates afford
students as learning opportunities?
The findings were framed by the sociocultural
theories of situated learning in communities of
practice and literacies as social practices. The findings
of how students learn, change, and grow through the
debate tournaments included support through
apprentice-apprentice relationships, novice- expert
apprenticeship, and the generative process of
becoming an expert.
From the perspectives on reading from Freire
(1970, 2013) to ideas of redistribution, recognition,
and representation (Fraser, 2000, 2003) in educational
settings, the findings addressed the second research
question about what the migrant debate tournaments
afford students as learning opportunities. I presented
findings on literate skills in a democratic society which
included seeing multiple perspectives, constructing
and presenting sound arguments, and questioning
opponents.
This study approached the questions of literacies
and learning in the Migrant Education debate
tournaments within the construct of social justice.
Together the findings reveal that the Migrant
Education debate tournaments provide the
community of practice for literacy development. By
providing a community of practice for migrant
students to engage in situated learning, the MEP is
able to move its members into the dominant discourse
in the American educational system.
Interpretations of the Study
First, this study confirms the value of two
theoretical frameworks: learning as situated in
communities of practice (Lave & Wenger, 1991) and
literacy as a situated practice of meaning making (Gee,
2004, 2012; Lankshear & Knobel, 2011; Street, 1984,
1993, 1995, 1997, 1998, 2003, 2005a, 2005b). The
Migrant Education debate community has a social
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practice for meaning making. This study showed that
the literacy practices in the debate tournaments are
skills for democratic participation through oral and
written literacies. This study also showed that learning
happens in relationships with experts and other
apprentices in social practices and that all members of
a community can evolve in their roles by becoming
experts.
Second, this study confirms the value of the
debate tournaments offered by the MEP. The students
take up literacy skills through their participation in the
debates and that the debates are communities of
practice for situated learning. The debate activities
fulfill the declared purpose of the MEP: to support
high-quality and comprehensive education programs
for migratory children (U.S. Department of Education,
2011).
Third, this study shows how programs of
authentic practice can be designed and utilized with
all students regardless of mobility or academic risk
factors. All students in this program were identified
as active migrants and eligible for supplemental
services because of their academic risk factors.
Important to this program’s design is the construct
that gives learning a practical purpose and includes
multiple modes of meaning making. The literacies
displayed by participants in the Migrant Education
debate tournaments are comprehensive in that they
include literacies that are assessed through
standardized tests as well as literacies that are
necessary for successful social interaction.

Policy Implications
The policy implication from this study is singular
and clear. The Migrant Education debate tournaments
should be state-administered and funded at the state
or federal level of the Migrant Education Program. For
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the past fourteen years, the regional and state
tournaments have been financed by the MEP regions
that host them. To develop the tournaments further,
and to make access opportunities equitable for all
middle school and high school migrant students, the
state and/or federal MEP should administer the
Migrant Education Speech and Debate Tournaments.
With official funding, there is potential for every
region to host preliminary tournaments and proceed
to be represented in the state finals. Given that
migrant students, by literal and legal definition, are
highly mobile, they should have the same
opportunities to participate in this intellectually
demanding scholastic engagement regardless of where
their family seeks temporary or seasonal employment.
It is hoped that the findings from this study will be
used in future determinations of state and federal
support for the Migrant Education Program in general
and for the Migrant Education debate tournaments
specifically.
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Student Reflections on the College
Assistance Migrant Program Experience

Anna Escamilla
Abstract
College students from farmworker families are considered to be ill-prepared to take on the rigors of higher education.
It is thought that because of interruptions in their primary and secondary education they will be so behind that they
would never catch up with college requirements. However, persistence appears to be a quality common to this
population and a resource for completion of the undergraduate degree. The millennial students studied here show more
information about college prior to starting than previous farmworker students. Working in groups of other farmwork
students also supports their efforts in post-secondary education. Family support was limited to reminders of their goals
as opposed to hands on assistance with their studies. They wanted to have a connection with their families rather than
focus on independence.
Key Words: Migrant Farmworkers, Persistence, Self-motivation, Millennials
Introduction
Americans have become comfortable with the easy
availability of farm produce. Seldom is there
awareness of the people that are picking that produce
and preparing it for consumption as the grocery store
or the restaurant. In order to feed the United States, it
is estimated that 2 million farmworkers handpick fruits
and vegetables. (National Farm Worker Ministry,
2008). The average number of hired farmworkers has
steadily declined over the last century, from roughly
3.4 million to just over 1 million. This may be due to
“relatively high U.S. unemployment, improved
economic conditions in Mexico… and greater levels of
border enforcement” (Hoefer, Rytina, & Baker, 2012)
These farm workers and their families have
many barriers to equally accessing opportunities for
education. Seventy-six percent of all farmworkers
identify as Latino/Hispanic. Eighteen percent are
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between the ages of 14 and 24 Farmworker justice,
2014. The majority of farmworkers are married with
children. Interruption in their school schedules may
prevent them from being successful as students.
“Hired farmworkers who migrate between work
locations are disadvantaged in the labor market and
earn less than settled farmworkers. Disadvantages
include poorer health and challenges to migrant
children attending school” (United States Department
of Agriculture [USDOE], Economic Research Service,
2006).
Farmworker students in higher education also
face language barriers, the pressures of maintaining
family ties and also having to work while completing
degree programs, and the biases from educators who
assume that they lack the ability to succeed in higher
education. (Graff, McCain, & Gomez-Vilchis, 2013).
Current political climate also contributes to an
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assumption that farmworkers are undocumented
immigrants. This may influence the student’s sense of
safety (Perez, & Zarate, 2017) and therefore their
willingness to risk leaving their home environments for
higher education opportunities.

Kandel. (ERR60) [USDOE]. Profile of
hired farm worker. Economic
Research Service

Table 1. Degree seeking students in CAMP by year
2001 2002 2003 2004 2005 2006 2007 2008 2009 2010
37
37
46
35
29
37
35
36
35
38

However, many children of farm workers are now
being allowed to stay at a home base, with relatives or
by themselves as teen-agers so that they can attend
school regularly. Therefore, the trend may be changing
in that some of these students graduate from high
school and go on to higher education. An important
program in existence for many years is the College
Assistance Migrant Program (CAMP) which supports
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migrant farm work students financially, educationally
and socially through their first year of college.
Persistence has been said to be key in
completion of degrees in higher education for ethnic
minorities including Latinos and Hispanics (Swail, Redd,
& Perna, 2003). However, it has also been found
that cultural incongruity in predominantly white
academic institutions has been associated with
risk factors of depression and stress (Castillo &
Hill, 2004). Therefore, it would be expected that
this population struggles and may not be
successful in completing their degree plans. Most
of those interviewed for the following study were
Latino or Hispanic farm work students. This
population of farmworker students enrolled in
the CAMP programs remain uniquely more
successful in higher education when compared to
the general population of students at this
institution of higher learning in central Texas.
The following table shows number of students in
CAMP by year.

Of these same students 57.9% were retained 3 years
later and 65.7% graduated in 6 years, 63.2% in 5 years,
and 34.2% graduated in 4 years. The following table
shows graduation rates for CAMP students as
compared to the general population of students. This
illustrates rate of graduation in 4 years, 5 years, and 6
years.
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Table 2. Graduation rates general population as
compared to CAMP for 2009
4 years
5 years
6 years
General
50.7
61.3
63.3
population
CAMP
28.6
62.9
65.7
The rate of graduation in 5 and 6 years respectively is
slightly better than the general population. At this
particular university CAMP students are assisted
financially beyond the first year by support from
financial aid counselors in finding resources for tuition
during the 5 years of education. Many CAMP students
take developmental skills classes the first year that give
them credit, but delay the taking of major coursework.
In addition, many students work on and off campus to
pay for their own room and board. Therefore, finishing
beyond 4 years is understandable. Their success
warrants closer examination.
Similar to other Latinos, access to support
services within their protective environment serves to
enhance their navigation while giving them the tools
necessary for functioning beyond higher education
(Escamilla & Trevino, 2014). However, they have more
obstacles than the population of Latinos in general. It is
not uncommon that farm work students have
interrupted classes due to having to help their families
in the fields. Some work only in the summer, if their
families can financially afford it. As mentioned
previously, the trend is changing to allow students in
high school to stay at a home base or with relatives
while the family works the fields. Some come from
immigrant families that cannot qualify for federal or
state support and need their children to help with the
family’s income. Language barriers are also more
specific to farm work students as families tend to be
recently emigrated from Spanish speaking countries.
Another obstacle is that when applying to college
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participation in volunteer community and leadership
activities adds positive points to an admission decision.
Because of family responsibilities they cannot
participate in volunteer or after school programs
(Duron, 1995). Given these obstacles, what are the
characteristics of students who succeed in higher
education? This study will provide some insight into
this population.
Review of Relevant Literature
Review of current literature on the CAMP
program is limited to reports to the U.S. Department of
Education’s (DOE) Budget Service Program
Performance Report for CAMP (DOE, 2015) and limited
journal articles specific to CAMP. Other research that
explores college populations that are non-traditional
will also be explored when it relates to issues affecting
students from farm-work backgrounds.
The latest information from DOE reports on
CAMP programs for 2014 shows that for all objectives
have exceeded their targets including 1) completion of
their first academic year at a postsecondary institution
in good standing, 2) majority of CAMP students who
successfully complete their first year of college will
continue in postsecondary education, and 3) measures
that target cost of 1st year CAMP completers. (Higher
Education Act: College Assistance Migrant Program
[Office of Elementary and Secondary Education]
Program Performance Report, 2015). This data clearly
indicates successes for the CAMP program.
Critical Race Theory expands our
understanding of how race, racism, and power
intersect (Delgado, R. & Stefancic, 2012; Yosso,
Villapando, et al., 2001). Given that the majority of
migrant farmworkers are of Latino/a ethnicity, it is
important to look at this intersection to understand
barriers and openings for the success of migrant
farmworker students. Araujo, 2011 uses Critical Race
Theory to demonstrate a concept of community
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cultural wealth which is provided in large part by the
CAMP program for migrant farm work students in
higher education. The program helped students with
“social and navigational capital.”(Araujo, p. 258)
necessary to succeed in college. She explains that
navigational capital has to do with the ability to
navigate through institutions including those of higher
learning. Social capital involves skills that help students
understand the college culture that includes
friendships, student organizations, and other nonclassroom activities (Araujo). Students from farm work
backgrounds grow up with a different type of social
support that enables them to function in their home
environments. However, it is this unique social capital
that is often ignored as an asset for the success of farm
work students in higher education. This is also
supported by other research on the CAMP program
(Escamilla & Trevino, 2014).
Ramirez (2012) provides a longitudinal look at
the CAMP program at California State University. He
focuses on the impact the CAMP program has on
academic achievement for migrant students. This
research indicated that there is a higher rate of
persistence for CAMP students when compared to
Latinos and other students. Persistence in this study is
measured by the completion of an undergraduate
degree within 6 years of initiating college education. In
addition, CAMP students with financial aid such as Pell
Grants (do not require repayment) are much more
likely to graduate than Latinos and other students also
receiving Pell Grants (49.1% compared to 47.5% and
48.1%). Additional current research on CAMP is limited
to pilot studies at this time.
Escamilla & Trevino (2014) study CAMP
students and suggest that there are some unique
factors that in essence help to cultivate a student’s
motivation to finish their undergraduate degree. Those
include the dedication to finish a task whether it is in
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the fields or in a college class. Other factors include a
responsibility to family to finish their education and
the support of friends and family. Other research on
non-traditional students that could include the
population of farm work students may provide
important ideas worth exploration.
Research dealing with non-traditional students
was reviewed to expand the study of factors
contributing to challenges in achieving higher
education for this population that may include farm
work students. Kaufman, et al. 2007, addresses
personality and motivation in students at Hispanicserving institutions. Hispanic-Serving Institutions
(HSI’s) are defined in Title V or the Higher Education
Act. They are “not-for-profit institutions of higher
learning with a full-time equivalent undergraduate
student enrollment that is a least 25% Hispanic”
(www.HACU.net). Using the Kaufman-Agars
Motivation-orientation Scale and the International
Personality Item Pool they found that intrinsic
motivation, and extrinsic motivation were significant
predictors of early college success. These results
indicate that a non-traditional student’s own
motivation and external influences both have some
impact on how students perform in higher education
during the first quarter of their college experience
(Kaufman, Agars, & Lopez-Wagner, 2008).
Method
A qualitative method of study was used in this
pilot study to enhance understanding of the
characteristics of this unique population of students.
Some information was emphasized by using Spanish or
cultural nuances by the interviewees. The researcher is
bilingual in Spanish and English and has a Latino
background. The University’s Institutional Review
Board approved the study methodology. This study
was done at a private, non-profit university in the
Southwest of the United States. This CAMP program
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has been in existence since 1972 and has served more
than 2800 students during its existence. Most CAMP
students enrolled in the program are in residence on
campus during the first year. After the first year, CAMP
students tend to move off campus and become
commuter students.
Sample
Finding subjects for this study has been
challenging. It is clear that the lack of knowledge about
the researcher has contributed to this. Efforts have
been made to work with CAMP staff to encourage
students to participate, but they remain very elusive.
Small monetary incentives have been offered,
however, that has failed to produce many more
interviewees. A snowball convenience sample
produced 2 interviewees. Approximately 90 e-mail
requests were sent out to students who are in their 4th,
5th, and 6th year of undergraduate study. Characteristic
of this population of students is that they have built a
strong community that requires certain credentials to
enter. The main credential is that you have a farm
work background. This researcher has a Latino
background but is not a farm worker. Therefore, she
may have been considered to be an outsider. Finally,
only five participants were available for this study.
Interview Guide
The interview guide used in this study is similar to the
one used in a prior study of CAMP graduates by this
researcher (Escamilla & Trevino, 2014). Some of the
questions in that guide were weaved into other
questions so as to appeal to this younger population
than previous samples. This "emic perspective allows
for richer content during the interview "(Marshall &
Rossman, 2011, p. 144). The review of other research
done on this population produced ideas for expanded
exploration during interviews.
The guide consisted of 10 open-ended
questions. As appropriate for qualitative research,
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some questioning uncovered areas of importance to
the interviewee. Some expressed importance in
assisting the CAMP program by participating in this
study. It was explained to them that there would not
be direct benefits to the program and they agreed to
continue the interview. Finally, students currently in
their undergraduate program may not have the time to
reflect on their experience as did graduates in the prior
study. Thus, interview time was usually 30-45 minutes.
Data Collection
Contact with potential participants occurred by e-mail,
sometimes followed up by phone calls or other emails. The researcher arranged an interview in her
office or on the phone. Four out of 5 interviewees
were interviewed in the researcher’s office on campus.
One participant was interviewed by phone. All
interviews were audio-taped. The researcher also took
field notes during the interviews. The researcher
conducted all interviews and transcribed all the audiotaped interviews.
Analysis
The question guide was based on previous research
done on graduates of the CAMP program in a previous
study (Escamilla, 2014). A list of these questions is
found in Appendix A. Unstructured questions were
used to allow for exploration of the answers to
produce a more accurate picture for analysis.
The researcher used content analysis in
reviewing the transcripts with the use of NVivo
software to organize and develop themes. Analysis was
informed by the research done previously, literature
review on non-traditional college students, review of
research using critical race theory applied to the CAMP
population, and demographics gathered on the current
CAMP seniors.
Results
This study supported previous results and provided
more in-depth information about four themes. These
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themes include family support, support from other
than family, overcoming problems while in school, and
thinking about leaving or quitting school. Another
theme was different for this group which was
knowledge about the program in high school prior
applying for admission.
Knowing about college in high school
Three out of 5 interviewees had knowledge of
college and specifically the CAMP program because of
relatives or friends who had enrolled previously or who
had heard about the program.
“my older brother was actually the first one to
go to college and he went
through the camp
program” Interview 2
One interviewee was brought to the college campus
where the CAMP program is housed with a high school
migrant program. It wasn’t until she arrived that she
was told that she would qualify for the CAMP program.
After several applications and acceptance to other
universities and other CAMP program this person
chose a small university with financial support
throughout her 4-5 years of college. Another
interviewee received help from her sister who used the
internet to search for programs.
It is interesting that as the CAMP program
becomes more popular throughout the country; that
more students are being informed about it and
encouraged to apply. It is also interesting and positive
that high school counselors particularly in specialized
programs are aware of these programs and are
encouraging qualified students not only to go into
college, but to also look into the CAMP program.
Support from family
Family offered support to all interviewees,
however, the type of support differed. Family
encouraged students to go to college, but also
expressed the sadness of having the student leave
home.
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“they missed me a lot, but they preferred me
to be here than over there…and they wanted a better
life for me…I guess compared to what we were living
like they had migrant work, they didn’t want that for
me. They actually didn’t want me involved in migrant
work so at a young age, I went to school, I didn’t work
at all.”
Interview 1
The encouragement to get education was very
powerful for this student and it seems that families in
general wanted their sons or daughters to have a
better life than a farm work life. The family support
was tough, yet came from a place of caring.
Much like any beginning college student, these
students were scared to be in an unfamiliar
environment. However, they soon overcame that fear.
Once I got started I realized I don’t depend on
them as much as I thought I
would”(Interview 3)
Other students mentioned that their parents reminded
them of their decision to attend college and reported
that that was a way of encouraging them.
I always call my mom, and she says you
wanted to do that, you didn’t have to do that, but
you decided to do that (Interview 3)
One interviewee was very focused on making it on her
own and not troubling her family.
there’s no way I can tell my family that I’m
failing a class or that I’m
struggling with
something. I need to figure it out…to make it work”
(Interview 2)
Family support meant encouragement rather than
specific problem solving about studies or collegerelated issues. Much of this was likely due to most
parent’s lack of education and unfamiliarity with types
of issues that arise for students. However, at least one
student explained the need to protect her family from
any additional stressors.
Support from others
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I had a family friend who lived in Austin…he’s
somewhat of a mentor (Interview 1)
One student mentioned that the CAMP program itself
gave many supports to its students.
I was surprised a little bit because I had heard
so much of how college a lot of people just show
up, and so there you are, you’re in college, just figure it
out. We got here a week early and we got to
know other students, your
classmates that were
part of CAMP…you start to feel that that is important
(Interview 4)
Another interviewee said that students who were here
with different backgrounds, were similar because they
came from the same areas of Texas even though they
were not CAMP students. They said they understood
each other and some shared the same language
background. When student felt conflicted about their
choice to come to college they would also turn to their
professors or advisors.
talking to the professors about whether I had
too much on my plate, they
told me the same
thing…you decide, it’s your decision (Interview 3)
Thinking about leaving or quitting
Due to a parental death one interviewee had doubts
about being there. She was given contacts for
counseling from CAMP staff, but chose not to use that.
Instead she relied on friend from her hometown.
and I so relied on my my friends from back
home, they were very supportive
and they
would come to visit me often. I had friend here, but
there was no personal connection like I had with my
friends back home (Interview 3)
Overcoming problems while in school
Some problems these students faced are common to
new college students. The biggest difference is about
how these are handled. These students relied on
programs set up for all students such as a tutoring
center and some remedial courses to prepare them for
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their regular college courses. While these are available
to all students at this University, the CAMP program
has created their own services geared toward students
working in a group and supporting each other.
We were taking college remedial classes so we
would start on time or on the same level as other
students. St. Eds professors were teaching those
classes so we had a sense and we knew people
already, by the time this program
ended, we
knew if we had any…if we needed any assistance we
could count
on these people and just being able to
be ahead of others, that’s how I felt,
like ahead of
others in terms of knowing the place. That was a big, a
big step.
(Interview 2)
Other common concerns include not knowing anyone
prior to getting to the college. Others felt somewhat
isolated into a CAMP social arena and not having
access to others on campus as readily.
I didn’t really have any friends and I really
didn’t have any social life, so it was difficult to come
out of the bubble of just having Hispanic friends or
CAMP students be my friends and going
beyond that. (Interview 2)
Students also had common issues regarding
roommates. Getting into living situations off-campus
and on-campus where housekeeping is shared and
personalities are not compatible can present stressful
situations for many students. However, because CAMP
students are like family members, these situations take
on more meaning.
I was in a situation where I was living with a
couple of other people I knew, and things didn't turn
out the way we expected them to and we ended up
not
getting along…it got pretty bad, it made me
want to go home and like, not come back anymore,
but I had a room change. (Interview 1)
Discussion
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The results of this study point to students that are
independent yet require support only as reminders of
their goals. In consideration of contributing factors, the
age of the students in this study may have an impact.
Students in this study were all from the millennial
generation. The millennial generation of students may
be “needing to check in and feel connected to
someone” Branscum & Sciaraffa, 2013. According to
Branscum et al. other ideas on attitudes in this
generation include the need to be coached, not
mentored. In coaching, the focus is on the completion
of certain tasks or goals. This attitude seems to support
farm work students in their focus on working until
completion of tasks. While the interviewees seemed
self-motivated, they also felt supported by parents,
professors and CAMP program staff toward completion
of their degree. This level of support allowed them to
stay true to their original goals of completing their
degrees. However, the support was not specific to
their issues but offered focus on completion of a task,
in this case, finishing their degrees.
Other results point to how students were left
in a home base to complete their education. They were
informed of college preparation and options in high
school. In some cases, they were brought to various
universities to tour. It is possible that these programs
in high schools are being effective in reaching out to
colleges and universities about available programs for
their students. In previous generations information
was limited and chance accounted for information on
programs like CAMP (Escamilla, et al, 2014).
This study has limitations including the number
of interviewees. Therefore, generalizability to this
population is limited. In addition, the information was
limited to students from one university with the CAMP
program. Programs throughout the United States may
have some regional differences worth exploring.
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Strengths were also noted in this study. This
population of college students are from the millennial
population. While previous studies have focused on
the commonality of farm work backgrounds, this
sample begins to show more relationship to other
millennial students. There are fewer farm workers in
the United States as mentioned previously. Since illegal
immigration appears to be limited due to tightened
security at the border, many farm work families have
been in the United States for a while and are more
culturally aware than in previous generations. Finally,
results of this study may be used for further research
with larger sample sizes including other CAMP
programs throughout the United States.
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Appendix
Interview Question Guide
1. How did you first hear about the CAMP program?
2. Was there ever a time when you thought you should quit?
3. When was that and why?
4. Who or what kept you going?
5. What was the hardest part of the college experience for you?
6. Did your family know of any of what you have described in the previous question?
7. Were there certain people or things that made your experience successful?
8. Were there people or things that caused you difficulties? Explain please.
9. Would you recommend the CAMP program to someone?
10. What type of student do you think gets the most benefit from a program like CAMP?
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Bridging troubled waters- Supporting the
Early Years Educator working across
cultures with migrant children and their
families.

Brian Vassallo
Abstract
The rapid increase in globalisation has for recent decades prompted educators, not least Early Years professionals, to
become increasingly aware of the challenges posed by migrant children in their classrooms. Increased efforts and
initiatives have been the locus of criticism and teaching stratagems, which include family inputs, curriculum specialists
but mostly teachers and other educators have been restudied. Though well intended, some strategies may be
inadvertently reinforcing existing stereotypes associated with particular ethnicities that perpetrate existing social
disparities. This paper reviews theoretical research on diverse ethnic parenting and examines their contribution within
the Maltese Early Years context, and advocates for the inclusion of multicultural principles, which can assist early
childhood educators in their quest to develop better insights on the diverse needs of multi-ethnic children and families.
Key Words: Multicultural, Migrant, Poverty, Post-colonialism, Early Years
Introduction
It is a well-known fact that the concept of
cultural diversity is shaping and influencing educational
systems around the world (Griswold, Caroll, Naffziger &
Schiff, 2013; Janmaat, 2012). Malta is by no means an
exception. The rise of multi-ethnicity in Maltese
classrooms has prompted local educators in particular
Early Years professionals to question and reflect on
pedagogies that harness the cultural capital brought
about by pupils in their classrooms (Vassallo, 2018).
Teachers’ ability to respond to a multiplicity of cultures in
their classrooms is becoming a salient feature in their
repertoire of skills. Such ability is translated in terms of
awareness of inclusive teaching methodologies, which
include the appreciation of students’ languages of origin
or the presence of cultural articles in the classroom.
When such essential indicators are absent,
teachers will be seriously damaging the love for
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schooling of their children and this will undoubtedly have
a negative ripple effect on future schooling (Valenzuela,
2010). When teachers are oblivious of the cultural
underpinnings of learning or exclude a student’s
language baggage or cultural milieu from the classroom,
they are unknowingly working against students’ interest,
thus demotivating students to learn. Moreover, research
conducted by Bower and Griffin (2011) has suggested
that teachers, instead of revising their pedagogical
practices may experience the tendency to blame parents
for lack of interest or involvement in their child’s
education. Various research (Eg: Chan, 2006; Ebbeck and
Glover, 2000; Guo, 2004; Obeng, 2007) suggests that
migrant families often possess a wide range of cultural
and linguistic repertoires and therefore contribute to the
various forms of capital to their host countries.
Migrant education programs across the world
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Research across numerous countries (eg:
Hlatshwayo, 2014; Goodburn, 2009) demonstrates that
cultural differences cause significant difficulties towards
the assimilation of students within the host country’s
system of education. This often leads to
prejudice and xenophobia against migrant families,
which in turn catapults students towards receiving
unequal educational opportunities, which consequently
limit future work opportunities (Word Economic Forum,
2017). Students who don't feel welcome or wanted
because of their migrant status are less likely to remain
in school. Additionally, students who struggle with
cultural adjustment often fail to form connections and
make friends in school, which affects their academic
achievement (Ming Chiu, Pong & Chow, 2012).
In the United States the
educational achievement gap between migrant children
and non-migrant children is persistent. Migrant students
generally have lower standardized test scores than their
peers in National tests (Marcus, 2002) and graduation
rates also depict a lower achievement rate of an
estimated 45-50 % (US Department of Education,
2015). In the population of Hispanic immigrants,
graduation completion rates correlate to the age in
which the student migrated to the United States.
Grogger (2002), in his study of Hispanic immigrants
found a correlation between the onset of immigrating
and high school completion rate, with the latter being
lower the earlier the migration. To help mitigate against
such disparities the Migrant Education Program (MEP,
n.d.) was constructed to provide support for children of
migrant workers through educational services such as
extended school days, summer programs, ESL classes, etc
(Branz-Spall, 2003). The program focuses on
economically disadvantaged children, and/ or those who
moved across school districts for temporary or seasonal
agricultural work. It seeks to:
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a) Support high-quality and comprehensive
educational programs for migrant children to minimize
disruptions in curricular setups as they move from one
state to another,
b) Ensures that migrant children are provided
with appropriate educational services that meets their
particular requirements in an efficient and effective
manner,
c) Ensures that migrant children receive equal
opportunities,
d) Helps migrant children overcome educational
disruption, cultural and language barriers, social
isolation, various health-related problems, and other
factors that inhibit their ability to do well in school, by
designing appropriate transition programs.
It must be stated that the MEP expanded its
repertoire of services by including migratory fishing,
meat-packing, and other agriculture-related jobs.
The Migrant Education School Readiness
program (MESRP, n.d.) is a tailor-made program, which
focuses in family literacy. Families with children aged
between three to five are given support during the
children's early development stages. The program
provides positive parenting skills that nurture child’s oral
language and helps prepare the child to succeed in
kindergarten.
A similar program to the MEP is The High School
Equivalency Program (HEP, 2018), which assists
migratory and seasonal farmworkers who are older than
16 years of age but who are not enrolled in High School
and consequently will experience barriers when seeking
employment or furthering their studies. The program
therefore helps migrant students obtaining a high school
equivalency diploma that meets the criteria established
by the State. The program also assists students in
upgrading their employment or to further progress in
their studies.
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Migrant Education in Europe
The European Union (EU) strongly asserts that
education and training are of profound importance for
the distribution of its citizens’ economic growth and
social cohesion (European Commission, 2018). Each
individual state within the EU is responsible for its
educational system. The role of the EU is however to
support the provision of programs through policy
cooperation (via the “ET 2020” framework) and funding
instruments such as the Erasmus+ programme (Erasmus,
2018) and the European Structural and Investment Funds
(ESIF, 2018).
The EU is also helping to build a European Education
Area to strengthen educational outcomes and learning
mobility, promote common values and facilitate the
mutual recognition of diplomas across
borders. Education and training are a critical facet of the
EU’s broader socio-economic agenda. This agenda
includes the Europe 2020 strategy (Europe 2020, 2018)
and the European Semester for the coordination of
Member States' economic policies. The strategy aims for
the improvement of educational results: the reduction of
school drop-out rates and the increase in tertiary
education among 30-34 years age bracket. The set goals
are targeted to be achieved by the year 2020.
While European countries have well-established
education systems, there exists a strong inequality of
access to schooling and quality of education for socioeconomically disadvantaged communities across the
continent, in particular for migrants coming from a low
socio-economic background.
The SIRIUS Network (SIRIUS Network, 2014) operates
in favor of the education of children and young
people with migrant backgrounds. The Network focuses
its efforts on the young generations of migrant families,
primarily those coming from non-European countries,
but also on ethnic minority groups. The network
(composed of research centers, universities, associations
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and civil society organizations, public entities and
consortiums) focused on a three-year program aimed at
improving educational opportunities to migrant students
within the framework of EU legislation. It aimed at
ensuring that children and young people from migrant
backgrounds or minorities could raise their educational
standards and outcomes at least at the same level than
those from the National background. The Sirius Network
(2014) proposes a number of policy recommendations
for member states within the EU, which include:
• Reducing the concentration of socially
disadvantaged learners in school settings,
• Promotion of multilingualism among all learners,
• Promotion of diversity in teacher training,
• Increasing the representation of people with a
migrant background within the educational
system,
• Creation of effective support strategies for newly
arrived migrant learners.
For the education and training 2020 targets to be
reached, all children, irrespective of their origin or
residence status, have the chance to participate in free
high-quality Early Childhood Education and Care (ECEC)
facilities.
Migration in Malta
Situated right at the very heart of the
Mediterranean Sea, the island of Malta has a very rich
history of migration. ‘The migrant’, as a central figure in
the Maltese narrative has experienced numerous
changes in the deep conceptualization of citizens. During
the 20th Century, when job opportunities in Malta and
Gozo (Malta’s sister island) were very poor, and many
Maltese people were compelled to emigrate from their
country and travel to Australia, the United States,
Canada, the United Kingdom and other countries. The
process frequently involved whole families who had to
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translocate in search for a better life and for work
opportunities. They had to deal with language barriers,
understanding the various cultural and social norms of
the host country and other never-experienced challenges
(Mallia, 2015). The past two decades, however have
witnessed a dramatic shift in migratory patterns, as
Malta has transformed itself from being a country of
emigration to one of immigration.
From the year 2002, Malta witnessed large flows
of migrants, mostly from sub-Saharan asylum-seekers
arriving from the horn of Africa. Later Malta also
experienced the aftermaths of the Arab Spring and the
ongoing conflicts in Syria, the consequences being ever
increasing numbers of asylum seekers from these two
countries. The ongoing proliferation of migrants by boat
entry in Maltese shores has largely been the subject of
hotly contested debates in the public and political
discourse. This gives rise to the construction and
implementation of plans intended to foster social
inclusion of migrants.
The Local Educational Context: The National Curriculum
Framework and the Early Years
The Maltese National Curriculum Framework
(MEEF, 2011) highlights the importance of supporting
continuous learning development, which occurs in the
early years of schooling. The Maltese Ministry of
Education strongly asserts that what happens during
these Early Years forms the solid foundation towards
future learning and development. It emphasises strong
pedagogical approaches, which resonate with children’s
developmental stages, with classroom content presented
in such a manner as to engage pupils into active and
participatory learning. This was concomitant with earlier
documentation (eg: MoE, 1999), which urged teachers to
adopt pedagogies that develop knowledge, attitudes and
skills, which originate from everyday tangible
experiences. Thus, learning strategies are designed to
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respond to children’s interests and backgrounds while
instilling an interest for learning. This will further create
environments that promote communication and
interactive styles of learning.
These important learning experiences have a
profound and long-lasting effect on the development of
children who become engaged in pursuing their
interests, bridge on to new ones, sustain high levels of
motivation, develop perseverance and learn to assume
responsibility. Such outcomes are realised through an
environment of trust and respect, which gives learners
self-confidence and self-esteem in their abilities.
The Maltese National Curriculum Framework
(2011), highlights the importance of parental input in
Early Years education and states that parental input
needs to be especially emphasised at this time. The
influence of the home on children’s personal
achievements cannot be negated and the effects of
home are tangible at a very early age…By having settings
where the information is easily accessible as well as
personnel who are readily available, parents and
educators join forces in helping children develop into
confident learners who can become active in their own
learning.
Moreover, the Learning Outcomes Framework
for the Early Years (MEDE, 2013) mentions the
importance of considering culture as a salient feature in
the quest to “free schools and learners from centrallyimposed knowledge- centric syllabi, and to give them the
freedom to develop programmes that fulfill the
framework of knowledge, attitudes and skills-based
outcomes that are considered national education
entitlement of all learners…” (p.1). Such entitlement is
common across many legislations in many European and
Non-European countries. For example, in Scotland, the
Scottish ministry emphasis that those involved in
curriculum planning need to be conscious of their role in
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connecting experiences and learning with student’s
culture.
Ball (2010) however, claims that notwithstanding
all the emphasis being placed on “culturally based
understanding on how children learn” (p.1), actual
practice has been little more than rhetoric. Expediency,
together with assumptions that early childhood
education research conducted across western countries
must be universally acceptable, promote the
misconception that there exists “best practices” that
everyone must look up to (Lubeck, 1998).
Migrant parents’ perspectives on Early childhood
Education and Care
Education among migrant parents is mostly seen
as the vehicle towards the future success of their
children (Turcios-Cotto &Milan, 2013). Many migrant
parents view the years before formal schooling as the
preparation towards future academic life (Bartlett,
2015). Asian migrant parents strongly believe that
children are ready for schooling from a very early age
(Zhang, Chandola, Bécares & Callery, 2016). Migrant
parents who hold these views expect their young ones to
immerse themselves in academic learning and tend to
disregard the concept of learning through play. These
expectations are reflected in a wide range of research
among migrant parents in various countries around the
globe.
For example, Obeng (2007), in her study on
African Immigrants in the United States found that for
parents, the care of young children by anyone other than
themselves is not readily acceptable; that parents
preferred to entrust their children to someone from the
extended family rather than to external people.
Entrusting a child to anyone other than a family member
is non-normative in African Societies. An option
frequently presented to parents as an idea, caregiving
may not be actively embraced by migrant parents. The
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concept, as understood by the westernized world, may
not match the ideal way of bringing up a child in other
societies. Obeng (2007) also contends that migrants
arriving into countries may have reservations accepting
school regulations and policies as these differ
significantly from those of their country of origin. The
same applies to school expectations and classroom
practices. In fact, transitioning from home to school is
easier for some migrant populations than for others. This
could be due to different socioeconomic backgrounds
and also to the ascribed roles to which children are
attached since birth. There are also significant
discrepancies as to the extent to which different migrant
groups view free childcare opportunities.
On the same lines, studies conducted by (Chan,
2006; Guo, 2004), point out that parents would prefer
their children to engage in more structured academic
learning rather than having more play time. Parmar
(2008) concluded that in the USA, migrant Asians and
Europeans do not share the same views when interacting
with their young children’s activities at home. While
Asian parents tend to elaborate on constructive play,
parents of European origin opt for pretend play. Asian
parents had the tendency to provide fewer toys than
their migrant European counterparts. Asian parents
always opted for toys, which they perceived as having a
high academic value. They urged their children to
become more involved in pre-academic activities.
Migrant children, with limited opportunity to initiate play
at home, may find it more challenging to engage in
investigative activities and to engage in spontaneous play
in the classroom. The consequence of such lack of
initiative may be inadvertently perceived by Early Years
professionals as the indication of a learning disability, or
taking too long to settle, or as having marked difficulty
with social interaction. Concurrently, parents of migrant
children may wonder what their children are ‘learning’
because, in their own view of seeing matters, ‘learning
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through play’ is not learning at all. Disparities in values
and beliefs between Early Years professionals may
discourage parents from being actively involved in their
children’s early childhood activities at school.
Importance of Teacher-Parent Partnership in the Early
Years
Parental involvement in Early Childhood
Education is a fundamental right and obligation. UNICEF
(2008) stresses the importance of parents’ right to be
informed, comment on and participate in any decisions,
which concerns their child. Research shows that parental
participation in Early Childhood Education services
enhances children’s future achievements (Edwards et al.,
2008; Powell et al., 2010; Weiss et al., 2008).
The value of parental involvement in children's
early childhood education and care and its positive ripple
effect in relation to collaborative learning environments
and future achievements is widely documented
(Gonzalez-DeHass and Williems, 2012.; Harper and
Pelletier, 2010; Mitchell et al., 2006).
Parental involvement is crucial in strengthening
the bond between teachers and parents. Research
indicates parental involvement in children’s education
has beneficial effect on students, and parents as well as
to the educator (Sohn & Wang, 2006). Additionally,
where parental involvement programs are established in
early childhood programs, the benefits are apparent
throughout the child's lifelong career (Sheridan et al.,
2009). On a policy level, parental involvement in
education is one of the stated goals in the ‘No Child Left
Behind Act’ (2001) (Turney and Kao, 2009).
However, Early Childhood Education and Care
(henceforward ECEC) research points that while some
parents may be highly active in kindergarten setups for
example reporting children’s progress to educators (Nalls
et al., 2009), parents whose cultural backgrounds convey
teachers as respected authority figures tend to view the
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idea of collaborating closely to teachers as inappropriate
and consider additional or further interventions as
disrespectful (De Gioia, 2013; Tobin et al., 2013; Ward &
Goodliff, 2009). This does not mean however that
migrant parents are restricted in the way they involve
themselves in their children education. In fact, Harper
and Pelletier (2010) noted that many migrant parents,
whose interaction with teachers can be thought of as
rather limited, may be engaged in numerous activities
outside the ECEC setting. This involvement is frequently
disregarded and untapped by teachers.
Migrant parents’ perspectives of participation
Research conducted by Yakhnich (2015) in Israel,
and Chan (2014) in New Zealand suggests that many
migrant parents minimize their involvement in the early
education of their children. Migrant parents often
possess differing perspectives on parental involvement.
Some believe that their involvement in early childhood
education is vital for their child’s academic and social
progress, and strongly advocate for increased
collaborative decision making. On the other hand, others
might believe that their involvement might induce their
child to be dependent on them and that their presence
might increase their child’s dependency on adults
(Newman, 2002).
However, the importance of parent
collaboration is not universal across all cultural systems.
For Chinese migrant parents, for example, parent
participation assumes a dimension, which is frequently
misunderstood by educators. Chinese parents may have
been brought up in a culture where there is very high
respect for the teacher. Stemming out from the
philosophy of Confucianism (which insists on respect for
the elderly and teachers), the teacher enjoys much
respect and trust (Zhong, 2011). Hence parents would
expect teaching and learning to be highly teacheroriented, and where authority is asserted in an
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atmosphere of trust and respect. In Chinese culture, the
teacher is seen as a source of wisdom, which is not to be
questioned and almost rude to be challenged (Chan,
2006, 2009). Hence for some migrant Chinese parents
the concept of working in close collaboration with
teachers might be an alien concept. In fact, Chan (2011,
p. 67) also discovered that Asian parents, instead of
discussing disagreement with Senior Management
Teams (SMTs) and school educators would prefer “to
work with their children in their own way at home”. This
was corroborated by earlier studies conducted in New
Zealand by Guo (2005, 2006) who stated that
notwithstanding Chinese parents’ high level of
education, they still preferred not to participate due to
lack of confidence. They (parents) believed that it was
not right to overshadow the teachers’ work and strongly
iterated that it is the teacher’s professional duty to take
care of their children’s education and their presence
would not be of any use. Besides, they felt prone to
making mistakes whilst interacting with the teachers.
Other parents who may have experienced negative
encounters with teachers, or are highly critical of the
mainstream educational system, may lack confidence in
approaching teachers (Prior & Gerard, 2007; Ward &
Goodliff, 2009).
Approaches for with diverse migrant families
Banks believes that for multiplicity of voices to
be heard, the curriculum needs to be inclusive of
“positive and personalized stories and narratives” (2006,
p. 609). He insists that subject content needs to contain
the differing cultural and language characteristics, values
and ideologies, historical and current social development
and problems of different ethnic groups (Banks, 2009).
Minor community members with differing language and
cultural backgrounds can be asked to join in school
activities and share their narratives with school
personnel. They can relate social problems, which
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besiege their country of origin and speak about activities
in their countries, which most educators in their host
country are unfamiliar with. Their willingness to share
their experiences, however is heavily dependent on the
respect they feel from the members of the host country
and the perceived extent as to how much the culture of
the host country is similar to theirs.
Also, children who are hesitant to partake in
activities suggested by the school or exhibit learning
styles, which are different from the host country, should
not be considered as less capable than their peers. In
such circumstances educators need to take the
opportunity to reflect, adapt and incorporate in their
planning different pedagogical styles so as to not deprive
students of learning opportunities. Educators need to be
cognizant of the fact that some parents might prefer
indirect participation at school. Such parents should not
be counted as uninterested or dismissed as negligent
(Harper & Pelletier, 2010). Teaching stratagems need to
be restudied to include other pedagogies and not solely
those based on play, as these might be alien to some
migrant parents. Applying inclusive pedagogies across
Early Years curricula would serve as a spring board
towards better parental involvement and would serve to
dismantle barriers and truly accommodate for the
diverse needs of migrant families. It is not sufficient to
have classrooms full of resources, which are only used
during special occasions. They have to be infused in
everyday planning and constantly varied to
accommodate the cultural backgrounds of children.
Dumčius et al. (2013) contend that migrant
parents frequently lack the requisite knowledge of the
host country’s educational system and the language
competence to deal with the everyday issues arising out
of schooling. On similar grounds other authors (Harper &
Pelletier, 2010; Ji & Koblinsky, 2009; Ladky & Peterson,
2008; Sohn & Wang, 2006; Wong-Lo & Bai, 2013) specify
that limited English language proficiency is the major
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impediment for migrant parents to reach out for the
attention of school personnel in case an issue arises
involving their children. This often leads to lack of
participation, which invariably has its undesired
consequences. A study conducted by Hughes and
MacNaughton (2001) reveals that parents who are
thought to be non-participant in their children’s learning
have often been considered by teachers as oblivious,
negligent and uninterested and do not consider the
extent of which parents might be actively involved. The
authors (ibid, 2001) also concluded that teachers did not
feel the responsibility to proactively engage parents, but
instead blamed parents for their lack of participation.
Differences in lifestyles, values, culture, and
experiences between teacher and parents (Cardona et
al., 2009) all hinder parental involvement. These
differences make parental involvement more difficult for
teachers and school administrators (Murry, 2014). Morris
and Taylor (1998) point out that some parents may
hesitate to bring up certain issues to teachers and school
administrators because they fear that their children
might be viewed negatively by their teachers. Ariza
(2002) also illustrates that some migrant parents may
view the encounter of different cultural groups a
distressing experience. On the other hand, Denessen et
al. (2007) found that the incongruity of non-verbal
communication between cultures is the primary reason
why teachers often avoid communication. They (ibid,
2017) illustrate that looking at each other in the eye,
while conversing might be considered disrespectful in
some cultures. This further supports the notion that not
harnessing knowledge about other culture’s values,
norms of behaviour, communication patterns and
lifestyles poses a barrier to parental involvement.
Methodology
The Maltese Educational system hosts within it
three sectors that provide education for the whole
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population of Early Years students and beyond. The
Government sector holds around 68% of the total
student population whilst church schools hold around
22%. The rest (10%) attend private schools. Hence the
author felt it imperative to sample parents from the
three sectors to ensure equity in representation.
Purposive sampling was used as a method of
recruiting participants. This method allowed recruitment
of participants, where random sampling fails to access
participants with potentially important characteristics.
The researcher sampled 23 migrant parents, from which
16 were from government schools, 5 were from church
schools and 2 were from an independent school. Fifteen
participants were female and eight participants were
male.
Semi-structured interviews were conducted by
the researcher and took place in the comfortable setting
of the family's home. Interviews were conducted in
complete privacy from other family members to avoid
narratives being contaminated from each other. The
semi-structured interviews were constructed in a
manner that allowed for free-flowing conversation. The
author kept a calm composure and body language, which
stimulated mutual respect and an atmosphere of trust.
Participants were informed of their rights, primarily that
they were entirely free to withdraw from the study at
any time they wished to. Confidentiality and anonymity
were guaranteed at all times. The interviews lasted
approximately 50 minutes. Interviews were audio
recorded to allow the researcher to go back and rehear
the conversation and to transcribe the interviews
verbatim. Though the interview was meant to be semistructured, a group of ‘leading questions’ were used to
set off responses from participants. These were: 1) Were
you ever invited to participate in school activities and in
what way did you participate? 2) When you were
involved in school did you communicate with your
mother tongue or were you asked to communicate using
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the English Language? 3) How do you describe your
communication between yourself and the school
educators, and 4) When you had queries about your
children, how supportive were the staff towards your
concerns? The questions were intended to examine the
needs of migrant parents and identify ways in which
childhood educators can be supported in this vital quest
of effectively communicating with migrant parents.
Results and Analysis
Analysis was conducted using the assistance of
MAXQDA -a qualitative data analysis software.
Throughout the interviews, parents shared their
perspectives of ECEC practices and spoke about what
they found particularly helpful. Four themes emerged
from the analyses: (1) the need for continued dialogue,
respect and understanding (2) the need to promote
cultural and linguistic diversity in schools (3) the
promotion of supportive groups to enhance cooperation
and (4) the need for individualized attention.
The need for continued dialogue was expressed
by all (100%) of the parents interviewed. Eleven parents,
however shared the need for diversified means of
communication. This was concomitant with research
conducted by Denessen et al. (2007) who insisted on
varied means of communicating with migrant parents.
School brochures, diaries, parent conferences,
Individualized Educational Plans, social media and emails were perceived as opportunities to enhance
communication with teachers. Not all parents, however
were digitally literate and therefore appreciated written
means of communication, even though deciphering the
language was rather prohibitive and needed the
assistance of a neighbour. Most parents (87%) insisted
on the importance of being aware about everything
concerned with their children, so that the parents would
be able to discuss with the personnel the areas in, which
the children needed support at home. Some parents
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however (13%) believed that education should mostly be
in the hands of teachers since they “certainly know
better”. Some migrant parents (50%) also believed that
school educators and parents need to share the same
the same views on the concept of discipline. They found
that discipline exercised at school is markedly different
from the way they were “brought up”. From analysing
the audio clips, it emerged that 78% of parents had
managed to cultivate a strong partnership with school
staff. Data analysis revealed that discourses between
school staff and migrant parents is not always ‘plain
sailing’. This suggests that while some teachers and
parents had actually managed to establish a strong
working relationship, others might still need to discover
ways to forge new and effective relationships.
Data has shown that during meetings, migrant
parents would have liked to receive more detailed
information on their children’s academic progress. Some
migrant parents (43%) complained that they would have
expected more academic activities rather than “playing
only”. This could be because they were unfamiliar with
the ‘learning through play’ in Maltese schools.
The data showed that some members of school
staff demonstrated cultural competence to some degree.
They demonstrated to migrant parents the educational
practices within the Maltese Educational System whilst
showing respect to their different cultural, linguistic and
educational backgrounds. Almost all parents (94%)
stressed the importance of the school providing linguistic
support to them. Parents also appreciated the various
adjustments that the school had to make to allow for
diversity in religious customs, food restrictions and
clothing. They suggested that important school notices
should be written in all languages residing in the school.
Also, some migrant parents highlighted the fact that
many activities held in kindergarten centres were
universal across cultures. They insisted that schools
should provide teaching in the children’s home language.
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Four out of twenty-three (17%) parents interviewed said
that their children found it difficult to speak English,
Maltese and the home language concurrently. One
parent expressed her concern about the possibility of her
child not being proficient in their mother tongue, as this
would render her (child) unable to communicate with
her extended family back in their home town. Parents
felt that when they hear their children singing songs in
Maltese and in English but not in their mother tongue,
they feel somewhat isolated within the community. On
the other hand, one parent remarked that his children
“have integrated really well” with their peers and
expressed satisfaction that his daughters were tasting
different kinds of foods. One migrant parent also spoke
wholeheartedly at the need for “cultural adaptation” and
spoke about strategies about how this can be done. She
was particularly concerned about how religious aspects
are tackled in the classroom and suggested that such
“critical issues” need to be discussed amongst school
educators and parents.
Ten out of twenty-three migrant parents (43%)
elaborated on the importance of play, which is a vehicle
towards integrating with other children and therefore
other cultures. The others, however (47%) believed that
there is “too much play” and that there should be “more
emphasis on reading and writing”. This supports studies
conducted by (Chan, 2006) and (Guo, 2004) who point
out that some parents would prefer their children to
engage in more structured academic activities rather
than focusing on play time. Seven out of 23 parents
(30%) stress the need for school personnel to be more
diverse. These parents believed that having school
personnel, who are conversant in their own language
and culture would help in enhancing effective
communication between staff and parents and mitigate
against stereotypes and prejudices. They believe that
teachers from minority cultures can be instrumental
towards assisting migrant families. This differs from
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research conducted earlier by Ariza (2002) who stated
that migrant parents may be overwhelmed when they
encounter a multitude of people from different cultures
and may experience isolation.
Most migrant parents retold positive
experiences of their culture being accepted by the
majority culture but lamented that their home language
was not supported in their child’s school. They also state
that they had “reservations” about the Maltese
Educational System. This supports research conducted by
Dumčius et al. (2013), Harper and Pelletier (2010), Ji and
Koblinsky (2009), Ladky and Peterson (2008), Sohn and
Wang (2006), Wong-Lo and Bai (2013) who claim that
migrant parents frequently lack the necessary knowledge
about the host country’s system of education and feel
alienated from everything that happens at school due to
lack of linguistic competence.
Conclusions and Recommendations
The paper has shown that there is an
unprecedented need for educational stakeholders to
acknowledge that different cultures hold different
traditions, beliefs and values systems, communication
and language patterns. These elements need to be
effectively taken into consideration when planning for
curricula and also to enhance parental participation in
schools. The researcher hopes that the suggestions
outlined below will facilitate the development of
synergistic partnerships between families and teachers
that will ultimately increase parent involvement and
consequently children’s enthusiasm for learning.
Many educators, researchers and international
development specialists acknowledge the geographic
and cultural limitations of the research base that informs
current child development theory, learning assessment
tools, and program models. Öztürk (2013) mentions the
importance of developing a community of educators
who are particularly interested in Multicultural Education
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and who have undergone training in teaching across
diversities to help migrant parents and their children
succeed. Such community of teachers would be able to
challenge misconceptions about particular migrant
groups and “openly embrace the needs of migrant
parents by involving them in their children’s educational
process” (Öztürk, 2013, p.15), taking into account their
religious, cultural, linguistic and socio-economic
background.
Teacher training programs need to be designed
towards the upgrading of teachers’ communicative
competence with migrant parents (Denessen et al.,
2007). The input of other professionals such as school
principals, community leaders and cultural mediators
might come in handy. Together they can come up with a
number of school activities designed to address the
needs of the community of migrants present in their
school. Such targeted activities need to be adjusted to
accommodate migrant parents work schedules and
might include English literacy workshops, orientation
visits around the host country, exchange of cultural
artefacts, culinary workshops, homework help, etc. A
welcome sign in different languages placed beside the
school entrance gives a clear message that everybody is
welcomed at school. Also, the hiring of translators on
special occasions such as parents’ days would be a
service, which migrant parents will appreciate. Similarly,
circulars and notices can be translated in languages,
which represent the languages spoken by minority
community members. Most importantly, however is the
inclusion of special cultural and religious holidays in the
school calendar. School educators need to be
encouraged to make home-visits to the migrant parents.
This will help to bridge ‘turbulent waters’, which might
arise from time to time.
This cultural capital, brought about by migrant
children, is the impulse that prompts early childhood
educators to rethink their pedagogies to make the most
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of this untapped potential. It is imperative that teachers
are aware of the impediments, which migrant parents
encounter as they accompany their young ones in their
journey towards scholastic success. Primarily, those
parents with limited English language proficiency cannot
participate, since they have no option but to use the
English language. Secondly, migrant parents feel that
cultural barriers need to be bridged to allow for full
participation, which is active and beneficial to all children
within the school setup.
School educators in all their hierarchy (college
administrators, directors, SMTs, teachers, LSEs
counselors and others) would need to deliberately reflect
on the best ways to contact families. Some migrant
families, because of specific circumstances, might be
alien to digital technology and might find it difficult to
use social media to communicate. Hence, the author
feels that it is up to the school personnel to use the more
congenial means of communication appropriate to
migrant parent and their children, taking into account
the cultural and linguistic background of the families in
question.
Educators in school might set up advocacy
groups to help assist migrant families. These would
ideally consist of members from the SMT, the teaching
staff, leaders of migrant communities, local council
members and others. This would help them to tap into
resources and be empowered to advocate for
themselves and their dependents. An advocacy group
would serve as a consultancy team whose interest would
include the facilitation of activities and setup of
inclusionary school environments. This would be the
prelude toward school environments, which are nonthreatening - a place that nurtures an atmosphere of
belonging and wellbeing. All parents desire that their
children be successful at school and hence would
welcome any advocacy, guidance and support from
school.
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A program similar to the MESRP, offering both
centre-based and home-based services could be the next
step to help empower parents to participate more fully
in their child’s education. Having migrant parents
themselves visiting homes would serve as a “model” for
other parents in their quest to develop essential skills
towards more effective home-school connections.
Multicultural educators need to show interest in
issues, which are central to migrant parents. It is vital for
educators to connect with human beings who have
experienced dangerous ordeals in their countries of
origin. Moreover, early childhood educators should
consider extending existing educational services for the
sake of their migrant families and children. Educators
may be the link for migrant families to make better use
of local social services and health care providers.
Educators can also provide translation services during
parent-teacher conferences or volunteer at translating
school website pages, circulars and newsletters. This
would mitigate against language barriers and increase
opportunities to extend connections to all families.
Teachers may also provide strong advocacy in favour of
resources to help migrant children and their families. It is
the responsibility of SMTs to consider employing migrant
teachers with diverse linguistic, socioeconomic and
cultural backgrounds. This would send a strong message
that diversity is truly embraced in the particular school.
School managers are in an ideal position to
organise parent evenings, family outings, excursions, or
healthy eating days, so as to provide migrant parents
with more opportunities to raise concerns and issues
about their children’s learning and development so that
children will benefit fully from the school’s educational
programmes. It must be stated that participation has to
be on a voluntary basis and inclusive of those parents
who prefer indirect involvement. Parents who opt for the
latter should not be perceived as uncooperative or
uninterested. Educators might need to explain that extra
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effort or maybe a reframing of the educational value of
the proposed activities. Knowledge of the school’s
residing cultures is essential for educators to fully engage
migrants, thus ensuring their comfort to participate. This
would be a vital element in the Maltese stakeholders’
quest to “free schools and learners from centrallyimposed knowledge- centric syllabi, and to give them the
freedom to develop programmes that fulfill the
framework of knowledge, attitudes and skills-based
outcomes that are considered national education
entitlement for all learners” (MEDE, 2013, p.1).
Migrants who are new to the country and those
who do not have family and social networks are likely to
feel isolated. Early childhood facilities and schools are the
ideal places to cultivate family participation activities
among migrant parents. Schools are the ideal breeding
ground to initiate social networking and start developing
a new myriad of experiences within the host country. In
order to facilitate the education of migrants across
Europe, the United States and other continents, a
research committee composed of experts from different
geographical areas would need to be set up. Their prime
aim would be to evaluate the various programs (Eg: MEP
and MESRP in the United States, and the Migrant
Education Unit Program in Malta) in terms of their
effectivity. Teams composed of both parents and
educators may exchange visits across continents and
share good practices with each other.
The MEP in the United States would be an ideal
platform to propose strategies, which ensure that
migrant children, from their very early years of
education, receive equal opportunities and progress in
their educational journeys with minimal barriers. Early
Years Educators working across the European continent
would benefit from strategies adopted by the MEP in the
States. Together they can form a network of human
resources and expertise aimed at overcoming
educational disruptions, cultural and language barriers,
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social isolation, various health-related problems, and
other factors that inhibit young children to do well in
school. Cross border collaboration and networking
between early-years educators would be highly
beneficial to facilitate the transitional experiences of
young children as they move into a world that offers
them unique challenges and opportunities.
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A perspective on HEP and CAMP projects in Colorado and
the United States: An Interview with Dr. Arthur Campa

Michael D Heim1
1 Michael Heim currently serves as the Director of the College Assistance Migrant Program (CAMP). This interview has been transcribed from

an audio recording made by the interviewer during 2018 NASDME in Portland, Oregon on May 1st, 2018, 12:20 PM at the Hilton Downtown
Hotel.

Abstract
The National HEPCAMP Association evolved from a need to represent The High School Equivalency Program (HEP)
and the College Assistance Migrant Program (CAMP). These unique programs were experiencing a gap in
representation on a national level. They serve and assist migrant and seasonal farmworkers traveling across The United
States of America via the main “streams” for the farm working communities while following the harvest seasons of
agricultural products. Oral history of this association may inform our understanding of the times when these nascent
programs were developing a sense of identity within the country, as well as their local communities from 1967 to the
present day. In this interview, Dr. Campa discusses his time as a new Director for The High School Equivalency
Program (HEP) in Colorado at The University of Colorado – Boulder and at Metropolitan State University of Denver.
His responses shed light on common themes among professionals involved in this work. Some of those themes are the
consistent and stabilizing funding arrangements many programs seek, the experimentation of the non-residential
model for HEP projects (which seems to be the standard now), and the level of involvement and activism that project
Directors for both programs were required to provide as the idea of The National HEPCAMP Association was
becoming incorporated.
Key Words: Migrant Education Program, College Assistance Migrant Program, High School Equivalency Program
Introduction
The National HEPCAMP Association evolved
from a need to represent The High School Equivalency
Program (HEP) and the College Assistance Migrant
Program (CAMP). These unique programs were
experiencing a gap in representation on a national
level. They serve and assist migrant and seasonal farm
workers traveling across The United States of America
via the main “streams” for the farm working
communities while following the harvest seasons of
agricultural products.
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Oral history of this association may inform our
understanding of the times when these nascent
programs were developing a sense of identity within
the country, as well as their local communities from
1967 to the present day. In this interview, Dr. Campa
discusses his time as a new Director for The High
School Equivalency Program (HEP) in Colorado at The
University of Colorado – Boulder and at Metropolitan
State University of Denver. His responses shed light on
common themes among professionals involved in this
work. Some of those themes are the consistent and
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stabilizing funding arrangements many programs seek,
the experimentation of the non-residential model for
HEP projects (which seems to be the standard now),
and the level of involvement and activism that project
Directors for both programs were required to provide
as the idea of The National HEPCAMP Association was
becoming incorporated.
Michael Heim: Thank you for taking a moment to help
me start collecting some information and context for
historical data for The National HEPCAMP
association. One of the hopes I have for this work is
that we can revisit interviews, like this one, for future
research topics. So, the point of departure will be to
discover how members of The National HEPCAMP
Association got into Migrant Education.
Campa: What happened is, that during the late spring,
or early May of 1981, I had a chance encounter with
members of the multicultural Center in the School of
Education at the University of Colorado in Boulder.
They told me that if I would be interested in writing a
proposal for the High School Equivalency Program
(HEP), I would be appointed as the Director. So, I went
over to the Center and met with the proposal writer
that they had at the time – I think his name was Dave.
We looked at the RFP, the Request For Proposal, and
started to work on it.
Dave was an experienced proposal writer and
this was my first attempt at writing a proposal, so from
there we spent about a week writing the proposal. I
concentrated on the budget and the more financial
aspect of the RFP. Then we sent it in. Come about,
maybe October, we were notified after the October 1
beginning date at that time, (being late was very
typical of the US Department of Ed) it was funded.
Now, there was some shuffling around about,
apparently, there was someone in the Center that
wanted somebody else to be Director. But, the
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members of the staff said “No”, I had been made a
deal, so I was made Director.
Now, we started out on a different model. This
was the first year that the US Department of Education
took over the HEPCAMP programs from the US
Department of Labor. We developed a satellite model,
rather than have the residency programs in a given
college or university. We decided to have satellites
throughout the state of Colorado and other
community colleges, or regional colleges. We started
out with centers in Alamosa, CO, in Lamar, CO and up
north in Sterling, CO. Then, we based the model on
having a local instructor and administrator for each
site, and of course, staffed with another instructor and
support staff. After the first year, of course, this was in
the days when we start out with one-year proposals.
Under that system, you are already established into
your program when you have to think about writing
the next year’s proposal. So, it was a little rushed in
the beginning.
We did well, though. Our productivity was
essentially two to three times beyond other HEP
programs nationwide, because with satellite models
we were able to enroll greater numbers of HEP
students. So, our enrollment numbers really went up.
We were told at the time, I think it was Mary Suazo i,
who was the associate director of Migrant Education,
that our model wouldn’t work. Well, we disproved
them wrong. And, after the first, second, third year,
other national programs began adopting the same
model – a satellite model by having different sites at
different places, and a non-residency program.
OK, so this was an innovative approach that you guys
had at the time?
Campa: Yes it was. It was a different approach.
Because of the non-residency aspect we were able to
have just the day-time program and enroll much
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greater numbers of students. Of course, [we] put the
centers where the clusters of migrant and seasonal,
mainly seasonal farmworkers were located in the state
of Colorado. Those were the early years.
We missed one year of funding, I believe, that
was 1982 to 1983. After 1983 we were able to
maintain our stability in the programs. About 1985 is
when we were pushing for a HEPCAMP association. At
that time, we were the only HEPCAMP program
around. Now, prior to 1981 there was a CAMP program
at Adams State College in Alamosa, but that program
was defunded during the same year, the very semester
we began our program. So really, I had no guidance for
this program at all form anybody in the state of
Colorado. Yes, we had Migrant Education in K12, but
we didn’t really have any one else to consult with or to
meet with. At that time, there was only about six
CAMP programs nationwide. It was a very small
program. There were about thirteen HEPs. Given the
size of the number of programs, when we had our
annual meetings, usually in conjunction with
NASDME ii, the National Migrant Education Conference.
We were very small potatoes in terms of the entire
Migrant Education programs nationwide.
The important thing during the 80’s of course
was changing our funding to a three-year basis to give
more stability to the programs. Because anytime you
have just an annual program, it is hard to find staff
willing to take a risk just to be hired for one year. So,
we based our model on the TRiO programs in 1985-86.
We met in the HEPCAMP association with members of
the TRIO program in Washington D.C. in order to figure
out how we would draw up the plans to request a
three-year program and we were successful in getting
that established.
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Did you begin to experience the programmatic
stability you were hoping to achieve with the 3-year
funding model?
Campa: From about 1985, and then after that of
course, having more stability with the funding we were
able to increase the funding. We had good support in
congress. We had senators, in Senator Edward
Kennedy, we had another in the state of Michigan, we
had strong senatorial support. In the state of Texas, as
well, we had congressional and senatorial support. We
were able to gain the support of increasing funding for
the HEPCAMP association. Well, that is, for the number
of programs that were funded.
Now, in about 1992 is when we were able to
effect a five-year program. We had it extended to fiveyear programs, which gave added stability to
HEPCAMP programs. So, from 1981-1993, I was at the
University of Colorado at Boulder in the Multicultural
Center. That was our home base. We had the HEP
programs at that time.
What happened was about 1990, I wrote my
first CAMP grant with the assistance of a colleague and
we got that funded. However at that time in 1990,
CAMP was only three-year funding. We established the
program at the University of Colorado at Boulder
campus. However, the problem was that we ran into a
lot of racism and other difficulties. You know, from the
students on campus. It wasn’t a very pleasant
experience for our students.
So, I left the University of Colorado. I resigned
at the University of Colorado, in order to go to
Metropolitan State University of Denver. I thought that
this would be a much more appropriate site for our
programs. And of course, it was because the ethnic
diversity at Metro state is about three to four times
than at CU-Boulder; which is a flagship institution, but
[the student body] was mainly white. At Metro State
we were able to flourish.
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Our program flourished there on campus
because of the ethnic composition – it’s about 40% of
the student body, and of course it is an urban
university in the center of downtown Denver. That had
its requisite advantages in order for students to study
there at the university. Ever since we started in 1999,
the problem is that when I went over to Metro I
couldn’t carry my programs from CU Boulder. And with
the points for prior performance it was really hard to
get established. In 1999 we sat down and wrote
another grant, and we did get it funded. OK, so, since
1999 we have run through the present day with our
programs.
How many students were you serving through these
programs when you started?
Campa: I think we started with 25 students and have
since expanded to 37-40 students, since that time. We
did not have a residency program, unlike most CAMPs.
Metropolitan State University, does not have
dormitories. It’s a mainly urban university, and as I
mentioned it has a high percentage of ethnic diversity.
At the same time it has an age difference where the
average student was anywhere from 26-28 years of
age. Compared to Boulder where it was right out of
high school for undergraduates.
We were able to maintain and support our
students, and of course, the cost of tuition at Metro
State is the most reasonable four-year institution in
the state of Colorado. It was more affordable, and at
the time it was open enrollment, though that has been
modified. We were able to enroll our students easier
and the fact that they were able to accommodate
themselves to the life in classes and the college culture
much more easily than the problems we had at
Boulder. I understand that the program at Boulder
expanded into satellite programs and moved CAMP off
campus to avoid those racial difficulties that they had.
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So, we have continued the program at Metro State to
the present day.
One thing that I feel would be interesting to cover,
and I would like to get your perspective on this, is that
there were obviously some HEP and some CAMP
programs before ‘81. So, what was it like during the
shift in funding sources from the Department of Labor
over to the Department of Education?
Campa: Well, under the Department of Labor, when
they had the funding in 1970, a certain number of
programs were funded. There were no open
applications for other programs. It was a set number of
programs and unless any of those programs folded,
there were no new applications were allowed at the
time. When the Department of Education took the
application process over, they opened it up for new
applications. That was the main thing that allowed new
programs to come in. It was a more competitive
funding process compared to the Department of Labor.
What that did was to open up the whole area of
HEPCAMP for new programs to become funded. The
fact is that you now had a track record, and unless you
lived up to your goals and objectives, you weren’t
going to be continually funded, like under the
Department of Labor.
How many people contributed to HEPCAMP in
Colorado? Because you did mention that you did not
have much support and you were doing this on your
own to get the grants funded and the programs
running.
Campa: We didn’t have any real guidance in Migrant
Education. Yes, you had your K12 programs, that were
being established, but they really didn’t impact us. We
were on our own. We were able to contact some of
the given Directors of other programs; other HEP
programs, for example. We got some guidance from
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the Department of Education. Although I must say, in
the beginning it was not very helpful. We certainly
proved them wrong in a short time by our productivity
and by the number of graduates from the HEP
program. We basically developed our own model and
we evolved without a whole lot of assistance from the
outside. It was one of those situations where we got a
new program, designed the model, established the
model, even with the given circumstances at each of
the outside sites; be it at Alamosa, Lamar, or up north
in Sterling.
Later on, we developed into five different sites
with some other sub sites in other locations where we
could have additional programs. The program
expanded more and more despite the circumstances.
We withdrew from part of the northern sites because
the local junior colleges weren’t supportive of our
programs. Generally, it was a situation where if there
wasn’t a high ethnic enrollment, the local staff didn’t
understand the needs and dynamics, culturally and
logistically speaking, for our migratory and seasonal
farm worker students who often enter as firstgeneration into college. However, in the southern part
of the state, where the higher concentrated pockets of
the Latino population are, we were able to flourish in
those areas. Even to this day, that program is still
going.
It’s great to hear that the programs in existence today
grow out of the efforts from the ‘80’s. Can you speak
a little bit about 1985, you said, when the HEPCAMP
association began to be conceptualized and formed.
How was that processed and who was involved?
Campa: None of those members are present today.
However, the idea was that we looked at expanding,
the main focus was expanding the number of years,
funding years, from one to three years. And what we
did was, as the HEPCAMP Association, we decided to
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consult with the TRiO programs, which had a much
longer track record than we did. How they developed
their model into three years and what kind of support
and the people, congressional people, were needed in
order to gain their support so we could increase the
funding base. There was a lot of consultation within
the HEPCAMP Association about how to do this.
We sent a team of us to Washington in order
to consult, develop and gain information from these
different people, from TRiO programs, to congressional
support to see if they would support for moving to a
three-year model. I remember working with individuals
like Larry Rincones from down south from The
Univeristy of Texas – Pan American. Unfortunately, I
can’t remember the names of all the individuals.
So, you the association as a group ended up going to
Washington and consulted for programs funded on
three-year cycles.
Campa: We consulted with different Congressional
members, and members of TRiO programs and anyone
else that could give us advice on how to gain an
expanded funding base, and of course the people that
could support us in such a move.
So, this wasn’t lobbying. This was a group of people
that were advocating for an extension of the
programming and funding.
Campa: No, this was not lobbying. And I would be very
thoughtful about language related to lobbying. But at
the same time to gain the experience and the means iii
on how to affect this increased funding. How to go
about and do it, in other words. That was instrumental
at the time. The focus was that we’ve got to expand
from one-year programs to three-year programs. You
can’t effectively run a single-year program when
you’ve got to start writing a new proposal right away.
And, at the time, they were telling us that you can’t
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use company time to write a grant proposal. Well, how
are you going to write a proposal? By spending all your
evening hours and weekends writing a proposal?
That timeframe for writing a new proposal while
running a successful program seems to have been
very narrow compared to today’s standards where
programs are now funded for five year cycles. If I can
go back to the HEPCAMP association itself, when do
you remember the HEPCAMP Association come to
fruition, when did it become a reality?
Campa: It started informally with our first meetings,
because while attending NASDME annual conferences
we soon realized that we were the just considered the
lost or step children of Migrant Education. The
Directors of NASDME, at the time, really did not pay
much attention to us and we were an afterthought.
We began to see that in order to gain some clout and
in order to really gain some recognition we would have
to form our own organization. So, that began at about
that time, for survival. We weren’t really getting a lot
of support, direct support from NASDME at the time,
you know, being such a small group of individuals.
That’s how we began forming our own organization
with the purpose of gaining some clout and recognition
for what we were doing.
I only held one office, iv I was the
parliamentarian during the mid-80’s. The problem with
me serving in the association was that I had many
other responsibilities that I was doing in the
multicultural center. I soon became Director of about
three to four different programs. Not only did I have
HEP, but I had other Title VII programs and university
academic programs. So, I was quite busy at the time
and solely being supported by soft money. I had to
write proposals in order to maintain my own
professional stability. And that’s a good reason why I
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also left CU, to get a tenure track position at Metro
State.
At any rate, I was active. But after 1993, I was
less active because I began as a tenure track professor
in Anthropology, Assistant Professor of Anthropology,
when I was accepted. It wasn’t until, 1993-1999 when I
was not directly involved with Migrant Education,
because we were not able to get a program funded.
And of course, with points for prior performance, it
makes it very hard to gain entry into the field of
HEPCAMP programs. So, by 1999 I was able to
maintain a 50% time commitment as Director and PI.
That generally evolved into Co-PI and Director. Then in
2008 when I was appointed the Associate Dean of the
College of Letters, Arts and Sciences, that time
commitment diminished to only 5% as a Co-PI. So, I
became less involved, nevertheless, I remained as
involved as I could, in Migrant Ed.
I attended National Migrant Education
meetings. And I had a say in the oversight of the
program [in Colorado]. I never lost contact, even
though I had other duties. Of course, becoming an
Administrator was extremely busy. However, my
interest in CAMP at that time never diminished. For
example, even though I am retired, as of July 2017, I
am maintaining a small percentage of time associate
with CAMP through university funding to maintain
visibility and involvement with the CAMP program at
this time. I’m mainly looking for funding sources that
will assist our students once they achieve sophomore
status.
I think that’s a shared experience with people that
work in HEPCAMP. They leave, but they never truly
and completely separate form their work with
migrant and seasonal farmworkers. Now, HEPCAMP
seems like a very unified and united organization.
Many people have stayed involved these particular
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Migrant Ed programs for a considerable amount of
time, so there are some good relationships that have
been built. What was the experience of moving in and
out of an association with tight relationships between
the members like?
Campa: Well, in the very beginning of the HEPCAMP
association in the 80’s there was a much smaller,
closer knit group where we had to work together
because we were very small and we wanted to
maintain visibility, and for funding sources and seeking
support. So, we were more actively…well, given the
small number of people, most of us were involved in
one way or another. Perhaps today because of the
greater numbers of the programs you don’t find
people involved as much. So, being a smaller
organization meant you had to participate and do
something if you wanted to see the survival of the
organization and the maintenance of HEP CAMP
funding in the long run. v In that respect it was tighter it
was more involved compared to today because we
have much larger numbers. And, perhaps, not as many
people are closely involved as we were in those days.
OK. That brings up something, in my mind, about the
continuation, or the starting point, within the civil
rights movement for developing these programs, and
then continuing them forward to bridge the gaps of
marginalization for our Migrant and Seasonal Farm
workers. Do you still see that these programs are a
continuation of those efforts coming out of the Civil
Rights movement from those leaders and how that
helps the farm workers?
Campa: I think that there is less identity with that as
we move forward more and more since the 1964
implementation of the Civil Rights Act. Whereas many
people don’t identify it because they are now involved
with the programs and were born way beyond that
time than my generation, who were actively involved.
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And, it’s not necessarily identified with that perhaps
because many people aren’t all that familiar with the
Civil Rights Act at this point. Nevertheless, I think that
we have maintained support and are enhancing the
future of migratory and seasonal farm workers. Many
people believe in that aspect. This provides the open
door for education for this population, and in many
cases they wouldn’t have the opportunity. So I think,
from the standpoint of advancing the future and
educational goals of migratory and seasonal farm
workers, that aspect has been cohesive for the
organization. Like I say, I don’t know how many people
still identify it as coming out of the Civil Rights Act, or
the Johnson era, where they had the war on poverty
and other associated programs, or that this HEPCAMP
Association kind of grew out of that legacy. So, many
people, perhaps, aren’t familiar with that, quite
frankly.
As you say, there was a small group of people
working with the HEP and CAMP projects in the
beginning due to the number of grants available.
Also, there was a beginning point where the current
All right, so continuing it was the vitality of the
program…
Campa: Well, the vitality of the program has continued
and, overall. I think that our programs have lived up to
their goals and objectives. I think that this also became
instrumental in 1986 as they did the national study on
the effects of HEPCAMP programs. California StateFresno developed this national study out of a grant
that they got from NASDME in order to measure the
pre- and post- effects of enrollment in HEP and CAMP
overall. In other words, taking an assessment of pregraduate of the pre-entry of the programs and the
post-graduate period of both HEP and CAMP we were
able to measure the effects of job availability, income,
tax paying ability, a whole host of things. In other
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words, how did it improve the lives of the students
enrolled in these programs? The thing that caught the
ear of the congressional people was the tax paying
ability of HEPCAMP students multiplied by a factor of
three and a half times from pre- to post. That is what
caught the ear of many congressional representative:
the fact that they became tax-paying citizens, and
because of that monetary aspect, the contribution to
American society seemed to be the thing that caught
how these programs are improving the lives of the
students. In other words, they are cost effective
programs because of the effects that they are
contributing to American society, to the economy. That
was interesting and caught [our attention], too.
I was one of the field researchers, and each of
us that were brought in as a field researcher were
given a number of programs to go in and interview
students, staff and everything to measure the
effectiveness of programs. So, we compiled our data
and then we sent it in to the research program at Cal
State Fresno at that time. I have the results. I have the
full study. And I have a few years ago, I have sent some
of those results to members of the organization
because most people today aren’t even aware today
that we had this national study done in 1986. We used
that effectively to go and inform congressional
representatives of our effectiveness it was very good,
because we were able to point out that this is what our
programs achieve and this is how they contribute to
the economy and it’s an effective use of tax dollars to
fund these programs.
I’m not sure I was ever aware of that study either.
Thank you for sharing that historical information and
your perspective on it. It has certainly helped my as a
newer member of the HEPCAMP association to
understand that legacy. I think that one of the last
things that I want to try and cover with our time
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together is what would be some of your hopes and
ideas about how HEPCAMP can evolve and continue?
Campa: I’d like to see continuity in the programs and
that were able to maintain stability of the programs
and are able to complete our goals and objectives, and
at the same time we can inform members of congress
of what we are doing for continued support of these
programs. So, it’s a multifaceted approach. That we’ve
got to maintain program stability we’ve got to
produce results of the programs, we’ve got to contact
members of congress senators and representative for
maintaining funding and the visibility of our programs.
You’d be surprised. We’ve gone into a number of
senatorial offices where their staffers had no idea of
our programs and hear the word migrant and think
“Oh, illegal immigrants or migrants”. That shows how
uninformed people were about these programs. So,
we’ve got to maintain the exposure of congressional
members of these programs so they know what we are
doing and show them this is what we are
accomplishing. It takes an active participation of the
members to, when they go to these national meetings,
do these activities, and in fact, participate in the
HEPCAMP association and at home improve visibility.
One of the things that we’ve always done in our
program is contact our marketing and communications
division of the university so that we have visibility.
People know who we are on campus. We keep the
administration informed, the board of trustees and the
public. As a result of some of our newspaper stories,
we actually had a scholarship endowment created by
somebody who saw the story of our CAMP program.
We have maintained this endowment to this day for
students that are graduate from CAMP and go onto
their sophomore year. So, that came as a result of
publicity. Contacting TV news media whatever it may
be to expose your…expand your visibility and keep
people informed of what you’re doing. And, of course,
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one thing we have always had to be careful of, is that
when people hear the word migrant they think “Oh,
illegal immigrants” and we work to keep people
informed.
Especially on the CAMP side, and that the word
migrant not being associated with the type of farm
work that they are doing within the country.
Campa: Yeah, that’s right. Those are the kinds of things
for which we have to maintain our visibility and
exposure to the public and keeping our university
informed. We’ve been able to get a cash match of
$50,000 from our university annually which helps our
program. Of course, for our application this shows
involvement from our university. We did have one
lapse in funding, I mentioned from 1982. But, in 1995
we didn’t get funded because the readers criticized our
program saying we were lacking some parts. Because
of that, we went through the readers’ comments and
found 36 errors. So, we called Washington and said,
“How can you misjudge our program.” For example,
one reader said we did not have an evaluation
program. If anything, we have an extensive evaluation
program. I don’t even think the reader read our
proposal. When we went to Washington and showed
them all of the errors, they agreed and said that we
can apply without any hardships or without any
restrictions. And we got refunded immediately. So, it
shows you, Washington can make errors too. I mean, I
don’t know where they got these readers, we were
asking them “Did you get these people off the street,
or something?” (Laughing) It was incredible. You have
to be vigilant. I don’t think the review process is a
loose as it was in the 1990’s as it is now. But if we
weren’t vigilant, we could have lost our funding.
The situation that you described with the readers
would definitely pose some barriers when you are
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trying to get refunded. Those are great insights for
when programs move forward.
Campa: And the other thing is the support of the
institution. We were given $80,000 to fund us for the
interim, just under a year at that time, so we were able
to maintain the integrity of the program at a smaller
basis. It was something like 10 students; nevertheless,
we had continuity of the program, and we didn’t lose
our space at the university too, which is important.
That’s one of those areas that every program could
improve upon – gaining institutions support and buyin, right?
Campa: You have to get institutional buy-in and
support. If you don’t, you could lose your program. Or,
it could be that many people don’t have any ideas of
what your program is about. You know, it takes active
involvement. You not only have to run your program
effectively, but you’ve got to provide exposure to the
public, to the news media and others. It takes active
involvement to do that kind of thing. So, we’ve been
promoting that and we’ve had good support from our
institution. We’ve gotten visibility in publications from
the university, not only in the electronic newsletter,
but the quarterly magazine that they put out. We have
had highlights of our staff and students. Of course, in
the newspapers and news media. We call them in and
invite the president to our CAMP graduation. Not only
the first year graduation, but those CAMP graduates
that make it through and get their BA. Maintain
visibility for the administration, too. It’s gotten to the
point that we get calls from the Provost to get updates
on CAMP so that she can, and I quote, “brag about”
the CAMP program. Because they recognize…another
thing, too, that has been important for HSI’s is that we
are an integral part of that effort. Our CAMP Director,
Dr. Luis Rivas, is a member of the HSI steering
committee, and we have recently achieved HSI status
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at Metropolitan State University. That’s going to open
up new avenues of funding, once that becomes
ratified. HSI certification at many universities is an
important aspect, and members of the HEPCAMP
association or our programs should become involved in
those efforts too, so they can gain visibility. The fact is,
that we have recruited an x number of students
throughout the years, something like 800 students.
We’ve admitted them the university and obviously that
supported the HSI enrollment figures and to help
achieve that. That’s one more avenue that you can get
actively involved in and improve the university, in
order to increase your visibility.

And as you approach the fifth year of the program, as
with any program, you might be running low on
funding and it will provide a backup for that, as well.
But, keeping the visibility is up to HEPCAMP personnel
to inform their universities. If the university doesn’t
know about the program, then not much can be done.
Thank you.
Campa: My pleasure.

What would you say is a piece of advice to
Administrators, or other individuals that are trying to
gain funding for these programs, that are unsure of
expanding the programs into an integral part for
gaining Hispanic Serving Institution (HIS) status. Or
even, trying to flesh them out to make them larger in
numbers and funding.
Campa: Well, the piece of advice I would give would
be to tell members that if they don’t have a program
then you have to have somebody actively going after
having such a program. However, it takes members of
HEPCAMP [at each institution] to keep members of the
university administration aware of these kinds of
programs. Because, by and large, most administrators
don’t know anything about these kinds of programs,
unless we provide the visibility ourselves and actively
maintain that. As far as expanding the programs, it’s
can they gain the support of the institution so that
they can partially fund additional students for the
program. The fact that we have a cash match allows us
to involve greater numbers of students, too. It allows
us to hire additional members of staff, if not on a
permanent basis at least when we need some
additional support. That additional funding helps us.
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1

Mary L. Suazo – HEP/CAMP Specialist for the Office of
Migrant Education. She was recognized for her dedicated
service to the HEP and CAMP Projects through the Office of
Migrant Education by the National HEPCAMP Association in
Washington, D.C., 2005.
1
The National Association of State Directors of Migrant
Education (NASDME). This association is comprised primarily
of State Directors who oversee Migrant Education Programs
(MEP) funding that is awarded through the US Department
of Education – Office of Migrant Education.
1
Dr. Campa emphasized how the current program personnel
at different program sites needed to gain experience and
capacity to advocate for HEPCAMP programs. One of the
ways they did this was by soliciting some mentorship and
consultation with TRiO program representatives.
1
Dr. Arthur Campa served in this official capacity on the
Association’s Board during the dates he mentioned.
However, it should be noted that he did serve on The
National HEPCAMP Association’s Professional Development
Committee, as well. This is documented in The National
HEPCAMP Association meeting minutes and notes. (Source:
undated copy of “National HEP and CAMP Association
Standing Committees”. (The source is a scanned copy of The
National HEPCAMP document Archives, and is in
interviewer’s possession)
1
During the beginning of the Clinton administration, funding
for the HEP & CAMP programs was eliminated in the
President’s proposed budget. On Table S-8. “Program
Terminations-Continued (In millions of dollars) both HEP and
CAMP projects are listed at either negative or from less than
$500,000 - $0.00 (denoted on the table by an “*”). Source,
The Budget Message of the President (FY 1996), 197.
https://www.gpo.gov/fdsys/pkg/BUDGET-1996BUD/pdf/BUDGET-1996-BUD.pdf
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Historia de la Sra. María Cristina Cárdenas
Greeley, Colorado. Región Norte

Maria Cristína Cárdenas

Nunca me imaginé que yo podría servir a mi comunidad. Nunca me imaginé que yo podría representar
al Programa de Educación Migrante a nivel regional primero y luego de manera estatal. Nunca me he
considerado una líder, al contrario, me considero una persona un poco tímida. Mi papá, en cambio, era el líder
de mi familia y también de mi comunidad. La gente de mi pueblo en México buscaba a mi padre para que les
ayudara a resolver problemas. Mi padre me inspiró a apoyar a mi comunidad. Cuando mi papá murió, yo tenía
18 años yo tuve que dejar mi timidez a un lado y empezar a trabajar fuera de casa para apoyar a mi madre en
la crianza de mis hermanos. Éramos siete hermanos en total. Había que trabajar muy duro y así lo hicimos
todos en mi casa.
Los recuerdos que yo tengo de mi padre son muy lindos a él le gustaba jugar con nosotros, nos leía
libros hacia que la vida fuera buena para nosotros. Sin embargo, mi padre no me permitió estudiar enfermería
como yo quería. Él creía que esa carrera no era apropiada para una señorita. Mi padre era un hombre que quería
protegernos tanto que no nos enseñó a valernos por nosotros mismos. Cuando él falleció, nosotros no sabíamos
lo que era cambiar un tanque de gas, no sabíamos lo que era cambiar un foco. Mi padre eligió una carrera
comercial para mí se me dio la oportunidad de ser contralora. Nunca me gustó esa carrera, pero era lo que se
me permitió. Mi padre me enseñó el valor de la familia y la educación, sin embargo, no me permitió estudiar
lo que yo quería. Ahora, tengo mi propia familia, valoro la educación y deseo que mis hijos estudien la
profesión que ellos quieran. También, quiero que mis hijos crezcan sabiendo que ellos tienen que aprender a
valerse por sí mismos porque los padres no estaremos con ellos toda la vida. Mi sueño es crecer hijos
autosuficientes con amor a la educación y respeto a la vida.
Hace algunos años salí de mi pueblo, dejé Michoacán, y dejé a mi familia en México. Vine a este país
para estar con mi esposo y mis hijos ya como una familia. Mi esposo migró primero a California. Ahí trabajó
en un rancho cuidando caballos. Cuando finalmente migramos para estar con él, decidimos venir a Colorado
para buscar un trabajo para mi esposo. Al igual que todos los que migran, nuestro sueño era poder ofrecer a
nuestros hijos una mejor educación.
Al llegar a Colorado la vida fue muy difícil, mi esposo encontró trabajo afortunadamente en el aceite;
mis hijos iniciaron la escuela sin nada de inglés y yo me quedaba en la casa de mi hermano a cuidar a mi
sobrino, limpiar la casa y cocinar. La vida de un arrimado no es fácil y al poco tiempo comenzamos a tener
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problemas con mi cuñada. Sabíamos que no éramos bienvenidos y teníamos que buscar un espacio aparte.
Pudimos comprar una pequeña trailita toda vieja y con muchas cosas por arreglar, pero ya era nuestra. Con
mucha emoción, la decoramos con cobijas de México, mi familia hizo cortinas que trajimos desde Michoacán.
Venimos cargando con un molcajete que mi mamá me dio para estrenar mi nueva casita. Al mes de comprada
nuestra traila, ya se veía bien. Se veía completa. Al mes de que la compramos, también la perdimos.
Nosotros somos una de las muchas familias que perdió su casa en la inundación de 13 de septiembre
del 2013 en Greeley, Colorado. Sí, fue una experiencia triste y muy dolorosa. Sentir que nada puedes hacer y
que tus objetos personales se te pierden y que no tienes un lugar a donde llevar a tus hijos. Sin embargo, la
tragedia me enseñó la importancia de los amigos. Me enseñó a reconocer que no todos los que se dicen amigos
son amigos. La tragedia me enseñó que gente totalmente desconocida puede ser la gente que con más amor y
cariño te va a proteger. La inundación sacó la mujer fuerte que había en mí y que se empeñaba en estar
escondida. Lo mejor de la inundación fue que nos enseñamos a valernos por nosotros mismos y aprender y
compartir los servicios de la comunidad. Las personas que nos quedamos sin casa nos enseñamos a apoyarnos
unos a otros. Hay momento en la vida en donde uno tiene que aprender a luchar y caminar fuerte para sacar
adelante a la familia. Afortunadamente, esa lucha no la hice sola; había muchas personas y agencias caminando
conmigo, mostrando el camino.
Hoy estoy aquí para decirles que yo me he caído, he tenidos momentos altos, momentos bajos. He
venido a decirles que me sentido triste y decepcionada. Sin embargo, en mi camino, siempre me encontrado
personas que me levantan, que me ayudan. Personas que me hacen sentir que mi camino no está solo. Hoy
les quiero decir que no hay preguntas malas, les pido que no tengan miedo de preguntar, no tengan miedo de
pedir ayuda cuando se sientan solos. Siempre habrá una persona dispuesta a contestar tu pregunta y buscar
ayuda para ti.
Como migrantes que somos, hemos dejado nuestros países y familias, vivimos el dolor de dejar lo que
amamos. Sin embargo, recordemos que venimos buscando un sueño. Ese sueño es brindar una mejor educación
para nuestros hijos. Una educación que permita a nuestros hijos a salir adelante como profesionistas y ser unas
buenas personas. La herencia de nuestros hijos como migrantes es la educación. Hagamos espacio para
nuestros hijos y apoyarlos en sus escuelas, hagamos el esfuerzo por saber que piensan, que quieren, que sueñan.
Aunque haya mucho trabajo, hagamos un espacio para nuestros hijos que son la razón por la que migramos.
Los migrantes no somos malos; somos gente honrada, somos gente responsable. Les invito a mostrar a todos
lo que somos y salir adelante siempre.
Muchas gracias,
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Beached Hope

Amber Moore
Introduction
This project was approached as an effort to engage in an act of poetic witnessing (Volger, 2003) to, in some small way,
honor those who suffer ongoing trauma due to forced migration. As such, this piece was written with an intention to take up
Laura’s (2013) suggestion that witnessing can be understood as “an act of love” (p. 219). With this intentionality in mind,
this poem is particularly dedicated to children and young people who are migrants traveling by water to new shores.
References
Laura, C. (2013). A love based approach to qualitative research. Cultural Studies ↔ Critical Methodologies, 13(4), 289294.
Vogler, T. A. (2003). Poetic witness: Writing the real. In A. Douglass & T. A. Vogler (Eds.), Witness & memory: The
discourse of trauma. New York: Taylor & Francis Books Inc.

When we are hurt, our needs mature,
develop attitudes, and talk back with sharp tongues
thick with medicine and words unsaid. Our teeth
almost vibrate, caging in impatient huffs.
We are the smart-ass sick, tired and worn out from
our wounds, waiting to get better. Our jawlines
are so sore from ranking our pain on a stunted scale
of 1-10.
We float aimlessly on serum seas and wave to fisherman
who can’t see our yellowed eyes. They hollar a hello back and
throw the fish back in- it’s just a sport to them.
Wash me up. Beach me on a shore where my
aches might find an anchoring amid small
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shells full of squirming, creatures pouring out
to greet the day. Invite them to my
reckoning.
I’ll use a red bucket
and make a go at a castle; it
will have a deep moat to catch the stinging salt.
I’ll have a refuge and it will be worth the effort.
Bring me some ice chips so I can hydrate myself and get
started on construction - buzz the nurse.
The sun is setting and the orange sky is burning
down into the horizon, so I don’t have much time left
for this redemptive design,
a home near the dunes to tip
that scale.
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Orange Blossom

Rosalinda Alvarez Cobarrubias
It is funny how certain scents send you back in time. The slightest hint of orange blossoms transforms me
back to my childhood. I do not particularly care for one particular memory associated with orange blossoms nevertheless I do feel a certain nostalgia and peace as I recall my first encounter with migration for the purposes of
work. My father decided to uproot us for the first time when I was seven years old. We migrated to Florida to follow
the citrus harvest cycle. I no longer was in my familiar surroundings and strangers surrounded me. Although we were
poor and lived in a three-room house surrounded by citrus orchards – it was just our family – it was home and it was
good.
When we arrived in Florida, they revealed to us to the migrant camp where we were to live - in a barracks
surrounded by an orange orchard. Somehow, I knew it was no longer home and I did not like it. I did not understand
why so many families lived together in one big house or why we had to share a bathroom. I do recall my mother’s
heeded warnings not to go anywhere by myself especially the bathroom. As an adult, I understand the reasoning
behind that warning.
I missed being outdoors, climbing the trees in my front yard and I wanted to go back home. I guess my
mother wanted the same thing because we moved shortly thereafter to a house my family rented. It was then that I
felt a little bit more at home again. My father hauled the harvested oranges in his truck to the canning company.
They would process the oranges into orange juice so we really did not work in the fields. My mother’s job was to do
payroll for the people who picked the oranges.
I remember that it was late August and my mother took us to the neighborhood school and registered my
brothers and I for the new school year. What a sight we were! My mother with six children and only three of us were
school age. It was then that I first heard that I was a migrant. I do remember my mother speaking to the receptionist
in her broken English and insisting we attend school. I knew my mother was a little perturbed and I did not
understand why but I recognized that “tone” she used when she was not happy. The receptionist remarked by saying
that most migrant children did not attend school and my mother stated very firmly that her children did. I got that
gnawing feeling in the pit of my stomach again and I did not want to go to that school.
The second grade teacher in Florida was not very friendly unlike my first grade teacher back home. Funny, I
do not recall her name. She would always make remarks that made me feel like something was wrong – her tone of
voice said it all. She would comment,” you smell so nice”, or question me about who would do my hair. I recognize
now that she was being condescending - but I did not know that then.
I made a friend the short time I was at the migrant camp. Her name was Frieda. I asked my mother why
Frieda did not go to school and her reply surprised me – she said her mother would not let her because she has to
work. Again, I did not understand but I knew it did not feel right. I thought all children had to go to school and so
began my quest for education.
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