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The Potential and Promise of 
Latino Students

By Patricia Gándara

By now, it is pretty much common knowledge that Latinos 
comprise the nation’s largest minority group, both as a 
percentage of the population (17.6 percent)1 and as a per-
centage of school-age students (25 percent).2 That is, one 

in four K–12 students in the United States is Latino or Latina. While 
the related challenges are often overemphasized, the tremendous 
assets these young people bring with them are often overlooked.

In 1980, Latinos were 6.5 percent of the total population and 
about 8 percent of the K–12 school population,3 and they were 
principally located in three states: California, New York, and 
Texas. They did not have a large presence in the rest of the country, 
where the notion of majority-minority populations was framed 
in terms of black and white.

The nation’s population has undergone a massive shift in the 
years since 1980, when immigration began to soar, after histori-
cally low rates of Latino immigration between the 1930s and 
1970s. The Latino school-age population has tripled since 1980, 
from 8.1 percent to its current 25 percent.4 The National Center 
for Education Statistics projects that by 2023, nearly one-third of 
all students will be Latino.5 However, in three states—California, 
New Mexico, and Texas—Latinos already account for more than 
half of all students.

It is important to note that this recent growth is overwhelm-
ingly the result of native births. Contrary to much of the political 
rhetoric about insecure borders and uncontrolled immigration, 
more Mexicans have left the country in the last few years than have 
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entered it, and Mexican immigration is now at net zero.6 More 
than 90 percent of school-age Latino children are born in the 
United States.7 They are U.S. citizens and our responsibility. How 
we view these students—primarily as challenges or as assets—will 
determine to a large extent how we choose to educate them and 
the kind of success they are able to achieve.

A New Demographic Twist
Most Latinos live in what I call seven traditional settlement states: 
Arizona, California, Florida, Illinois, New Jersey, New York, and 
Texas. However, recently there has been a dramatic shift in where 
Latinos reside. New pockets of immigration have resulted in con-
centrations of Latino students in places that haven’t had a sub-
stantial number of Latino immigrants before. The Latino 
population is growing faster in the South than anywhere else in 
the country. Between 1990 and 2014, the South’s Latino school-
age population grew by a factor of 10. Meanwhile, the Latino 
school-age population grew only 32 percent in the traditional 
settlement states. Today, Latino children fill classrooms in areas 
where a generation ago there was no Latino presence.

Not all of these immigrants are Spanish speaking, but the 
majority of them are. And not all Latinos are from the same coun-
try. About two-thirds are of Mexican origin and another nearly 10 
percent are of Puerto Rican origin, but the rest come from a variety 
of Spanish-speaking nations (including Cuba, at 3.7 percent; the 
Dominican Republic, at 3.2 percent; the Central American 
nations, combined at 9.1 percent; and South America and else-
where, at 10.4 percent), and they also come from different social 
classes and traditions.8 Nonetheless, it is possible to speak of 
Latinos as one group, since approximately three-quarters are from 
Mexico and Puerto Rico alone, and these students tend to share 
many demographic characteristics, such as low educational 
attainment, high rates of poverty, and a longtime presence in the 
continental United States.

The Challenges and the Possibilities
As a group, Latinos fall far behind both white and Asian students 
in academic achievement and educational attainment, largely 
because they begin school significantly behind their peers; they 
are the least likely of all subgroups to attend preschool. While 
Latino children have made significant gains over the last decade, 
only 52 percent of those ages 3 to 6 attend or have attended a 
preschool program, compared with an average of 61 percent for 
all children.9

Moreover, their achievement on the National Assessment of 
Educational Progress (NAEP), which tests a representative sample 
of all American students every two years in math and reading, lags 
behind that of their peers. In 2015, 26 percent of Latino students 
performed at the proficient level in fourth-grade mathematics, 
compared with 51 percent of white students and 65 percent of 
Asian students. In eighth grade, the performance of all students 
dropped, with 19 percent of Latinos scoring proficient, compared 
with 13 percent of African American students, 20 percent of 
American Indian/Alaska Native students, 43 percent of white 
students, and 61 percent of Asian students.10

Although these results do not differ significantly from the 2013 
NAEP results, Latinos have made strides since 2000. Most of those 
gains happened in the first few years after 2000, after which NAEP 

scores tended to flatten for all students. It’s no coincidence this 
stagnation occurred at the same time as the narrowing of the cur-
riculum and the fixation on high-stakes testing began under No 
Child Left Behind.

With respect to reading in 2015, just 21 percent of Latino stu-
dents scored at the proficient level in fourth grade, compared with 
46 percent of white students and 57 percent of Asian students. In 
eighth grade, the numbers were similar, with 21 percent of Latino 
students scoring proficient, compared with 44 percent of white 
students and 54 percent of Asian students. In sum, achievement 
gaps between Latino students and their white and Asian peers 
persist.11

In recent years, Latino students have made progress in high 
school completion: 76 percent graduated with their class in 2014, 
compared with 61 percent in 2006.12 Even so, this rate lags far 
behind graduation rates for white students (87 percent) and Asian 
students (89 percent).13

The gender gap in Latino high school graduation rates, on the 
rise since the 1980s, is also troubling, since high school and col-
lege completion, or at least some postsecondary training, is a 
prerequisite for gaining access to the middle class. In 2013, 82.6 
percent of Latinas graduated from high school, compared with 
74.1 percent of Latino males.14 While 43 percent of white stu-
dents and 66 percent of Asian students completed at least a 
bachelor’s degree by age 29 in 2015, only 21 percent of African 
American students and 16 percent of Latino students did so. 

Percentage of Latino K–12 Students 
in Six Southern States, 1990–2015

Southern States 1990 2000 2015

Alabama 0.7% 1.9%     6.7%

Arkansas 1.1% 4.2% 11.0%

Georgia 1.6% 5.4% 13.9%

North Carolina 1.0% 5.2% 14.9%

South Carolina 1.0% 2.5%     8.1%

Tennessee 0.8% 2.3%     8.4%

SOURCE: AUTHOR’S CALCULATIONS OF 1990 AND 2000 U.S. CENSUS “5-PERCENT PUBLIC USE MICRODATA 
SAMPLE.” 2015 DATA ARE FROM THE AMERICAN COMMUNITY SURVEY.
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Latinas also outperform their male counterparts in college 
degree completion. In 2015, 18.5 percent of Latinas had earned 
a bachelor’s degree by age 29, compared with 14.5 percent of 
Latino males.15

A major reason that Latino college completion is so low is that 
nearly half of Latinos who attend a postsecondary institution go 
to two-year colleges, where the likelihood of their transferring to 
a four-year institution is much lower than for students from most 
other racial/ethnic groups.16 One study of California community 
college students with intent to transfer found that only 17 percent 
of Latinos transferred to a four-year college within seven years, 
compared with 30 percent of white students and 41 percent of 
Asian students. These students tend to “get stuck” in community 
college because they are more likely to work while going to school, 
to have insufficient funds, and to require remedial courses 
that delay their progress toward a degree.17 Research shows 
that Latino students, more than students from any other 
group, tend to enroll in less selective colleges, even though 
they actually qualify to attend more selective ones,18 usually 
because of financial concerns. And notably, more selective 
institutions tend to graduate all their students at much 
higher rates.19

Given that income in the United States is closely tied to 
education,20 our country’s economic and social well-being 
is tied to the educational success of Latinos. Needless to say, 
the stakes are indeed high.

Why Latino Students Fall Behind 
The underperformance of Latino children has frequently 
been attributed to the fact that so many grow up in homes 
and neighborhoods where Spanish is the primary language. 
In fact, this notion has largely driven language education 
policy, which has pushed schools to adopt English-only 
instruction in an effort to reclassify their English learners 
to English-proficient status as quickly as possible.

Businessman Ron Unz, who spearheaded the English-
only movement that began in California in 1998 and trav-
eled as far as Massachusetts by 2002, said that most English 
learners who received English-only instruction would become 
proficient in English within a year and would thereafter catch up 
with their non-Spanish-speaking classmates. Of course, these 
claims did not come true.21 And earlier studies had routinely 
found this goal unrealistic.22

The simplistic and misguided explanation that language is the 
primary impediment to academic achievement overlooks the much 
more powerful role of poverty. Nearly two-thirds (62 percent) of 
Latino children live in or near poverty, and less than 20 percent of 
low-income Latinos live in households where anyone has com-
pleted postsecondary education.23 Taken together, these circum-
stances almost inevitably result in children living in poor areas with 
few recreational resources and attending underperforming schools 
where other children like themselves are isolated from mainstream 
society. As a result, they seldom encounter peers who are knowl-
edgeable about opportunities outside their neighborhoods or who 
plan to pursue postsecondary education. Additionally, many par-
ents may not have the time or knowledge to evaluate the quality of 
their children’s education and may not feel empowered to press the 
schools to strengthen their offerings.

Moreover, these schools are qualitatively weaker in their ability 
to educate students than the schools that middle-income and white 
and Asian students attend.24 Sean Reardon, professor at Stanford 
University, finds that “the difference in the rate at which black, 
Hispanic, and white students go to school with poor classmates is 
the best predictor of the racial achievement gap.”25 Still, middle-
income black and Latino households are much more likely to live 
in poor neighborhoods than whites or Asians with the same 
incomes.26 And racial segregation adds an additional burden to 
economic segregation, as this double segregation is associated with 
a social bias against students of color. Latino students are now more 
segregated than black students across the nation.27

As I noted earlier, this segregation is also associated with lin-
guistic isolation. A linguistically isolated household is defined by 

the Census Bureau as one in which all household members age 
14 and over speak a language other than English and none speaks 
English “very well.” More than one in four Latino students living 
in poverty lives in such a home.28 Clearly, it is difficult for Latinos 
to learn English when they do not hear it spoken at home and they 
attend school with peers who do not speak English well either. 
The solution, of course, is not to require parents to speak to their 
children in English; rather, parents need to help students develop 
their home language while students are fully integrated into 
schools and classrooms that expose them to English both formally 
and informally through peer relationships.*

Research challenges the notion that speaking Spanish is the 
primary impediment to Latino students’ academic achievement. 
Several studies29 have now found that immigrant students or the 
children of immigrants tend to outperform subsequent generations 
of Latino students academically. Since speaking Spanish is a pri-
mary characteristic of Latino immigrants and children of immi-

The misguided explanation  
that language is the  
primary impediment  
to academic achievement  
overlooks the  
much more powerful  
role of poverty.

*For more on dual language learning and English language learners, see the Summer 
2013 issue of American Educator, available at www.aft.org/ae/summer2013.



AMERICAN EDUCATOR  |  SPRING 2017    7

grants, this would appear to contradict the idea that language holds 
them back. Researchers tend to explain this phenomenon as one 
of motivation.30 The newcomers are acutely aware of the sacrifices 
their parents have made to come to the United States and often 
articulate a desire to pay them back by doing well in school. They 
strive to lift themselves and their parents out of poverty. As a result, 
they become real believers in the American dream.

However, when this social and economic mobility has failed to 
materialize after the second generation, and students find them-
selves trapped in the same low-income settings with few observ-
able prospects, motivation wanes and they develop a negative view 
of school. Education then comes to represent failure rather than 
opportunity and threatens their self-worth. As a result, it can make 
more sense for them to reject school before it rejects them.

The fact that somewhere between a third and a half 31 of all Latino 
students begin school without being able to speak English certainly 
has an impact on their achievement. But this impact can be reduced 
or possibly even eliminated, as part of this problem is of our own 
making. By making the primary goal moving these students to all-
English classes as rapidly as possible, we undermine their acquisi-
tion of academic English—the more sophisticated use of language 
that supports comprehension and literacy.

However, when Latino students are placed in strong bilingual 
and dual language programs, they outperform their Latino peers 
in English-only programs and come closest to closing achieve-
ment gaps with other students.32 Where such programs are not 
available, Structured English Immersion programs—where Eng-
lish is the main language of instruction—can provide these stu-
dents with access to the core curriculum, though it is a matter of 
debate whether they can provide the same breadth and level of 
rigor. The best programs build on students’ native language, which 
ultimately helps accelerate their English skills.

There aren’t as many bilingual programs as there once were, 
due to several decades of educational policies that promoted a 

shift to English-only instruction,† but their popularity is again 
gaining ground.33 In 2016, 73 percent of California voters over-
turned a 1998 near ban on all bilingual instruction in the state. 
Commentators attributed this extraordinary turnaround to much 
more positive attitudes toward immigrants and an explosion of 
interest in dual language programs, which many feel provide obvi-
ous advantages for all children.

Immigration and the Well-Being of Children
While most Latino children in the United States were born here and 
enjoy the full rights of citizenship, many have at least one parent 
born outside this country. That means these children often have to 
deal with the troubled history that can accompany migration—
leaving homes and loved ones behind—and can traumatize fami-

lies.34 Moreover, some members of these families are not 
citizens and lack legal status. While no exact number is avail-
able, best estimates suggest that more than one in four Latino 
students live with at least one undocumented parent.35 This 
figure does not account for siblings or other family members 
at risk of deportation. We can assume that, adding these fam-
ily members, more than 25 percent of Latino students live in 
homes stressed by the threat of deportation. Latino students 
with undocumented parents experience higher levels of 
poverty, lower levels of educational attainment, and greater 
dependence on social services than Latino children with 
U.S.-born parents.36 One can only imagine the psychological 
toll of sitting in school all day wondering if your parents will 
be there when you return home.

In 2012, President Obama signed an executive order 
announcing Deferred Action for Childhood Arrivals 
(DACA), a program meant to defer deportation for certain 
undocumented immigrants who entered the country when 
they were younger than 16. A 1982 Supreme Court decision 
(Plyler v. Doe) declared that undocumented immigrant 
children had a right to public education through high 
school, but until DACA began, they could be deported after 
high school. While DACA did not offer a pathway to citizen-
ship, it did offer a temporary right to be in the country 

legally for the estimated 65,000 high school graduates who each 
year complete school but cannot legally work, join the military, 
or often even continue their education.‡ These young immigrants 
entered the country with their families, frequently at such young 
ages they did not even know they were born outside the United 
States, and certainly had no say in where they were raised.

To be eligible for DACA, immigrants brought to the United States 
before turning 16 must have lived continuously in this country for 
at least five years; must have been attending or have graduated from 
a U.S. high school, or have served in the military; and must not have 
been convicted of a felony or certain misdemeanors (among other 
requirements). If they met all the requirements, produced certifying 
documents, and paid an application fee of $495 (as of December 
23, 2016), they may have received deferred deportation and a work 

†For more on the history of bilingual education and the renewed interest in bilingual 
programs, see “Bilingual Education” in the Fall 2015 issue of American Educator, 
available at www.aft.org/ae/fall2015/goldenberg_wagner. 
‡For more on DACA, see “Undocumented Youth and Barriers to Education” in the 
Summer 2016 issue of American Educator, available at www.aft.org/ae/summer2016/
undocumented.

www.aft.org/ae/summer2016/undocumented
www.aft.org/ae/summer2016/undocumented
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meet expenses. Andrea had excelled in high school and was 
admitted to UCLA, one of the most competitive public universities 
in the country, and she credited her parents’ example of working 
hard and never giving up. But it was her involvement in extracur-
ricular activities that fueled her hopes for the future:

Music played a very important role because it was a big moti-
vator. … I couldn’t afford books sometimes, I couldn’t afford 
rent, [but] I always had music to look forward to. It just kept 
me going so much, even when things got really, really hard. 
… When I could have given up and I could have just thrown 
in the towel, I always had music to look forward to.40

Of course, it was not only music that kept Andrea in school and 
moving toward her goals but also a supportive campus environ-

ment, a peer group that sustained her, and faculty members who 
saw her potential and encouraged her.

Primed for “Deeper Learning”  
and Bridge Building
Plenty of challenges remain in closing achievement gaps for Latino 
students. But these students represent enormous assets for our 
nation. Given that a majority of Latino students are the children of 
immigrants (and to a much lesser degree immigrants themselves),41 
I have outlined five ways these students are primed for “deeper 
learning,” a pedagogy that has been heralded as fostering the kinds 
of skills that best serve 21st-century challenges. That is, an emphasis 
on critical thinking, analysis, cooperative learning, and teamwork. 
The five characteristics that are typical of many immigrant students 
are a collaborative orientation to learning, resilience, immigrant 
optimism, multicultural perspectives, and multilingualism. 

Psychologists have long noted Latina mothers’ emphasis on 
cooperative and respectful family relations that foster a preference 
for cooperative learning by Latino children.42 Cooperative behav-
ior lends itself to the kinds of shared inquiry and teamwork that 

permit for a two-year, renewable period. By June 2016, more than 
700,000 undocumented people had received a DACA permit.37

While this policy provided considerable relief for many young 
Latinos, at least half of those estimated to be eligible did not 
apply. Reasons include fear of the immigration service having 
information about their families and the high cost of the applica-
tion, especially in circumstances where more than one indi-
vidual in the family is eligible. It was also understood that the 
permit could be revoked at any time, especially under a federal 
administration that disagrees with the policy. Given the pro-
gram’s uncertain future under the Trump administration, many 
students whose DACA terms have expired are returning daily to 
regular undocumented status without the ability to work legally. 
Among other challenges, this creates a hardship for paying for 
higher education.

According to estimates, roughly 500,000 U.S.-citizen 
youth currently live in Mexico as a result of deportations 
and economic circumstances that forced their families back 
across the border.38 These young people, born in the United 
States, usually have no history with Mexico and most often 
have been educated only in English. Once in Mexico, they 
often have trouble integrating into Mexican schools, which 
have different curricula and standards than American 
schools and, obviously, require students to speak, read, and 
write in Spanish. They also often have difficulty convincing 
Mexican school officials they should receive credit for 
classes they took in the United States. If the new federal 
administration makes good on its promises to remove 
undocumented immigrants, the number of students in this 
situation can be expected to grow because many U.S.-born 
children of immigrants will accompany their deported fam-
ily members.

President Obama attempted to address this problem in 
2014 with his Deferred Action for Parents of Americans 
(DAPA) policy, which would have allowed parents of citizen 
children who met a series of requirements to remain in the 
country with renewable work permits, much like the DACA 
applicants. This policy would have prevented many of the 
“returned” students from having to leave the country to an uncer-
tain fate in Mexico. A recent Supreme Court decision resulted in 
a stay of DAPA, leading many U.S.-citizen children to worry about 
being removed from the only home they have ever known.

In spite of these enormous challenges, stories of undocu-
mented students who have excelled academically are recounted 
each year at graduation and in national newspapers.39 Anyone 
teaching in colleges across the country is likely to encounter 
these students.

As a professor at the University of California, Los Angeles, I 
have taught many undocumented students. One I will never forget 
was always early to class, well prepared, and engaged. One day, 
she asked me if I had an extra copy of a text we were reading for 
class. She was having difficulty accessing the library’s copy. As we 
talked, I learned that not only could she not afford to buy books, 
she could not afford a place to live and slept on friends’ sofas. She 
was also frequenting a food pantry. She couldn’t legally work 
because she was undocumented, having been brought to the 
United States in the third grade. But she was a musician in a 
Mariachi group, which, when they could get bookings, helped her 

Students who  
are fluent in  
another language  
and culture can  
build bridges in  
a fundamentally  
interconnected world.
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are the cornerstones of deeper learning and skills that many 
employers find crucial.

Because immigrants cannot rely on the normal routines of 
their homelands and must be adaptable to new circumstances 
and expectations, children learn to be resilient, to persist in the 
face of adversity, and to keep trying until “they get it right.” This 
persistence leads to deeper learning.

Research has also shown that first- and second-generation 
immigrant students tend to outperform subsequent generations 
academically, in spite of language differences and cultural barri-
ers. This phenomenon has been labeled “immigrant optimism,” 
in which these students, taking a cue from their immigrant par-
ents, come to be true believers in the American dream and strive 
to realize it, exhibiting extraordinary motivation.

Finally, and somewhat obviously, immigrant students typically 
have multicultural perspectives and are multilingual. These stu-
dents are both immersed in American culture outside their homes 
and part of their family’s culture. Being able to view a problem from 
multiple cultural perspectives allows students to see that problems 
can have more than one right answer and is key to more creative 
thinking. And students who speak multiple languages demonstrate 
greater cognitive flexibility and executive function (for example, 
ability to maintain a focus when faced with multiple stimuli).43

Also, students who are fluent in another language and culture 
can build bridges in a fundamentally interconnected world. Know-
ing another language quite obviously enables access to many more 
people, information, and experiences. But knowing another cul-
ture—understanding how others think and how to present oneself 
in a different cultural context—is an invaluable skill. Acknowledg-
ing this fact, one recent survey of employers across all sectors of the 
economy found that two-thirds preferred hiring a bilingual indi-
vidual over a similarly qualified monolingual.44 Clearly, employers 
view these multilinguals as assets to building client relationships 
and managing diversity within a company. As Nelson Mandela 

said, “If you talk to a man in a language he understands, that goes 
to his head. If you talk to him in his language, it goes to his heart.” 
Both business and diplomacy are best served by speaking to a 
person’s intellect and heart.

Just as students who develop skills in more than one language 
are advantaged in many ways, so is the education system that 
understands the value of communicating in multiple languages. 
By speaking a language the student understands, school person-
nel help that student—and his or her family—feel more connected 
to the school and believe his or her teachers care.

What We Know Works
One of the most distressing things about the Latino education gap 
is that we actually know how to narrow it, and perhaps even close 

it. We simply do not act on this knowledge. For example, 
while schools clearly don’t have the power to eradicate pov-
erty, they can use proven strategies to counter its effects, 
including providing “wraparound” services for students and 
families living in poverty.* Significant evidence shows that 
making social and medical services available to families and 
students in need helps reduce absenteeism (a major corre-
late of low achievement) and increase student engagement 
in school. And while the new federal Every Student Succeeds 
Act (ESSA) provides for the use of such services, the funds 
available hardly cover the tremendous need that exists.

We also know that preschool works. Early childhood educa-
tion introduces Latino children to the expectations of school-
ing and exposes them to English. Based on national data, 
researchers found that the Latino-white achievement gap 
narrows by about one-third during the first two years of school-
ing, but then remains constant over the next several years,45 
suggesting that early intervention can be especially effective.

Another bulwark against the effects of poverty is deseg-
regation. In recent years, education reformers have claimed 
that equity in education could be achieved within racially 
and economically segregated schools. Yet the desegregation 
movement of the 1960s and 1970s was supported by research 
that showed how segregation fueled achievement gaps 

among racial and ethnic groups.46 In fact, the primary finding in 
Brown v. Board of Education was that separate could not be equal.

Effective desegregation has become increasingly difficult, as 
the racial and ethnic composition of the nation’s schools has 
shifted dramatically. Nonetheless, segregation by class, race, and 
language can be improved through strong magnet programs and, 
in the case of Latinos especially, through two-way dual immersion 
programs.† These programs have a goal of enrolling equal num-
bers of English speakers and English learners so that both groups 
become bilingual, biliterate, and culturally aware.

An abundance of evidence suggests the effectiveness of these 
programs in both raising academic achievement and desegregat-
ing students.47 While the demand for these programs is increas-
ing,48 they require strong bilingual personnel. Although there has 
been scant support for the recruitment and development of teach-

*For more on community schools, see the Fall 2015 issue of American Educator, 
available at www.aft.org/ae/fall2015. 
†For more on socioeconomic integration, see “From All Walks of Life” in the Winter 
2012–2013 issue of American Educator, available at www.aft.org/ae/winter 
2012-2013/kahlenberg.

www.aft.org/ae/winter2012-2013/kahlenberg
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ers to sustain these programs, states can use funds from ESSA to 
hire more bilingual teachers.

Where two-way programs that enroll both English speakers and 
English learners are not feasible because of local demographics, bilin-
gual programs that allow Latino English learners to access the regular 
curriculum in Spanish as they learn English also show strong results 
for Latino students.49 But they too require bilingual teachers.

Many programs serving low-income students, including Lati-
nos, have as a goal to prepare them for high school graduation and 
college entrance. The most cost-effective programs include coun-
seling components that guide students into the rigorous courses 
often denied to them because of the perception they “aren’t college 
material.” They also usually provide tutorial support. Teachers in 
these programs inspire students to prepare for college and provide 
the study skills necessary to succeed.50

One such program is AVID (Advancement Via Individual 
Determination),* which operates in most states and provides 
counselors plus a supportive peer group to help students stay 
on track in school. Another program, known as the Puente 
Project, operates in California and Texas and targets Latino 
students (though others can enroll); it provides a college pre-
paratory English curriculum that incorporates Latino litera-
ture and integrates aspects of the Latino community into its 
activities. It also relies on building a supportive “familia” 
among peers and incorporates program personnel who can 
communicate with parents. Lastly, PIQE (Parent Institute for 
Quality Education), which originated in San Diego but now 
operates throughout California and in 10 other states, focuses 
on Latino parents, especially immigrants with little knowledge 
of how U.S. schools operate, and trains them to advocate for 
their children and monitor their school performance. The 
program also trains parent coaches to teach other parents; 
most PIQE programs operate in Spanish.

Research has found that Latino students are the least likely 
to take on debt for college and the most likely to forgo college 
(and sometimes even not finish high school) for financial 
reasons.51 It is especially important for Latinos to access finan-
cial assistance, so programs that encourage Latino students 
to attend college should provide information on how to pay for it. For 
many Latino students, money for their own education often comes 
at the cost of basic necessities for other family members. One study 
conducted in the aftermath of the Great Recession found that 40 
percent of Latino students in a very large state university could not 
rely on their families for any financial support; instead, they were a 
source of support for their parents and siblings.52

Finally, it is axiomatic that students must feel a sense of belong-
ing in school if they are to be truly engaged and motivated to excel. 
Relationships are crucial. Somewhat paradoxically, though, Lati-
nos are the least likely to participate in extracurricular activities 
in school, where many friendships begin.

In a series of studies that looked at the “sense of connectedness” 
of students of Mexican origin, the researchers concluded that 
among the most important school interventions for these students 
is connecting them to extracurricular, out-of-classroom activities 
in order to bind them to peer groups and to the school. Similarly, 

researchers have found that those immigrant students “who had 
even one native English-speaking friend were able to learn English 
more rapidly and make a better adjustment to school.”53 Another 
recommendation stemming from these studies was to offer extra-
curricular activities during the school day, so that all students could 
participate in something in which they had a particular interest 
with peers who shared that interest, but that did not involve addi-
tional cost or time after school, when they might be expected to 
help out at home or at work.54

A typical observation about successful interventions for Latino 
(and all other) youth is that male students make up only about 
one-third of college access programs.55 And, since it is males who 
seem to be in the greatest need of support and motivation, the 
programs often struggle to involve more young men.

Research suggests that a key to addressing this “male problem” 
is offering programs that are run by or have staff that include 
charismatic Latino adult males, who appeal to young Latinos and 
appear to attract and retain them more effectively.56 In addition, 
male teachers have a significant positive impact on the academic 
performance of male students.57 Thus, focusing on the recruit-
ment of Latino male teachers, counselors, and program directors 
may improve outcomes for Latino male students.† Programs for 
these young male teachers may need to include some kind of part-
time compensated activity, whether it is school based or work 
based, as they tend to feel a responsibility to be earners, as indi-
cated in surveys of young Latinos.58 In our own research, we have 
found, based on national data, that Latinas are more likely to 
attend college if they have Latino teachers (male or female). In 
fact, the more of these teachers they encounter, the more likely 
they are to attend college.59 This, of course, suggests that an impor-

*For more on AVID, see “Focusing on the Forgotten” in the Fall 2007 issue of 
American Educator, available at www.aft.org/ae/fall2007/jacobson.

†For more on the importance of recruiting Latino male teachers, see “The Need for 
More Teachers of Color” in the Summer 2015 issue of American Educator, available at 
www.aft.org/ae/summer2015/vilson.
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ensure that being  
labeled an English  
language learner  
does not limit a student’s 
access to all the courses 
and opportunities that  
English speakers enjoy.
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tant intervention for these students would be recruiting more 
Latino teachers.

In sum, several interventions are available that would help close 
achievement gaps. Often, they are not implemented because they 
require either a rethinking of our normal routines or a substantial 
investment of both time and money. Arguments based on eco-
nomic studies show it costs more not to implement what we know 
works—“pay now, or pay more later.” But these arguments have yet 
to persuade policymakers, who have the ultimate say in giving such 
interventions a chance.

What We Must Do
Support at the state and federal levels for universal preschool would 
go a long way toward providing Latino children a strong academic 

foundation. While it is critical that these children have access to 
high-quality early childhood education, it is just as important that 
it be culturally and linguistically appropriate. Underscoring this 
point, in June 2016, the Obama administration released a policy 
statement on the need to “foster children’s emerging bilingualism 
and learning more broadly” within early childhood programs.60

At the federal level, there is great need for more funding for 
wraparound services or full-service community schools. This can 
be accomplished without breaking the bank by integrating the 
resources of the Department of Education with those of the 
Department of Health and Human Services and its various sub-
departments that deal with early childhood education and youth 
services. While the old Department of Health, Education, and 
Welfare, which was disbanded in 1979, may have been too 
unwieldy for the 21st century, reorganizing these departments to 
provide more funding for wraparound services makes sense.

Additionally, U.S. education policy should reflect the commit-
ment of other industrialized countries to producing a multilingual 
citizenry. It should incorporate support for what both of the last two 
U.S. secretaries of education have agreed on: all children in the 

United States should have access to dual language education, and 
emerging bilinguals should not have to forgo the advantage of know-
ing another language in order to learn English and participate fully in 
their schools. To that end, the federal government must lend a hand 
in recruiting and supporting the development of bilingual teachers.

Additionally, states and school districts must create pathways 
for young people to become bilingual teachers. In recent years, we 
have witnessed the increasing popularity of magnet programs. Why 
not create magnet programs that seamlessly transition students 
from high school to college and teacher preparation programs, with 
special incentives for students who have acquired another lan-
guage? Today, 22 states and the District of Columbia offer a Seal of 
Biliteracy on the diplomas of students who graduate from high 
school with strong literacy skills in two or more languages.‡ These 

young people are perfect candidates to pursue teaching, and 
could probably be convinced to do so with full scholarships 
from state and federal governments.

To ensure that Latino students have the same access to 
high-quality education that meets college- and career-ready 
standards, school districts must place a higher value on 
counselors, especially those who can communicate with 
and engage parents of Latino students. Too often, when 
budget cuts require belt tightening, counselors and nurses 
are among the first to go. This may be penny-wise and 
pound-foolish in districts that serve many low-income 
Latino students, who need the guidance of trained profes-
sionals to help them enroll in the coursework required for 
high school graduation and postsecondary education.

A recent policy shift making it easier for students to earn 
college degrees holds great hope for helping more Latino 
students. Currently, 22 states allow students to pursue a 
bachelor’s degree in specific subject areas within their com-
munity colleges. In other words, students who attend two-
year institutions in these states do not have to transfer to 
another campus but can continue seamlessly toward their 
undergraduate degree without leaving the community col-
lege campus. Such a program has the potential to enable 
many more Latino students to complete college degrees. 

More colleges should take advantage of this opportunity and 
expand their program offerings, but unfortunately there is little 
evidence to date that they are moving in this direction.61

And what can teachers do? Teachers can nurture the assets that 
these students bring to school, such as their optimism and the 
persistence they have shown in difficult circumstances. Teachers 
can celebrate the cultural practices that have nourished immigrant 
communities and recognize the value of students’ bilingual skills. 
They can ensure that being labeled an English language learner 
does not limit a student’s access to all the courses and opportuni-
ties that English speakers enjoy. They can help Latino students 
find an extracurricular activity that truly engages them in school. 
They can be vigilant about creating equal-status relationships in 
the classroom so that all students feel they have something to 
contribute. And teachers can help Latino students see themselves 
as essential to our nation, which has flourished because of its 
diversity, not in spite of it. ☐

(Endnotes on page 42)

‡To learn about the Seal of Biliteracy, visit www.sealofbiliteracy.org.
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     Leading
          on Latino    
                Issues

By Evelyn DeJesus

As an AFT vice president, I am 
pleased that our union is engaging 
in a more formal and more public 

show of support for Latino issues. With my 
colleagues on the AFT executive council, I 
have often discussed the importance of 
advocating for Latino students and their 
families, as well as for all English language 
learners (ELLs) and Latino members.

Two years ago, AFT President Randi 
Weingarten, my Latina colleagues on the 
council—Kathy Chavez, president of the 
Albuquerque (New Mexico) Educational 
Assistants Association, and Catalina For-
tino, a vice president of the New York State 
United Teachers (whose article appears on 
page 14 of this issue)—and I decided that 
the time was right to elevate Latino issues 
within our union. And so we created an 
AFT task force that crafted the resolution 
“¡Si Se Puede!: Improving Outcomes for 
Latino Children and Youth and Addressing 
the Needs of the Latino Community,”* 
which was passed at the AFT’s national 
convention in July 2016.

The resolution will enable our union to 
highlight the particular needs of Latino 

children and youth and their families in 
our public education system and our 
communities. 

In November 2014, before the task 
force’s inception, then-President Obama 
announced an expansion of the Deferred 
Action for Childhood Arrivals (DACA) pro-
gram and the creation of the Deferred 
Action for Parents of Americans and Lawful 
Permanent Residents (DAPA) program. 
Those policies inspired us to create the task 
force and draft the resolution. My col-
leagues believed our union could effec-
tively advocate for Latino children, who 
historically have had no voice. We wanted 
our undocumented Latino children to 
know that they don’t have to wonder who’s 
going to fight for them, because we at the 
AFT will always have their backs.

As a union, we also wanted to improve 
the recruitment and retention of Latino 
educators. What can the AFT do to sup-
port those teachers who have benefited 
from DACA? What can we do to help their 
families?

It’s important to note that the AFT’s 
Latino task force stands for many nationali-
ties. For example, we now have many 
nurses coming to the United States from 
the Philippines. How are we preventing 
them from being exploited in the work-
place? Thanks to our task force, we are 
nurturing partnerships with allies in the 

labor movement and throughout the 
immigration community at the local, state, 
and national levels.

Forming these relationships is now 
more crucial than ever under a Trump 
presidency. Our undocumented students 
and teachers are scared, and we must pro-
tect them.

A Sense of Validation
For me personally, the AFT’s resolution 
on Latino issues shows that Latinos have 
arrived. We’re here, and we’re not going 
away. I don’t feel we’ve ever been recog-
nized by society at large in the way the 
AFT has recognized our contributions to 
public education and the United States 
in general. When Trump won the presi-
dential election, Latino teachers in New 
York City and elsewhere called me to 
discuss the resolution. The document’s 
promise has touched many of our mem-
bers, and it can serve as an organizing 
tool for our union as well.

Since the creation of the task force, the 
AFT has also sought to build alliances with 
Latinos abroad. For instance, our union 
has begun a cross-cultural partnership 
with the Mexican teachers union SNTE 
(Sindicato Nacional de Trabajadores de la 
Educación).

Closer to home, in New York City, the 
United Federation of Teachers (UFT) spon-
sored its first-ever ELL-focused conference 
this past fall, which drew 800 participants 
from across the country. The conference 

Evelyn DeJesus is the vice president for educa-
tion at the United Federation of Teachers 
(UFT) and an AFT vice president. An early 
childhood educator for more than 20 years, she 
previously served as the UFT’s Manhattan 
borough representative.

*To read the resolution, visit http://go.aft.org/
AE117link1.IL
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that New York City families speak at home. 
So if you’re a teacher meeting with parents 
who speak Urdu, for example, you can bring 
along an Urdu-speaking UFT member.

Compared with the previous New York 
City mayor and superintendent, both cur-
rent leaders have shown a greater aware-
ness of the need to help ELLs maintain 
their home language as they learn English. 
Under the previous administration, there 
was scant support for dual language pro-
grams. But the tide has turned. There is 
now more understanding of and respect for 

the research that supports this approach to 
teaching students academic content in 
their home language at the same time as 
they learn English.

In New York City, many ESOL pro-
grams are actually becoming dual lan-
guage programs. Throughout New York’s 
boroughs, leaders from the Greek and 
Albanian communities, to name just two, 
are advocating for the creation of dual 
language programs within public schools 
so children can maintain their home lan-
guage. The district already offers dual 
language programs in Arabic, Bengali, 
French, Haitian Creole, Korean, Mandarin, 
Polish, Russian, Spanish, and Yiddish. It’s 
a fascinating shift and a testament to 
America’s growing diversity.

Life as an English  
Language Learner
My own journey reflects the sense of pos-
sibility and educational opportunity that I 
wish for every ELL student. My parents 
were from Puerto Rico, and my first lan-
guage was Spanish. When we came to New 
York in the 1960s, it was like West Side 
Story. I had to learn how to defend myself 
and became very tough because Latinos 
were picked on and called terrible names. 

My siblings and I also grew up very poor, 
but we didn’t know it because we were rich 
in spirit. The community raised us. Down 
the block, if you were doing something 
wrong, your mother knew about it by the 
time you got back home.

In school, I remember being bullied and 

ostracized. People didn’t see me as smart 
because I spoke slowly. As I was learning 
English, I always had to translate from 
Spanish in order to speak in class. So I did 
not respond as quickly or as clearly as my 
peers, and they often underestimated me.

It wasn’t until I was a single mother with 
two children that I pursued higher education. 
In the early 1990s, while living on the Lower 
East Side, one of my daughters became sick 
from a school construction project,† and I 
started advocating for her and her peers. The 
New York City Department of Education 

noticed my work and soon after hired me as 
a paraprofessional. 

I earned my bachelor’s degree in psy-
chology from Baruch College by taking 
classes at night to become a social worker. 
But teaching was my true passion, and so 
a couple of years later I earned a master’s 
degree in education and public adminis-
tration from Baruch and eventually a mas-
ter’s degree in reading and curriculum 
development from Fordham University.

For more than 20 years, I taught pre-
school through second grade at P.S. 126 in 
District 2 in Manhattan, which is well 
known for its high-performing schools 
and focus on instruction and professional 
learning. Many of my students were 
Latino and Asian ELLs. Several had spe-
cial needs, and our school’s work with 
these students enabled my class to 
become a model for collaboration and 
instructional strategies districtwide.

In 2003, the UFT recruited me to work 
on behalf of educators full time. But I’ve 
never forgotten where I came from. I’m an 
English language learner and a teacher 
who found my voice through helping 
ELLs, and I could not be happier. I am 
honored to work on behalf of these stu-
dents and their teachers because when I 
was a student myself, I didn’t have the 
supports I needed. And that’s what I’m 
fighting for. ☐

featured presentations on immigration 
rights and instructional strategies, among 
other topics. AFT members inquired about 
the union providing professional develop-
ment for educators of ELLs with special 
needs, and we hope to offer such a pro-
gram in the future.

It’s incumbent upon the union to ensure 
that our members view their union as more 
than just the defender of the contract. As a 
union of professionals, the AFT stands for 
professionalism. To me, that means stand-
ing up for all aspects of instruction, in a 
safe teaching and learning environment, 
so that educators can help all children 
reach their full potential.

I truly believe our members work in edu-
cation for the right reasons. It’s a calling, as 
far as I’m concerned. We arrive at our 
schools very early. We prepare and plan 
instruction for all our students. We are ready 

for every child who comes through the door. 
As educators and union leaders, we must 
make sure teachers get what they need and 
all children get what they deserve.

That’s why two years ago, at the UFT, I 
spearheaded the creation of a new union 
position to support the work of ELL educa-
tors: ELL specialist. In September 2015, the 
UFT hired Christine Rowland, a retired ELL 
educator and founding member of the 
AFT’s ELL Educator Cadre who had taught 
in New York City high schools for more 
than 20 years. Thanks to Christine’s knowl-
edge and guidance, the UFT is strengthen-
ing the district’s bilingual and ESOL 
(English for Speakers of Other Languages) 
programs, while preparing educators to 
take on increasing levels of responsibility 
and leadership for ELL issues.

We’re also building an ELL speakers 
bureau at the UFT. The bureau will include 
educators who can speak a foreign language 

†For more on the importance of school building 
conditions, see “A Matter of Health and Safety” in the 
Winter 2016–2017 issue of American Educator, 
available at www.aft.org/ae/winter2016-2017/roseman.

Our undocumented students and teachers are scared,  
and we must protect them.
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THE PROFESSIONAL EDUCATOR

Why Supporting Latino Children 
and Families Is Union Work

By Catalina R. Fortino

When AFT members last year passed the resolution 
“¡Si Se Puede!: Improving Outcomes for Latino 
Children and Youth and Addressing the Needs 
of the Latino Community,” I was extremely proud 

of our union for championing an issue so close to my heart.* As 
an immigrant, a native Spanish speaker, and a former early 
childhood teacher of many English language learners (ELLs), I 
saw myself reflected in the body of this resolution.

After acknowledging that “Hispanic students are the fastest-
growing segment of the public school population,” and that 
“Latinos will account for 40 percent of the growth in the elector-
ate over the next two decades,” the resolution affirms the AFT’s 
commitment to elevating the importance of Latino issues. As a 
union committed to social justice and equality of educational 

Professional educators—in 
the classroom, library, coun-
seling center, or anywhere in 
between—share one overarch-
ing goal: ensuring all students 
receive the rich, well-rounded 
education they need to be produc-
tive, engaged citizens. In this regular 
feature, we explore the work of profes-
sional educators—their accomplishments 
and their challenges—so that the lessons they 
have learned can benefit students across the 
country. After all, listening to the professionals who 
do this work every day is a blueprint for success.

Catalina R. Fortino is a vice president of the New York State United Teachers 
and an AFT vice president. A former early childhood teacher who has 
worked in education for more than 35 years, she was previously the director 
of the United Federation of Teachers (UFT) Teacher Center and the UFT 
vice president for educational issues. *To read the resolution, visit http://go.aft.org/AE117link1.IL
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opportunity, the AFT is advancing the credo that supporting 
Latino children and families is union work.

That’s why I was thrilled to be a founding member of the AFT 
task force that wrote this resolution. Its passage has prompted 
me to reflect not only on my own work with ELLs but on the work 
that I have done collectively with my AFT brothers and sisters 
over the last 10 years in launching the award-winning website 
ColorinColorado.org, along with the groundbreaking work of 
the AFT ELL Educator Cadre, a nationwide advisory task force. 
I was proud to be one of the first content developers and review-
ers for Colorín Colorado, which has become the most widely 
used online resource on how to work with and teach ELLs.

In fact, I was the teacher representative who announced the 
website’s launch in 2004, at a press conference in Washington, 
D.C. The Colorín Colorado website first started as an educational 
initiative of the public television 
station WETA and the AFT; more 
recent partners include the 
National Education Association. 
It’s been gratifying to contribute 
to this union-generated tool, 
which really laid the foundation 
for promoting the AFT’s support 
of ELLs.

Life in a New Country
Each one of us, as educators, 
comes to our beloved profession 
with the richness of our per-
sonal stories, imbued in culture, 
language, and traditions. And so 
it is for me. My immigrant expe-
rience of coming to this country 
at the young age of 9 shaped me 
and defined who I am as a teacher 
of ELLs. 

I was born in Argentina, and I came to the United States with 
my nuclear family. My parents, like so many immigrant families, 
fled political turmoil and economic despair. I can’t even imagine 
the strength of resolve that it must have taken for my mother and 
father to uproot us and bring us to a land they hoped would hold 
a brighter future. It was an emotional sacrifice for my family, 
because we left behind all our extended family and friends.

I knew very little English, aside from “yes,” “no,” and “good morn-
ing,” and at P.S. 59 in New York City, my first public school in 
America, there were very few English language learners. I was for-
tunate to have been placed in Mr. Aberbach’s fourth-grade class. 
Even though he was a monolingual teacher, he had some basic 
command of the Spanish language because of his summer travels 
to Mexico. He turned out to be a wonderful teacher who embraced 
and supported me through what I refer to as my “silent period.”

As difficult as it was for me to understand the academic les-
sons being taught, it was especially hard to sit there watching all 
the peer interactions in school, without having the words to 
understand and join in the conversation. I knew students were 
socializing around me, and it hurt knowing I lacked the language 
to engage in those friendships. But because of the way Mr. Aber-
bach approached me, the children in my class gradually began 

to respond to my nonverbal communication as I attempted to 
participate in their conversations and games. This was not only 
a new country with a new language but a new environment 
where one had to learn a new set of rules and social norms.

It took awhile for me to really grasp English. It wasn’t until sixth 
grade that I could begin to do academic work in English and 
socialize with my peers. Many years later, as an educator, I gained 
a deeper understanding of my school experiences as a new immi-
grant through the pioneering work of researcher Carola Suárez-
Orozco. In her seminal work, Children of Immigration, she depicts 
how immigrant families experience stress, loss, and achievement. 
And she describes how second-generation children negotiate 
different identities within U.S. cultural settings.

While my parents overcame myriad obstacles in coming to 
this country and were passionate about being in America, one 

constant that remained in our 
family was our native language. 
At home, we spoke, read, and 
wrote in Spanish, and my parents 
were very proud of that, as it was 
part of our culture. My mother 
loved poetry, and she read it and 
other Latin American literature 
aloud to us. Every two weeks, we 
wrote letters in Spanish to our 
family members in Argentina, 
under the careful eye of my 
mother, who would check for 
proper grammar, correct spell-
ing, and the application of the 
right idiom.

This correspondence helped us 
maintain not only our native lan-
guage but also our long-distance 
relationships with grandparents, 
uncles, aunts, and cousins. The 

language afforded us an intimacy we would not have experienced 
if we had communicated in our emerging language, English. 
Speaking our native tongue at home strengthened our bonds as 
a family unit. And that source of strength helped us as children 
facing the challenges of our new school experience. For these 
reasons, the value of bilingualism was inculcated in me from an 
early age. Being bilingual and bicultural is at the very essence of 
my being. So, it is no surprise that this has informed my work with 
ELLs and their families throughout my career as an educator. The 
inner strength that I gained from being steeped in my native cul-
ture and language while I navigated a new world shaped the way 
I approached working with immigrant students. I always strived 
to promote resilience and fight any immigrant bias on the part of 
policymakers, education leaders, the mainstream media, and the 
general public.

Promoting Resilience
One researcher whose work deeply influenced my own in pro-
moting resilience among students is Tara J. Yosso. In her article 
“Whose Culture Has Capital?,” she presents a particularly useful 
model for understanding the factors that foster resilient behaviors 
among Latino youth.1 She contends that these students, and 

It was especially hard  
watching all the peer  
interactions in school,  

without having the words  
to understand and join  

in the conversation.
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especially children of immigrants, bring specific strengths to 
the classroom and beyond—strengths that can serve as tremen-
dous assets in their development. The following are Yosso’s six 
forms of “community cultural capital,” which all help to shape 
Latino youth:

Aspirational capital is the ability to maintain hopes and 
dreams for the future even in the face of real and perceived bar-
riers. For 17 years, when I worked as an early childhood teacher, 
I would always ask my students’ families what their aspirations 
were for their children. I made such aspirations a part of my teach-
ing, so I could help students and their families realize their 
dreams.

Linguistic capital is the intellectual and social skills attained 
through communicating in more than one language or style. A 
central question that I brought to 
my lesson planning was, How am 
I providing different opportuni-
ties for students to express their 
understanding in ways that 
acknowledge and support the 
language and communication 
strengths of each student?

Familial capital is the cul-
tural knowledge nurtured within 
the family that carries the sense 
of community, history, memory, 
and identity. I have found this to 
be one of the most powerful, and 
often moving, teaching tools to 
engage students in tapping into 
their life stories as a source of 
knowledge and a springboard for 
new learning.

Social capital is the networks 
of people and communities that 
support families as they navigate society’s institutions. Often, 
the neighborhoods where our children live are underutilized 
sources of support. In my work with pre-service teachers, I 
would encourage them to create a map outlining community 
assets to uncover erroneous assumptions and biased beliefs 
before they began work with students in the classroom.

Navigational capital is the ability to maneuver through social 
institutions by drawing on culture-specific skills and experi-
ences. This particular principle came to light for me when I was 
facilitating school teams to examine barriers that prevent our 
youth from successfully transitioning from middle school to high 
school, and then to college and career. It has been rewarding 
work to help school teams examine underlying beliefs that may 
hinder the achievement of ELLs and then to create new school 
policies and structures that promote success for these 
students.

Resistant capital is the knowledge and skills that foster self-
esteem, self-reliance, and the strength to persevere. Promoting 
and advancing the work of student leadership is central to the 
mission of teaching and learning. By encouraging students to 
share their personal struggles and hopes, participate in school 
teams that make decisions affecting the school experience, and 
give their perspective on policy recommendations, I have 

brought the voice of ELLs to the arena of advocacy outside of the 
classroom and into the halls of school boards, legislative cham-
bers, and governors’ mansions.

What I have come to appreciate is the diversity of the immi-
grant experience. In our advocacy work for ELLs, it is always 
important to emphasize that this population is not monolithic. 
Each of our students comes to the schoolhouse door with unique 
immigration experiences.

Every stage of my career has encompassed a different aspect 
of teaching and advocating for our young people who navigate 
two worlds, engage in learning with more than one language, and 
embody the intersection of diverse cultures. Our role is to recog-
nize the diversity of ELLs and continually ask ourselves, Are we 
meeting the diverse needs of this heterogeneous population?

Throughout my career, I 
have been especially 
interested in how edu-
cators are viewed in the 

home cultures of ELLs and what 
roles teachers play in their societ-
ies and in ours. I know that the 
images of my own beloved “mae-
stros” are never far from my mind. 
When I was a young girl in Argen-
tina, I grew up learning about “los 
maestros”—the teachers—and 
how they were always fighting in 
the streets to call out injustice. I 
also think of my seventh-grade 
science teacher in East Harlem, 
who encouraged me to fight past 
the unspoken boundaries that too 
often limit children who are 
immigrants. And I remember my 

professors at Queens College who taught me that teaching—at its 
heart—is subversive because it challenges the status quo.

“Los maestros” inspired my life’s work, as a teacher and as a 
unionist, fighting to bring about justice for all. I became a teacher 
because my own teachers taught me the power of education to 
change lives.

As a young teacher, I became active in my union, the United 
Federation of Teachers in New York City, because I recognized 
the union’s role in advancing our profession. As I have humbly 
worked on behalf of ELLs, I know that I stand on the shoulders 
of union giants, and I am forever indebted to them.

As we begin to make the promise of “¡Si Se Puede!” a long-
hoped-for reality, let us remember that at the very heart of the 
union movement is the belief that we don’t achieve anything in 
this world alone. We work together, in solidarity—and that 
always has been, and always will be, our strength. We live our 
history, and our union principles, in our daily actions. And that’s 
why I’m proud to say, and why our union has said, supporting 
Latino children and families is union work. ☐

Endnote
1. Tara J. Yosso, “Whose Culture Has Capital? A Critical Race Theory Discussion of 
Community Cultural Wealth,” Race Ethnicity and Education 8 (2005): 69–91.
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Teaching Immigration

THE UNITED STATES has always been a 
nation of immigrants, with many newcom-
ers to our country currently learning in our 
public schools. Working with these 
students and their families often presents 
educators with a different set of rewards 
and challenges. Some immigrant students 
may be fluent in English and used to 
school routines, while others are not only 
new to the language, but also new to 
formal education itself.

Being the “new kid” and fitting in at 
school is hard enough for any child, but the 
degree of adjustment often faced by recent 
immigrants can seem especially daunting. 
Fortunately, educators can help ensure that 
school environments are safe places for 
immigrants to learn. And just as important, 
teachers can serve as trusted sources for 
immigrant families seeking essential 
information.

In partnership with the AFT’s human 
rights department, Share My Lesson has 
created a special collection of resources 
designed to empower educators and other 
school staff in their efforts to establish safe 
and welcoming learning environments for 
immigrants and their families. The collec-
tion explores the following themes: 
immigration policy and rights, building an 
inclusive classroom, the immigrant 
experience, and mental health resources. 
Teachers and advocacy groups have 
contributed more than 50 resources in the 
form of engaging lessons, blogs, and 
professional development.

Make Your Classroom  
Environment Count
Establishing a culture where all students 
feel welcome and safe takes work and is 
crucial for successfully managing a class-
room. Dispelling stereotypes through open 
dialogue and encouraging empathy is one 
way to build community among students. 
To that end, Tina Yalen, a National Board 
certified civics teacher, created a lesson for 
her middle school students, titled “Lemon 
Exercise in Stereotyping,” that can be 
adapted to students of all ages. 

Another way educators can send an 
inclusive message to students is by posting 
signs on classroom doors to show that all 
students are welcome. The AFT offers a 
colorful poster welcoming students in 
eight languages, featuring the work of 
Favianna Rodriguez, an American artist 
and activist.

Integrate Immigration  
into Your Curriculum
The topics we teach send important 
messages to students. Incorporating 
lessons or activities showing how 
immigrants contribute to our 
country can foster understanding 
and build empathy among students.

The Global Oneness Project, 
which features a collection of films, 
photo essays, and articles exploring 
cultural, social, and environmental 
issues, offers a new lesson plan, “A 
Refugee’s Story,” based on the short 
film Welcome to Canada, about a 
young Syrian refugee who was 
granted asylum in Canada. 

Watching or listening to news 
stories and then discussing them as 
a class is a great way to begin 
conversations about immigration. 
Share My Lesson’s “Today’s News, 
Tomorrow’s Lesson” collection 
features current events from 
partners like PBS NewsHour, 
Listenwise, Science Friday, and the Anti-
Defamation League.

Know Where to Find Support
All students have different needs and goals, 
and students who are immigrants are no 
exception. Familiarize yourself and your 
students with organizations dedicated to 
meeting the needs of immigrant students 
and their families. ColorinColorado.org is a 
terrific resource that provides information, 
activities, and advice for educators and 
families of English language learners.

When it comes to challenges that go 
beyond the scope of instruction, teachers 
can direct students to counselors equipped 
to handle serious situations. For information 
on mental health issues specific to immi-
grants, the National Institute of Mental 
Health and the American Psychological 
Association are two helpful resources.

Know Your Rights
Information is power. The AFT can help 
educators ensure that immigrant students 
and their families know their rights when 
responding to Immigration and Customs 
Enforcement (ICE) agents.

For more information, visit ShareMy 
Lesson.com. 

–THE SHARE MY LESSON TEAM

Recommended 
Resources

See Share My Lesson’s immigration 
collection at www.sharemylesson.com/
immigration, which includes:

• “Lemon Exercise in Stereotyping”: 
http://go.aft.org/AE117sml1

• “AFT Immigration Poster: 
DREAMers Welcome”: http://go.aft.
org/AE117sml2

• “A Refugee’s Story”: 
http://go.aft.org/AE117sml3

• “Today’s News, Tomorrow’s Lesson”: 
http://go.aft.org/AE117sml4

• Colorín Colorado resources: 
http://go.aft.org/AE117sml5

• “Psychology of Immigration 101”: 
http://go.aft.org/AE117sml6

• “A Resource Guide to Help Protect 
and Prepare Immigrant Youth and 
Families for an ICE Raid”: http://go.
aft.org/AE117sml7

Looking for a particular set of resources? 
Send an email to help@sharemy 
lesson.com.
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Supporting Immigrant Students
AROUND THE COUNTRY, many of our 
immigrant students and their families are 
fearful. Understandably so: they were 
subjected to exclusionary, hostile, and divisive 
political rhetoric during the presidential 
campaign. And under the Trump administra-
tion, many of our students (whether they are 
legal residents, eligible for Deferred Action 
for Childhood Arrivals, refugees, newcomers, 
unaccompanied minors, or even second- and 
third-generation children of immigrants) do 
not know what to expect. Many have been 
the targets of bullying or hateful acts based 
on their status and background as immi-
grants. Their fear can lead to school absences 
or withdrawal, increased anxiety, decreased 
focus on academic schoolwork, behavioral 
issues, and a host of other challenges.

Colorín Colorado, a national website for 
educators and families of English language 
learners, houses a collection of resources that 
outlines what educators should know about 
serving students who are immigrants or 
children of immigrants (www.colorin 
colorado.org). These resources provide 
information on helping your students and 
their families learn their rights, and offer 
suggestions that schools and classrooms can 
use to create more welcoming environments.

The following are some frequently asked 
questions and abbreviated answers from 

Colorín Colorado. For the full list of 
questions and answers, as well as additional 
information and resources, go to www.
colorincolorado.org/immigration.

Does immigration status affect whether 
students can enroll in U.S. public schools?

No. Every child has a constitutional right to 
a free public education, regardless of his or 
her immigration status or parents’ immigra-
tion status.

Can schools ask about a student’s  
immigration status during enrollment?

No. Public school districts have an obliga-
tion to enroll students regardless of their 
immigration status and without discrimina-
tion on the basis of race, color, or national 
origin.

Can immigration enforcement  
take place in schools?

At this time, the U.S. Department of 
Homeland Security (DHS) limits immigration 
enforcement at “sensitive locations.” These 
include schools, licensed daycares, school 
bus stops, colleges and universities, educa-
tional programs, medical treatment 
facilities, and places of worship. For 
up-to-date information, consult the DHS 
sensitive locations FAQ (www.ice.gov/ero/

enforcement/sensitive-loc) or the National 
Immigration Law Center (www.nilc.org).

Do schools report student information  
to immigration authorities?

No. The Family Educational Rights and 
Privacy Act (FERPA) does not allow schools 
to turn over a student’s file to federal 
immigration agents. School officials are not 
required to report undocumented immi-
grants to federal agents.

For more information on English language 
learners, strategies to help these students 
and their families, and research on what 
works, go to www.colorincolorado.org.

–AFT EDUCATIONAL ISSUES DEPARTMENT

TOOLS FOR TEACHERS

RAFAEL LÓPEZ
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