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“History will judge societies and governments — and their institutions — not by how big they are or how well they serve the rich and the powerful, but by how effectively they respond to the
needs of the poor and the helpless.”
-- Cesar Chavez
A Message from the State Superintendent of Public Instruction
I am pleased to present the 2009-2014 California State Service Delivery Plan for Migrant Education, a plan that will provide essential guidance for Migrant Education regional and district programs in helping our migrant students reach the academic standards we have set for all students in California.

California is home to over 200,000 migrant students, the largest migrant student population of any state in the country. Migrant parents work in our agricultural fields and forests across the state, moving with the harvests throughout the year. The largest group of migrant families moves between California and Mexico, but families also move within California and between California and other states.

The Migrant Education Program is funded by Title I, Part C, with the mission of providing supplementary services to ensure that migrant children meet the same challenging academic standards that all children are expected to meet. The Migrant Education Program in California has provided a wealth of services to migrant students since 1968, including home and center- based preschool programs, emergency medical and dental services, referrals to health care providers, tutoring and extended instructional time, comprehensive summer school, and support for out of school youth. Services such as these have been essential in preparing and supporting migrant students to be successful in school. Nevertheless, a significant achievement gap

persists between migrant and non-migrant students in California, and this State Service Delivery

Plan is designed to close that gap.

The development of the State Service Delivery Plan for Migrant Education involved stakeholders from every part of the program. I would like to thank the parents, staff, and directors in the Migrant Education Program, researchers and practitioners in the content areas, and consultants from the California Department of Education who gave generously of their time and resources to complete this Plan. These participants reviewed the findings of the Comprehensive Needs Assessment for the California Migrant Education Program, analyzed data and consulted researchers in seven areas of migrant education:  English Language Arts, Mathematics, graduation from High School, School Readiness, Health, Out of School Youth, and Parent Involvement.

The State Service Delivery Plan for Migrant Education will serve as the guidance document for program planning and development, monitoring and evaluation of the Migrant Education Program for the next several years. It shares the goals of the California Department of

Education for all students in the core content areas, and provides measurable outcomes that will help target and prioritize resources most effectively. The Plan also outlines strategies to address the needs of migrant students that often create obstacles to academic achievement. It is my hope that this Plan will serve as a useful and practical tool for educators at all levels for improving education for some of our neediest students in California.

JACK O’CONNELL

State Superintendent of Public Instruction
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EXECUTIVE SUMMARY
The State Service Delivery Plan (SSDP) is mandated by federal law for all migrant programs, and it marks an important step forward in meeting the needs of migrant students in California. The Elementary and Secondary Education Act (ESEA), outlines the minimum requirements for the plan’s content, and California’s plan includes additional sections. The Plan provides guidance for the work of the Migrant Education Program (MEP) in California for the next five years, as the program works on supporting migrant students to achieve high academic standards and closing the achievement gap between migrant and non-migrant students.

California is home to over 200,000 migrant students, the largest migrant student population of any state in the country. One out of every three migrant students in the U.S. lives in California. Migrant families in California work primarily in agriculture, and they move frequently in order to remain employed. The biggest group of workers moves between California and Mexico. Migrant students face many economic, social, and educational challenges. However, they also gain knowledge and skills from their experiences. With sufficient and appropriate support, these experiences can serve as a foundation for success in school.

The purpose of the SSDP is to guide the MEP in planning and service delivery, at the state, regional, and local levels. MEP services are supplemental to those provided by school districts and local schools, and range from preschool programs to academic home visits, extended day and summer school classes, and health referrals, among other activities. The foundation of the SSDP is the Migrant Comprehensive Needs Assessment (CNA), which was completed in 2007. The SSDP Task Force analyzed achievement and other data, interviewed experts and researchers, and involved migrant staff, students, and parents to develop the components of this plan.

The SSDP addresses seven areas:

1.  School Readiness

2.  English-Language Arts

3.  Mathematics

4.  High School Graduation

5.  Health

6.  Out-of-School Youth

7.  Parent Involvement

In each area, the SSDP identifies a performance target, two or three measurable outcomes, indicators, strategies, and topics for parent training and for professional development of migrant staff. The performance targets and measurable outcomes will support California’s efforts to close the achievement gap. The targets and measurable outcomes are aligned with the federal ESEA targets and with California’s annual measurable achievement objectives (AMAO’s) for English learners.

The implementation of the SSDP is based on a cycle of continuous improvement. By federal law, the MEP must provide services first to Priority for Service students, defined as those whose education has been interrupted due to mobility and who are at risk of failing. Interventions for students are designed to work with the Response to Instruction and Intervention (RtI2) model supported by the California Department of Education.

The SSDP also identifies a set of statewide strategies and other recommended strategies. The Migrant regions are expected to implement programs and services aligned with the statewide strategies. As funding permits, the CDE encourages regions to consider the other recommended strategies in their service delivery.

The MEP will monitor progress towards achieving the measurable outcomes at the district, regional and state levels. An external evaluator will conduct formative and summative evaluation of migrant programs and services statewide over the next three to five years.

CHAPTER 1: INTRODUCTION AND BACKGROUND
The State Service Delivery Plan (SSDP) is mandated by federal law and marks an important step forward in meeting the needs of migrant students in California. The Plan provides guidance for the work of the Migrant Education Program (MEP) in California for the next five years, as the program works on supporting migrant students to achieve high academic standards.

The SSDP serves five purposes:

 
Guide the state’s 23 migrant regions in program planning and service delivery in accordance with California’s statewide goals for all students.

 
Provide a statewide guide in closing the achievement gap that exists between migrant children and non-migrant children.

 
Identify strategies and interventions for reaching program goals.

 
Set out an evaluation plan to implement the SSDP.

 
Fulfill the requirements of the ESEA, Title I, Part C.

OVERVIEW OF THE REPORT AND ITS DEVELOPMENT
Chapter One describes the development of the SSDP as well as background information about migrant students in California, the legislative mandates guiding the MEP, and the current initiative to close the achievement gap in California. Chapter Two describes the comprehensive needs assessment, the SSDP’s seven components, implementation of the SSDP, and plans for professional development. Chapter Three describes the evaluation plan. Appendixes and a glossary of terms are found at the end of the report.

The process of developing the SSDP was led by a management team and involved a 60- member task force in addition to researchers, interpreters, and support staff. The task force initially formed six work groups, one for each component of the Plan, which met over a two-year period. A seventh work group was subsequently formed on the topic of parent involvement.

The work groups met in person and online; they discussed research in their content areas; gathered data on migrant students from the Migrant Comprehensive Needs Assessment (CNA) as well as other sources; analyzed student achievement data of migrant, Hispanic, and English learner students; and gathered input from experts and practitioners working with migrant students and English learners. A panel of migrant students contributed their experiences and provided insights into the needs of migrant students. Each work group also met with a distinguished researcher currently working in their subject area.

The work groups gathered information and agreed on one performance target and two or three measurable outcomes for their component. Then each group prioritized the strategies that met agreed-upon criteria for inclusion in the plan, and identified other elements for their component, including topics for parent training and professional development for migrant staff.

MIGRANT STUDENTS IN CALIFORNIA
California is home to over 200,000 migrant students, the largest migrant student population of any state in the country. One out of every three migrant students in the U.S. lives in California. Migrant workers in California move frequently in order to remain employed, primarily in agriculture. The largest group of migrant families moves between California and Mexico; families also move within California and between California and other states.1 Most migrant workers in California are Latino, primarily from Mexico, and some are from other Central American countries. A small number of migrant workers represent other ethnic groups, such as Hmong.2 MEP staff report that many Latino migrant workers do not speak English well or at all, and some do not speak Spanish either. Some migrant farm workers speak only an indigenous language that prevents oral communication, even with other workers.

Most migrant workers toil long hours and earn low wages that frequently place them below the U. S. poverty line.3 Migrant children often face the challenges of having parents working long and unpredictable working hours; making frequent moves; lacking transportation, and living in oppressive, sub-standard housing conditions.4 Although migrant families may qualify for social services or financial aid, MEP staff report that they may not seek assistance. In spite of these conditions, children of migrant workers come to school with many assets upon which their academic education can be built.

LEGISLATIVE MANDATES
The federal government established the MEP in California in 1965 as part of the Elementary and Secondary Education Act (ESEA), specifically Title I, Part C. The MEPs purpose was defined as providing supplementary services to ensure that migrant children meet the same challenging academic standards that all children are expected to meet.

In California, two subsequent pieces of legislation provided additional direction for the program. In 1976, the California Education Code was revised to include a requirement for a state migrant Master Plan, and in 1981, Assembly Bill (AB) 1382 established a regional service delivery system and added provisions for the involvement of parents. While some elements of the migrant Master Plan are addressed in the SSDP, a full revision of the migrant Master Plan will be necessary in the near future to address additional aspects of the MEP.

The federal mandate for the MEP is contained in ESEA, Section 1306(a)(1) of Title I, Part C. It requires state educational agencies (SEAs) to develop a comprehensive SSDP that reflects the needs of migrant students as described in the CNA. The California MEP completed its CNA in

2007, and findings from the CNA are highlighted later in each of the SSDP’s components. Details of the federal requirements for the SSDP are included in Chapter Two.

[image: image2.jpg]


1 Migrant Student Information Network (MSIN) data for 2008–09 reported in EDEN X-121 File created by

WestEd for CDE
2 Ibid.
3 Reported by the Geneseo Migrant Center.
4 Housing Assistance Center, 2001. No refuge from the fields: Findings from a survey of farmworker housing conditions in the United States. Washington, DC: Housing Assistance Council.
CLOSING THE ACHIEVEMENT GAP
Despite considerable progress since the passage of ESEA in 1965, substantial gaps persist between the achievements of different groups of students in California. “The achievement gap between white students and other ethnic groups as well as between English learners and native English speakers, socioeconomically disadvantaged and non-disadvantaged students, and students with disabilities compared to students without disabilities is a pervasive issue in many, if not all, of California’s schools.”5 i Similarly, a substantial gap exists between the academic performance of migrant and non-migrant students in California, as described below.

The California Department of Education (CDE) monitors the academic achievement of all students in the public schools through the Accountability Progress Reporting System. This system includes both the state accountability requirements, using the Academic Performance Index (API), and the federal accountability requirements, using the Adequate Yearly Progress (AYP) and Program Improvement (PI) reports.6 The API is based on four standardized tests: California Standards Test CST), California Modified Assessment (CMA), California Alternate Performance Assessment (CAPA), and the California High School Exit Examination (CAHSEE). For this plan, the results of the CST and the CAHSEE were the measures used to evaluate student achievement.

In grades two through eleven, the CST’s are administered in English-language arts and mathematics; in grades five and eight through eleven, students take tests in science; in grades eight through eleven, students are tested in history-social science. The CSTs are criterion- referenced tests that measure student performance in relation to grade-level standards. On each CST, student results are reported in five performance levels: Advanced, Proficient; Basic, Below Basic and Far Below Basic.

The CST results in English-language arts and mathematics for 2008–09 illustrate the disparity between migrant and non-migrant students. While 46 percent of all students in the state scored at proficient or higher in English-language arts, only 26 percent of migrant students did. In mathematics, 42 percent of all students scored proficient or higher, compared to 32 percent of migrant students.7
In January 2008, the CDE published Closing the Achievement Gap,8 a report consisting of recommendations for closing the achievement gap in California. The CDE report presents 14 research-based recommendations grouped under four themes:

 
Access

 
Culture and Climate
 
Expectations
 
Strategies
5 Background on Closing the Achievement Gap Web site.
6 For more information on the state and federal accountability systems, see Appendixes B and G.
7 Data provided by WestEd. Migrant student data from the CDE are unmatched to MEP data; only non- migrant students from districts having migrant students are included.

8 California Department of Education, Closing the Achievement Gap: Report of Superintendent
Jack O’Connell’s P−16 Council. Sacramento, CA: California Department of Education, 2008. 

Students have the opportunity to learn successfully when they are provided equitable access to basic learning conditions, such as qualified teachers; rigorous, standards-based curriculum; and focused needs-based interventions. Students have the opportunity to learn successfully if their learning environment is safe, and if their culture and climate promote a sense of belonging among students, staff, and home fostering positive relationships. Students have the opportunity to learn successfully if expectations for them are high. They are more able to learn successfully if the strategies used by educators, leadership, and the organization are research-based.

The MEP has historically incorporated many of the above practices in its programs and services. This SSDP will take the work of the MEP another step forward; it identifies specific measurable outcomes, strategies, and interventions for migrant students that are designed to close the achievement gap between migrant and non-migrant students. In that effort, the SSDP is designed to accomplish the following broad goals:

 
Increase the number of migrant children receiving a preschool education.

 
Increase the percentage of English learner migrant students who are proficient in

English.

 
Increase the percentage of migrant students enrolled in college-preparatory classes.

 
Increase the percentage of migrant students who successfully complete Algebra I.

 
Increase the percentage of migrant students who graduate from high school.

 
Increase the percentage of migrant students who are prepared for college work or careers.

CHAPTER 2: STATE SERVICE DELIVERY PLAN
The ESEA9 requires SEAs and their local operating agencies to identify and address the unique educational needs of migrant children in accordance with a comprehensive plan that:

 
Is integrated with other federal programs, particularly those authorized by the ESEA

 
Provides migrant children an opportunity to meet the same challenging state academic content and student academic achievement standards that all children are expected to meet

 
Specifies measurable program goals and outcomes

 
Encompasses the full range of services that are available to migrant children from appropriate local, state, and federal educational programs

 
Is the product of joint planning among administrators of local, state, and federal programs, including Title I and Title III

 
Provides for the integration of services available under other state and federal programs

The Code of Federal Regulations10 requires states to develop their comprehensive SSDP in consultation with the state migrant education parent advisory council.

ESEA requires the SEA to include the following information in the SSDP:

Performance Targets. The plan must specify the performance targets that the state has adopted for all migrant children for reading, mathematics, high school graduation/the number of school dropouts, school readiness (if adopted by the SEA), and any other performance target that the state has identified for migrant children.

Needs Assessment. The plan must include identification and an assessment of: 1) the unique educational needs of migrant children that result from the children’s migrant lifestyle; and 2) other needs of migrant students that must be met for them to participate effectively in school.

Measurable Program Outcomes. The plan must include the measurable outcomes that the

MEP will produce statewide through specific educational or educationally related services.

Service Delivery. The plan must describe the SEA’s strategies for achieving the performance targets and measurable outcomes described above. The state’s service delivery strategy must address: 1) unique educational needs of migrant children that result from the children’s migrant lifestyle; and 2) other needs of migrant students that must be met for them to participate effectively in school.

Evaluation. The statute requires each SEA to determine the effectiveness of its program through a written evaluation that measures: 1) the implementation; and 2) results achieved by the program against the state’s performance targets, particularly for those students who have priority for services.

9 Section 1306(a)(1) of a Title 1, Part C, NCLB Act of 2001.
10 Code of Federal Regulations, Title 34: Education: December 30, 2005: Section 200.83(b).
In addition to the required information, the SSDP includes performance targets in three additional components: 1) health, 2) out-of-school youth, and 3) parent involvement. The CNA identified needs in each of these areas, and the MEP has a history of providing programs and services to address these needs.

COMPREHENSIVE NEEDS ASSESSMENT
The CNA for the California MEP is the first-ever systemic needs assessment of migrant students in California. The ESEA required this process for all migrant programs in the U.S., and the findings served as a foundation for the development of the SSDP. The full report is available as the Comprehensive Needs Assessment Report on the CDE Web site at http://www.cde.ca.gov/sp/me/mt/cnareport.asp.
The CNA’s purpose was to investigate the current situation of migrant students in California and lay the foundation for the SSDP’s development. This work involved analyzing existing statewide achievement data as well as collecting data from school districts and migrant regions. The CNA also identified areas in which data were not available and made recommendations for improving future data collection. CNA findings included the following:

 
Approximately 23 percent of migrant students were significantly over-aged in kindergarten.

 
Migrant English learners fell approximately one-half year behind other English learners during the several years it takes students to reach the advanced levels of English proficiency.

 
A larger proportion of migrant students scored Below Basic or Far Below Basic levels on the mathematics, English language arts, and history-social science CST’s compared with the results for non-migrant counterparts.

 
Close to half of migrant students in the eleventh grade had not completed the requisite English classes to meet A-G requirements, the benchmarks for eligibility established by the University of California.

 
Fewer migrant students are passing the California High School Exit Examination

(CAHSEE) compared with the rate for the general student population; in 2008–09,

60 percent of migrant tenth graders passed the English Language Arts section compared to 79 percent of all tenth graders, and 70 percent of migrant tenth graders passed the Mathematics section compared to 80 percent of all tenth graders.

STATE SERVICE DELIVERY PLAN COMPONENTS Introduction
The SSDP work groups used the CNA’s findings as the starting point for their investigations and deliberations. In some areas, the CNA results indicated a need to target student achievement in specific areas, such as enrollment and performance in algebra. In other areas, the CNA results indicated a need to gather data to determine a baseline for growth, such as the number of migrant preschool students receiving high-quality early childhood education.

In addition to the CNA results, work groups also used the most recent student achievement data, current research, and information from practitioners and experts.

The task for the work groups was to agree on the following elements for each component; these are described in more detail below:

 
Performance target

 
Measurable outcomes
 
Indicators
 
Statewide strategies
 
Recommended strategies
 
Parent training
 
Professional development topics
Each work group was responsible for agreeing on a five-year performance target and two or three annual measurable outcomes. Performance targets are the destination on the journey of the MEP to achieve success for migrant students. In the areas of English-language arts, mathematics, and high school graduation, the performance targets are aligned with the federal requirements of ESEA, reflecting goals for all students to reach proficient levels of academic achievement by 2014. Performance targets in the other four areas – school readiness, health,

out-of-school youth, and parent involvement – are also long-term, established to reflect five-year program goals.

The measurable outcomes are annual objectives that can be measured with data, or milestones along the road to reaching the performance target. The measurable outcomes were carefully developed to guide program design and implementation for the MEP at the regional and local levels. Each group was limited to selecting two or three measurable outcomes the group determined would address the most urgent needs of migrant students and serve to accelerate the achievement of the greatest number of students. The measurable outcomes are focused on closing the achievement gap between migrant and non-migrant students and are written to monitor progress towards achieving the performance targets. The measurable outcomes will be used to guide the implementation of the SSDP at the district, regional and state levels.

The data used to monitor progress towards the measurable outcomes and determine whether the outcomes are being met are described by the indicators associated with each outcome. The state level MEP will work with regions and districts to gather data defined by the indicators, in order to monitor progress on a statewide level as well as to assist regions and districts to adjust their activities as needed.

Each of the seven components also includes statewide strategies and recommended strategies, the how of the journey towards the performance targets. The work groups used the following criteria in selecting strategies to include in the SSDP:

 
Supported by research

 
Aligned with federal and state initiatives
 
Culturally and linguistically relevant
The selected strategies were agreed upon as most likely to help students reach the measurable outcomes. The strategies are designed to provide guidance to migrant regions and local school districts as they try to find the most effective uses for their limited resources.

At the end of each section, a list of topics for parent training as well as a list of topics for

professional development of migrant program staff is also included.

SCHOOL READINESS Background
The concept of school readiness is often used in a limited way, referring to whether a child has sufficient preparation or maturity to be successful in school. However, educators now recognize that schools and communities have responsibilities to be ready for children in order for students to be successful. The National Education Goals Panel identified three components of school readiness, each with multiple dimensions: 1) readiness in children, including physical, social, emotional, and language development; 2) readiness of schools, including continuity between early childhood programs and elementary, smooth transitions between home and school, and building learning organizations that adjust practices and programs to meet the needs of students, among other qualities; and 3) family and community support for children’s readiness, including support for parents, support for nutrition and health care needs, and high-quality preschool programs.11
Research has established that the years from birth to age five are critically important in shaping a child’s capacity and enthusiasm for learning. Three- and four-year-olds who attend quality preschool are more likely to do well academically and socially throughout the rest of their schooling and later as adults in both their personal and professional lives.12 Studies in brain development, nutrition, movement and exercise, language, and literacy all testify to the important role of parents and educators in preparing children for early childhood education.13
For migrant children in particular, the importance of preschool is even greater. The National Task Force on Early Childhood Education for Hispanics urges that Hispanic children be enrolled in high-quality education programs as early as possible in order to make more rapid progress in closing the Hispanic-white achievement gap.14   Hispanic children who attend high-quality preschool education have been found to benefit as much as children from other backgrounds

…and in some cases, more.15
11 National Education Goals Panel, Special Early Childhood Report, 1997. Washington, DC: U.S. Government Printing Office, 1997.

12 California Department of Education, Superintendent's Universal Preschool Task Force, Universal
Preschool: Urgent Education Priority. Sacramento, CA: California Department of Education, 1998.
13 ibid.
14 National Task Force on Early Childhood Education for Hispanics, Para Nuestros Niños: Expanding and
Improving Early Education for Hispanics. National Task Force on Early Childhood Education for

Hispanics, 2007.
15 Luis M. Laosa and Pat Ainsworth, “Is Public Pre-K Preparing Hispanic Children to Succeed in School?,”
National Institute for Early Education Research, Vol. 13, (March 2007).

Data on California Migrant Students
The work of the CNA found that limited data were available on preschool migrant children that could be aggregated at the state level. Therefore, the work group determined that data needs to be collected to establish a baseline for two of the three measurable outcomes. The CNA did find that approximately 23 percent of migrant students are significantly over-age in kindergarten, i.e., older than 5.9 years when they enter. The CNA concluded that “The MEP would be well-advised to consider a number of interventions to improve the school readiness of kindergarten pupils.”

The Readiness Work Group compiled the following needs that this plan is designed to address:

 
Expand opportunities for migrant students to obtain a high-quality preschool education.

 
Increase participation of migrant children in transition-to-school activities.

 
Increase the number of migrant children prepared to enter kindergarten by age five.

Focus of the State Service Delivery Plan
In developing the measurable outcomes, indicators, and strategies, a number of resources were utilized in addition to the CNA, including the latest research and assessment data. The SSDP’s measurable outcomes focus on three areas of school readiness: 1) increasing participation of migrant preschool children in high-quality preschool; 2) increasing the percentage of children who are ready for kindergarten; and 3) promoting timely enrollment in kindergarten by reducing the number of students who are overage in kindergarten.

An important tool for the MEP will be the California Preschool Learning Foundations, released in

2008 by the California Department of Education. The purpose of the Foundations document is to promote understanding of preschool children’s learning and guide instructional practice. The Foundations currently address four domains of preschool development: social-emotional, language and literacy, mathematics, and English-language development. Additional domains will be forthcoming, including history/social sciences, health, visual and performing arts, science, and physical development. In each domain, the Foundations describe knowledge and skills that most children can be expected to exhibit in a high-quality program at the end of their first or second year of preschool.

The following table shows the performance target, three measurable outcomes, and an indicator for each outcome in school readiness.

School Readiness Performance Target and Measurable Outcomes
	Performance Target 1.0
	By 2014, all preschool migrant children will have access to a high-quality early childhood education.

	Measurable Outcome 1.1
The percentage of the eligible migrant preschool children

receiving a high-quality early childhood education will increase annually from a 2008–09 regional baseline toward a statewide target

of 80 percent access by 2014.
	Indicator 1.1
The program will identify the number of migrant children designated as attending early childhood programs as

evidenced by migrant enrollment records, beginning in

2009–2010.

	Measurable Outcome 1.2
The percentage of children in MEP- funded-center or home-based programs who are ready for

kindergarten by age 5 will increase

by 5 percent each year.
	Indicator 1.2
Beginning in 2009–2010, the program will identify the number of migrant children age-eligible to enter kindergarten the following year and designated as

ready for kindergarten by: a) identifying ten or more

English uppercase letter names or letter sounds, as measured by the Phonological Awareness Literacy Screening; and b) gaining four or more standard scores on the Peabody Picture Vocabulary Test measure of English vocabulary or the Test de Vocabulario en Imagenes Peabody measure of Spanish vocabulary.

	Measurable Outcome 1.3
The percentage of migrant kindergartners who enroll in kindergarten after the age of 5.9 years will decrease annually from a

2008–09 regional baseline toward a statewide target of 10 percent by

2014.
	Indicator 1.3
The program will identify the number of migrant children who enroll in kindergarten after 5.9 years of age as measured by district records analyzed by the migrant program, beginning in 2009–2010.


Statewide Strategies
 
Assist families to enroll their children in center-based preschool programs.

 
Promote parental awareness of school enrollment requirements and opportunities, and support parents to enroll their children in kindergarten in a timely manner.

 
Provide activities and materials on child development for parents and guardians so that they can help their children learn at home (e.g., language development, reading, mathematics readiness).

 
Hire qualified program staff that reflects the ethnic, cultural, and linguistic diversity of the children in the program.

 
Conduct in-home visits to provide cognitive and linguistic development activities for children.

 
Conduct transition-to-school activities for preschool children.

 
Organize 4-6 week summer academies for entering kindergarten students.

 
Offer programs in which parents and families participate alongside their children.

 
Create environments where parents feel empowered to advocate for their children.

Other Recommended Strategies
 
Build center-based curriculum on the Preschool Learning Foundations and

Prekindergarten Learning and Development Guidelines.
 
Provide transportation services if transportation is a barrier for preschool attendance.

 
Organize meetings of preschool staff, kindergarten teachers, home visitors, and parents.

 
Provide books for children in the home language and in English as well as picture books.

 
Promote vocabulary development in both the home language and in English.

 
Ensure that all migrant preschool children are placed on the centralized eligibility list for subsidized or low-cost childcare in their county.

 
Visit each home at least twice a week for one hour each time.

 
Maintain a ratio of 1:8 adults to children in center-based programs.

 
Implement a minimum of three transitions to school activities for each child.

 
Hold Family Literacy and Math Nights

 
Use assessments that are developmentally and linguistically appropriate for guiding instruction.

Parent Training
Migrant parents and families play an essential role in the MEP. Parents are migrant students’

first teachers and can make a major difference in the success of their children.

The following are ways that migrant parents can participate in their children’s education, ages three to five, before they enter kindergarten:

 
Enroll the child in a quality preschool program.

 
Visit the school where the child will go to kindergarten; ask if they have transition-to- school activities.

 
Talk to the child about school.

 
Read to and with the child.

 
Participate at the child’s preschool.

 
Get regular health check-ups and immunizations for the child.

 
Monitor television watching.

 
Provide healthy snacks and food.

 
Promote physical activity for children.

 
Ensure children get adequate sleep.

The MEP is committed to providing training to migrant parents to support their children’s success at school. The following topics for parent training are specifically related to school readiness and can help to accelerate academic achievement:

 
Importance of talking with the child to build language skills

 
Activities that promote brain development
 
Key stages of child development
 
Reading with children
 
Importance of a healthy family lifestyle (nutrition, sleep, exercise)
 
Finding quality preschool programs
 
Creating learning environments at home
 
Transitioning to kindergarten
 
Steps to timely enrollment in kindergarten
Professional Development Topics
 
California’s Preschool Learning Foundations
 
Assessment tools for kindergarten readiness
 
Developmentally appropriate instruction
 
Brain development and the relationship of nutrition and play
 
The role of parents and family engagement
 
Use of data to inform instruction and program planning
ENGLISH-LANGUAGE ARTS
Background
English-language arts include the breadth of literacy, including listening, speaking, reading, and writing. The demands of the workplace in the twenty-first century require higher levels of literacy than ever before. As pointed out in the California Reading/Language Arts Framework, “for high school graduates in California to proceed to institutions of higher education or to be employable and meet the unprecedented civic, economic, and technological challenges of the twenty-first century…they must be able to read all forms of text fluently and independently, communicate effectively and creatively in oral and written form, and comprehend and deliver complex forms of discourse.”16 For individuals, greater literacy skills mean more employment opportunities and higher income. The absence of proficient reading and writing skills is associated not only with dropping out of school but also with unemployment and involvement with the judicial system.17
The majority of migrant students in California are English learners (65 percent), and these students face a double challenge: they must master the English language at the same time they acquire content knowledge in all subject areas. In addition, the English required for success in middle and high school is academic English, which is significantly more abstract and complex than conversational English. Therefore, educators increasingly recognize the importance of providing both instructions in English language development as well as in core content areas, using methods appropriate to the students’ level of language ability.

The topic of appropriate instructional methods for English learners has been controversial. One of the controversies has been the role of instruction in a student’s primary language. The findings of extensive research in recent years point to the benefits of primary-language instruction: the conclusion of experts is that “teaching students to read in their first language promotes higher levels of reading achievement in English.”18 However, providing effective instruction in language arts is complex. The needs of individual students must be considered. Students have different levels of oral language development in their native language, have acquired differing amounts of vocabulary and different kinds of experiences, and progress at different rates. Given these diverse needs, educators and researchers continue to investigate and learn how to best support the academic success of English learners.

Data on California Migrant Students
The results of the CST’s in English-language arts in the spring of 2009 indicate that only

26 percent of migrant students scored at proficient or above compared with 46 percent for non- migrant students. While migrant student performance has improved in the last five years, it has improved at a lower rate than the general student population, widening the achievement gap.

16 California Department of Education, Reading/Language Arts Framework for California Public Schools: Kindergarten through Grade Twelve. Sacramento, CA: California Department of Education, 1999, p. viii.

17 California Department of Education, Closing the Achievement Gap: Report of Superintendent
Jack O’Connell’s P−16 Council. Sacramento, CA: California Department of Education, 2008. 

18 Claude Goldenberg, “Teaching English Language Learners: What the Research Does – and Does Not

– Say,” American Educator, Vol. 32, No. 2 (Summer 2008), 15.

The following table shows student performance on the spring 2009 CST test in English- language arts. These data indicate that a higher percentage of migrant students are scoring at the lower levels of Far Below Basic, Below Basic, and Basic compared to non-migrant students.

California Standards Test English-Language Arts Grades 2–11
Comparison of Migrant and Non-Migrant Students
Spring 200919
	Students
	Total # Tested
	Far Below
Basic
	Below
Basic
	Basic
	Proficient
	Advanced

	Migrant
	92,222
	17%
	23%
	34%
	20%
	6%

	Non- Migrant
	2,792,660
	10%
	15%
	29%
	27%
	19%


The work of the CNA also looked at the progress of migrant English learners in acquiring English. The data showed that although migrant English learners began learning English at the same rate as other English learners, migrant students fell approximately one-half year behind other English learners during the several years that it takes students to reach the advanced levels of proficiency.

The English-Language Arts Work Group compiled the following needs that this plan is designed to address:

 
Strengthen migrant students’ oral language skills.

 
Strengthen migrant students’ reading skills.

 
Expand migrant students’ academic vocabulary.

 
Strengthen migrant students’ writing skills.

 
Increase the rate at which migrant students progress through the California English

Language Development Test (CELDT) levels.
 
Increase the percentage of migrant students scoring at proficient or above on the

English-language arts CST.

 
Increase migrant students’ access to books.

 
Increase migrant students’ access to computers and other technology for communication purposes.

Focus of the State Service Delivery Plan
In developing the measurable outcomes, strategies, and indicators a number of resources were utilized in addition to the CNA, including the latest research and assessment data. Approximately 65 percent of migrant students in grades kindergarten through grade twelve

(K-12) are English learners, so the first two measurable outcomes address students’ progress in acquiring English.

19 Data provided by WestEd. Migrant student data from the CDE are unmatched to MEP data; only non- migrant students from districts having migrant students are included.

These outcomes are aligned with the first and second Annual Measurable Achievement Objectives (AMAO’s) in California currently required for districts receiving Title III funds. The third outcome addresses the goal that all students perform at proficient or above in English- language arts.

The following table shows the performance target, three measurable outcomes, and an indicator for each outcome in English-language arts.

English Language Arts Performance Target and Measurable Outcomes
	Performance Target 2.0
	By 2014, all migrant students will be proficient in English-language arts.

	Measurable Outcome 2.1
Using the baseline of 2008 CELDT scores, the percentage of migrant English learners moving from one proficiency level to the next will increase at a rate at or above the target for English learners statewide.
	Indicator 2.1
The program will identify the percentage of migrant English learners that meet the requirements for the AMAO 1 according to their CELDT scores (see Appendix C).

	Measurable Outcome 2.2
Using the baseline of 2008 CELDT

scores, the percentage of migrant English learners who would be expected to achieve English proficiency on the CELDT will increase at a rate at or above the target for the same group of English learners statewide (see Appendix C).
	Indicator 2.2
The program will identify the percentage of migrant English learners that meet the

requirements for the AMAO 2 according to their

CELDT scores (see Appendix C).

	Measurable Outcome 2.3
Beginning in 2009–10, the percentage of migrant students who score at proficient

or above in English-language arts will be consistent with the ESEA growth target.
	Indicator 2.3
The program will identify the number of migrant students who score proficient or above on the

CST in English-language arts.


Statewide Strategies
 
Extend instructional time through multiple programs:

o
After school and Saturday classes

o
Inter-session classes
o
Standards-based 4–6 week summer school programs
 
Focus supplementary instruction in the following areas:

o
Oral-language development

o
Reading fluency and comprehension
o
Writing in a variety of genres
o
Academic vocabulary development
 
Provide bridge programs from preschool to kindergarten, from elementary to middle, middle to high school, and high school to college or career technical education.

Other Recommended Strategies
 
Implement early interventions for reading and English-language arts.

 
Provide English-language development (ELD) programs for all English learners that are integrated with the core English-language arts program at the school site.

 
Provide appropriate instruction based on the English proficiency levels of English learners.

Parent Training
Migrant parents and families play an essential role in the MEP. Parents are migrant students’

first teachers and can make a major difference in their children’s success. Parents can help their children develop strong reading and writing skills by modeling and encouraging reading and writing from an early age.

The MEP is committed to providing training to migrant parents to support their children’s success at school. The following topics for parent training are specifically related to reading and language arts and can help to accelerate academic achievement:

 
New ways to read and write to and with a child.

 
One culture, two languages--what does it mean at home?
 
Understanding results of the CELDT and STAR tests.
 
How to help if a child is struggling in school.
 
How to develop a relationship with a child’s school and teachers.
 
How to carry over school activities at home.
 
How to support a child to become a successful reader and writer.
Professional Development Topics
 
Oral language development for English learners ages three to twenty-one

 
Development of reading skills for English learners ages three to twenty-one

 
Best use of primary language development for English learners ages three to twenty- one

 
Academic vocabulary development

 
ELD instructional strategies

 
California’s grade-level content standards

 
Family literacy activities

 
Use of data to inform instruction and program planning

MATHEMATICS Background
Educators have always recognized that math has served as a gatekeeper to higher education; now it is estimated that 70 percent of college majors require higher-level mathematics. According to Robert Moses, mathematics is now an essential skill for participation in the global economy and our technological society.20
Researchers have found that children develop an understanding of mathematics early in life.21
Therefore, parents and educators can assist children to be aware of mathematics concepts starting in preschool. As children progress through school, they need support in understanding the concepts of mathematics as well as the language of math experience and the procedures to make calculations. In addition, migrant parents indicate that too often migrant students are not placed in higher-level mathematics courses, or the students do not acquire the necessary prerequisites to enable them to take higher level mathematics courses in high school.

Therefore, educating parents and advocating for migrant students are also important elements of the plan.

Data on California Migrant Students
The CNA reviewed data on migrant student achievement in mathematics at all grade levels and highlighted student achievement in middle and high school. The CNA used results of the CST in

2004–05 as well as enrollment data in fall 2006. Following are some of the relevant findings:

 
Thirty-seven percent of migrant students took the Algebra I test in the eighth grade compared to 45 percent of all students.

20 Robert P. Moses and Charles E. Cobb Jr., Radical Equations. Boston: Beacon Press, 2001, 14.
21 Nancy C. Jordan, Predicting Mathematics Outcomes From Early Number Sense, Unpublished paper,
2007.

 
Of those students who took the Algebra I CST test in 8th grade, only 18 percent of migrant students scored proficient or above, compared to 34 percent of all students.

Results of the CST in 2008–09 indicate that migrant students are still performing below the level of students statewide.

The following table shows student performance on the spring 2009 CST test in mathematics. These data indicate that a higher percentage of migrant students are scoring at the lower levels of Far Below Basic, Below Basic, and Basic compared to non-migrant students.

California Standards Test Mathematics Grades 2–11
Comparison of Migrant and Non-migrant Students
Spring 200922
	Students
	Total # Tested
	Far Below
Basic
	Below
Basic
	Basic
	Proficient
	Advanced

	Migrant
	90,351
	12%
	30%
	26%
	22%
	10%

	Non- migrant
	2,717,965
	10%
	23%
	24%
	24%
	18%


The Mathematics Work Group compiled the following needs that this plan is designed to address:

1.  Increase the percentage of migrant students taking Algebra.

2.  Increase the percentage of migrant students scoring proficient or above on mathematics tests in eighth and ninth grades.

3.  Reduce the percentage of eighth grade migrant students who score below or far below basic on the mathematics portion of the STAR tests.

4.  Provide mathematics supplementary services to migrant students who score below or far below basic on the STAR tests in mathematics.

Focus of the State Service Delivery Plan
In developing the measurable outcomes, indicators, and strategies, a number of resources were utilized in addition to the CNA, including the latest research, assessment data, and

presentations from researchers. The SSDP measurable outcomes focus on two areas of

student achievement in mathematics: 1) elementary and middle school math achievement; and

2) achievement in algebra. Enrollment in algebra has been shown to contribute to enrollment in postsecondary education, especially for low-income students. “Low-income students who took Algebra I and geometry were three times as likely to go to college as those who did not.”23   In addition, research has shown that “within a high school curriculum, the higher the level of mathematics studied, the stronger the effect on college degree completion.”24
22 Data provided by WestEd. Migrant student data from the CDE are unmatched to MEP data; only non- migrant students from districts having migrant students are included.

23 U.S. Department of Education, “Mathematics Equals Opportunity.” White Paper prepared for the U.S. Secretary of Education. Washington, D.C.: U.S. Department of Education, 1997.

24 Mano Singham, “The Achievement Gap: Myths and Reality,” Phi Delta Kappa (April 2003), 586-91.

The following table shows the performance target, two measurable outcomes, and an indicator for each outcome in mathematics.

Mathematics Performance Targets and Measurable Outcomes
	Performance Target 3.0
	By 2014, all migrant students will be proficient in mathematics.

	Measurable Outcome 3.1
The number of migrant students who are proficient in mathematics grades 2-7 will be consistent with California’s Adequate Yearly

Progress (AYP) growth targets (see

Glossary).
	Indicator 3.1
The program will identify the number of migrant students scoring proficient or advanced on the California Standards Test in mathematics or the

Standards-based Tests in Spanish, beginning

in 2009–10.

	Measurable Outcome 3.2
The number of migrant students who score at the proficient or advanced level in algebra will increase by at least 5 percentage points annually.
	Indicator 3.2
The program will identify the number of migrant students who score proficient or advanced on the California Standards Test in Algebra or the Standards-based Test in Spanish Algebra I

test, beginning in 2009–10.


Communicate ABOUT math; communicate IN math; communicate WITH
math. Worksheets should be done last as additional practice…”
Eduardo Mosqueda, University of California, Santa Cruz

Statewide Strategies
 
Extend instructional time through multiple programs such as the following:

o
After school and Saturday classes

o
Inter-session classes
o
Standards-based 4-6 week summer school programs
 
Target sixth grade students for pre-algebra summer institutes or academies.

 
Hire highly qualified teachers for summer academies and extended instructional time (i.e., teachers who have taken calculus or completed methodology coursework in mathematics instruction).

 
Provide individual and small group tutoring,

 
Coordinate meetings with MEP staff, parents, and school counselors of sixth grade students to ensure that students will be on track to take algebra.

Other Recommended Strategies
 
Advocate for migrant students to participate in higher-level mathematics courses in high school.

 
Implement a comprehensive, timely assessment program to monitor the progress of targeted students.

 
Use alternative assessments to measure the mathematics skill development of

English learners.

 
Use students’ home languages to build understanding of mathematics concepts.

 
Use culturally relevant materials to build understanding of mathematics concepts.

 
Use hands-on, developmentally appropriate learning activities.

 
Use a curriculum for summer academies that addresses its students’ specific learning needs

 
Provide immediate feedback for students as they are learning.

 
Provide accelerated learning activities not remediation activities.

Parent Training
Migrant parents and families play an essential role in the MEP. Parents are migrant students’

first teachers, and can make a major difference in the success of their children. Parents can help their children develop strong mathematics skills by talking about ways that mathematics is used in everyday activities and encouraging mathematics achievement from an early age.

The MEP is committed to providing training to migrant parents to support their children’s success at school. The following topics for parent training are specifically related to mathematics and can help to accelerate academic achievement:

 
Building problem-solving skills at home

 
Supporting a child to be successful in math

 
Finding resources to help when a child struggles with math

 
Understanding differences in mathematics instruction between the United States, Mexico, and other countries

 
Recognizing the importance of algebra and higher mathematics for college and work

 
Understanding results of the CST, CMA, CAPA and CAHSEE

 
Advocating to ensure a child’s proper mathematics placement
Professional Development Topics
 
Hands-on mathematics learning in supplementary instruction

 
Use of primary language to support instruction
 
California’s grade-level common core standards
 
Algebra readiness
 
Family mathematics activities
 
Use of data to inform instruction and program planning
HIGH SCHOOL GRADUATION Background
Each year in the U.S., close to one-third of public high school students fail to graduate high school, and an even greater number of Latino students, close to half, fail to graduate high school.25 Research has found that students drop out for various reasons. A survey of high school dropouts throughout the U.S. indicated that “despite career aspirations that require education beyond high school…circumstances in students’ lives and an inadequate response to those circumstances from the schools led to dropping out.”26
Researchers have investigated both the indicators that signal a student, is more likely to drop out as well as strategies and programs that have helped students stay in school and graduate. The U.S. Department of Education found that within each academic year, subsequent high

25 Maggie Monrad, High School Dropout: A Quick Stats Fact Sheet. Washington, D.C.: National High

School Center, American Institutes for Research, 2007.
26 John M. Bridgeland, John J. DiIulio, and Karen Burke Morison, The Silent Epidemic: Perspectives of
High School Dropouts, A Report by Civic Enterprises in Association with P.D.Hart Research Associates for the Bill & Melinda Gates Foundation. Washington, D.C.: Civic Enterprises, 2006.

school dropouts earned fewer credits than do on-time graduates, and the gap in credits accrued increased across academic years.27 Interviews with dropouts indicate that there are many reasons that students drop-out, including a lack of connection to the school environment, feeling unmotivated or being behind in schoolwork, or not doing well academically.28
Data on California Migrant Students
Results of the CSTs for eighth grade migrant students show that many students are not well prepared when they enter high school. A larger proportion of migrant students score below basic or far below basic levels on the mathematics, language arts, and social science tests compared with the scores of non-migrant students.

The CNA also collected data on the credits meeting “a-g” requirements that are accrued by migrant students at the start of the eleventh grade.29 The findings included the following:

 
Fifty percent of migrant high school students had not earned the expected number of course credits in language arts.

 
Twenty-two percent of migrant eleventh graders had not completed any a-g qualifying English courses.

Data from the California High School Exit Exam (CAHSEE) also indicate a gap between migrant and non-migrant students. In the 2008–09 school year, 60 percent of migrant students in the tenth grade passed the English-language arts section, compared to 79 percent of students statewide (table below). On the mathematics section, 70 percent of migrant students in the tenth grade passed, compared to 80 percent of students statewide. A similar gap exists in the passing rates for students in the eleventh and twelfth grades.

California High School Exit Examination30
English-Language Arts
10th Grade Passing Rates
Four-Year Comparison: 2005–2009
	
	All Students
	Migrant Students

	Year
	# Passed
	% Passed
	# Passed
	% Passed

	2005–06
	372,588
	77%
	6,190
	55%

	2006–07
	368,237
	77%
	5,414
	55%

	2007–08
	375,820
	79%
	5,252
	59%

	2008–09
	377,693
	79%
	4,867
	60%


27 National Center for Education Statistics, Course Credit Accrual and Dropping Out of High School. Issue
Brief. Washington, D.C.: U.S. Department of Education, 2007.
28 John M. Bridgeland, John J. DiIulio, and Karen Burke Morison, The Silent Epidemic: Perspectives of
High School Dropouts, A Report by Civic Enterprises in Association with P.D. Hart Research Associates for the Bill & Melinda Gates Foundation. Washington, D.C.: Civic Enterprises, 2006.

29 “A-g” requirements are courses approved and required by the University of California for entrance to

the university; see Appendix A for more information.
30Data retrieved 4.20.2010 from DataQuest: Migrant student data are unmatched to MEP data.
California High School Exit Exam31
10th Grade Passing Rates
Mathematics
Four-Year Comparison: 2005–2009
	
	All Students
	Migrant Students

	Year
	# of Students
	% Passed
	# of Students
	% Passed

	2005–06
	363,653
	76%
	7,084
	63%

	2006–07
	363,252
	76%
	6,245
	63%

	2007–08
	371,941
	78%
	5,983
	67%

	2008–09
	378,440
	80%
	5,581
	70%


The High School Work Group compiled the following needs that this plan is designed to address:

 
Increase the percentage of migrant students completing a-g course requirements.

 
Increase the percentage of migrant students successfully passing the CAHSEE.

 
Increase the percentage of migrant students meeting district course requirements for graduation from high school.

 
Provide more migrant students with the support of an adult “guide” or “mentor”
through the high school years.

Focus of the State Service Delivery Plan
In developing the measurable outcomes, indicators, and strategies, a number of resources were utilized in addition to the CNA, including the latest research, assessment data, and

presentations from researchers. The SSDP measurable outcomes focus on three areas of high school graduation: 1) passing rates on the CAHSEE; 2) credit accrual to ensure graduation; and

3) completion of a-g requirements.

Gibson’s research on migrant students at a California high school found that the MEP created conditions that positively impacted the number of students graduating from high school. The conditions included providing supplementary academic support, creating a sense of belonging, developing supportive relationships, and strengthening home-school-community links.32 The supplementary nature of the MEP enables it to focus on creating these conditions and the recommended strategies include ways that the program can promote these conditions.

The following table shows the high school graduation performance target, three measurable outcomes, and an indicator for each outcome.

31 ibid.
32 Margaret A. Gibson, “Improving Graduation Outcomes for Migrant Students,” ERIC Digest, 2003.
High School Graduation Performance Target and Measurable Outcomes
	Performance Target 4.0
	By 2014, all migrant students will earn a high school diploma.

	Measurable Outcome 4.1
The percentage of migrant students who pass both the mathematics and English

Language Arts components of the

CAHSEE in the tenth grade will increase by at least 5 percentage points per year.
	Indicator 4.1
The program will identify the number of migrant students passing the mathematics and English

components of the CAHSEE in the tenth grade,

beginning in 2009-2010.

	Measurable Outcome 4.2
The percentage of migrant students who meet district course requirements/credit

accrual and are on track for high school

graduation will increase by at least 5 percentage points per year.
	Indicator 4.2
The program will identify the number of migrant students receiving a high school diploma,

beginning in 2009-2010.

	Measurable Outcome 4.3
The percentage of migrant students completing a-g subjects will increase by at

least 5 percentage points annually.
	Indicator 4.3
The program will identify the number of migrant students completing a-g subject requirements,

beginning in 2009-2010.


“...migrant youth are aided in navigating across cultural borders by an additive view of acculturation. Those who learn how to become skillful border crossers have an advantage in school both socially and academically.”
Greta Gibson, “Bridges to Success in High School for
Migrant Youth,” Teachers College Record. (In Press.)
Statewide Strategies
 
Extend instructional time through multiple programs:

o
After school and Saturday classes

o
Inter-session classes
o
Standards-based 4-6 week summer school programs
 
Assign an advisor for migrant students most in need, to provide academic conferencing, support and advocacy for the student.
 
Conduct academic home visit in the home language that address the following

topics: 1) a-g requirements; 2) navigating the school system; 3) parent/guardian role in supporting child’s education; 4) understanding student transcripts, progress reports, and report cards; 5) preparation for teacher conferences.

 
Provide academic conferencing for students at risk of not graduating.

 
Provide individual and small group tutoring,

 
Provide instruction in note-taking and study skills.

 
Provide options for alternative credit accrual, such as the Portable Assisted Study

Sequence (PASS).

Other Recommended Strategies
 
Ensure that students are engaged and connected to the program, to school, and to other students.

 
Provide leadership activities to motivate students to graduate and pursue higher education.

 
Develop awareness, with the local educational agency, of the unique needs of migrant students for flexible schedules.

 
Arrange for concurrent enrollment for students in adult education or community college.

 
Connect with work-study programs so students can earn money while benefiting from an academic program.

 
Use the School Attendance Review Board (SARB) process as an early intervention;

involve parents and counselors to improve student attendance.

Parent Training
Migrant parents and families play an essential role in the MEP. Parents maintain a strong influence throughout high school and need to stay actively involved in their children’s education.

The MEP is committed to providing training to migrant parents to support their children’s success at school. The following topics for parent training are specifically related to high school graduation and can help to accelerate academic achievement:

 
The California high school system and graduation requirements

 
CAHSEE

 
High school preparation for college

 
Adolescent development, including how to deal with pressures of gangs, drugs, sex, and the Internet

 
High expectations and staying involved in high school

 
Resources to help struggling students

 
Career Technical Education 

Professional Development Topics
 
Helping MEP secondary students and their families navigate high school through graduation and beyond

 
Conducting academic home visits

 
Preparing for the CAHSEE and providing intervention

 
Using data to inform instruction and program planning
HEALTH
Background
The health challenges facing migrant students range from poor nutrition to substandard housing, untreated vision and dental problems, and lack of immunizations or other preventive care. While migrant children bring many assets to their education, they may feel disconnected from school or encounter low expectations from the adults at school.33
Research in recent decades confirms the importance of programs that maintain and strengthen the resiliency of students, especially those who endure economic, social, and emotional hardships in their lives.34   Research on resiliency of low-income students establishes the importance of factors with a positive impact on student success that schools and communities can offer. This research identifies three developmental supports and opportunities that families, schools and communities can provide: 1) caring relationships; 2) high expectations; and 3) meaningful participation. The MEP plays a critical role in all three of these areas, through direct programs that foster these supports, as well as training of school personnel and families about the importance of these areas.

Data on California Migrant Students
The work of the CNA highlighted the complexities of improving the health of migrant students and the challenges of gathering data from regions throughout the state. Each region currently tracks health information differently, and services related to health vary widely among regions. Some regions provide referrals to other agencies, while others provide varying levels of health screenings or services.

The CNA included several questions regarding health issues on the surveys of migrant parents and also analyzed data from the California Healthy Kids Survey (CHKS). Data collected from the parent surveys indicated that 10 percent of Kindergarten trough twelve grade (K–12) students in the families surveyed were not receiving adequate health care to address health conditions that could affect school achievement and attendance.35
33 California Department of Education, Migrant Education Program: Comprehensive Needs Assessment. Sacramento, CA: California Department of Education, 2007. 

34 Bonnie Bernard, Resiliency: What We Have Learned. San Francisco: WestEd, 2004.
35 California Department of Education, Migrant Education Program: Comprehensive Needs Assessment. Sacramento, CA: California Department of Education, 2007.

While the CHKS has not identified migrant students in the past, evaluators have been able to collect data on “migrant-like” students and Hispanic students. These data indicate that the majority of all students in California middle and high schools do not feel connected to their schools and even fewer “migrant-like” and Hispanic students feel connected.36 The data also show that a smaller percentage of migrant-like ninth and eleventh graders said they had caring relationships with adults or that adults had high expectations for the students’ success compared to the state average.37
The Health Work Group compiled the following needs that this plan is designed to address:

 
Reduce the percentage of unmet health needs among migrant preschool-age children and among all migrant students.

 
Increase the percentage of migrant high school students who have caring relationships and high expectations from adults in the school community.

 
Increase the percentage of migrant students who feel connected to school.

Focus of SSDP
In developing the measurable outcomes, indicators, and strategies, a number of resources were utilized in addition to the CNA, including the latest research, assessment data, and

presentations from researchers. The SSDP measurable outcomes for health focus on two key issues. The first issue is ensuring access to health services, to address unmet health needs that interfere with learning. By focusing on ensuring access to health services, the MEP will develop a consistent method of monitoring health referrals in all regions. While regional programs may continue to provide different levels of health services, all regions will be accountable for

ensuring that referrals are given to families with unmet health needs.

The second key issue is increasing students’ sense of being connected to school. This focus is intended to bring attention to the importance of reinforcing and building the supports that contribute to the resiliency of migrant students. While all the factors that contribute to students’ resiliency are important, the MEP has demonstrated that it can play a unique role in strengthening students’ connection to school.

The following table shows the performance target, two measurable outcomes, and an indicator for each outcome in health.


Health Performance Target and Measurable Outcomes
	Performance Target 5.0
	By 2014, all identified migrant children who have unmet health needs that interfere with learning will have their health needs addressed.

	Measurable Outcome 5.1
100 percent of migrant students with identified unmet health needs that interfere with learning will be assessed annually for treatment or

referral.
	Indicator 5.1
The program will identify the percentage of children/youth assessed, treated, and/or referred for treatment annually, beginning in

2009–2010.

	Measurable Outcome 5.2
The percentage of migrant students reporting that they feel connected to school will increase by 5% per two-year cycle.
	Indicator 5.2
The program will identify the number of migrant students reporting feeling connected to school on the CHKS, beginning in the

2008–2010 cycle.


To protect the health of migrant children, advocate for health-related funding; reach all migrant children and their families with a health program; create partnerships with medical associations; explore telemedicine; and create outreach programs to link families directly with available health insurance programs.”
--Miguel Perez, California State University, Fresno

Statewide Strategies
 
Provide health care resource materials and health education for parents and families.

 
Conduct needs assessments to determine migrant students’ health needs and insurance eligibility, whenever possible within 30 days of the student’s enrollment.

 
Assist families in obtaining health insurance.

 
Ensure that migrant students participate in health screenings provided by the LEA or other health agency.
 
Coordinate and collaborate with health, social and welfare agencies to ensure access to appropriate services.

 
Provide health care referrals appropriate to identified needs.

 
Ensure that migrant students complete the CHKS.

 
Analyze CHKS data and use them to develop appropriate interventions and professional development for school and MEP staff.

Other Recommended Strategies
 
Ensure that every migrant student has a caring relationship with adults at his or her school.

 
Provide emergency medical, dental, and other health services.

 
Provide early intervention services, such as counseling and mentoring, support groups, and student assistance programs.

 
Establish family resource centers and provide trained staff to work with families.

 
Organize collaborative meetings with health care providers.

 
Match each at-risk student to an adult in the program or school, using a deliberate approach; these adults check in with their students at least once a week.

 
Make use of small group processes to build caring communities, such as cooperative learning, peer tutoring, cross-age tutoring, service learning, conflict mediation, and peer support groups.

Parent Training
Migrant parents and families play an essential role in the MEP. Parents can help their children to maintain good health and develop healthy lifestyles by modeling healthy behavior and

encouraging children to make positive choices.

The MEP is committed to providing training to migrant parents to support their children’s health and success at school. The following topics for parent training are specifically related to health and can support academic achievement:

 
Important health screenings and immunizations

 
How parents can make healthy choices, reduce risky behaviors, and create a compassionate home environment

 
How parents can raise their child’s self-esteem and assist the child in building developmental assets

 
When and where to get help for their child’s mental or physical health

Professional Development Topics
 
Resiliency factors

 
Developmental assets
 
How to build youth leadership
 
Nutrition and healthy lifestyles
 
Use of data to inform instruction and program planning
OUT-OF-SCHOOL YOUTH
Background
One of the least understood and often underserved groups of migrant students is the group of young people who are under age twenty-two but are not enrolled in school. In 1988, Title l, Part C, changed to expand the age range of migrant students being served from five through seventeen years of age to three through twenty-one years of age. Currently, migrant students under the age of twenty-two who have not graduated from high school and are not in school pursuing a high school diploma are entitled to receive MEP services as out-of-school youth (OSY). In 2007–08, the California MEP identified 38,149 OSY.

OSY generally fall into two categories. One is dropouts (migrant youths who have attended U.S. high schools and dropped out); and the second is OSY “here to work”, (migrant youth who have never attended high school or migrant youth who attended high schools in their country of origin and are in the United States to work).

Data on California Migrant Out-Of-School Youth
California researchers have found that OSY in both the “dropout” and “here to work” categories express an interest in further education; youth who have dropped out of high school most often name “earning a high school diploma” as their educational goal, while youth here to work most often name “acquiring English as a second language” as their goal.38 “The popular perception that these seasonal laborers are here only temporarily and therefore not interested in learning English is inaccurate.”39 Data analyzed by the CNA from several migrant regions indicated that the needs of these young people range from health needs to counseling, clothing, and transportation, as well as education, and there are both similarities and differences between dropouts and here to work youth.

The OSY Work Group compiled the following needs that this plan is designed to address:

 
Approximately half of OSY need to complete the eighth grade or higher.

 
Approximately 80 percent of OSY need to learn to read and write in English.

 
Approximately three quarters of OSY left school because of the need to work.

 
More than half of OSY need to learn English, and about one third need to get a

General Educational Development (GED).

 
More than half of OSY need medical and/or dental attention.

 
Approximately half of OSY need counseling and/or clothing.

 
Individual needs assessments, action plans, and services for OSY should be implemented quickly due to the transiency of OSY.

38 Laura E. Hill, and Joseph M. Hayes, Out-of-school immigrant youth. San Francisco: Public Policy

Institute of California, 2007.
39 ibid.
Focus of the State Service Delivery Plan
In developing the measurable outcomes, indicators, and strategies, a number of resources were utilized in addition to the CNA, including the latest research and presentations from researchers. One of the essential next steps to strengthen achievement of OSY will be gathering consistent data across the state. In 2008, all regions agreed to use a common intake and assessment form for OSY, the Individual Needs Assessment (INA), which will be used to identify OSY needs statewide. Similarly, a common Migrant Learning Action Plan (MLAP) has also been developed to provide consistent guidance for counseling and referring OSY to appropriate services.

The SSDP includes three measurable outcomes for OSY, focusing on ensuring that identified OSY will have a needs assessment, and a Migrant Learning Action Plan, and will be referred to an appropriate program to continue their education and/or job training. The following table shows the performance target for OSY, three measurable outcomes, and an indicator for each outcome.

Out-of-School Youth Performance Target and Measurable Outcomes
	Performance Target 6.0
	By 2014, 100 percent of identified migrant program OSY will be assessed and referred to an appropriate educational or career technical education program.

	Measurable Outcome 6.1
75 percent of identified migrant OSY will have an Individual Needs Assessment (INA) completed within 30 days of enrollment.
	Indicator 6.1
The program will identify the number of INAs completed compared to the number of OSY identified.

	Measurable Outcome 6.2
75 percent of OSYs will be provided a Migrant Learning Action Plan (MLAP) within ten days of completing the INA.
	Indicator 6.2
The program will identify the number of MLAPs compared to the number of INAs.

	Measurable Outcome 6.3
100 percent of OSYs with a MLAP will be referred to an appropriate educational, certificate, or career technical education.
	Indicator 6.3
The program will identify the number of OSY with a MLAP who are referred to an appropriate educational, certificate, or career technical education.



“Spanish-speaking youth who are here to work are the most highly motivated to further their education of all OSY served.”
--Laura Hill and Joseph Hayes, Public Policy Institute of California, 2007
Statewide Strategies
 
Employ a case management model to coordinate services to students and families.

 
Hire qualified staff who possess strong bilingual and case management skills and who are familiar with the service area and have experience in working with young adults.

 
Ensure that MLAP data is entered into the migrant database and update youth

MLAP’s annually after meeting with student

 
Provide services at times and days convenient for the OSY (e.g., evenings, weekends, and summers).

 
Provide access to adult education classes, high school credit classes, Mexican consulates, transition to college programs, community colleges, and Job Corps.

Recommended Strategies:
 
Provide information and education on preventive health measures for OSY.

Parent Training
Migrant parents and families play an essential role in the MEP. Parents can continue to support their children who are out of school and assist them in pursuing their education and/or gaining career technical skills.

The MEP is committed to providing training to migrant parents to support their children in continuing their education and/or gaining career technical skills. The following topics for parent training are specifically related to OSY:

 
Enrolling OSY in the MEP

 
Obtaining a high school diploma or equivalent through alternative pathways
 
Understanding the U.S. educational system
 
Accessing job and community resource information
 
Supporting OSY to be successful
Professional Development Topics
Recruitment, enrollment, and service delivery for OSY

Networking and collaboration with schools and community agencies on behalf of OSY Using data to inform instruction and program planning

PARENT INVOLVEMENT
Background
A growing body of research confirms that parent involvement makes a positive impact on student success, regardless of socioeconomic status or parent education levels. Furthermore, researchers and practitioners alike increasingly recognize that successful parent involvement is a result of a partnership between all stakeholders. According to Funkhouser and Gonzales, “schools that have developed successful partnerships with parents, view student achievement as a shared responsibility, and all stakeholders – including parents, administrators, teachers, and community leaders – play important roles in supporting children’s learning.40 A study of parent involvement and its impact on student literacy levels concluded that parent involvement in school should be a central aim of practice and policy solutions to the achievement gap between lower and higher income children. 41 And in a review of over 60 studies and other documents, Henderson and Berla stated that “when schools work together with families to support learning, children tend to succeed not just in school, but throughout life.”42
Epstein developed a model of school, family and community partnerships that identifies six types of parental involvement: parenting, communicating, volunteering, learning at home, decision making, and collaborating with the community.43 Researchers continue to investigate the relationships between specific parent activities and student achievement. Martin recently conducted a study on the impact of parent involvement practices at schools with predominantly low-income Latino student populations. Martin suggests that schools and community agencies must play a proactive role in promoting parent and family involvement; she has adapted the Epstein model to describe specific practices of schools, families, and community members that build partnerships and result in increased student achievement.44
The MEP has long recognized the essential role that parents and guardians play in their children’s education. In fact, California is the only migrant education program in the nation that has codified the role of parents in the program. In 1981, Assembly Bill 1382 established that parent advisory councils would participate in the planning, operation, and evaluation of the program. These councils function at several levels of the program, including district, regional, and state levels.

In addition to promoting participation in the governance of the migrant program, the MEP trains parents in the knowledge and skills necessary to support their children academically and serve as advocates for their children’s success in school. The MEP also works with schools and families to overcome the barriers that make it difficult for families to be involved in their child’s education. Schools need to create a welcoming environment for families, provide translation

40 Funkhouser and Gonzales, 1997. Family Involvement in Children’s Education-Successful Local Approaches: An Idea Book. Office of Educational Research and Improvement, U.S. Department of Education : Washington, D.C.

41 Dearing, Kreider, Simpkins, & Weiss (2006). Family involvement in school and low-income children’s literacy: Longitudinal associations between and within families. Journal of Educational Psychology, 98(4),

653-664.
42 Henderson & Berla. 1994. A New Generation of Evidence.
43 Epstein, et al., 2002. School, Family, and Community Partnerships:  Your Handbook for Action, Second
Edition. Thousand Oaks, CA: Corwin Press, Inc.
44 Martin, 2009. Unpublished research report:  How School Practices to Promote Parental Involvement
Influence Student Success. Claremont, CA.

services and do outreach to families. Families may need transportation or childcare, and may not be familiar with the public school system in the U.S., or lack confidence engaging with teachers or administrators. Research cited by the National Literacy Panel on Language-Minority Children and Youth noted that “schools underestimate and underutilize parents’ interest, motivation and potential contributions” (referring to parents of language-minority students).45
The MEP can play an important role in developing and promoting the contributions of parents to their children’s academic success as well as helping schools and districts build partnerships

with families and community agencies.

The State Board of Education and the CDE both have policies that support engaging families in partnerships with education, and these are underscored by the requirements of Title I, which requires that local educational agencies assist schools in planning and implementing effective parent involvement activities. In November 2009, the CDE urged local educational agencies to strengthen partnerships, using the California State Action Plan for School, Family, and Community Partnerships. The State Action Plan outlines a vision and a plan for a statewide infrastructure to sustain partnerships, and includes plans for professional development and technical assistance that will support productive school, family, and community partnerships.46
In his letter of support for the plan, the state superintendent stated that “the time has come to fully integrate research-based school, family, and community partnerships with other critical strategies to ensure the success of all of our students.”47
Data on California Migrant Parents and Families
Parent involvement encompasses a wide variety of activities, and does not lend itself to quantifiable measurement. In addition, there are no widely agreed-upon definitions that would facilitate data gathering about parent involvement. Nevertheless, the work of the CNA included an effort to investigate concerns about the behaviors and knowledge of migrant parents.

The CNA was able to administer two parent questionnaires to migrant parents participating in the MEP. One questionnaire was administered through interviews with parents whose children were participating in Migrant Education Even Start (MEES) preschool programs. More than

1,900 questionnaires were returned from 20 regions. The second questionnaire was administered to parents with children in preschool through the twelfth grade. Those parents attended local advisory council meetings or parent trainings sponsored by the migrant program. More than 500 parents in five regions completed the second questionnaire. These groups are not representative of the entire migrant parent population, so the results must be interpreted with this in mind.

45 August, D & Shanahan, T., ed. 2006. Developing Literacy in Second-Language Learners: Report of the
National Literacy Panel on Language-Minority Children and Youth - Executive Summary. Pg7.
46 The Action Plan.
47 Jack O’Connell, letter to county and district superintendents and direct-funded charter school administrators, dated 11/23/2009.
The two questionnaires addressed issues of educational support in the home, parental support of literacy development, socio-educational experiences beyond the school day, and parents’ awareness of mathematics issues. Following are some of the highlights of the results:

 
75 percent of MEES parents responded that they read aloud to their preschool child at least twice weekly.

 
45 percent of MEES parents responded that they had a library card.

 
58 percent of K–12 parents said they spend more than one hour a week helping their child with homework.

 
66 percent of K–12 parents said they feel comfortable helping their child with elementary mathematics homework.

 
61 percent of parents with students in middle or high school said they had been informed by the school about whether their child was taking the mathematics classes that meet the requirements for admission to a four-year college.

Focus of the SSDP
The focus of the SSDP will be on implementing practices that research has shown to be effective in promoting parent involvement, building partnerships between schools, families and communities, and overcoming the barriers to participation experienced by migrant families. Currently, parent involvement activities vary widely between different regions and districts in the MEP. The SSDP will provide guidance to all regions, to promote a consistent approach to

parent involvement and serve as a basis for sharing promising practices. The SSDP will also help to enlist school, family and community partnerships in attaining the measurable outcomes in all areas of the SSDP.
Parent Involvement Performance Target and Measurable Outcomes
	Performance Target 7.0
	By 2014, all migrant parents will demonstrate increased use of parent involvement strategies in their children’s education, including effective parenting, advocacy, and leadership skills that result in increased student success and achievement.

	Measurable Outcome 7.1
MEP parents/guardians, schools, and staff/volunteers will increase use of research-based partnership practices in the education of students each year by 10 percent.
	Indicator 7.1
The program will survey parents and MEP staff on research-based involvement practices, and results will be correlated with student success measures available through CalPads, beginning in 2011.

	Measurable Outcome 7.2
MEP programs and staff/volunteers will reduce identified barriers to parent

involvement in the education of their

children each year by 10 percent.
	Indicator 7.2
The program will survey parents, school and

MEP staff on barriers to parent involvement, and results will be correlated with student success measures available through CalPads, beginning in 2011.


Statewide Strategies:
 
Establish programs to promote both parent involvement in the education of their children and support families as partners in education by:

o
Providing opportunities for families to build awareness about their roles and responsibilities as partners in their children’s education.

o
Providing opportunities to help students develop as partners in their own education with programs.

o
Providing training opportunities and direct one-on-one support to parents/families

o
Providing support services such as transportation, home visits, childcare and referrals.

o
Supporting families to continue their education through collaboration with outside providers.

o
Connecting parents/families to community resources to eliminate barriers and build resiliency.

o
Helping families honor, share, and celebrate their different backgrounds and build support networks
 
Assist schools in building partnerships with MEP parents/families by:

o
Training school staff about the experiences and needs of migrant children and families and how to partner effectively with parents and families.

o
Implementing a home visit program and/or support teachers in making home visits.

o
Hosting regular parent/teacher/student/MEP liaison meetings to monitor student progress

 
Establish a base level of funding level that regions are expected to use for parent involvement activities.

 
Assure Parent Advisory Council participation in the planning, operation and evaluation of the MEP.

 
Regularly outreach to and build collaborative partnerships with parents/families, students, schools, and community agencies to promote student success.

 
Develop and implement a repertoire of parent involvement and school, family, and community partnerships activities by trained staff.

Other Recommended Strategies
 
Promote two-way communication between all stakeholders, e.g., administrators, parents, parent advisory councils, community groups, students, parent liaisons/coordinators, and social service providers.

 
Encourage volunteerism, and provide practitioners with required training/development, resource support, assistance, follow-through, and accountability to achieve outcomes.

 
Staff resource centers in schools to respond to the needs of MEP parents/families.

 
Develop working compacts with family/student, school, and community partners to establish clear expectations and partnership roles.

 
Empower community organizing within the MEP to build the abilities of schools, families, and students to work together to advance excellence in student learning and development, and promote safe and supportive communities for children and families.

Parent Training
Migrant parents and families play an essential role in the MEP. Each of the previous components included specific training topics for parents designed to increase their knowledge base in that subject area and to help them support their children’s educational success.
These and the additional training topics listed below will ultimately help parents meet the Plan’s measurable outcomes.

 
Developing effective parenting skills

 
Developing effective advocacy skills including their rights and responsibilities in education

 
Planning their children’s future: pathways to the university and other post-secondary options

 
How to communicate with their children’s teachers and the school

 
How to help their children become partners in their education

 
How to navigate the public school system

For parents involved in advisory councils and leadership roles the following topics are recommended:

 
Developing effective leadership skills

 
Understanding school governance and operations

 
Roberts Rules of Order

 
Facilitating and conducting effective meetings

 
Developing effective communication and interpersonal skills

 
Understanding their role and responsibilities as advisory council representatives

 
Understanding the regional application and district service agreement documents and how to participate in their development

 
Understanding state assessment requirements and reports

Professional Development Topics
 
How to implement effective academic home visits

 
How to work effectively with parents and parent councils
 
How to establish parent resource/network centers in schools
 
Creating supportive and inclusive school environments
 
Conducting effective parent/teacher conferences
 
Promoting and developing parent and community partnership programs
IMPLEMENTATION OF STATE SERVICE DELIVERY PLAN
The SSDP’s implementation is based on a cycle of continuous improvement. The starting point is the needs assessment, followed by implementing programs and services, monitoring student progress, and finally evaluating results. This cycle is conducted at the local, regional, and statewide level, on a timeline appropriate for each level.

The SSDP is also designed to work with the Response to Instruction and Intervention model currently supported by the CDE. As stated by the State Superintendent of Public Instruction, “Response to Instruction and Intervention integrates resources from general education, categorical programs, and special education through a comprehensive system of core instruction and interventions to benefit every student.” The Response to Instruction and Intervention model “promotes collaboration and shared responsibility for the learning of all students across all personnel and programs located in any given school.”48
By federal law, the MEP must provide services first to “Priority for Service” (PFS) students. In California, these students are currently defined as those migrant students who are failing, or at risk of failing, to meet the state’s challenging academic content and achievement standards, and whose education has been interrupted during the regular school year. The results of the CST in English Language Arts and Mathematics, the CELDT, and the CAHSEE are used to determine whether students are meeting state standards.

Migrant Regions and Local Educational Agencies
Beginning in 2010–11, the state service delivery plan’s seven performance targets and measurable outcomes will be fully incorporated into the regional application and district service agreement. The CDE requires regions and LEAs to compile student needs assessment, analyze data, and prioritize students’ needs in their applications.

Migrant regions are expected to design programs, activities, and services aligned with their needs assessments and that contribute to meeting some or all of the measurable outcomes in each of seven areas. In the areas of school readiness, health, OSY, and parent involvement, regions will be expected to develop activities that address all of the measurable outcomes.49 In the areas of English-language arts, math, and high school graduation, regions are expected to analyze the programs and services currently offered to migrant students through their school districts and determine the best use of migrant funds to supplement the districts’ services. The SSDP identifies a set of “statewide strategies” and “other recommended strategies”. Regions are expected to implement programs and services aligned with the statewide strategies. As funding permits, the CDE encourages regions to consider the other recommended strategies in their service delivery.

Through the use of CDE reports and other regional data, each region will be responsible for monitoring the progress of migrant students towards meeting the measurable outcomes in all seven areas, as well as for reporting the progress of migrant students in the region to all stakeholders, including the district and regional parent advisory councils, the districts that have contracted with the MEP, and the CDE.

48Superintendent Jack O’Connell, Response to Instruction and Intervention. 14 November, 2008. 

49 Exceptions will be considered for small regions with limited resources.
Unlike Title I or Title III programs where ESEA requires the SEA to apply certain sanctions to LEAs that are not meeting the state’s performance targets, Title I, Part C, does not impose specific sanctions when the SEA does not meet its performance targets for migrant students. However, the SEA and LEAs are required to determine program effectiveness through a written evaluation that measures program implementation and the program’s results compared to the state’s performance targets.

The MEP recognizes that the success of migrant students depends on the collaboration between school districts and the MEP, working together to meet migrant students’ needs. In those instances where a region or LEA is not making adequate progress towards the measurable outcomes identified in the regional application and/or district service agreement over a three-year period, the CDE will require the region and/or LEA to submit a plan describing specific corrective actions designed to meet the outcomes.

Migrant Parent Advisory Councils
The California Education Code (EC) 54444.2 (a) (1) requires that “each operating agency receiving migrant education funds or services actively solicit parental involvement in the planning, operation, and evaluation of its programs through the establishment of, and consultation with, a parent advisory council.” The responsibilities of the parent advisory councils (PACs) are defined in Section 54444.4 of the California Education Code (EC). The PAC’s responsibilities at the district, regional, and state levels include involvement in the establishment of migrant education program goals, objectives, and priorities, the review of annual needs and year-end assessments, as well as program activities for each school, a review of individualized educational plans, and active involvement in the planning and negotiation of required program applications and service agreements.

The PACs at all levels (district, regional, and state) will play an important role in the implementation of the SDP. All districts and regions will have stronger programs and greater success to the degree that they actively encourage and support parents’ participation in the programs. Members of the PACs are encouraged to become familiar with the particular needs of migrant students in their area, including academic, social, and health needs. The PACs can also play a key role in assisting migrant program staff in the design and implementation of parent trainings and workshops.

PROFESSIONAL DEVELOPMENT
Preparation of MEP and staff is key to the program’s success. Initial preparation and ongoing professional development for MEP personnel are provided to continuously improve the services migrant students receive. The SSDP’s implementation will involve realigning professional development activities with the plan’s targets and measurable outcomes. Currently, the MEP provides regular professional development for staff at all levels. Some of these activities will continue, and others will be revised, based on an assessment of MEP staff’s professional development needs. In addition, MEP staff is encouraged to participate in professional development from district and county providers to leverage MEP resources for those issues unique to migrant students. A list of topics for professional development is included in each component of the SSDP to guide MEP staff in selecting appropriate professional development activities, and the complete list is included below. 

Currently, professional development is provided through a number of forums. Regional directors with less than three years of experience participate in a new directors’ orientation for two to

three days, to familiarize them with all aspects of the MEP, and they are provided with a coach for ongoing support. MEP staffs who work in identification, recruitment, and health issues each participate in annual meetings to address legislative mandates and new initiatives and share best practices. The MEP collaborates with CDE’s Title III office to sponsor an annual Accountability Institute, which disseminates the latest research and policies to address the

needs of English learners in California.

The SSDP’s implementation will involve changes to the regional application and the district service agreement. Both MEP staff and district staff will participate in professional development to ensure that regional and local planning and implementation of programs and services are aligned to the SSDP’s performance targets and measurable outcomes. The MEP is committed to providing professional development that reflects the national standards for effective professional development.

Professional Development
	Component
	Topics

	School

Readiness
	 
California’s Preschool Learning Foundations
 
Assessment tools for kindergarten readiness

 
Developmentally appropriate instruction

 
Brain development and the relationship of nutrition and play

 
The role of parents and family engagement

 
Use of date to inform instruction and program planning

	English- Language Arts
	 
Oral language development for English learners ages three to twenty-one

 
Development of reading skills for English learners ages three to twenty-one

 
Best use of primary language development for English learners ages three to twenty-one

 
Academic vocabulary development

 
English-language-development instructional strategies

 
California’s grade-level content standards

 
Family literacy activities

 
Use of data to inform instruction and program planning

	Mathematics
	 
Hands-on mathematics learning in supplementary instruction

 
Use of primary language to support instruction

 
California’s grade-level content standards

 
Algebra readiness

 
Family math activities

 
Use of data to inform instruction and program planning

	High School

Graduation



	 
Helping MEP secondary students and their families navigate high school through graduation and beyond

 
CAHSEE preparation and intervention

 Use of data to inform instruction and program planning 



Health
 
Resiliency factors

 
Developmental assets

 
How to build youth leadership

 
Nutrition and healthy lifestyles

 
Use of data to inform instruction and program planning
Out-of-School

Youth

Parent

Involvement

· 
Recruitment, enrollment, and service delivery for OSY
· Networking and collaboration with schools and community agencies on behalf of OSY
· Use of data to inform instruction and program planning
· How to implement effective academic home visits

· How to work effectively with parents and parent councils

· How to establish parent resource/network centers in schools

· Creating supportive and inclusive school environments

· Conducting effective parent/teacher conferences
· Promoting and developing parent and community partnership programs

CHAPTER 3: EVALUATION PLAN
The purpose of the evaluation is to answer the following implementation and outcome questions:50
 
Are the recommended strategies under each component of the SSDP being implemented as described in approved regional applications for the 23 migrant regions in California? What factors hinder or facilitate the implementation and success of proposed strategies?

 
What challenges are encountered in implementing the recommended strategies and how are they addressed by the migrant regions?

 
What changes and/or improvements need to be made to facilitate program success for the migrant regions?

 
How successful was the California MEP in meeting the stated measurable outcomes for each of the six components of the SSDP?

 
Did migrant students demonstrate long-term benefits from the strategies and interventions implemented within each of the components?

 
How do these results for migrant students compare with other interventions and comparison populations, such as English learners?

The evaluation will be both formative and summative. Formative evaluation helps structure programs by providing data that better enable program development, improve service delivery, and/or enhance program outcomes through timely feedback. The formative evaluation will document regional implementation of programs and services in the SSDP annually.

50 This chapter of the SSDP is taken directly from the proposal submitted by WestEd on the evaluation of the SSDP, 2009. 

The evaluation will provide information and evidence on progress toward the implementation of programs and services and quality indicators established in the SSDP, identifying challenges and obstacles and describing the local context of service delivery. It will analyze student outcome data as delineated annually by SSDP indicators to gauge progress toward SSDP performance targets, identifying trends in academic achievement and non-academic measures for migrant students, and highlighting performance targets of concern. With this information MEP staff and other key stakeholders will be able to make “mid-course” decisions both about service delivery and the evaluation’s focus.

Summative evaluation provides information on whether a program met its goals or objectives and informs decisions about the continuation, modification, or expansion of a program. The summative evaluation will provide an assessment of the SSDP’s impact on the academic achievement and non-academic development of migrant children in California. It will highlight trends in factors affecting the implementation of programs and services. The information will assist the MEP, regions, LEA administrators, and parents to understand factors affecting service delivery and outcomes. Identifying these factors will enable key stakeholders to address impediments to service delivery. These stakeholders will also be able to make informed decisions regarding maintenance, expansion, modification, and termination of specific services and programs. Student outcome data will provide a basis for program accountability to local, state, and federal stakeholders. Evaluation findings and accompanying data will provide MEP staff, regional directors, LEA administrators, and parent’s information about the effectiveness of programs and services for migrant children.

The evaluator will employ quasi-experimental, mixed-methods, objective-driven approach. The approach is quasi-experimental (i.e. not using treatment or control groups as in true experiments) because, although there are various categories of migrant student participants, they are not randomly assigned to groups or interventions. The approach is mixed-methods, meaning it will employ both qualitative and quantitative data collection and analytic methods to evaluate SSDP implementation and outcomes. Finally, the approach is objective-driven because it is assessing attainment of program objectives, i.e. the performance targets, measurable outcomes, and indicators for the seven SSDP components. This approach is most suited to answering the evaluation questions, as it takes advantage of varying sources and types of data, yet focuses on the extent to which regional priority strategies have been implemented and objectives have been achieved. By applying a common set of objectives across the varied needs, priorities, and strategies identified by the regional plans, comparisons can be made among groups of regions based on common characteristics (e.g., types of strategies implemented).

The performance targets, measurable outcomes, and indicators for the seven SSDP

components are detailed in the following table.

In addition, the evaluator will examine other factors related to program services. These factors may include the benefit of specific program services, such as advocacy, safety net services, and enrichment activities; timely enrollment for qualified moves; any mismatch between diagnosis (need) and services provided; differences in instruction among different districts and schools;

and differences in service delivery systems (i.e., direct versus regional). Because research shows the family’s role is critical to a child’s learning (Bernard, 2004), the evaluation will collect and analyze data related to MEP family services and migrant parents’ involvement in their children’s education.
SSDP Performance Targets, Measurable Outcomes, and Indicators by Component
	Component 1. School Readiness
Performance Target: By 2014, all preschool migrant children will have access to a high- quality early childhood education.

	Measurable Outcome
	Indicator

	1.1 The percentage of the eligible migrant preschool children receiving high quality early childhood education will increase annually from a 2008–2009 regional baseline toward a

statewide target of 80 percent access by

2014.
	1.1 The program will identify the number of migrant children designated as attending early childhood programs as evidenced by migrant enrollment records, beginning in

2009–2010.

	1.2 The percentage of children in MEP- funded center- or home-based programs who are ready for kindergarten by age 5 will increase by 5 percent each year.
	1.2 The program will identify the number of migrant children age-eligible to enter kindergarten the following year designated as ready for kindergarten by a.) identifying

10 or more English uppercase letter names or letter sounds, as measured by the

Phonological Awareness Literacy Screening;

and, b) gaining 4 or more standard scores on the Peabody Picture Vocabulary Test (PPVT-4) measure of English vocabulary or the Test de Vocabulario en Imagenes Peabody measure of Spanish vocabulary.

	1.3 The percentage of migrant kindergartners who enroll in kindergarten after the age of 5.9

years will decrease annually from a 2008–09 regional baseline toward a statewide target of

10 percent by 2014.
	1.3 The program will identify the number of migrant children who enroll in kindergarten

after 5.9 years of age as measured by district records analyzed by the program, beginning in 2009-2010.


	Component 2. English-Language Arts
Performance Target: By 2014, all migrant students will be proficient in English-language arts.

	Measurable Outcome
	Indicator

	2.1 Using the baseline of 2008 CELDT scores, the percentage of migrant English learners moving from one proficiency level to the next will increase, at a rate at or above

the target for English learners statewide.
	2.1 The program will identify the percentage of migrant English learners that meet the requirements for the AMAO 1 according to their CELDT scores.

	2.2 Using the baseline of 2008 CELDT

scores, the percentage of migrant English learners who achieve full proficiency on the CELDT and who have no sub-skill assessment below intermediate level will increase at a rate at or above the target for

the same group of English learners statewide.
	2.2 The program will identify the percentage of migrant English learners that meet the requirements for AMAO 2 according to their CELDT scores.

	2.3 Beginning in 2009–2010, the percentage of migrant students who score at proficient or

above in English-language arts will be consistent with the ESEA growth target.
	2.3 The program will identify the number of migrant students who score proficient or above on the CST in English-language arts.


	Component 3. Mathematics
Performance Target: By 2014, all migrant students will be proficient in mathematics.

	Measurable Outcome
	Indicator

	3.1 The number of migrant students who are proficient in mathematics grades 2–7 will be consistent with California’s Annual Yearly Progress growth targets.
	3.1 The program will identify the number of migrant students scoring proficient or

advanced on the CST in mathematics or the Standards-based Test in Spanish, beginning in 2009–2010.

	3.2 The number of migrant students who score at the proficient or advanced level in eighth grade algebra will increase by at least

5 percentage points annually.
	3.2 The program will identify the number of migrant students who score proficient or advanced on the CST in algebra or the

Algebra Standards Test in Spanish,

beginning in 2009–2010.


	Component 4. High School Graduation
Performance Target: By 2014, all migrant students will earn a high school diploma.

	Measurable Outcome
	Indicator

	4.1 The percentage of migrant students who pass both the mathematics and English

components of the CAHSEE in the tenth

grade will increase by at least 5 percentage points per year.
	4.1 The program will identify the number of MEP students passing the mathematics and English components of the CAHSEE in the tenth grade, beginning in 2009–2010.

	4.2 The percentage of migrant students who meet district course requirements/credit accrual and are on track for high school graduation will increase by at least 5

percentage points per year.
	4.2 The program will identify the number of MEP students receiving a high school diploma, beginning in 2009–2010.

	4.3 The percentage of migrant students completing “a-g” subjects will increase by at

least 5 percentage points annually.
	4.3 The program will identify the number of

MEP students completing “a-g” subject requirements beginning in 2009–2010.


	Component 5. Health
Performance Target: By 2014, all identified migrant children who have unmet health needs that interfere with learning will have their health needs addressed.

	Measurable Outcome
	Indicator

	5.1 100 percent of migrant students with identified unmet health needs that interfere

with learning will be assessed annually and treated or referred for treatment.
	5.1 The program will identify the percentage of children/youth assessed, treated, and/or

referred for treatment annually, beginning in

2009–2010.

	5.2 The percent of migrant students reporting that they feel connected to school will increase by 5 percent per two-year cycle.
	5.2 The program will identify the number of migrant students reporting feeling connected to school on the California Healthy Kids Survey, beginning in the 2008–2010 cycle.


	Component 6. Out-of-School Youth
Performance Target: By 2014, 100 percent of identified migrant program OSY will be assessed and referred to an appropriate educational or career technical education program.

	Measurable Outcome
	Indicator

	6.1 75 percent of identified migrant youth OSY will have an Individual Needs Assessment (INA) completed within 30 days

of enrollment.
	6.1 The program will identify the number of INAs completed compared to the number of OSY identified.

	6.2 75 percent of OSYs will be provided a

Migrant Learning Action Plan (MLAP) within

10 days of completing the INA.
	6.2 The program will identify the number of

MLAPS compared to the number of INAs.

	6.3 100 percent of OSYs with a MLAP will be referred to an appropriate educational, certificate, or career technical education program.
	6.3 The program will identify the number of OSY with a MLAP who are referred to an appropriate educational, certificate or career technical education program


	Component 7: Parent Involvement

	
	Performance Target: By 2014, all migrant parents will demonstrate increased use of parent
	

	
	involvement strategies in their children’s education, including effective parenting, advocacy,
	

	
	and leadership skills that result in increased student success and achievement.
	

	Measurable Outcome
	Indicator

	7.1 MEP parents/guardians, schools, and staff/volunteers will increase use of research- based partnership practices in the education of students each year by 10 percent.
	7.1 The program will survey parents and MEP staff on research-based involvement practices and results will be correlated with

student success measures available through

CalPads, beginning in 2011.

	7.2 MEP programs and staff/volunteers will reduce identified barriers to parent involvement in the education of their children each year by 10 percent
	7.2 The program will survey parents, school and MEP staff on barriers to parent involvement and results will be correlated with student success measures available through CalPads, beginning in 2011.


The evaluation plan calls for the evaluator to report on program implementation and outcomes annually for all 23 regions. Descriptive data on implementation and component outcomes will be provided each year, with more intensive scrutiny on two components per year. The results of the evaluation will assist the Migrant Education Program at the state level to identify promising practices and provide support for regions and districts as needed.

At the end of the three-year evaluation period, a full report will be provided, with a multi-year analysis of both qualitative and quantitative data. The Advisory Committee and the Director of Migrant Education will review drafts of all reports. The final evaluation report will inform subsequent comprehensive needs assessments and will be used to revise the SSDP as appropriate.

APPENDIX A: “A-G” ENTRANCE REQUIREMENTS FOR THE UNIVERSITY OF CALIFORNIA51
Entrance to the University of California requires completion of "a-g" coursework. To satisfy this requirement, a student must complete the 15 yearlong high school courses listed below. At least seven of the 15 yearlong courses must be taken in the last two years of high school.

California High School Students
The courses a student needs to take to fulfill the subject requirement must be certified by the University as meeting the requirement and must be included on a school's UC-certified course list.

Required "A-G" Courses
A.  History/Social Science – 2 years required
Two years of history/social science, including one year of world history, cultures and geography; and one year of U.S. history or one-half year of U.S. history and one-half

year of civics or American government.

B.  English – 4 years required
Four years of college-preparatory English that include frequent and regular writing, and reading of classic and modern literature. No more than one year of ESL-type

courses can be used to meet this requirement.

C.  Mathematics – 3 years required, 4 years recommended
Three years of college-preparatory mathematics that include the topics covered in elementary and advanced algebra and two- and three-dimensional geometry.

Approved integrated math courses may be used to fulfill part or all of this

requirement, as may math courses taken in the seventh and eighth grades that a high school accepts as equivalent to its own math courses.

D.  Laboratory Science – 2 years required, 3 years recommended
Two years of laboratory science providing fundamental knowledge in at least two of these three foundational subjects: biology, chemistry, and physics. Advanced laboratory science classes that have biology, chemistry, or physics as prerequisites and offer substantial additional material may be used to fulfill this requirement, as may the final two years of an approved three-year integrated science program that provides rigorous coverage of at least two of the three foundational subjects.

51 University of California, http://www.universityofcalifornia.edu/admissions/undergrad_adm/paths_to_adm/freshman/subject_reqs.html 
E.   Language Other Than English – 2 years required, 3 years recommended 
Two years of the same language other than English. Courses should emphasize speaking and understanding, and include instruction in grammar, vocabulary, reading, composition, and culture. Courses in languages other than English taken in the seventh and eighth grades may be used to fulfill part of this requirement if the high school accepts them as equivalent to its own courses

F.  Visual and Performing Arts (VPA) – 1 year required
A single yearlong approved arts course from a single VPA discipline: dance, drama/theater, music, or visual art.

G.  College-Preparatory Electives – 1 year required
One year (two semesters), in addition to those required in "a-f" above, chosen from the following areas: visual and performing arts (non-introductory-level courses), history, social science, English, advanced mathematics, laboratory science, and language other than English (a third year in the language used for the "e" requirement or two years of another language).
APPENDIX B: STANDARDIZED TESTING AND REPORTING PROGRAM52
The governor signed Senate Bill 376 authorizing the Standardized Testing and Reporting (STAR) Program in October 1997. The program has been reauthorized and is currently called the California Assessment System. In 2009-10, the following four tests are included:

 
California Standards Tests (CSTs)

Grades 2-11: English-Language Arts and Mathematics

Grade 7: Writing

Grades 8–11: History-Social Science

Grades 5, 8–11: Science

 
Standards-Based Tests in Spanish (STS)

Grades 2-11: Reading/Language Arts and Mathematics

For Spanish-speaking English learners who either receive instruction in their primary language or have been enrolled in a school in the U.S. for less than 12 months.

 
California Modified Assessment (CMA)

For students whose individualized education program indicates assessment with the CMA.

 
California Alternate Performance Assessment (CAPA)

For students with significant cognitive disabilities who are unable to take the

CSTs even with accommodations or modifications and whose individualized education program indicates assessment with the CAPA.

The CSTs are a major component of California’s accountability system for schools and districts. CST and CAPA results are the major component used for calculating each school’s Academic Performance Index (API). These results are also used for determining if elementary and middle schools are making adequate yearly progress (AYP) in helping all students become proficient

on the state’s content standards as required by the federal No Child Left Behind Act of 2001. Schools also use CST results to identify seniors eligible for the California Golden State Seal Merit Diploma.

The purpose of the CSTs is to determine students’ level of achievement based on the California

Content Standards for each grade or course. The test is criterion-referenced, and student scores are reported by five levels: advanced, proficient, basic, below basic and far below basic. The state goal is that all students score at the proficient and advanced levels.
52 California Department of Education, California Assessment System. 
APPENDIX C: TITLE III ACCOUNTABILITY53
Title III of ESEA provides supplemental funding to local educational agencies (LEAs) and consortia of LEAs to implement programs designed to help English learners and immigrant students attain English proficiency and meet the state’s academic and content standards. Title III requires that each state:

 
Establish English-language proficiency standards.

 
Conduct an annual assessment of English language proficiency.

 
Define two annual measurable achievement objectives (AMAOs) for increasing the percentage of English learners making progress in learning English and attaining English proficiency.

 
Include a third AMAO relating to meeting AYP for the English learners subgroup at the LEA or consortium level.

 
Hold Title III-funded LEAs and consortia accountable for meeting the three AMAOs

(ESEA Section 3122).

Title III permits the funding of LEAs that qualify for a grant award of $10,000 or more. LEAs that do not qualify for a $10,000 grant award must form a consortium with other LEAs so that together they qualify for a grant award of at least $10,000. Title III accountability reports are prepared for each direct-funded LEA or Title III-funded. The results for consortium members are aggregated up to the consortium level.

Title III AMAOs
An AMAO is a performance objective, or target, that a Title III sub-grantee must meet each year for its English learners. All LEAs and consortia receiving a Title III-Limited English Proficient (LEP) grant are required to meet the two English language proficiency AMAOs and a third academic achievement AMAO based on AYP information. Both English language proficiency AMAOs are calculated based on data from the California English Language Development Test (CELDT).

Assessments Used to Determine the AMAOs
The CELDT is California’s state test of English language proficiency. The CELDT is required to be administered to all students whose home language is not English within 30 calendar days upon their initial enrollment in a California public school. The first administration of the CELDT is used to determine if a student is fluent-English proficient or an English learner. English learners are required to take the CELDT each year during the annual assessment window of July 1 to October 31, until they are reclassified as fluent-English proficient (R-FEP). For some students, the prior year CELDT will have been an initial test that was administered at the time the student enrolled in a California public school.

53 California Department of Education, 2008-09 Title III Accountability Report Information Guide. Sacramento, CA: California Department of Education, 2009. http://www.cde.ca.gov/ta/ac/t3/documents/infoguide0809.pdf 
The CELDT assesses the domains of listening and speaking in kindergarten and first grade. The test for students in grades two through twelve covers four domains: listening, speaking, reading, and writing. Students receive an overall performance-level score and performance- level scores for each of the domains tested.

CELDT Score Types
	K and Grade 1
	Grades 2-12

	Overall Performance Level; Domain Performance Level  • Listening • Speaking
	Overall Performance Level; Domain Performance Level

• Listening 
• Speaking • Reading • Writing


There are five performance levels on the CELDT: Beginning, Early Intermediate, Intermediate, Early Advanced, and Advanced; and four grade spans of the test (kindergarten through grade two, grades three through five, grades six through eight, and grades nine through twelve). Each grade span test includes content tailored to the appropriate grade levels and aligned with the English-language-development (ELD) standards. Beginning with the 2006–07 edition (Form F) of the CELDT, there is a common scale for the CELDT from kindergarten through grade twelve.

A student is defined as English proficient on the CELDT if both of the following criteria are met:

 
Overall performance level of Early Advanced or Advanced


and
 
Each domain performance level at the Intermediate level or above

Students are considered for reclassification when they are at the English proficient level on the CELDT; however, scoring English proficient on the CELDT is not sufficient for reclassification. When reclassification decisions are made, information from the California Standards Test (CST), teacher evaluations, and parent consultation is also considered.

Title III AMAOs for English Learners
	AMAO
	Assessment

	English Language Proficiency AMAO 1: Percent Making Annual

Progress in Learning English
	CELDT

	English Language Proficiency AMAO 2: Percent Attaining English

Proficiency
	CELDT

	Academic Achievement AMAO 3: Meeting AYP Requirements for the English learner Subgroup at the LEA or Consortia Level
	CST, CAPA, CMA, CAHSEE


`AMAO 1 – Percent of English Learners Making Annual Progress in Learning English
AMAO 1 reflects the percentage of English learners making annual progress on the CELDT. There are three ways for English learners to meet the annual growth target on the CELDT, depending upon what level they were at on the prior year CELDT. English learners at the Beginning, Early Intermediate, and Intermediate levels are expected to gain one performance level. English learners at the Early Advanced or Advanced level who are not yet English proficient are expected to achieve the English proficient level on the CELDT. English learners at the English-proficient level are expected to maintain that level.

Annual Growth Target on CELDT
	Previous Year CELDT Overall
Performance Level
	Annual Growth Target

	• Beginning
	• Early Intermediate Overall

	• Early Intermediate
	• Intermediate Overall

	• Intermediate
	• Early Advanced Overall

	• Early Advanced or Advanced, but not at the English-proficient level. One or more domains (reading, writing, speaking, or listening) is below Intermediate.
	• Achieve the English-proficient level. (Overall proficiency level needs to remain at Early Advanced or Advanced level, and all domains need to be at the Intermediate level or above.)

	• Early Advanced or Advanced and at the

English-proficient level
	• Maintain English-proficient level


The percent of annual CELDT testers within each LEA or consortium that are expected to meet the annual growth target each year are shown in the following graph. The starting point was set using the 2001–02 CELDT and a process similar to setting the starting point for Title I AYP. Using this process, 51 percent of students within each LEA were expected to meet the annual growth target. Based on baseline data from 2001 and 2002 CELDT results, approximately 80 percent of LEAs would meet this target. The ending target was set at the 75th percentile of the LEA distribution. In September 2007, the State Board of Education (SBE) approved new targets for 2006–07 to 2013–14 that were aligned to the new CELDT performance level cut scores and the new common scale as shown in the following graph.



AMAO 2 – Percent of English Learners Attaining English Proficiency on CELDT
AMAO 2 measures the percent of English learners in a defined cohort at a given point in time, who have attained the English-proficient level on the CELDT as defined on page 55. The cohort for AMAO 2 contains those students who could reasonably be expected to have reached English-language proficiency at the time of the 2008 annual CELDT administration.

Four groups of students are combined into the AMAO 2 cohort:

 
All English learners who were at the Intermediate level overall the prior year (2007–

08)

 
English learners at the Early Advanced or Advanced levels overall who were not

English proficient the prior year (2007–08)

 
English learners at the Beginning or Early Intermediate level overall in the prior year

(2007–08) who were enrolled in U.S. schools between January 1, 1988 and June 30,

2004

 
English learners at the Beginning or Early Intermediate level overall in the prior year (2007-08), who entered U.S. schools after June 30, 2004, and who met the English proficient level on the 2008 annual CELDT administration

In September 2007, the SBE approved new targets for 2006–07 to 2013–14 that were aligned to the new CELDT performance level cut scores and the new common scale as shown in the following graph.
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AMAO 3 – Meeting AYP Requirements for the EL Subgroup at the LEA or
Consortia Level
AMAO 3 holds the Title III LEAs and consortia accountable for meeting targets for the EL subgroup that are required of all LEAs, schools, and subgroups under ESEA. The academic achievement targets specify the percent of English learners that must score at the proficient or advanced level in English-language arts (ELA) and mathematics on state assessments used to determine AYP.

2009 AYP Targets for the English Learners Subgroup
	
	Targets

	Type of LEA
	

	
	Participation Rate ELA and Mathematics
	Percent Proficient ELA
	Percent Proficient Mathematics

	Unified districts, county offices of education, high school districts (grades 2–8 and 9–12)
	95.0%
	45.0%
	45.5%

	Elementary districts, charter elementary schools, and charter

middle schools
	95.0%
	46.0%
	47.5%

	High school districts and charter high schools (Grades 9–12)
	95.0%
	44.5%
	43.5%

	Title III consortia
	95.0%
	45.0%
	45.5%


To meet AMAO 3, the LEA or consortia must meet the 2009 AYP participation rate and percent proficient targets in ELA and mathematics for the English learner subgroup.
APPENDIX D: OVERVIEW OF THE CALIFORNIA HIGH SCHOOL EXIT EXAMINATION54
The primary purpose of the California High School Exit Examination (CAHSEE) is to significantly improve student achievement in public high schools and to ensure that students who graduate from public high schools can demonstrate grade-level competency in reading, writing, and mathematics. The CAHSEE helps identify students who are not developing skills that are essential for life after high school and encourages districts to give these students the attention and resources needed to help them achieve these skills during their high school years. All California public school students must satisfy the CAHSEE requirement, as well as all other

state and local requirements, to receive a high school diploma. The CAHSEE requirement can be satisfied by passing the exam or, for students with disabilities, receiving a local waiver pursuant to Education Code, Section 60851(c).

The CAHSEE has two parts: English-language arts (ELA) and mathematics. The ELA part addresses state content standards through grade ten. The reading part includes vocabulary, decoding, comprehension, and analysis of information and literary texts. Writing covers writing strategies, applications, and the conventions of English (e.g., grammar, spelling, and punctuation). The mathematics part addresses state standards in grades six and seven and Algebra I. The exam includes statistics, data analysis and probability, number sense, measurement and geometry, mathematical reasoning, and algebra. Students are also asked to demonstrate a strong foundation in computation and arithmetic, including working with decimals, fractions, and percents.

54 California Department of Education, Program Overview. 

APPENDIX E: QUALITY INDICATORS AND BEST PRACTICES FOR SUMMER AND OUT-OF-SCHOOL TIME PROGRAMS
Recent research on effective summer school programs indicates that:55
 
A Focus on reducing learning deficiencies has a positive impact on students learning.

 
Accelerating learning provides positive impact on students

 
Small group or individualized instruction programs produce greater effects on student learning.

 
Programs that require or encourage parent participation produce larger effects.

The research also offers strategies for summer school programs. Effective summer school or extended learning programs have the following common features:56
 
Parent and community participation

 
Mandatory attendance
 
Attention to program fidelity and implementation
 
Rigorous academic focus on reading and math
 
Coordination with or a continuation of the regular school learning objectives
 
Sensitivity to and incorporation of the students' culture(s) and native language(s)
 
Staff development focused on implementation of program objectives
 
An evaluation of the program

Research focusing on students' experiences in summer school programs offers guidance on program design. Programs designed to emulate effective summer school experiences incorporate these strategies:57
 
Encourage students to engage in positive behavior and practices.

 
Teach problem-solving strategies.
55 Cooper, Harris. Summer School: Research-Based Recommendations for Policymakers. Greensboro, NC: Southeastern Regional Vision for Education, 2001. 

Cooper, Harris, and others. “Making the Most of Summer School: A Meta-analytic and Narrative Review.” Monographs of the Society for Research in Child Development, Vol. 65, No. 1 (2000), 1-117.

Boss, Suzie, and Jennifer Railback. Summer School Programs: A Look at the Research, Implications for

Practice, and Program Sampler. Portland, OR: Northwest Regional Educational Laboratory, 2002. http://www.nwrel.org/request/2002sept/summerschool.pdf
56 Borman, Geoffrey D. “The Effects of Summer School: Questions Answered, Questions Raised” [Commentary]. Monographs of the Society for Research in Child Development, Vol. 65, No. 1 (2000),

119-127.

Funkhouser, Janie, and others. Extending Learning Time for Disadvantaged Students: An Idea Book. Volume 2, Profiles of Promising Practices. Washington, D.C.: U.S. Department of Education, 1995. 

57 Entwisle, Doris R.; Karl L. Alexander; and Linda S. Olson. “Keep the Faucet Flowing: Summer
Learning and Home Environment.” American Educator, Vol. 25, No. 3 (2001), 10-15, 47.

 
Encourage students to become self-directed learners.

 
Set high expectations for student achievement.
 
Provide support to students in meeting high expectations.
Students view summer break as an opportunity for outdoor fun in the sun. As such, effective summer programs should:58
 
Include outdoor activities and field trips to keep students engaged.

 
Balance instructional and non-instructional time.

Although many questions remain about the optimum program length, certain strategies are indicated by existing research. An effective summer learning loss prevention program design will:59
 
Begin in the early grades.

 
Focus on prevention and development.
 
End within two to three weeks prior to the start of the school year.
 
Have an optimal duration of between 60 and 100 hours.
Alternate strategies need to be applied with summer school programs that have remediation as a goal. Research on summer school program denotes the following teachers focused strategies:60
 
Begin teacher recruitment early.

 
Differentiate professional development based on teacher background.

 
Increase the number of professional development days for teachers.

 
Develop compact curriculum guides, including pacing charts.

 
Create more continuity between the regular school year and the summer school program.

 
Accommodate staff time for collaborative planning.

 
Use of certified teachers for summer staffing.

58 Denoya, Laila. How to Create Successful Academic Summer Programs. Bloomington, IN: Phi Delta

Kappa Educational Foundation, 1998.

Entwisle, Doris R.; Karl L. Alexander; and Linda S. Olson. “Keep the Faucet Flowing: Summer Learning and Home Environment.” American Educator, Vol. 25, No. 3 (2001), 10-15, 47.

59 Borman, Geoffrey D. “The Effects of Summer School: Questions Answered, Questions Raised” [Commentary]. Monographs of the Society for Research in Child Development, Vol. 65, No. 1 (2000),

119-127.
60 Metis Associates, “New York City Public Schools Evaluation Report,” New York: 2001. New York: Metis
Associates, 2002.

APPENDIX F: FEDERAL ACCOUNTABILITY REQUIREMENTS61
Federal accountability requirements are defined by ESEA. In California, federal results are reported in August and focus on how well schools and LEAs are meeting common standards of academic performance. The ultimate objective for schools and LEAs under ESEA is for 100 percent of students to achieve proficiency in English-language arts and mathematics by

2013–14.

Federal results are reported in terms of how well schools and LEAs meet AYP criteria (also referred to as AYP targets). ESEA requires that all schools or LEAs of the same type meet the same academic targets throughout the state, regardless of their baseline performance levels. The AYP targets increase until 2013–14 when all schools and LEAs must have 100 percent of their students performing at the proficient level or above on statewide tests.

AYP Criteria
This section describes the details of AYP criteria for California. Schools and LEAs are required to meet or exceed criteria annually in the following four areas to make AYP:

 
Requirement 1: Participation Rate

 
Requirement 2: Percent Proficient—AMOs
 
Requirement 3: API As an Additional Indicator
 
Requirement 4: Graduation Rate
Requirements 1 and 2 apply at the school, LEA, and subgroup levels. Requirements 3 and 4 apply only at the school and LEA levels.

If a school, LEA, or subgroup misses any one criterion of AYP, the school or LEA does not make AYP and could be identified for Program Improvement. Potentially, a school or an LEA may have up to 46 different criteria to meet to make AYP.

Requirements may be applied using standard criteria or small school/LEA/subgroup criteria. Standard criteria were established for schools, LEAs, or subgroups with sufficient numbers of test results or data. Small school/LEA/subgroup criteria using alternative methods are for schools, LEAs, or subgroups with small numbers of test results or data.

AYP Targets for 2009
The AYP targets for schools and LEAs increased for the 2009 AYP (changes in bold), with the exception of the target for participation rate, which remains at 95 percent.

 
The required percentage of students proficient or above for elementary schools, middle schools, and elementary school districts in ELA is now 46.0 and 47.5 in mathematics.

 
The required percentage of students proficient or above for high schools and high school districts in ELA is now 44.5 and 43.5 in mathematics.

61 Material in this appendix is excerpted from two CDE documents:

California Department of Education, Overview of California’s 2008-09 Accountability Progress Reporting System. Sacramento, CA: California Department of Education, 2009. 

California Department of Education, 2009 Adequate Yearly Progress Report Information Guide. Sacramento, CA: California Department of Education, 2009. 

 
The required percentage of students proficient or above for unified school districts, high school districts, and county offices of education in ELA is now 45.0 and 45.5 in mathematics.

 
To meet the API requirement for AYP purposes, a school or an LEA must demonstrate a growth of at least one point or a minimum API score of at least 650.

 
To meet the graduation rate requirement, a high school or an LEA with high school students must demonstrate an improvement of at least 0.1 from the previous year’s rate, or an improvement in the rate of at least 0.2 in the average two-year rate, or a minimum rate of at least 83.1.
APPENDIX G: QUALITY INDICATORS OF ENGLISH LANGUAGE ARTS PROGRAMS
Following are the quality indicators based on research and evidence that were identified for each aspect of English language arts instruction:62
 
Quality indicators of effective oral-language programs

o
Provide English learners access to both interpersonal and academic language.

o
Use developmentally appropriate materials for English acquisition.

o
Provide English learners with sufficient and appropriate opportunities to interact with native speakers and other students who are fluent in English.

o
Provide English learners with opportunities to participate in discussions in

English in which they negotiate meaning and express themselves.

o
Provide speaking, listening, reading, and writing opportunities in English.

o
Offer English learners a sufficient and appropriate balance of instruction between core content and English language development, based on an individual assessment of language and academic needs.

 
Quality indicators of effective reading programs

o
Develop background knowledge and academic language in language arts, science, and social studies.

o
Build instruction on a student’s speaking and reading skills in his or her primary language.

o
Provide direct instruction in comprehension strategies, including summarizing, questioning, paraphrasing, and finding the main idea.

o
Make the goal comprehending or understanding the text rather than the strategy being used.

o
Provide guided practice and feedback on the comprehension strategy students are learning to use with scaffolding and support.

o
Provide teacher modeling of what the student is to do.

o
Show students how to apply comprehension strategies to different texts, first in small groups, then with a partner, then individually.

o
Provide independent reading time that is monitored for automaticity and accuracy.

o
Provide self-selected reading time in the classroom and at home that includes social sharing (e.g., visit and/or establish lending libraries, obtain library cards, conduct family literacy projects).

62 Michael L. Kamil and others, Improving Adolescent Literacy: Effective Classroom and Intervention Practices. practice guide, Washington, D.C.: National Center for Education Evaluation and Regional Assistance, Institute of Education Sciences, U.S. Department of Education, 2008. http://ies.ed.gov/ncee/wwc 
o
Read to students (dialogic reading; use science and social studies materials as well as other materials).

o
Hold instructional discussions (e.g., question the author, think/write, think/pair/share in preferred language, group share in English).

 
Quality indicators of effective writing programs

o
Provide daily guided independent writing.

o
Include self-selected writing for pleasure in the program and at home that
includes social sharing.

o
Provide students with writing from the instructors.

o
Model writing techniques and language use for students.
 
Quality indicators of effective vocabulary programs

o
Provide multiple exposures to new vocabulary words.

o
Provide opportunities to use new words in a variety of contexts, such as discussion, writing, and extended reading.

o
Teach students about prefixes, roots, and suffixes.

o
Teach students to use reference materials, such as glossaries and a thesaurus.

o
Dedicate a portion of instructional time to explicit vocabulary instruction.

GLOSSARY
Academic Home Visit: A visit by MEP staff to a migrant family in their home for the purpose of providing information, materials, or support services to strengthen the academic achievement of the children.

AMAO: See Annual Measurable Achievement Objective
Annual Measurable Achievement Objective (AMAO): A performance objective, or target, that a Title III subgrantee, usually an Local Education Agency (LEA) or consortium of LEA’s, must meet each for year for its English Learners. See Appendix C for details.

CAHSEE: See California High School Exit Exam
California English Language Development Test (CELDT): California’s state test of English language proficiency, required to be administered within 30 calendar days upon initially enrolling in a California public school to all students whose home language is not English. English Learners are required to take the CELDT each year until they are reclassified as fluent-English Proficient. See Appendix C for details.

California Healthy Kids Survey (CHKS): A comprehensive, youth risk behavior and resilience data collection service available to all California local education agencies, funded by the California Department of Education. The survey is administered to students at grades five, seven, nine and eleven. It enables schools and communities to collect and analyze data regarding local youth health risks and behaviors, school connectedness, protective assets, and school violence. Every school district in California is required to conduct the survey in order to comply with the No Child Left Behind Act, Title IV.

California High School Exit Exam (CAHSEE): State law requires all public school students, except eligible students with disabilities, to pass the exam in order to receive a high school diploma. The exam consists of two parts: English language arts and mathematics.

California Standards Test (CST): Criterion-referenced tests that are given statewide each year in grades 2 through 11 in all major subject areas. See Appendix B for details.

CELDT: See California English Language Development Test
Centralized Eligibility List: The list maintained by each county in California of parents who are eligible for subsidized preschool programs.

CHKS: See California Healthy Kids Survey
CNA: See Comprehensive Needs Assessment
Comprehensive Needs Assessment (CNA): A process of gathering data to identify the unique educational needs of migratory children that must be met in order for those children to participate effectively in school and reach the same academic standards as all children. The needs assessment is required by federal law; the most recent CNA in California was completed with a report of findings in 2007. This report examines the most pressing academic needs of migrant students. The study is organized according to critical areas of concern including pre- school, reading, mathematics, high school graduation, health, parent involvement, and out-of- school youth.

CST: See California Standards Test
District Service Agreement (DSA): The contract between a school district and a migrant region that describes the services that will be provided and the district level budget.

English Language Development (ELD): Instruction of English to non-native speakers or English Learners. As broadly defined in the 1997 TESOL standards, ELD instruction aims to teach students to communicate in social settings, engage in academic tasks, and use language in socially and culturally appropriate ways.

English Learner (EL): In California, an English Learner is a K–12 student who, based on objective assessment, has not developed listening, speaking, reading, and writing proficiencies in English sufficient for participation in the regular school program. These students are sometimes referred to as Limited English Proficient (LEP).

Family Literacy Night: An organized activity for students and their families to promote literacy. Activities may include providing information about literacy instruction in school, and teaching skills to support literacy in the home.

Family Math Night: An organized activity for students and their families to help families enjoy math and to promote math learning. Activities may include providing information about mathematics instruction in school, and training families to support the development of math skills in the home.

GED: See General Educational Development
General Educational Development (GED): Refers to the General Educational Development Test that may be taken by students 18 years old and older for the purpose of receiving the California High School Equivalency Certificate.

INA: See Individual Needs Assessment
Individual Needs Assessment (INA): Migrant program staff completes an individual needs assessment for each migrant out of school youth who enrolls in the migrant program. The INA includes information about prior schooling, language skills, educational goals, and current needs including health, housing, and transportation.

LEA: see Local Education Agency
Local Education Agency (LEA): A government agency which supervises the provision of instruction or educational services to members of the community. Often the term is used interchangeably with “school district”, although a county office of education is also an LEA.

Migrant Learning Action Plan (MLAP): The document prepared by staff of the Migrant Education Program for migrant out of school youth who have completed an individual needs assessment. The Plan includes career technical and academic goals and next steps for each student.

Mini-Corps: The Mini-Corps Program provides tutoring to migratory students to give them the academic and social support they need to succeed in their course work and stay in school. The tutors come from a migrant family background and are full-time college students who are pursuing teaching credentials.

MLAP: See Migrant Learning Action Plan
PASS: See Portable Assistance Study Sequence
Portable Assistance Study Sequence (PASS): The PASS Program assists migratory students in grades nine to twelve to receive credits toward high school graduation. The courses of study, available in English and Spanish, are designed to supplement the regular program of instruction and help migratory students stay in school. Originally a workbook-based program, PASS now includes the online Cyber High program.

Prekindergarten Learning and Development Guidelines: A resource published by the California Department of Education that can help administrators, teachers, and policy makers identify elements necessary for providing quality programming for children prior to their entry into kindergarten.

Preschool Learning Foundations: A document published by the California Department of Education that provides the child development field with research-based competencies— knowledge and skills—that most children can be expected to exhibit in a quality program as they complete their first or second year of preschool.

Priority for Services (PFS): The term for those migrant students who have priority to receive services. As funding is not available to meet all needs of all migrant students, the ESEA, Section 1304. (d) established a PFS requirement. Recipients of Migrant Education Program

(MEP) funds must first address the needs of migrant children that are failing, or at risk of failing, to meet the state’s challenging academic content and achievement standards, and whose education has been interrupted during the regular school year.

Regional Application: The document required by the California Department of Education for each migrant region on an annual basis, that describes the services provided to migrant students, how the region will administer the program, and how migrant funds will be spent.

SARB: See Student Attendance Review Board
Standards-based Tests in Spanish (STS): Criterion-referenced tests given statewide each year in grades two through eleven to students who speak Spanish as their first language and have been enrolled in a U.S. school for less than 12 months or to students who are receiving instruction in Spanish. Students who take the STS are required to also take a CST or CMA (grades three through eleven).

STS: See Standards-based Tests in Spanish
Student Attendance Review Board (SARB): A community-based effort to bring together resources to assist families with attendance and truancy issues so that students will stay in school, attend school regularly and graduate. The purpose of the SARB is to work collaboratively on developing strategies (prevention, intervention, and enforcement) that will help students improve school attendance and behavior while diverting cases away from the juvenile justice system. A SARB hearing is usually held after the school site has exhausted all resources to resolve the problem through a School Attendance Review Team (SART).
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