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ABSTRACT 

The Ripple Effects of Immigration Enforcement in K-12 

 

by 

 

J. Jacob Kirksey 

 

This dissertation consists of three empirical studies that uses different sources of data 

and quantitative methods to explore the potential ripple effects of immigration enforcement 

actions on K-12 schools. The first study examined the relationship between deportations 

ordered by U.S. immigration courts and reading and math achievement in elementary 

grades. The study uses nationally representative data from two cohorts of elementary 

students, the Early Childhood Longitudinal Studies: Kindergarten Classes of 1998-99 and 

2010-11. Results indicated that Latinx student achievement in math declined in counties 

with increases in the number of deportations. Findings suggest that these associations were 

driven by children in urban schools, second-generation children, children in households 

living under the poverty line, children attending Title I schools, and English learners. 

Looking across four separate terms of presidential administrations that oversaw immigration 

policy, results also suggest that declines associated with increases in deportations were not 

observed in the second term of the Obama administration. 

 The second study examined the immediate and sustained impacts of immigration 

arrests on student absenteeism in secondary grades. This study uses weekly logs of student 

attendance provided by a partnering school district, which serves students in an area of 
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California that experienced significant immigration enforcement activity from 2014-2018. 

The study employs quasi-experimental methods using data from the partnering school 

district as well as a peer district located over 100 miles from occurring incidents of 

immigration arrests. Results indicated that large incidents of immigration arrests 

corresponded to immediate declines in the attendance rate of students in the district. 

Moreover, results show that the incidents with the greatest number of arrests resulted in a 

sustained decline in the district’s attendance rate by 2%, even when accounting for student 

mobility and demographic changes. These results are for all students in the district. Findings 

were most pronounced for Latinx students, socioeconomically disadvantaged students, 

English learners, migrant students, and students with disabilities. 

 The third study focuses on new teachers entering California schools. Specifically, 

this study examined to what extent teachers experienced the impacts of immigration 

enforcement in their schools. These outcomes included whether they witnessed impacts on 

students, reported increases in their own job dissatisfaction due to immigration enforcement, 

and/or whether they felt prepared to support students impacted by immigration enforcement. 

This study also examined what preservice training characteristics corresponded to these 

three outcomes. Survey data was collected from graduates from the teacher preparation 

programs in the University of California system. These new teachers were surveyed at the 

time of graduation and after one year of full-time teaching. Findings from this study suggest 

that most teachers report experiencing impacts of immigration enforcement on their students 

and believe immigration enforcement has increased their job dissatisfaction. Results also 

indicated that teachers who received greater exposure to immigration policy and procedures 

in their preservice training were more likely to witness students impacts and felt better 
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prepared to support these students. Teachers who reported having more exposure to 

discussions about engagement with immigrant families also tended to report being better 

prepared to support students who are impacted by immigration enforcement. Differences 

based on school and teacher characteristics are discussed.  
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I. Introduction 

Every school plays a central role in its community. For some areas, schools provide 

the only source of recreation for students and community members outside of school hours. 

Schools use funds to provide educational opportunities for parents and their children that are 

outside of the regular curriculum. For some children, schools provide the only meal they 

will have that day. In times of crises, we look to schools to maintain their roles in providing 

education, meals, and other opportunities regardless of events occurring outside of school 

walls. At the time of the writing of this dissertation, COVID-19 has dramatically highlighted 

this fact. In this dissertation, I examine one of the many possible out-of-school factors that 

affects the basic functions of schools: immigration enforcement. 

The issue of immigration enforcement is an increasingly polarizing topic in the U.S. 

Such contention likely spurs from recent changes in how the U.S. Office of Immigration and 

Customs Enforcement (ICE) has conducted immigration policy over the last two decades. 

As a pillar of Donald Trump’s platform in his 2016 campaign, the federal government has 

reversed or created several key immigration policies that have resulted in sharp increases in 

non-criminal, unauthorized immigrants being deported from the U.S., narrowing of priorities 

through which local courts could exercise prosecutorial discretion, and the expansion of 

287g programs. Between 2015-2019, nearly 1 million noncitizens were deported from the 

U.S. 

As has been well-established through prior research, immigration enforcement 

actions have direct impacts on immigrants and their families. These direct consequences 

include but are not limited to trauma and anxiety for children exposed to deportations, 

family dissolution, and economic instability. These are indeed devastating outcomes 
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experienced by many immigrant families across the U.S. However, arrests, removals, and 

harsh political and social rhetoric toward immigrants are actions that do not occur in a 

vacuum. They occur in communities. I distinguish these disruptions to schools as ripple 

effects, as opposed to these aforementioned direct effects on immigrants.  

Children in schools are rarely the targets of deportations. In fact, 88% of immigrant-

origin children are born in the United States, and for those who are not, the Plyer v. Doe 

ruling ensures the protection of educational rights of non-citizen children. However, schools 

exist in contexts that are shaped by more than education policy. Little is known about the 

unintended or unexpected consequences of immigration enforcement, but this information is 

crucial for educators and stakeholders tasked with assessing the needs of students, teachers, 

and schools. I consider how immigration enforcement actions that occur outside of schools 

can indeed disrupt the functions of these dynamic educational systems. 

The frequency and execution of immigration enforcement depends entirely on the 

priorities of the executive branch of the federal government and the cooperation of local and 

state authorities. Thus, the effect of immigration enforcement on schools may vary across 

presidential administrations and within as well as across states and local counties. The first 

study explores the connection between immigration enforcement and academic achievement 

at the national level between 1998-2004 and 2010-2015, which allows for a baseline 

understanding of the average association between deportations and achievement over these 

years. In addition, this approach offers the advantage of looking across presidential 

administrations, especially as children age and attend school in years of more than one 

administration. This study sought to establish a baseline of whether deportations correspond 

to shifts in academic achievement with a focus on separate racial/ethnic subgroups of 
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elementary students. This baseline knowledge is important for understanding some of the 

ways current and future immigration policies can have consequences to schools. While a 

few studies have examined whether immigration enforcement relates to student 

achievement, none have focused on elementary students nor examined the issue at the 

national level across four presidential terms. Study 1 uses advanced quantitative methods 

using two large, nationally representative datasets to fill this knowledge gap. 

Study 2 investigates an expected outcome of heightened immigration enforcement in 

schools: increases in student absenteeism. Missing school is a commonly reported outcome 

of immigration enforcement in popular media, and this key educational outcome has 

garnered significant attention among policymakers. For example, 37 states and the District 

of Columbia have incorporated chronic absenteeism, defined in California as missing 10% 

or more of the school year, as an accountability indicator measuring school success under 

the Every Student Succeeds Act (ESSA).  

In California, student absenteeism has a long history as a policy priority, as the issue 

gained significant attention from previous California Attorney General, Kamala Harris. 

Policymakers at the state level also rely on student attendance to determine school funding 

levels, with the average school in California receiving $29 per day each student attends. This 

policy focus is unsurprising given the substantial body of research that has drawn 

connections between missing school and declines in various educational consequences, 

including test scores, grades, high school graduation. Some previous empirical works have 

connected student absenteeism to rises in deportations. However, nothing is known about 

when these absences occur with respect to the timing of immigration enforcement actions 

nor whether such declines in attendance are short-term effects or have sustained patterns. 
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This study is able to do so using unique data collected between 2014-2018 from local 

newspapers reporting incidents of immigration arrests paired with rich administrative data 

provided by a partnering school district. 

Study 3 examines whether the effects of immigration enforcement are felt beyond 

students in schools by focusing on new teachers in K-12 graduating from the University of 

California’s teacher preparation programs. Teachers are tasked with enormous 

responsibilities of ensuring their students are successful, regardless of the circumstances. For 

example, currently, the entire country is relying on the teaching workforce to continue the 

education of students during the crisis caused by the COVID-19 pandemic, an out-of-school 

factor that has prevented students from coming to school. To prepare to support students 

academically, socially, and emotionally, a majority of the teaching workforce completes 

certification requirements in teacher preparation programs, where they receive their first 

training via coursework and field work. To address one of the many challenges educators are 

facing across the country, Study 3 examines the extent to which new teachers report 

experiencing the effects of immigration enforcement and what preservice training they view 

as most useful for supporting students who may be impacted by immigration policy. 

The three studies comprising this dissertation use multiple data sources, including 

data from nationally representative cohorts of elementary students collected by the National 

Center for Education Statistics at the U.S. Department of Education, administrative data 

provided by partnering schools districts in California, and primary data collected from new 

teachers graduating from teacher preparation programs in the University of California 

system. The three studies also use separate measures of immigration enforcement, the key 

variable of interest. These measures include data provided by the Transactional Records 
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Access Clearinghouse through the center’s FOIA requests to U.S. Immigration and Customs 

Enforcement, unique data collected over my time in graduate school, and self-report data 

from the perspective of new teachers. The variety of these data and measures allow for 

different types of quantitative analyses, and more importantly, they have different 

limitations and gaps on which future researchers can build. Finally, each of the studies in 

this dissertation examine more than the main effects of the different forms of immigration 

enforcement but for whom these actions might disproportionately affect. This is particularly 

relevant give that, over the last two decades, Latinx populations have endured the brunt of 

harsh immigration rhetoric, especially with the current administration. Moreover, 

immigration policies might disproportionately impact vulnerable subgroups of students that 

have fewer out-of-school resources to support them.  

 This dissertation begins with the first study. This study builds on what is currently 

known about the effects of immigration enforcement on educational outcomes in K-12 and 

investigates the relationship between court-ordered deportations and student achievement in 

reading, math, and science. Then, Study 2 turns attention to student absenteeism and an in-

depth look at incidents of immigration arrests in a small, urban community. The final study 

expands the scope of potential impact to California’s teachers, examining the association 

between preservice training and preparedness to support students affected by immigration 

enforcement. The last portion of this dissertation concludes with a synthesis of the findings 

of the three studies and discusses policy implications for researchers, policymakers, and 

educators. 
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II. Study 1: From Court to Classroom: Deportation Proceedings on Reading and Math 
Achievement for Elementary Students from 1998 to 2016 
 

Schools are on the frontlines of confronting potential spillover effects from 

immigration enforcement policies on children’s education. With rising numbers of 

deportations over the last two decades, there has been a particular concern among educators 

and researchers that immigrant-origin students and their peers are experiencing educational 

consequences due to increased stress, anxiety, and fear of the unknown (Ee & Gándara, 

2019). This study examined the relationship between immigration enforcement and student 

achievement in counties across the U.S. Specifically, this study examined how deportation 

proceedings correspond to shifts in reading and math achievement for racial/ethnic 

subgroups of students, by student characteristics, and across multiple presidential 

administrations. 

Today, the most influential legal provisions that have shaped modern immigration 

enforcement come from the 1996 law, the Illegal Immigration Reform and Immigration 

Responsibility Act (IIRAIRA). IIRAIRA, signed into law by President Bill Clinton, added 

penalties for legal and unauthorized immigrants who committed crimes in the U.S. Under 

this law, more people became eligible for deportation, the process of deportation could 

bypass previous requirements for legal representation of noncitizens, and pathways to legal 

status became notably more difficult (Fragomen, 1997). Shortly following the passage of 

IIRAIRA, the U.S. experienced its first spike in deportations, particularly for Mexican 

immigrants. In fact between 1996-1999, deportations increased by the most dramatic rates 

compared to any other time in history (Massey, 2011).  

Deportations plateaued under the first term of President George W. Bush’s 

administration beginning in 2001, as the President was eager to reinvigorate U.S.-Mexico 
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relations and pass comprehension immigration reform to appeal to Latinx voters (Gutiérrez, 

2007). Under the second term of the administration, more aggressive immigration 

enforcement initiatives began. For example, Secure Communities, first piloted under the 

second term of the Bush administration, instigated partnerships between local, state, and 

federal law enforcement agencies to match fingerprints of those arrested to a federal 

database to check for citizenship status, which allowed U.S. Immigration and Customs 

Enforcement (ICE) to issue a detainer and begin deportation proceedings on unauthorized 

individuals (Pierce et al., 2018).  

Secure Communities was formally authorized by President Barack Obama in his first 

term. During his first term, President Obama oversaw the largest rates of deportations 

compared to any president in history (Massey, 2011). From 2009 to 2016, over 5 million 

individuals were deported from the U.S., including over 500,000 of whom were parents to 

U.S.-citizen children (Chishti et al., 2017). However, the second term of the Obama 

administration drastically reduced the number of deportations under Enforcement and 

Removal Operations (ERO), the sector of ICE largely responsible for enforcing immigration 

law within U.S. borders (U.S. Office of Immigration and Customs Enforcement, n.d.-b). 

ERO deportations are also more discretionary in nature given a lack of focus on organized 

crime or risks to national or border security- issues overseen by Border Patrol and Homeland 

Security Investigations under ICE. Reductions in ERO deportations largely occurred with 

the increasing use of prosecutorial discretion and considerations given to the family ties and 

time of residence in the U.S. (Zatz & Rodriguez, 2015). Immigration policies and the 

general approach to immigration enforcement has certainly changed over time, with the 

largest shifts occurring after the transitioning of presidential administrations. Table 1 details 
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the implementation of major immigration policies and initiatives during the years of 1998-

2004 and 2010-2015, the time period examined in this study.  

Table 1 
 

 

 

Clinton Term 2 1998-2000

Full implementation of the Illegal 

Immigration Reform and 

Immigration Responsibility Act 

(IIRAIRA)

Implemented over the entire second term of the Clinton 

administration, the law added penalties for legal and 

unauthorized immigrants who committed crimes in the U.S. 

More people became eligible for deportation, the process of 

deportation could bypass previous requirements for legal 

representation of noncitizens, and pathways to legal status 

became notably more difficult. Unauthorized immigrants 

arrested within 100 miles of the U.S. border could be 

deported without appearing before an immigration court. The 

budget for immigration enforcement increased dramatically.

Greater than 400,000 over three 

fiscal years

Began 287g agreements

287g agreements allowed state and local law enforcement to 

perform immigration enforcement duties after jurisdictions 

signed agreements with federal officials. Federal agents 

provided training and funds for local agents to carry out 

enforcement duties. First term largely seen as influencing 

actions taken by state legislatures through the construction of 

anti-immigrant narrative (Arthur & Woods, 2015).

Creation of Department of 

Homeland Security (DHS)

Number of immigration agents at border and interior 

increased.

Secure Communities

Secure Communities, originally piloted under Bush's second 

term, expanded rapidly and was activated in 3,074 of the 

3,141 jurisdictions (state, county, and local jails and prisons) 

in the U.S. Policy was designed to make information sharing 

between authorities and federal immigration agents.

Amendement to 287g

Department of Homeland Security amended 287g program 

under IIRAIRA to make partnering with local authorities 

easier to carry out enforcement actions. Funding for program 

was at its peak in 2010, 2011, and 2012.

DACA

DACA sought to provide relief to immigrations under the 

age of 31 who had resided in the U.S. for over 5 years and 

entered the country under 16 years of age. As a result 1.2 

million unauthorized immigrants were eligible for relief 

under DACA. Program not implemented until August 2012. 

Majority of approvals under DACA came after the 2012 

election, the second term of the administration.

Secure Communities discontinued

Determined by DHS that program was not targetting 

dangerous criminals. Discontinuation was paired with an 

increase in prosecutorial discreation by executive authorities 

to consider duration and families ties in the U.S.

Decrease in interior removals

Administration continued to prioritize removal of serious 

criminals, organized crime, and illegal border crossings. 

Removals at the border continued to increase to its peak in 

2014.

2013-2015

Administration
Years of ECLS-K 

Data
Relevant Policies or Initiatives Details

Number of Removals Ordered by 

Immigration Courts

Key immigration policies and court-ordered removals by presidential administration

2001-2004Bush Term 1
Greater than 550,000 over four 

fiscal years

Greater than 250,000 over three 

fiscal year

Greater than 450,000 over three 

fiscal years
Obama Term 1 2010-2012

Obama Term 2
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Scholars have since identified numerous direct that immigration enforcement actions 

have had on immigrants and their families, those seen as the direct target of immigration 

policies. Effects of immigration enforcement range in outcomes, including food and 

economic insecurity (Amuedo-Dorantes et al., 2018; Potochnick et al., 2017), housing 

instability (Rugh & Hall, 2016), and educational declines (Amuedo-Dorantes & Lopez, 

2015). Undoubtedly, immigration enforcement can have devastating consequences to 

immigrants and their families, with perhaps the most harmful and direct consequence being 

the complete dissolution of families (Dreby, 2012).  

Building on this research, scholars have begun to establish that immigration 

enforcement actions also correspond to other consequences for non-immigrants, including 

the broader Latinx community (Dreby, 2012). This research is timely given the recent sharp 

increases in harsh anti-immigrant rhetoric in the U.S., particularly toward those of Latin 

American origin (Pierce et al., 2018). This study builds on this evolving area of research by 

considering arrests, removals, and harsh political and social rhetoric toward immigrants as 

actions that do not occur in a vacuum. They occur in communities, and as such, should be 

evaluated as potentially setting off ripple effects, as opposed to only aforementioned direct 

effects on immigrants, that extend to immigrant-origin youth (regardless of authorized 

status) and racial/ethnic minorities. The little existing research on the ripple effects of 

immigration enforcement has been limited in generalizability with limited samples and time 

frames of when deportations occurred. Moreover, researchers have not exploited big data 

sources with an accurate measure of immigration enforcement to employ an empirical 

design that accounts for time and student-level confounding factors, which confound 

estimates of the spillover effects of immigration enforcement.  
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This study seeks to make three key contributions to the literature. First, this study 

examines the issue of immigration enforcement on a national scale, which increases the 

generalizability of findings that is lacking in prior research. Second, this study examines 

two, national longitudinal samples of elementary school children, which allows for more 

rigorous analyses, as detailed in future sections, and is one of the few studies to address the 

impacts of immigration enforcement on educational outcomes in elementary grades. Third, 

this study examines the consequences of immigration enforcement over the span of two 

decades, namely from just two years after the implementation of the modern era of 

enforcement policies following the passage of IIRAIRA. This time period is key to 

understanding how the impacts from immigration enforcement have changed over the course 

of presidential administrations and their associated changes to immigration policy priorities.  

Building on the small body of work noting the ripple effects of immigration 

enforcement on students in schools, this study examined the following research questions: 

1. Do deportations associate with reading or math achievement for Latinx, Black, Asian, or 

White students in elementary grades? 

2. Do these associations differ based on student characteristics? 

3. Do these associations differ under different presidential administrations? 

Conceptual Framework 

 Previous research analyzing the effects of immigration enforcement has focused on 

the consequences of deportations for immigrant families and their children. Broadening the 

scope of potential impacts, this study’s examination of the consequences of deportations is 

guided by the “Pyramid of the Effects of Immigration Enforcement” as a theoretical 

foundation (Dreby, 2012). Drawing from interviews with parents and children, the pyramid 
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depicts the wide-ranging effects deportations can have on immigrant children and families. 

At the top of the pyramid, the most significant and direct effects were permanent family 

dissolutions causes by deportations. The base comprises the children living in Mexican 

immigrant families in the U.S., where the effects of consisted of misunderstandings of 

immigration. This included many children and their families associating their immigrant 

identities with illegality regardless of if they have authorization to reside in the U.S. (Dreby, 

2012).  

Recent research has operationalized this framework to evaluate the potential for 

immigration enforcement to impact entire Latinx populations (Bellows, 2019; Capps et al., 

2015; Kirksey et al., 2020; Sattin-Bajaj & Kirksey, 2019), as this demographic continues to 

be the focus of modern immigration policy (Pierce et al., 2018). This consideration of the 

impacts on Latinx students or other racial/ethnic groups of students, regardless of 

immigrant-origin students, requires a significant extension of this conceptualization to depict 

how students of all backgrounds might experience ripple effects from other students 

depicted by Dreby (2012). This study discusses and applies this framework to focus on if 

and how deportations affect different racial/ethnic subgroups of children.  

There are numerous ways in deportations might relate to elementary achievement in 

reading and math. First, exposure to deportations of family, friends, or community members 

may cause physical and mental health problems for students with and without families with 

legal authorization to live in the U.S. First for children of immigrants, much research has 

documented that children of unauthorized immigrants disproportionately endure greater 

stress and anxiety (Chaudry et al., 2010; Gonzales et al., 2013; Hainmueller et al., 2017; 
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Suárez-Orozco et al., 2011; Zayas et al., 2015). These children also tend to have poorer 

access to medical insurance and health care (Vargas, 2016; Vargas & Pirog, 2016).  

These direct effects for children of immigrants could then extend to those they 

interact with in their schools. Gándara and Ee (2018) administered a survey to ~750 schools 

throughout the U.S. asking educators to report on the impacts of immigration enforcement 

that they experienced in their schools. The authors found that all students in schools with 

dense populations of immigrant-origin students experienced fear, anxiety, and trauma 

related to deportations occurring nearby. Thus, it certainly could be the case that exposure to 

deportations relates to the physical and mental health of all students in schools, and this 

health could relate to declines in achievement via absenteeism (Gottfried, 2011; Gottfried & 

Kirksey, 2017), medical distress (Spernak et al., 2006) and/or physical health (Dewa & Lin, 

2000). Moreover, it is understandable how such factors related to stress manifest differently 

for children whose families are more or less the target of specific anti-immigrant rhetoric 

and associated enforcement actions (Arthur & Woods, 2015; Pierce et al., 2018)  

Another way deportations may connect to student achievement may be through 

peers. Dreby’s framework stops short of including the ripple effects that could impact peers 

of students in families connected to unauthorized persons at risk of deportation, though this 

notion has been illustrated in prior work. Surveying a sample of Latinx adults in new 

Mexico, Vargas and colleagues (2019) found that participants who knew a deportee were 

more likely to report having sought help for mental health problems. Similarly, analyzing 

the 2015 Latino National Health and Immigration Survey, Vargas and Benitez (2019) 

showed that parents who reported knowing a deportee were 2.4 times more likely to report 

their child had been referred or diagnosed with a developmental disorder. The authors also 
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note that participants who knew more deportees and had closer family ties with deportees 

were more likely to report developmental problems. In the context of the present study, it is 

possible that students may witness the stress, anxiety, and fear exhibited by their peers who 

are experiencing challenges in their families or with their friends related to deportations, and 

exposure to distressed peers may impact students’ educational engagement in the learning 

context (Figlio, 2007; Gottfried et al., 2016). Indeed, extant research has illustrated that peer 

stability more broadly relates to stronger engagement in school (Gottfried, 2013; Kirksey & 

Gottfried, 2018), and for students in schools with exposure to increasing numbers of 

deportations, this sense of stability may in fact decline. 

Empirical Background 

Current literature has noted the wide-ranging, significant challenges faced by 

unauthorized families and their children, including increases in mental health problems 

(Chaudry et al., 2010; Gonzales et al., 2013; Hainmueller et al., 2017; Suárez-Orozco et al., 

2011; Zayas et al., 2015), less access to social, educational, and health resources (Vargas, 

2016; Vargas & Pirog, 2016; Yoshikawa, 2011; Yoshikawa & Kholoptseva, 2013). 

However, existing research examining the potential consequences of immigration 

enforcement on students in K-12 is more limited but has rapidly grown in recent years.  

With regards to direct consequences to achievement, Bellows (2019) examined how 

the rollout of the Secure Communities policy and associated removals related to shifts in 

achievement outcomes for schools serving secondary students between 2009-2015 using 

national data from the Stanford Educational Data Archive (SEDA). This work established 

that the county-level adoption of Secure Communities corresponded to a decline in English 

Language Arts (ELA) achievement for Latinx students as well as ELA and math 
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achievement for Black students. Removals associated with Secure Communities related to 

declines in achievement for Latinx and Black students. 

Using the same dataset, Kirksey and colleagues (2020) examined how increases in 

removals under the Enforcement and Removal Operations (ERO) branch of ICE- the sector 

that enforces immigration laws within U.S. borders (U.S. Office of Immigration and 

Customs Enforcement, n.d.-b)- related to racial/ethnic gaps in achievement and chronic 

absenteeism. The authors found Latinx-White gaps in chronic absenteeism and in math 

achievement widened as deportations under ERO increased. 

Other studies have expanded the scope of how immigration enforcement might have 

other consequences for students, regardless of immigrant-origin, and schools. Dee and 

Murphy (2019) found that local partnerships instigated by 287g agreements with ICE 

corresponded to increased mobility for Latinx populations. Sattin-Bajaj and Kirksey (2019) 

found that increases in removals related to declines in first and second-generation 

elementary students’ absenteeism using nationally representative data but increases in 

student absenteeism for secondary students in a single school district.  Each of these studies 

note racial/ethnic differences in the associations found between immigration enforcement 

and educational outcomes, which informed the current study’s analysis and motivation to 

further explore differences in associations among various subgroups of children. 

Differences by Child Characteristics and Over Time 

 The effects of immigration enforcement on student achievement may be experienced 

differently depending on various child characteristics. Current immigration policy and 

rhetoric disproportionately targets Latinx (Pierce et al., 2018), but Asian immigrants also 

represent a growing proportion of the overall unauthorized population (Zong & Batalova, 
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2016). Other than racial/ethnic differences, impacts may differ based on characteristics 

related to socioeconomic status, whether children are first or second generation, English 

learners, or reside in urban areas of the U.S., and some recent work suggests that students 

attending schools in urban areas, students attending Title I schools, and English learners are 

more likely to be affected by immigration enforcement (Ee & Gándara, 2019). 

 There is also reason to suspect that immigration enforcement actions be more present 

or limited in their potential to impact students based on the presidential administration 

overseeing immigration policy. However, no empirical work has investigated this issue at 

the national level. Given that research has established significant variation in the types of 

laws and approaches to enforcement across federal administrations and states, changes in 

immigration policies and associated removals over time affords the unique opportunity to 

empirically investigate the general impact of deportations and whether this main effect 

varies across federal administrations (Capps et al., 2018; Gelatt et al., 2017). While this 

study does not examine the effects from immigration enforcement actions under the current 

presidential administration, understanding the observed impacts in these prior years can 

inform future research and policies through a better understanding of which contexts 

engendered the greatest, or least, ripple effects on schools and their students. 

Method 

Data 

This study uses data from two nationally representative samples of kindergarteners: 

The Early Childhood Longitudinal Study – Kindergarten Classes of 1998-99 (ECLS-

K:1999) and 2010-11 (ECLS-K:2011). ECLS-K:1999 includes information on the cohort in 

kindergarten, 1st, 3rd, and 5th grades between the years 1998-2004. ECLS-K:2011 contains 
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information from data collection on the cohort in kindergarten, 1st, 2nd, 3rd, 4th, and 5th grades 

between the years 2010-2016. Measures were obtained about the children, their families, and 

their schools via direct assessments of children and surveys administered to parents, 

teachers, and school administrators. More information about this dataset is available on the 

ECLS-K and means of data collection on the National Center for Education Statistics 

(NCES) website (https://nces.ed.gov/ecls/).  

 The analytic sample was constructed using the following procedure. First, students 

must have been assessed in both reading and math in every year of data collection, which 

means students with missing values for these two outcomes due to attrition were dropped 

from the sample. Next, state and county Federal Information Processing Standard (FIPS) 

codes, which uniquely identify each county, must have been present for each year of data, or 

students were dropped from the sample. Note in ECLS-K:1999, NCES did not provide state 

and county FIPS codes for the initial year of data collection. To determine these codes for 

this wave of data, students’ parents were asked in the 1st grade wave whether the child 

changed schools since the first round. Codes for children who did not change schools 

between kindergarten and first grade were merged into the kindergarten wave. Children who 

changed schools and thus could not be mapped to a county for the kindergarten year were 

dropped from the sample, approximately 700 students. Then, time-varying covariates that 

were collected each year of data collection and were common across both datasets were 

selected. Twenty sets of plausible values were imputed for all covariates with missing data 

(Royston, 2004). Finally, the two datasets were appended.  

The sample sizes are reported to the nearest ten in accordance with NCES 

requirements. ECLS-K:1999 began with a sample of 21,260 children in kindergarten. After 
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following these procedures, the analytic sample in ECLS-K:1999 consisted of 44,070 

observations for 11,390 children over four observed years. ECLS-K:2011 began with a 

sample of 18,170 children in kindergarten. After following these procedures, the analytic 

sample in ECLS-K:2011 consisted of 70,920 observations for 16,780 children over six 

observed years. Overall, the analytic sample consisted of n=114,990 child by year 

observations. 

Outcomes 

Students’ academic achievement in reading and math was assessed in every spring 

wave of the ECLS-K studies. These scores were also collected in the fall of kindergarten. 

Reliability scores for the assessments ranged from 0.78 to 0.99 and met the field’s validity 

and reliability standards (AERA, APA, & NCME, 1999). The reading assessment consisted 

of questions on print familiarity, letter recognition, and recognition of common words. The 

math assessment was composed of items on number sense, properties, and operations, 

measurement, geometry and spatial sense, data analysis, and patterns, algebra, and functions. 

The reliability coefficients ranged from 0.92 to 0.99 (Tourangeau et al., 2013). The scores 

were provided in raw form as well as IRT theta scores. This study used the IRT theta scores, 

which are more stable achievement measures by accounting for omitted responses. 

Deportations 

Data on the number of deportations occurring in the U.S. were derived from the 

Transactional Records Access Clearinghouse (TRAC), which is a research and data 

distribution organization based at Syracuse University. TRAC requested the number of 

deportation proceedings ordered by U.S. immigration courts by ICE between 1992-2019 

using Freedom of Information Act (FOIA) requests. Using the TRAC database, the data was 
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reported by outcome of proceeding (e.g. removal, stay), month, and location where the 

deportation hearing was located. For the purpose of this study, deportations were only 

evaluated during the months of August-May. When aggregating deportation orders by 

county by year, this produces 1,046 aggregates of deportations occurring in 79 counties in 

10 years between 1998-2016. From this continuous variable, the following steps were taken 

to combine with the ECLS-K datasets and examine the research questions. First, these 

aggregates were scaled using county Latinx population estimates that were merged into the 

TRAC dataset from the Census Bureau’s Population Estimates Program. This type of scaling 

has been used in prior works (e.g. Bellows, 2019), and as prior work notes, that deportation 

policies and general proceedings correlate to a county’s total population and Latinx 

population (Cox & Miles, 2013). Second, this figure was mapped onto the ECLS-K datasets 

using the state and county FIPS codes, which exists in both sources of data. This generates 

the key variable of interest for this study: Deportation proceedings occurring in each county 

scaled by Latinx county population in each year. To illustrate the variation in deportations 

across the U.S. and over time, Table 2 presents the number of deportations that occurred in a 

subsample of counties by year. 



 

 19 

 

 

19
98

-9
9

19
99

-0
0

20
01

-0
2

20
03

-0
4

20
10

-1
1

20
11

-1
2

20
12

-1
3

20
13

-1
4

20
14

-1
5

20
15

-1
6

Sa
n 

Fr
an

cis
co

 C
ou

nt
y,

 C
ali

fo
rn

ia
74

03
68

53
22

86
18

26
21

73
21

90
23

88
31

00
20

98
26

95
Fu

lto
n 

Co
un

ty
, G

eo
rg

ia
36

68
37

92
18

05
28

14
14

90
17

92
16

98
30

74
24

29
37

50
Ba

lti
m

or
e C

ou
nt

y,
 M

ar
yl

an
d

21
57

18
71

90
4

11
11

11
61

13
15

13
20

29
68

15
80

25
77

M
on

ro
e C

ou
nt

y,
 In

di
an

a
13

88
15

03
97

8
11

96
15

44
12

31
88

6
94

3
64

1
56

8
A

da
 C

ou
nt

y,
 Id

ah
o

29
3

32
3

20
9

39
2

90
72

46
34

75
13

0
Ca

m
er

on
 C

ou
nt

y,
 T

ex
as

73
12

77
80

38
36

12
22

3
26

39
24

92
21

43
35

93
16

25
15

35
Co

ok
 C

ou
nt

y,
 Il

lin
oi

s
28

29
23

17
17

92
19

28
49

14
39

36
28

58
28

98
19

46
17

98
D

all
as

 C
ou

nt
y,

 T
ex

as
63

52
42

25
19

97
28

47
42

57
35

64
29

66
51

47
40

55
50

37
D

en
ve

r C
ou

nt
y,

 C
ol

or
ad

o
61

0
67

6
63

9
40

9
50

8
37

9
34

4
38

9
32

0
49

1
Je

ffe
rs

on
 C

ou
nt

y,
 K

en
tu

ck
y

13
3

13
0

11
3

15
4

30
9

25
0

31
4

49
4

40
4

48
8

O
rle

an
s P

ar
ish

, L
ou

isi
an

a
11

84
63

6
50

4
68

6
37

3
57

4
71

5
23

50
12

09
12

89
D

ou
gl

as
 C

ou
nt

y,
 N

eb
ra

sk
a

75
9

82
5

10
40

12
23

16
35

11
24

78
3

83
1

65
3

68
6

A
lle

gh
en

y 
Co

un
ty

, P
en

ns
yl

va
ni

a
97

13
5

25
43

53
32

32
71

37
48

Sa
lt 

La
ke

 C
ou

nt
y,

 U
tah

18
0

17
3

13
9

23
3

16
10

11
61

67
5

70
6

63
7

68
9

K
in

g 
Co

un
ty

, W
as

hi
ng

to
n

92
4

96
9

27
3

25
4

39
8

41
8

49
1

68
7

11
80

67
0

N
um

be
r 

of
 C

ou
rt

-O
rd

er
ed

 R
em

ov
al

s 
th

at
 O

cc
ur

re
d 

in
 S

el
ec

t C
ou

nt
ie

s 
in

 M
on

th
s 

du
ri

ng
 S

ch
oo

l Y
ea

r

Ta
bl

e 
2 



 

 20 

Additional Covariates 

The analysis described below requires all covariates to be time-variant and exist in 

each wave of data across and in both cohorts. This significantly limits the number of 

covariates that can be included, which in turn alleviates concern of having large proportions 

of data with missing values. Drawing from standard sets of control variables used in prior 

research using the ECLS datasets (Gottfried & Kirksey, 2018; Gottfried et al., 2019; Roberts 

et al., 2020), time-varying child characteristics, including demographics and socio-

emotional skills, and household characteristics were included in the analysis. The full suite 

of time-varying covariates along with means and standard deviations are listed in Table 3. 

Table 3 

 

 Using means and standard deviations calculated at the kindergarten wave of each 

cohort, Table 3 lists comparisons between kindergarteners living in counties with no 

deportations and kindergarteners in counties where deportations occurred. Interestingly, 

Mean SD Mean SD Mean SD

Outcomes
   Reading 101.80 36.74 102.30 37.34 102.00 36.91

   Math 83.27 33.29 84.48 33.37 83.61 33.32

Child characteristics
   Male 0.51 0.50 0.50 0.50 0.51 0.50

   Black 0.14 0.35 0.12 0.32 0.13 0.34

   Latinx 0.16 0.36 0.40 0.49 0.23 0.42

   Asian 0.07 0.26 0.13 0.33 0.09 0.28

   Approaches to learning 3.10 0.69 3.10 0.69 3.10 0.69

   Self-control 3.24 0.61 3.24 0.61 3.24 0.61

   Interpersonal skills 3.14 0.65 3.13 0.64 3.14 0.65

   Externalizing behavior problems 1.65 0.61 1.64 0.60 1.65 0.61

   Internalizing behavior problems 1.57 0.52 1.56 0.52 1.57 0.52

   Disability 0.17 0.38 0.15 0.35 0.16 0.37

Household characteristics
   Parents married 0.75 0.43 0.73 0.44 0.74 0.44

   Number of siblings 1.56 1.14 1.57 1.14 1.56 1.14

   Poverty 0.20 0.40 0.26 0.44 0.21 0.41

Number of children 18,490 6,840 25,330

Descriptive Statistics of Children in Early Childhood Longitudinal Studies in Kindergarten School Years

Counties with No Deportations Counties with Deportations Overall Sample
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there were few differences between these two subsamples of kindergarteners. Noticeably, 

more Latinx kindergartners were living in counties with occurring deportations compared to 

counties without deportations. Additionally, slightly more Asian kindergartners and 

kindergarteners in households with incomes below the poverty line were living in counties 

with deportations compared to counties without deportations. Note that the reading and math 

achievement outcomes for kindergarteners living in counties with deportations and 

kindergarteners living in counties with no deportations are nearly identical. 

Analysis 

  This study attempts to estimate the effect of deportations by studying how a child’s 

academic achievement throughout elementary school differs alongside changes in 

deportations occurring in the county in which a child resides. This sets up a difference-in-

difference analytic approach to rule out time trends that likely exist given the ten years of 

unique data in these datasets. This cross-sectional, longitudinal research design is consistent 

prior research examining how changes in deportations relate to changes in student academic 

and non-academic outcomes (Kirksey et al., 2020).  

This study draws attention to the potential for students to experience associations 

related to deportation proceedings differently based on race/ethnicity as well as the potential 

that these associations differ by academic subject. Thus, every model proposed in this study 

will be employed for Latinx, Asian, Black, and White students in reading and math- these 

are also referred to as fully interacted models or subgroup analyses.  

Research Question 1 

First, to examine the association between deportations and achievement in 

elementary grades, a student, school, and year fixed effects model was employed: 
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        Aijkt = β0 + β1Dkt+ β2Cijkt + β3Bijkt + β4Hijkt + 𝛿!+  𝛿" + 𝛿#	+ εijkt  ,              (1) 

where A represents the achievement outcomes for student i in school j in county k in year t. 

The key variable of interest is represented by D, deportation proceedings scaled by county 

Latinx population. The terms C and H represent the time-variant covariates listed above. The 

reason only time-variant characteristics could be included is further explained by 𝛿!,  𝛿" , 	𝛿#, 

which represent child, school, and year fixed effects. These fixed effects are a series of 

binary indicators for every child, school, and year included in the dataset that take on a value 

of either 0 or 1. By including fixed effects, this model controls for all observed and 

unobserved variation at the child, school, and year levels in the data. The error term has been 

cluster-adjusted by school to account for the sampling design. 

Research Question 2 

To address the second research question, additional subgroups were generated based 

on the student-level characteristics of urbanicity, second-generation status, English learner 

status, whether students were living in households with incomes below the poverty line, 

received special education services, and whether the students were attending a Title I school. 

Model 1 will then be employed again for each of these subgroups for Latinx, Asian, Black, 

and White students. 

Research Question 3 

Lastly to address the third research question, Model 2 employs a difference-in-

difference-in-differences approach. Similar to the model above, this approach rules out time, 

county, and child-level confounding variables. This model can be written as follows: 

      Aijkt = β0 + β1Dkt + β2Dkt*P + β3Cijkt + β4Bijkt + β5Hijkt + β6Sjkt + 𝛿!+  𝛿" + 𝛿#	+ εijkt ,     (2) 
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where β2 represents the coefficient from the interaction term between the deportation 

measure and an indicator for whether the deportations occurred under the President George 

W. Bush administration’s first term, the President Barack Obama administration’s first term, 

or the President Barack Obama administration’s second term. Deportations occurring under 

the President Bill Clinton’s administration serves as the reference group. Similar to Model 1, 

Model 2 capitalizes on the varying numbers of deportations during multiple years of an 

administration. Given the inclusion of the various fixed effects specifications, this 

interaction term is independent of time trends, and a statistically significant association 

would indicate that deportations’ relationship to student achievement was moderated by the 

presidential administration overseeing the agency responsible for carrying out immigration 

policy. 

Results 

Research Question 1 

 Table 4 presents estimates of the effect of deportations on reading and math 

achievement for elementary students using the model listed in Equation 1. For ease of 

interpretation, the measure of deportations was transformed into z-scores. As achievement 

outcomes are reported as IRT scaled scores, this means coefficients for this key predictor 

represent standardized beta coefficients (similar to Cohen’s d; Cohen, 1988, 1992). Each 

column represents a separate regression for each achievement outcome by each racial/ethnic 

subgroup of students. The first row represents estimates how achievement outcomes change 

as deportations increase. In addition to the available time-varying covariates, recall all 

models include fixed effects indicators, controlling for all observed and unobserved time-

invariant factors at the child, school, and year levels. 
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 Columns 1 and 2 show results for Latinx students. As seen from the first row in these 

two columns, there was no statistically significant association between deportations and 

reading achievement for Latinx elementary students over the years of data. On the other 

hand, when county-level deportations increased, elementary math achievement declined 

(effect size = 0.02). As compared to results presented in the columns that follow, the 

association between deportations and math achievement for Latinx elementary students as 

the only statistically significant result from these models. Of note, very few statistically 

significant relationships emerged between student achievement outcomes and the time-

varying covariates, and those that did were to be expected. For example, unsurprisingly, 

lagged student achievement in each respective assessment score was predictive of later 

achievement. The few statistically significant results are likely explained by the sheer 

number of factors that are observed by the fixed effects indicators.  
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Table 4 

 

Research Question 2 

 To answer the second research question, additional subsamples of students were 

generated based on different characteristics. Table 5 presents results from regression models 

for Latinx students, as math achievement declines as deportations increase only for this 

subgroup of students as seen from Table 4. In Table 5, subsamples of Latinx students are 

labeled by column, and each column represents a fully interacted regression using the model 

from Equation 1 on the respective subsamples. As before, coefficients represent 

standardized betas. 

Estimates of the Effect of Deportations on Student Achievement

Reading Math Reading Math Reading Math Reading Math
Key predictor
   Deportations -0.00 -0.02* -0.00 -0.00 -0.01 0.00 0.00 -0.01

(0.01) (0.01) (0.01) (0.01) (0.01) (0.01) (0.00) (0.00)
Child characteristics
   Lagged achievement 0.15*** 0.19*** 0.17*** 0.19*** 0.17*** 0.08*** 0.18*** 0.17***

(0.01) (0.01) (0.02) (0.02) (0.02) (0.02) (0.01) (0.01)
   Approaches to learning 0.02*** 0.01 0.03** -0.01 0.02 0.01 0.03*** 0.02***

(0.01) (0.01) (0.01) (0.01) (0.01) (0.01) (0.01) (0.01)
   Self-control -0.01 0.00 -0.00 0.01 0.01 -0.00 -0.00 0.00

(0.01) (0.01) (0.01) (0.01) (0.02) (0.02) (0.01) (0.01)
   Interpersonal skills -0.01 -0.00 -0.01 0.00 -0.02 0.01 -0.01 -0.01**

(0.01) (0.01) (0.01) (0.01) (0.01) (0.01) (0.01) (0.00)
   Externalizing behavior problems -0.01 -0.00 0.00 -0.00 -0.01 -0.01 -0.01 -0.02**

(0.01) (0.01) (0.01) (0.01) (0.02) (0.02) (0.01) (0.01)
   Internalizing behavior problems -0.01 0.00 -0.00 0.01 0.00 -0.01 0.00 -0.01

(0.01) (0.01) (0.01) (0.01) (0.01) (0.01) (0.00) (0.00)
   Disability -0.01 -0.01 -0.01 -0.01 0.00 -0.01 -0.01 -0.01

(0.01) (0.01) (0.01) (0.01) (0.02) (0.02) (0.01) (0.01)
Household characteristics
   Parents married 0.00 -0.01 0.00 -0.01 -0.00 -0.00 -0.00 0.00

(0.01) (0.01) (0.01) (0.01) (0.02) (0.02) (0.01) (0.01)
   Number of siblings 0.00 0.00 0.00 -0.00 0.01 0.02 -0.00 0.00

(0.00) (0.00) (0.01) (0.01) (0.01) (0.01) (0.00) (0.00)
   Poverty -0.01 0.00 -0.00 0.01 0.00 -0.02 0.00 -0.00

(0.01) (0.01) (0.01) (0.01) (0.02) (0.02) (0.01) (0.01)

Constant -0.03 -0.11** -0.05 -0.11* 0.27*** 0.29** 0.17*** 0.25***
(0.04) (0.04) (0.06) (0.05) (0.08) (0.09) (0.03) (0.03)

Fixed effects: Year, school, child YES YES YES YES YES YES YES YES

Observations
Robust standard errors in parentheses
*** p<0.001, ** p<0.01, * p<0.05

Latinx Black Asian White

22,760 12,910 8,590 52,900
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 Looking across the columns, several differences emerged regarding how increases in 

deportations correspond to shifts in achievement. As seen from Table 5, the relationship 

between deportations and declines in math achievement in elementary grades appears to be 

driven by students in urban schools, 2nd generation students, English learners, students living 

in households with incomes below the poverty line, and students attending Title I schools. 

This relationship is the exact same magnitude as the main association presented in Table 4 

(effect size = 0.02). No statistically significant associations emerged from the comparative 

subsamples of students- students in suburban and rural areas, non-2nd generation students, 

non-English learners, students living in households with incomes above the poverty line, and 

students not attending Title I schools. As was the case for research question 1, results were 

only statistically significant for math achievement. No associations emerged for reading 

achievement.  
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Research Question 3 

 The last research question examines how deportations might differ in their impacts 

on student achievement based on the presidential administration overseeing immigration 

policy. Table 6 presents standardized beta coefficients representing shifts in student 

achievement as deportations increase with three interaction terms that compare deportations 

that occurred under the Bush and Obama administrations compared to those that occurred 

during the Clinton administration. 

Table 6 

 

Table 6 presents two statistically significant results. First, the main association 

between deportations- interpreted as the association between deportations and achievement 

during the Clinton administration- slightly increased to an effect size of -0.03 for math 

achievement. There was no statistically significant differences between the relationship 

Reading Math
Key predictor
   Deportations -0.00 -0.03*

(0.01) (0.01)
Interaction terms
   Deportations * Bush Term 1 0.01 -0.00

(0.01) (0.01)
   Deportations * Obama Term 1 -0.01 0.02

(0.02) (0.01)
   Deportations * Obama Term 2 -0.00 0.03*

(0.02) (0.02)

Child characteristics YES YES
Household characteristics YES YES
Fixed effects: Year, school, child YES YES

Observations 22,760

Differences in Estimates Between Presidential Administrations

Latinx
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between deportations and reading or math achievement between the Clinton Term 2, Bush 

Term 1, and Obama Term 1 presidential administrations, as shown by the interaction terms. 

That is, the magnitude of the relationship between deportations and math achievement was 

the same for each of these three administrations. However, there was a statistically 

significant association between the interaction term representing deportations under the 

second term of the Obama administration, and the association is positive (effect size = 0.03). 

Recall this interaction term is interpreted as the difference in magnitude of deportations that 

occurred under the second term of the Obama administration compared to the second term 

of the Clinton administration. Thus, this finding indicates that the relationship between 

deportations and math achievement under the second term of the Obama administration as 

0.03 less in magnitude compared to the relationship under the Clinton administration, which 

was -0.03. Comparing the two magnitudes, this result indicates that increases in deportations 

did not correspond to shifts in math achievement for Latinx students under the second term 

of the Obama administration. Again, no statistically significant associations emerged related 

to reading achievement. 

Tests of Robustness 

 For brevity, findings for research questions 2 and 3 were limited to the subsample of 

Latinx students, the population for which increases in deportations corresponded to declines 

in math achievement. To examine possible heterogenous effects based on student 

characteristics or differences based on presidential administrations for Black, Asian, and 

White students, the same analyses were extended to these other subsamples of students. As 

consistent with the main associations reported in Table 4, there were no statistically 
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significant associations that emerged from these extended analyses that examine 

deportations and achievement outcomes for these subsamples of students. 

 To test the sensitivity of the deportation measure, a placebo measure was created 

from the TRAC databased using information on the number of deportations that were 

ordered in June and July, which tend to be the summer months for students. That is, instead 

of examining associations between county-level deportations occurring during the school 

year and student achievement, sensitivity analyses examined the number of deportations that 

occurred in the summer months after the school year ended predicted achievement 

outcomes. No statistically significant associations emerged between deportations that 

occurred during the summer following each school year and achievement measures of that 

year. This adds confidence of the accuracy of the results, particularly as prior research has 

struggled disaggregating deportations beyond the year-level. 

Discussion 

 This study makes several key contributions to the evolving literature illustrating the 

ways in which immigration enforcement corresponds to educational outcomes for students 

and schools. This was the first study to examine deportations spanning two decades, which 

allowed for the use of a cross-sectional, longitudinal research design with data from two 

nationally representative samples of elementary school students. The few quantitative 

studies that have estimated effects of deportations on students’ educational outcomes have 

be limited to an examination of single immigration policies or programs, and these studies 

have not focused on the potential consequences for elementary students. This is also the first 

study to examine how associated declines in student achievement varied across a rich set of 

student characteristics as well as presidential administrations overseeing federal immigration 
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policy. This focus on who is exhibiting declines in educational outcomes and when is key to 

informing policy and school responses designed to support students who are most impacted 

by immigration enforcement actions. 

 Three key findings emerged. First, analyses indicated that elementary Latinx 

achievement in math declined in times when deportations ordered by U.S. immigration 

courts increased. Second, these declines were observed primarily among Latinx students 

attending schools in urban areas of the U.S., Latinx students whose parents were not born in 

the U.S., Latinx students living in households with incomes below the poverty line, Latinx 

students attending Title I schools, and Latinx students who were English learners. Third, 

Latinx declines in math achievement corresponded to increases in deportations under the 

second term of the Clinton administration, the first term of the Bush administration, and the 

first term of the Obama administration. Notably, deportations did not relate to these declines 

in Latinx math achievement during the second term of the Obama administration. 

 Findings from this study correspond to those from previous studies that note declines 

in student achievement in times of heightened immigration enforcement (Bellows, 2019), 

particularly for students from households and schools with more vulnerable backgrounds 

(Ee & Gándara, 2019). However, this is the first empirical analysis to illustrate these 

declines for Latinx elementary students, which warrants greater investigation from 

researchers and policymakers to the needs present in elementary classrooms with students 

impacted by immigration enforcement. Elementary teachers and schools traditional have less 

exposure to the impacts of immigration enforcement, as discussions about legal status and 

immigration enforcement is less prevalent in younger children (Dabach, 2015; Ellis & Chen, 

2013; Taylor & Marri, 2012; Tummala-Narra & Claudius, 2013). While discussions of the 
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impacts of immigration enforcement, this study calls for greater attention from policymakers 

and educators to the likely disruption that deportations introduce into the learning context 

for young children. 

A greater investigation about the approach and implementation of immigration 

policies is also warranted. For the first time in the literature, this study showed that increases 

in deportations corresponded to declines in math achievement prior to the second term of the 

Obama administration, and that this association did not persist during these years. The 

second term of the Obama administration immigration was largely guided by “prosecutorial 

discretion,” an approach intended to take into consideration family ties in the United States 

(including U.S.-citizen children) and prioritize deportation of individuals who posed risks to 

national security of public safety (Zatz & Rodriguez, 2015). As noted in Table 1, there were 

also several notable policy changes made during the latter part of the administration’s first 

term that signaled changes in enforcement priorities for the second term, such as the creation 

of Deferred Action for Childhood Arrivals (DACA). Overall, the number of deportations 

under Enforcement and Removal Operations (ERO) declined significantly compared to prior 

years, as the administration swiftly shifted focus to deportations under Homeland Security 

Investigations, the sector responsible for identifying and removing individuals posing 

significant national security risks via organized crime, terrorism, or other serious 

convictions. Thus, it may be the case that many of the deportations ordered by U.S. 

immigration courts during this term of the Obama administration were substantially different 

in nature compared to prior years. This would indicate that the effects of deportations on 

students is not simply a matter of the removal of a noncitizen. Instead, the potential effects 

relate to who is removed and for what reason, corresponding to prior research illustrating 



 

 33 

misunderstandings and fears of sudden dissolution of family and community networks 

(Dreby, 2012, 2015). 

Lastly, this study illustrates the potential implication for immigration enforcement on 

Latinx-White achievement gaps. Expansive literature have highlighted the wide and 

unmoving gaps in White-Latinx achievement (Fry, 2008; Galindo & Reardon, 2006; 

Gándara & Aldana, 2014; Hansen et al., 2018; Kieffer, 2010; Reardon & Galindo, 2009). 

Elementary math, in particular, sets the course for math achievement in later years of 

schooling (Bodovski & Farkas, 2007). In fact, math achievement in elementary grades are 

particularly important to examine for Latinx students given that the widest achievement gaps 

between Latinx and White elementary students are in math (Curran & Kellogg, 2016). 

Results from this study indicate that immigration enforcement policy may be exacerbating 

existing inequities related to these achievement gaps for the Latinx elementary student 

population. Prior research notes that math achievement may be most impacted by 

disruptions to the learning context (i.e. distressed students following deportations) given 

instruction tends to introduce content in a linear fashion, scaffolding student knowledge and 

requiring efficient retrieval cognitive processes (Monk & Ibrahim, 1984). 

Limitations and Future Research 

 There are several limitations that should be acknowledged for this study, allowing 

room for future research. First, this study relied on secondary data sources and was not able 

to disentangle true cause and effect between deportations and elementary student 

achievement. Indeed, it is likely the case that increases in deportations are tied unobserved 

attributes of counties. While the analysis could control for time-invariant county-level 

factors, unobserved shifts demographically, politically, and culturally within communities 
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likely occur over time. As noted in Table 2, the trends and numbers of deportations are not 

the same for all areas of the country, so it may be the case that other demographic or 

geographic factors may be confounding the estimates. Second, this study used a new 

measure of immigration enforcement- the number of removals ordered via deportation 

proceedings in U.S. immigration courts. This study did not use a measure that varied within 

counties, even though communities and schools within counties likely experience 

immigration enforcement actions differently. Future researchers should continue to 

incorporate different measures of immigration enforcement, which include changes in 

specific immigration policies, new data sources on deportations, and actions that occur in 

immigration courts. Differences in policies and approaches to enforcement will inform 

responses and supports for schools. Lastly, this study was unable to examine the relationship 

between deportations and student achievement under the current administration. 

Immigration policies and rhetoric have drastically changed since the election of the current 

administration, and thus, the findings reported in this study do not correspond to the most 

recent executions of immigration policy. 
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III. Study 2: Weeks after the Raid: The Immediate and Sustained Changes in Student 
Attendance Rates Following Immigration Arrests 

 
Since the 2016 presidential election, immigration enforcement policy has become an 

issue of social and political debate on the treatment of individuals without formal legal 

status to reside in the U.S. More than any other policy, the Trump administration’s 2016 

election platform detailed intentions to curtail the number of individuals authorized to enter 

the U.S. under legal means as well as remove current residents who never received such 

authorization (Pierce et al., 2018). According to the most recently available data on 

deportations1, U.S. immigration courts ordered over 200,000 deportations, the most since 

2006. In just the first half of 2020, courts have ordered over 300,000 deportations, the 

greatest number in history (Transactional Records Access Clearinghouse, n.d.).  

Many of the immigration policies through which noncitizens have been deported rely 

on county-level cooperation with the U.S. Office of Immigration and Customs Enforcement 

(ICE). For example, Secure Communities, a policy authorized under the first term of the 

Obama administration but later discontinued in his second term, was reauthorized in the first 

year of the Trump administration. Secure Communities initiated partnerships between local, 

state, and federal law enforcement agencies to match fingerprints of those arrested to a 

federal database to check for citizenship status (Pierce et al., 2018).  Secure Communities 

was rolled out on a county-by-county basis, with some counties opting into the policy before 

it was mandated across the country. Other immigration policies and practices that vary at the 

county-level include 287g programs, cooperation and enforcement of detainers issued upon 

 
1 These figures refer to deportation orders that were processed in immigration courts, which 
do not include expedited removals from the country’s borders via Border Patrol. Instead, 
these figures refer primarily to those individuals who were residing throughout the U.S. for 
longer than two weeks. 
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local arrest, and sanctuary city declarations (U.S. Office of Immigration and Customs 

Enforcement, n.d.-a). 

 While all noncitizens are subject to the effects of immigration enforcement, there is a 

particular focus, both in policy and in rhetoric, on the removal of Latinx immigrants 

(Chaudry et al., 2010; Dreby, 2015). Of the removals in the U.S. from nearly 200 countries 

in 2018, 55% were from Mexico, 19% were from Guatemala, and 11% were from Honduras 

(U.S. Office of Immigration and Customs Enforcement, 2019). Given that the proportion of 

immigrant populations varies within and between counties, certain areas of the country 

likely have greater frequencies and types of exposure to immigration enforcement based on 

their geography. 

 One concern related to immigration enforcement is whether such policies and 

practices might negatively impact students, particularly when enforcement activities occur 

near schools (Kirksey et al., 2020). Across the country, schools are serving an increasing 

proportion of immigrant-origin and Latinx students. Between 1996 and 2016, the number of 

Latinx students in schools doubled from 8.8 to 17.9 million, constituting 23% of all students 

enrolled in schools (Bauman, 2017). From 1990 to 2015, the proportion of public school 

students with at least one immigrant parent increased from 11% to 23%, and approximately 

one quarter of these students belong to parents/guardians without legal authorization to live 

in the U.S. (Camarota et al., 2017). 

An educational outcome of particular concern is whether immigration enforcement is 

deterring students from coming to school. Particularly following large incidents of 

immigration arrests, school districts across the country have reported high rates of 

absenteeism, especially among those of immigrant backgrounds (Blitzer, 2017; Fowler, 
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2019; Stapinski, 2019). Educators and policymakers should be concerned about the extent to 

which these students miss school given the well-established body of research establishing 

the connection between missing school and educational outcomes. Consequences of missing 

school include declines in standardized test scores (Gershenson et al., 2017, 2018; Gottfried, 

2009, 2011; Gottfried & Kirksey, 2017), lower GPA (McNeely et al., 2002; Steward et al., 

2008), and increases in probability of high school dropout (Balfanz et al., 2007; Balfanz & 

Byrnes, 2012; Kirksey, 2019; Rumberger, 1995). Motivated by this body of research, 

student attendance has received significant attention from local, state, and federal 

policymakers as a matter of school accountability. At the national level, 37 states and the 

District of Columbia have adopted chronic absenteeism, often defined as missing 10% or 

more of the school year, as a nonacademic indicator of school success (Jordan & Miller, 

2017). In states like California, local and state stakeholders continue to draw attention to 

student absenteeism as an issue of public health, equity, as well as criminal justice 

(California Courts, n.d.; Harris, 2016). 

This study seeks to provide a better understanding of the immediate and sustained 

impacts on absenteeism following incidents of immigration arrests with rich, district-level 

administrative data. Moreover, this study investigates which students might experience the 

greatest declines. This study asks the following research questions: 

1. Do attendance rates decline immediately following incidents of immigration arrests? 

2. Do attendance rates sustain declines in future weeks following incidents of 

immigration arrests? 

3. Do declines differ based on student characteristics? 
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As the literature on the spillover effects of immigration enforcement on students in 

schools continues to evolve, scholars have asked a great deal of excellent research questions. 

Arguably though, the extent to which students are missing school is particularly intriguing 

inquiry. Absenteeism may seem to many as an intuitive result of immigration enforcement, 

particularly for immigrant-origin youth. Yet, we know very little about the prevalence of 

absenteeism, whether it is a result of student mobility, and to what extent it can be isolated 

as a main or independent effect from the many potential consequences that immigration 

enforcement can have on students and families. If in fact students, regardless of 

immigration-origin status, are missing school in times of heightened enforcement, proper 

identification of the extent of absenteeism, when absenteeism occurs, and for whom it is 

most prevalent is necessary to target current federal and state educational policies and 

programs to the students who struggle to attain these resources when they are not and cannot 

be physically present in schools. These are the concerns and motivations that guide this 

study’s inquiries. 

Empirical Background 

A body of work has emerged illustrating the ways in which immigration enforcement 

can impact educational outcomes for immigrant-origin students. Broadly, families have been 

shown to suffer from greater food insecurity and financial hardship with increases in 

immigration enforcement (Amuedo-Dorantes et al., 2018; Potochnick et al., 2017; Rugh & 

Hall, 2016). Amuedo-Dorantes and Lopez (2015) found that increases in immigration 

enforcement correspond to higher propensities of grade retention and school dropout for 

children of unauthorized immigrants. 
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Yet, recent research has also shown evidence that educational consequences from 

immigration enforcement extend beyond those experienced by immigrant-origin students. 

Using data on 287g programs between 2000-2011, Dee and Murphy (2019) showed that 

these partnerships between ICE and local police had strong effects on Latinx student 

mobility, not just immigrant-origin students. Using data between 2008-2013, Bellows (2019) 

examined the county-to-county rollout of the Secure Communities program under the 

Obama administration and found that this program associated with declines in Latinx and 

non-Latinx-Black students’ assessment scores in English Language Arts as well as math for 

non-Latinx-Black students. 

Only two prior empirical studies have illustrated a relationship between immigration 

enforcement and absenteeism. Sattin-Bajaj and Kirksey (2019) examined this relationship 

for first- and second-generation children using data from the Early Childhood Longitudinal 

Study: Kindergarten Class of 2010-11 and regional data from the Yearbook of Immigration 

Statistics. The authors found that higher numbers of deportations related declines in 

absences for kindergarteners, 1st, 2nd, and 3rd graders. Kirksey and colleagues (2020) 

examined racial/ethnic gaps in chronic absenteeism in secondary grades using data from the 

Civil Rights Data Collection, Stanford Education Data Archive, and more disaggregated 

deportation data from the Transactional Records Access Clearinghouse. For school districts 

located within 25 miles of occurring deportations, the authors found that Latinx-White gaps 

in math scores and chronic absenteeism increased as deportations increased. What these 

studies were unable to examine was the relationship between heightened immigration 

enforcement and educational consequences using more disaggregated measures of 
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enforcement and schooling outcomes, which would significantly advance the rigor and 

accuracy of estimated effects. 

While these works established a link between absenteeism and immigration 

enforcement, there remain two significant gaps in the literature. First, prior work has only 

examined this link with absenteeism variables at the year-level and aggregates of 

immigration enforcement activities by regions. As a result, previous analyses can only shed 

light on descriptive patterns of absenteeism and estimates likely contain large amounts of 

confounding variation. Given the variability of local implementation and enforcement of 

immigration policies, an examination of specific schools’ educational impacts from 

immigration enforcement occurring nearby is necessary. Moreover, the outcome of 

absenteeism needs to be examined using greater disaggregation (e.g. month, week-levels of 

attendance rates), as this educational outcome is highly variant over these levels of time. 

With this gap in the literature, it could be the case that the previously estimated relationships 

between immigration enforcement and educational outcomes do not represent an accurate 

picture of the impacts on students due to an inability to investigate impacts with more 

precise locations, magnitudes, and timing of arrests. Particularly with regard to the issue of 

student absenteeism, questions about the extent to which students are missing school, when 

these absences occur with respect to the timing of enforcement actions, and which students 

tend to miss school than others remain underexamined.  

Secondly, these data limitations also mean that researchers cannot examine how 

trends in attendance might be impacted over time. This raises the question of not just 

whether students are missing school but might their propensity to miss school, regardless of 
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future exposure to immigration enforcement, change in weeks, months, or years following 

these incidents. 

As these questions linger among researchers and policymakers, schools continue to 

grapple with possible implications that immigration enforcement could have for their 

students. In a national survey to 3,600 educators, Ee and Gándara (2019) show that 

educators across the country have reported witnessing impacts on students, ranging from 

increased absenteeism to increases in behavioral problems. While this research aims to 

identify the possible consequence of absenteeism, the broader motivations include informing 

policymakers and educators of the implications of immigration enforcement on school 

absence metrics and identify areas of focus for supporting vulnerable student populations.  

Method 

City and District Demographics 

This study relied on data sources from two high school districts in small, urban cities 

in California. This study focuses on District A, which experienced significant exposure to 

immigration enforcement during the 2014-15 to the 2017-2018 school years. District A 

serves students in a city with a population of approximately 100,000-150,000 people, of 

whom over 70% are Latinx and over 30% are employed in agriculture2. District B serves 

students in a city with similar demographics to those described for District A. District B was 

chosen as a comparison school district for analytic purposes, described at length in later 

sections. 

 
2 Given the public availability of data on city demographics, these data are estimates to 
preserve the anonymity of the school district. 
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As of the 2017-18 school year, the District A’s academic and non-academic 

indicators were considered average compared to the rest of the state under California’s 

Accountability System, which evaluates schools based on their English language arts and 

math achievement, graduation rate, chronic absenteeism, suspension rate, among others. 

During the years of available data, 52% of students were male, 80% of students were Latinx, 

73% of students were considered to be socioeconomically disadvantaged, 19% of students 

were designated English learners, 9% of students had a documented disability, and 15% of 

students had migrant status. Socioeconomic disadvantage is a measure based on a student’s 

free or reduced-lunch eligibility and parents’ education. Students are considered to have 

migrant status if one or more of their parents/guardians work in agricultural, dairy, lumber, 

or fishing industries and if their family has moved in the last three years. Additionally, the 

average enrollment of the district was 7,683 students each year, and the graduation rate was 

91%. A full list of descriptive statistics can be found in Table 7. 
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Table 7 

Descriptive Statistics of Districts A and B 
     
  District A District B 
  Mean Mean 
Outcome     
   Attendance rate by week 81.03 83.24 
Student demographics     
   Male 0.52 0.53 
   Black 0.01 0.01 
   Asian 0.05 0.06 
   Latinx 0.80 0.79 
   Socioeconomically disadvantaged 0.73 0.54 
   English learner 0.19 0.17 
   Disability 0.09 0.10 
   Migrant 0.15 0.12 
Academic performance     
   Graduation rate 0.91 0.91 
      
Unique students 14,577 15,354 
Average enrollment 7,683 8,105 

 

Data 

 The data provided by the district contained student-level information on 

demographics, enrollment, standardized assessment scores, discipline records, and course 

performance each school year between 2014-2018. Additionally, the district provided daily 

logs of attendance for students. Data were obtained directly from the district’s central office.  

Sample 

The analytic sample was constructed from the student-level data files and analyzed 

using Stata16. The original sample of students provided by the school district contained 

15,138 unique students over the four years. One modification was used to restrict the sample 

to students whose attendance had the potential to be impacted by incidents of immigration 



 

 44 

arrests over time as well as meet methodological criteria for interrupted time series (ITS) 

analysis. In accordance with best practices for using ITS, it was necessary for students to 

have three time points (in the case of this study, weeks) observed before and after incidents 

occurred (Hallberg et al., 2018). This limits the sample of students being considered to those 

enrolled in the district for at least six consecutive weeks: 14,577 unique students. 

Implications from this sample are outlined in the discussion section. 

To construct measures needed for the analysis, these data were transformed to the 

student-by-week level, which means observations consist of every week across four years 

per each student enrolled. In all, there were n= 1,106,352 student-by-week observations after 

transforming the dataset. 

Attendance 

This study focused on District A’s attendance rate. To evaluate potential changes to 

the attendance rate, this key outcome is considered at the week level. This formatting of the 

data allows for the required equally spaced time points in which to evaluate the outcome of 

interest using the analytic plan that follows (Linden, 2015) with few gaps. To create a 

variable for the district’s attendance rate by week, absences from the daily logs of 

attendance (i.e. period-by-day-by-student level) were aggregated to the week-level for the 

student and divided by the number of periods a student was expected to attend that week, 

representing the percentage of the week a student was absent3. Then, these student-by-week 

level percentages were then averaged across the sample to a district-by week level and 

 
3 This calculation of the attendance rate is preferred given California’s measure of chronic 
absenteeism, a key accountability metric under the Every Student Succeeds Act (Jordan & 
Miller, 2017), which considers the number of periods secondary students miss. This is in 
contrast to Average Daily Attendance, which measures whether students attended at least 
one class period during the day. 
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subtracted from 1, which constructs the key outcome of interest- the district’s attendance 

rate at the week-level.  

One particular advantage of having rich attendance and enrollment data is that 

unenrollment is factored into this calculation. That is, students who were unenrolled from 

the district at any point during the school year have no absences recorded and have no 

periods that they were expected to attend. Implications from the reliance on the accuracy and 

portrayal of student absenteeism using these data sources are outlined in the discussion 

section. 

Immigration Arrests 

As previously noted, available information on immigration arrests is very limited for 

the purpose of studying potential impacts at the district-level. Thus, it was necessary to 

create a unique dataset representing the extent of immigration enforcement at the 

community-level. To do so, the author collected information on the details of immigration 

arrests that occurred in geographic proximity to District A. Based on prior research 

illustrating the role of proximity to deportations on schooling outcomes (Kirksey et al., 

2020), the author searched local English and Spanish newspapers and radio archives to log 

the occurrences of immigration arrests. Specifically, information was logged on the date of 

arrests, the approximate time of the arrests, and the number of individuals arrested. From 

this information, the dates of arrests were mapped onto the appropriate weeks in the dataset 

reshaped from the school districts. 

Logging Incidents of Immigration Arrests. Incidents of immigration arrests were 

logged by researchers using the archives from the two English and Spanish newspapers that 

were most widely distributed in the city served by District A. The researchers also explored 
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the radio archives of one English and one Spanish radio station that served the city and 

surrounding communities. The search terms that were used were combinations of the words: 

immigration, immigrant, ICE, deportation, deported, arrest, detained, undocumented, and 

illegal alien. Information on the number of individuals arrested and dates of incidents was 

logged from one or more of these sources. Incidents were logged but not included in the 

analyses if one or both of these pieces of information could not be discerned from the media 

reports. 

Analysis 

Baseline 

To examine how immigration arrests relate to immediate and sustained changes in 

absenteeism, this study uses interrupted time series (ITS) analysis. First, District A’s 

attendance rate is evaluated across the years with occurring immigration arrests in a single 

group ITS model (Huitema & Mckean, 2000; Simonton, 1977), expressed as follows:  

																																										𝐴# = 𝛽$ + 𝛽%𝐼# + 𝛽&𝑇# + 𝛽'𝐼#𝑇# + 𝛽(𝑋# + 	𝜀#                                (1) 

where A represents District A’s attendance rate at week t. The key variable of interest is 𝐼#, 

which indicates whether an incident immigration arrest(s) occurred during week t. Thus, the 

coefficient represented by 𝛽% illustrates the immediate change to the district’s attendance 

rate during the week of an incident. Other terms in the model: 𝛽$ is the starting attendance 

rate for District A in the first week of the school year; 𝑇# is the week number into the school 

year for which A is being evaluated, which means 𝛽& shows the trend in the attendance rate 

prior to an incident; 𝐼#𝑇# is the interaction term, with 𝛽' illustrating the sustained trend in the 

district’s attendance rate following an incident (Linden & Adams, 2011); and finally, 𝜀# is 
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the error term adjusted using Newey-West autocorrelation adjusted standard errors. Note all 

ITS analyses and adjustments were conducted using the itsa Stata program (Linden, 2015). 

 Time-Variant Confounding Bias. It could be the case that occurrences of 

immigration arrests are tied to changing demographic compositions of District A. For 

example, Bellows (2019) notes the strong correlation between the adoption of Secure 

Communities based on the Latinx population in counties. While this issue was evaluated at 

the county-level, there is reason to suspect these demographic variations could correlate with 

differences in the frequency of immigration enforcement in individual communities. Thus, 

the baseline model above is supplemented with demographic characteristics that vary at the 

week-level, represented as follows:   

																																										𝐴# = 𝛽$ + 𝛽%𝐼# + 𝛽&𝑇# + 𝛽'𝐼#𝑇# + 𝛽(𝑋# + 	𝜀#                                 (2) 

where 𝑋# represents a vector of time-variant control variables. These variables include the 

size of the district as well as its composition of students who are male, Asian, Black, Latinx, 

socioeconomically disadvantaged, English learners, migrants, and have a disability. 

Comparative Interrupted Time Series 

One problem with these two models presented is that the single group ITS does not 

account for potential bias in estimates due to disruptions in the rates of absenteeism that 

occur around similar times to the occurrences of immigration arrests. For example, some 

incidents of immigration arrests occurred in the initial months of schooling. The beginning 

of the school year is a time when many schools emphasize the importance of student 

attendance, such as the widespread campaign promoting September as National Attendance 

Awareness Month (Attendance Works, n.d.). Thus, if not accounted for in this example, the 

model would produce estimates indicating that the occurrence of immigration arrests at the 
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beginning of the school year related to stable or increasing rates of attendance, when this 

link may be driven by the unobserved confounder of the district’s focus on increasing 

attendance at the beginning of the school year.  

To account for unobserved changes to attendance rate unrelated to immigration 

arrests, the single group ITS is converted to a comparative ITS (CITS). In CITS analysis, the 

changes in attendance rates over time in District A are compared to the attendance rates of 

another school district that was unaffected by immigration arrests but is otherwise similar. 

One method for selecting a comparison district is through local matching, where attendance 

rates of District A would be compared to a district in the same general geography. Local 

matching has a strong grounding in the literature (Bell et al., 1995; Bifulco, 2012; Bloom et 

al., 2005; Friedlander & Robins, 1995; Heckman et al., 1998). The logic behind local 

matching in education is that districts that are in the same geographical area are likely 

similar in observable and unobservable characteristics. For example, school districts in the 

same county tend to draw from the same labor markets for teachers and local decision-

makers (Engel & Cannata, 2015). Choosing a comparison district in the same county as 

District A would decrease the likelihood of confounding variation in attendance rates based 

on local events, such as inclement weather that is a known influence of student attendance 

(Brundage et al., 2017; Goodman, 2014; Teasley, 2004). 

Using this framework, data was requested from one of District A’s peer districts, 

referred to in this study as District B. There were no immigration arrests that occurred 

within 50 miles of the boundaries of District B. Additionally, this district was selected based 

on its similarity in demographic composition, academic and non-academic performance, and 

local context. Attendance rates for both District A and B are illustrated in Figure 1. 
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Figure 1 
Attendance Rates of Districts A and B by Week from 2014 to 2018 

 

 

District B’s boundaries are located over 100 miles away from those of District A, but 

importantly, the districts’ boundaries are located within the same county. This is an 

important similarity given the how the frequency and approach to immigration enforcement 

varies based on county-level legal, political, and biographical contexts (Coleman, 2012; 

Farris & Holman, 2017; Wong, 2012). 

			𝐴!# = 𝛽$ + 𝛽%𝐼# + 𝛽&𝑇# + 𝛽'𝐼𝑇# + 	𝛽(𝑍! + 𝛽)𝑍𝑇!# + 𝛽*𝑍𝑇!# + 𝛽+𝐼𝑍𝑇!#	 + 𝛽,𝑋!# + 	𝜀!# ,   (3) 

where 𝑍! represents a binary indicator for District A. The previously discussed 𝛽$ 𝛽%, 𝛽&, 

𝛽'- representing the starting attendance rate, the trend of the attendance rate prior to an 
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incident, the change in the attendance rate during the week of an incident, and the trend of 

the attendance rate following an incident, respectively- refer to these estimates for District 

B. Thus, 𝛽(-𝛽+ represent these estimates of or changes to the attendance rate but for District 

A. 𝑋!# is the suite of time-variant control variables for both Districts A and B.  

Multiple Disruptions 

An advantage of ITS analysis is the ability to look at the impact of incidents at 

multiple time points. The modeling assumptions previously mentioned remain the same but 

note the assumption of that the outcome of interest should be observed at least three times 

before and after a disruption is extended to every disruption in the data. In the case of this 

study, the attendance rate was indeed observed more than three times before and after 

immigration arrests occurred. To evaluate multiple disruptions, 𝛽%, 𝛽&, 𝛽' and 𝛽), 𝛽*, 𝛽+ are 

repeated for each incident in the same regression. 

Results 

Baseline Findings 

In Table 8, empirical specifications from Equations 1 and 2 are presented in 

Columns 1 and 2, respectively. Regression coefficients represent percentage point changes 

to District A’s attendance rate. Standard errors are in parentheses. The third column 

illustrates the number of arrests that were recording along with the date of the incident. Note 

that coefficients and associated standard errors are displayed in terms of percentages for ease 

of interpretation. 
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Table 8 

Baseline Findings from Interrupted Time Series 
        
  Attendance Rate   
  Model 1 Model 2 Number of Arrests 
Prior to arrests       
   Starting attendance rate 84.63*** 92.63***   
  (0.20) (9.99)   
   Trend of attendance rate -0.05 -0.03   
  (0.03) (0.00)   
Immigration arrests       
   Week 15: Immediate -0.39 0.11 

1   (0.70) (0.70) 
   Week 15: Trend 0.08 -0.06 
  (0.09) (0.05) 
   Week 27: Immediate -5.63*** -5.43*** 

31   (0.50) (0.50) 
   Week 27: Trend 0.09 0.08 
  (0.05) (0.04) 
   Week 35: Immediate -0.99 -1.09 

1   (0.90) (0.70) 
   Week 35: Trend 0.11 0.90 
  (0.06) (0.04) 
   Week 41: Immediate -9.09*** -8.81*** 

203   (0.79) (0.89) 
   Week 41: Trend -0.01* -0.01* 
  (0.00) (0.00) 
   Week 49: Immediate -2.89 -2.69 

3   (1.89) (1.49) 
   Week 49: Trend -0.04 -0.03 
  (0.04) (0.02) 
   Week 54: Immediate -5.56*** -5.05*** 

30   (0.49) (0.60) 
   Week 54: Trend -0.02 -0.01 
  (0.02) (0.02) 
   Week 69: Immediate -2.49 -2.09 

1   (1.40) (1.09) 
   Week 69: Trend 0.02 0.01 
  (0.03) (0.01) 
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   Week 75: Immediate -4.01* -4.34** 

31   (1.99) (1.40) 
   Week 75: Trend -0.03 -0.01 
  (0.02) (0.02) 
   Week 83: Immediate -2.69* -1.90** 

78   (1.30) (0.70) 
   Week 83: Trend -0.02*** -0.02* 
  (0.00) (0.01) 
   Week 88: Immediate -1.89 -1.70 

5   (1.60) (1.40) 
   Week 88: Trend -0.13 -0.11 
  (0.08) (0.06) 
   Week 94: Immediate 0.21  (0.20) 

4   (0.50) (0.59) 
   Week 94: Trend 0.01 -0.01 
  (0.01) (0.01) 
   Week 127: Immediate -1.10 -0.59 

1   (0.79) (0.40) 
   Week 127: Trend 0.01 0.02 
  (0.01) (0.01) 
   Week 134: Immediate -3.63** -3.27* 

34   (1.40) (1.60) 
   Week 134: Trend 0.01 0.00 
  (0.02) (0.02) 
Time-varying covariates       
   Enrollment   -0.04**   
    (0.01)   
   Percentage of students: Male   -15.27*   
    (7.70)   
   Percentage of students: Asian   10.91   
    (15.99)   
   Percentage of students: Black   -27.89   
    (29.20)   
   Percentage of students: Latinx   -11.45*   
    (5.49)   
   Percentage of students: English learner   5.90   
    (8.20)   
   Percentage of students: SES disadvantage   6.81   
    (7.29)   
   Percentage of students: Migrant   4.90   
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    (18.90)   
   Percentage of students: Disability   4.50   
    (20.49)   
Standard errors in parentheses   
* p<0.05  ** p<0.01   *** p<0.001   

 

Statistically significant negative coefficients for the “Immediate” rows indicate an 

immediate post-raid drop in attendance for District A as a whole, whereas statistically 

significant negative coefficients for the “Trend” rows show a sustained decline in the 

attendance rate, holding all else constant including other incidents, over the span of the 

dataset due to the respective incident. 

As seen in Table 8, District A’s attendance declined during several of the weeks 

when immigration arrests occurred. In both models, the attendance rate dropped 

immediately during the weeks of arrests during weeks 27, 41, 54, 83, and 134. The 

magnitude of this decline ranged from approximately 2 to 9% points. With regard to 

immediate declines in attendance, no immediate pattern appears to have emerged based on 

the number of arrests that were made, as incidents that involved both small and large-scale 

arrests corresponded to declines in the attendance rate. When comparing results across 

columns, it appears that Model 2, which controls for demographic shifts over time, yielded 

estimates that were slightly lower in magnitude compared to those in Model 1. 

In addition to immediate declines in the weeks of incidents, the district sustained a 

decline in its attendance rate following two occurrences. Consider that District A’s trend in 

its attendance rate prior to incidents was 0%, which means the district’s attendance was not 

increasing or decreasing over time prior to incidents. Yet following week 41, the attendance 

rate of the district was declining by 0.01% points (one hundredth of a percentage point) each 

week relative to its pre-existing trend. Note this is a trend that is sustained throughout the 
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rest of the weeks observed in the data, including following other incidents. Similarly, after 

the incident in week 83, the district’s attendance rate was declining by an additional 0.02% 

points- this is in addition to the previous 0.01% points decline after week 41- each week. 

Multiplying these values by the number of weeks that proceed each incident (0.01*103 + 

0.02*61), the sustained decline in the district’s attendance rate from these two incidents 

resulted in an overall 2% point decline from the beginning of year 1 to the end of year 4. 

Recall that demographics of the school district are adjusted each week based on enrollment 

data, removing the influence of demographic shifts on the relationship between incidents 

and attendance. This adjustment and numerous sensitivity tests are described further in later 

sections. 

Comparing Districts A and B 

As previously discussed, a key assumption of ITS analysis is that there is no 

potential for shifts in the outcome of interest based on unobserved factors, such as changes 

in state attendance priorities like in the case in California’s adoption of ESSA. In the context 

of this study, the lack of unobserved variation in attendance rates over time cannot be 

assumed. Thus, District A’s attendance rates are paired with District B’s attendance rates 

and compared over time, which should mirror unobserved shifts in attendance rates but 

without any influence from the incidents involving immigration arrests. The model 

specification for this analysis is written above in Equation 3. 

For ease of interpretation, Figure 2 presents results from this comparative interrupted 

time series (CITS) model that includes incidents that related to statistically significant 

declines in District A’s attendance rate. The figure displays two lines: the solid line 

represents fitted values of District A’s attendance rate over the weeks in the dataset, and the 
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fragmented line represents those of District B’s. It should be noted that there were no 

statistically significant differences between the magnitude nor the trend in attendance rates 

between the two districts prior to incidents, which adds confidence to the comparisons made 

between Districts A and B (Linden, 2015). The attendance rate of both Districts A and B 

was approximately 83% prior to incidents, and neither exhibited an increasing or decreasing 

trend in this rate. 
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Figure 2 

Trends in Attendance Rates of Districts A and B by Week Pre-Post Incidents of Large 

Immigration Arrests 

 

 

As seen from Figure 2, District B’s attendance rate appears fairly stable over all 

weeks in the dataset, hovering around 83%. In the same weeks that showed statistically 

significant results in the previous analysis, there appear to be clear declines in District A’s 

attendance rate but with minor adjustments when accounting for time trends in District B’s 

attendance rate. Similar in magnitude to the initial ITS analysis, there was an immediate 

decline of 5% points in week 27, 9% points in week 41, 5% points in week 54, 4% points in 

week 75, 2% points in week 83, and 3% points in week 134. Also similar to the previous 

empirical model, the CITS analysis illustrated sustained declines in District A’s attendance 

rate after weeks 41 and 83, adding up to a cumulative decline of 2% points by the end of the 
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data. Note that each of these incidents connected to declines in the attendance rate involved 

30 or more individuals being arrested. 

Differences based on Student Characteristics 

 To examine how declines in District A’s attendance might vary based on student 

characteristics during and after weeks following incidents of immigration arrests, the 

attendance rate was reaggregated to reflect attendance rates of different subgroups of 

students. Then, the CITS analysis illustrated by Equation 3 was conducted for these 

subgroup’s attendance rates in the district. The subgroups of interest included students who 

were and were not Latinx, socioeconomically disadvantaged, English learners, migrants, and 

had a disability. Each group is compared with its counterfactual (e.g. Latinx vs. non-Latinx 

students). As before, the regressions include only those incidents that yielded statistically 

significant results in Equation 1.  

Results from this analysis are displayed in Table 9. Each column of Table 9 

represents a separate regression. For ease of interpretation, the table includes coefficients 

that pertain to District A’s attendance rate, though parameters specified in Equation 3 that 

pertain to District B’s attendance rate were included in the model. Table 9 illustrates clear 

trends in the demographics of students who appear to exhibit the largest shifts in attendance 

following incidents of immigration arrests. Students who were Latinx, SES disadvantaged, 

English learners, migrant, and/or had a disability missed more school following incidents 

compared to their respective peers. The magnitude of these differences is quite substantial. 

For example, following the incident with the greatest number of arrests in week 41, District 

A’s Latinx student attendance rate declined by 10% points, compared to a 3% point decline 

for non-Latinx students. Similarly that same week, District A’s migrant student attendance 
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rate declined by 11% points, compared to a decline of 7% points among non-migrants. 

Across the weeks in the dataset, Latinx students and migrant students exhibited the largest 

shifts in attendance following incidents. Though in these six weeks, the attendance rate 

indeed declined for all student demographics.
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Latinx non-Latinx SES Disad.
No SES 
Disad. EL non-EL Migrant non-Migrant Disability No Disability

Prior to arrests
   Trend of attendance rate 0.11 0.01 0.10 -0.09 0.02 0.00 0.07 -0.13 0.01 0.00

(0.20) (0.01) (0.10) (0.09) (0.03) (0.10) (0.08) (0.09) (0.01) (-0.03)

   Starting attendance rate 89.11*** 93.91*** 89.03*** 93.81*** 93.61*** 89.61*** 85.91*** 93.51*** 84.84*** 93.13***

(3.91) (5.02) (9.99) (10.19) (8.04) (1.20) (1.30) (1.06) (5.20) (3.04)

Immigration arrests
   Week 27: Immediate -7.79*** -2.09* -6.90*** -1.40*** -7.09*** -6.19*** -9.91*** -5.39*** -8.92*** -5.06***

(1.09) (1.00) (0.69) (0.69) (1.40) (0.90) (2.70) (0.99) (1.69) (1.63)

   Week 27: Trend 0.01 0.02 0.00 0.01 0.01 0.02 0.01 0.01 0.00 0.00

(0.09) (0.10) (0.10) (0.10) (0.09) (0.09) (0.09) (0.10) (0.10) (0.01)

   Week 41: Immediate -10.09*** -2.69* -9.71*** -6.20* -9.64** -6.71*** -10.59*** -6.91*** -9.61*** -2.67***

(0.49) (1.30) (0.90) (2.00) (2.01) (0.69) (2.50) (0.80) (1.40) (0.61)

   Week 41: Trend -0.02* 0.01 -0.01* 0.00 -0.01* 0.00 -0.02** -0.01 -0.01* 0.00

(0.01) (0.03) (0.00) (0.01) (0.00) (0.03) (0.00) (0.01) (0.01) (0.01)

   Week 54: Immediate -6.03*** -4.89*** -5.92*** -4.49*** -5.09* -4.69*** -5.91* -3.59*** -5.59*** -4.06***

(0.90) (1.90) (0.80) (0.99) (2.39) (1.10) (2.90) (0.90) (1.20) (1.02)

   Week 54: Trend -0.01 0.00 -0.01 0.00 0.01 0.01 -0.00 0.00 -0.01 0.00

(0.00) (0.02) (0.00) (0.00) (0.00) (0.03) (0.04) (0.02) (0.02) (0.01)

   Week 75: Immediate -4.32*** -1.91* -3.54*** -2.39* -3.49*** -2.82** -4.53* -2.61* -3.29*** -2.71**

(0.60) (0.90) (0.80) (1.20) (0.79) (1.29) (2.10) (1.30) (0.69) (0.80)

   Week 75: Trend -0.01 0.00 -0.00 0.02 0.00 0.00 0.01 0.03 0.01 0.00

(0.03) (0.01) (0.01) (0.04) (0.01) (0.05) (0.01) (0.04) (0.02) (0.01)

   Week 83: Immediate -3.79** -2.42* -2.99* -1.89* -4.31* -1.89* -5.46* -1.89** -2.70* -1.59*

(1.60) (1.19) (1.49) (0.80) (2.10) (0.92) (2.21) (0.70) (1.33) (0.78)

   Week 83: Trend -0.02*** -0.01* -0.01* -0.01* -0.02* -0.01* -0.02*** -0.01* -0.01* -0.01*

(0.00) (0.00) (0.00) (0.00) (0.01) (0.00) (0.00) (0.00) (0.00) (0.00)

   Week 134: Immediate -5.50*** -1.49* -5.00*** -2.49*** -5.51*** -2.14** -5.29*** -2.33*** -5.09*** -1.70**

(0.91) (0.72) (0.56) (0.50) (0.43) (0.78) (1.00) (0.45) (0.77) (0.49)

   Week 134: Trend 0.01 0.01 0.01 0.01 0.00 0.01 0.01 0.01 0.01 0.00

(0.02) (0.02) (0.01) (0.01) (0.01) (0.01) (0.03) (0.01) (0.02) (0.02)

Post-incident Trend in Attendance Rates

Standard errors in parentheses
* p<0.05  ** p<0.01   *** p<0.001

Table 9 
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Threats to Validity 

 District Response. While the CITS analysis accounts for numerous unobserved 

trends that range from county and district-level policy changes to demographic shifts, there 

are at least two issues that cannot be disentangled from the estimates presented above. First, 

it could be the case that District A changes certain policies or procedures in response to the 

incidents themselves or the fluctuation in the attendance rate following these incidents. This 

could explain, for example after weeks 25 and 41, the sharp increases in the attendance rate, 

though this speculation. Although this is a clear threat to the identification strategy relied on 

in this study, this occurrence would indicate a larger decline in the attendance rate due to 

incidents involving immigration arrests, as the declines would include the presumably 

positive influence of the response from the district. 

 Student Mobility. A second issue concerns who is counted as enrolled in the 

district, and whether students are truly absent from school rather than having dropped out 

altogether. The advantage of using rich administrative data is having ability to remove 

students from the data as soon as the district records them as having dropped out, which 

occurs when the district cannot get in contact with the student’s parent/guardian during 

attendance interventions4. As mentioned previously, students’ enrollment is considered at 

the week-level, meaning that students who were identified as dropouts were removed from 

attendance rate calculations. It could still be the case that students were considered absent in 

 
4 In accordance with guidelines from the California Department of Education, the district 
contacts parents after the first unexcused absence via phone or email. This same practice 
occurs after the second absence. Following the third absence, the district sends a letter to 
parents via postal mail and requires the student and parent to attend a Student Attendance 
Review Board hearing. At any point during or after these attendance thresholds, the district 
could identify a student as a dropout. 
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the attendance rate calculation when they should have considered having dropped out. This 

would indicate that the absenteeism effect is overestimated in the models. Though 

substantively, the effect of missing school more generally is indeed captured by the models, 

but a small portion of the effect could be attributed to mobility or general dropout as 

opposed to temporary absence. 

Robustness Checks 

 Autocorrelation. To ensure that the model specification accounts for 

autocorrelation- the likely correlation between the previous and current weeks’ attendance 

rates- the actest command (Baum & Schaffer, 2013) was used in Stata to determine the 

appropriate lag order. In the data used for the present study, autocorrelation is present at lag 

1 but not at any other lags. This implies that a week’s attendance rate is statistically 

correlated with the prior week’s attendance rate. Thus, a lag of 1 was included in the models 

to account for this autocorrelation, which adjusts the standard errors. Prior research has 

argued that the need for fewer lags adds confidence to results produced by CITS analysis 

(Hallberg et al., 2018). 

 Placebo disruptions. Drawing from the regression discontinuity literature, it is 

recommended that researchers using ITS analysis introduce placebo events to test for 

interruptions that signal unobserved bias in the data. The statistically significant changes in 

attendance rates were tested at the median time point (week 77), which is the recommended 

threshold as an adaptation from the regression discontinuity framework (Imbens & Lemieux, 

2008; Linden, 2015). There was no statistically significant shift in attendance rates at the 

median time point, which adds confidence to the results of this study. 
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Discussion 

 As policymakers and educators continue to raise concerns about the possible 

consequences of immigration enforcement actions on schools, little has been established 

about how the timing of incidents relates to when and to what extent students miss school in 

the weeks that follow. Thus, while some prior works have demonstrated a link between 

immigration enforcement and absenteeism, this was the first study to examine this link 

between when incidents of immigration arrests occur and the immediate and sustained 

trends in attendance rates. Student absenteeism in this context is not a matter of prevention, 

but a matter of knowing which students need additional supports and when. Thus, 

implications from this study can help inform future policies and decisions to target resources 

during times when missing school is an inevitable reality for students subject the ripple 

effects of immigration enforcement. 

This study took advantage of rich, administrative data using quasi-experimental 

methods to show that some incidents, those involving more arrests, related to declines in 

attendance rates for all students in one school district serving a predominantly Latinx 

community. When looking more closely at which student demographics appeared to be most 

impacted, the analyses demonstrated that the attendance rates of students who were Latinx, 

socioeconomically disadvantaged, English learners, migrant, and had a disability were 

disproportionately absent following incidents when 30 or more individuals were arrested. 

Note there was no information available related to students’ immigrant-origin status, but is 

perhaps worth mentioning that each of these subgroups of students host a disproportionate 

number of immigrant-origin students (Capps et al., 2018; Free et al., 2014; Passel & Cohen, 

2018; Shifrer et al., 2011). 
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This study makes three key contributions to the existing body of research illustrating 

possible spillover effects from immigration enforcement actions on educational outcomes 

for students. First, this study utilized a unique, time-sensitive measure of immigration 

enforcement by recording incidents involving immigration arrests using local media sources. 

Second, this unique measure was paired with weekly logs of attendance data over the span 

of four years, which allowed for a closer look into immediate and sustained declines in 

attendance rates following incidents of arrests. The availability of these data at the week-

level were also used to control for confounding bias due to unobserved time trends. Finally, 

by partnering with another peer school district that was presumably unaffected by these 

incidents, this study controlled for additional unobserved confounding variation that could 

arise from changes in attendance policy and other schooling procedures that impact both 

school districts. Taken together, the signature contribution of this study is a more rigorous 

identification of the true impact of immigration enforcement actions on student absenteeism, 

when these impacts occur, and who is impacted most. Though, these findings can only be 

generalized for District A and may be considered as also possible for similar districts. 

As mentioned in the introduction, scholars have made great headway into 

understanding the multitude of ways students and schools may experience consequences in 

times of heightened immigration enforcement. This study focused on student absenteeism as 

an outcome that was experienced by all students in a diverse school district, not just those of 

immigrant-origin. Therefore, this study presents evidence that the scope of impacts may be 

much larger than previously expected. Moreover, while the tradeoff is the lack of 

generalizability, this study’s contribution of identifying the patterns of absenteeism for 

District A can be used to inform future research and evaluation of actions taken by 
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policymakers to ensure students have access to opportunities and resources even when they 

cannot be physically present in schools.  

While it is impossible to know the specific mechanisms underlying the connection 

between incidents of immigration arrests and declines in attendance rates, there are several 

possible explanations. Intuitively, it may be the case that students and their families may be 

less likely to engage in schooling due to fears of possible encounters with immigration 

officials or local police. Particularly true of the current presidential administration’s 

enforcement of immigration policy, there have been incidents of ICE agents showing up on 

school properties and questioning school personnel, and some of these incidents have even 

involved arresting parents and students on their way to/from school (Castillo, 2017; Price, 

2016). This fear may not only exist for unauthorized immigrants, but also students who are 

concerned about their family’s stability, do not know their legal status, or have broader 

misunderstandings about the impact of immigration policy on their family (Dreby, 2012).  

Second, there is great potential for shifts in dispositions toward immigrants and 

Latinx students within the schools, which could breed an unwelcoming climate for students 

from these backgrounds (Ee & Gándara, 2019). Indeed, it is well-established that 

immigrants and English learners face greater discrimination in schools (Cummins, 1986) 

and have fewer opportunities to engage in academic and non-academic opportunities 

(Gándara & Mordechay, 2009; Gándara & Mordechay, 2017). Paired with the current 

sociopolitical context of harsh rhetoric toward immigrants and the Latinx population (Kirk 

& Martin, 2017), students in this predominantly Latinx community could experience 

declines in their school engagement, which is a long-established attribute linked to student 

absenteeism in secondary grades (Bealing, 1990; Reid, 1983; Southworth, 1992). This shift 
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in school climate and broader disengagement among students might explain not only 

immediate declines in the district’s attendance rates but the sustained declines as well. 

Lastly, as noted previously, some of the immediate declines in attendance might also 

be tied to student mobility. That is, it is likely that some students exited schools entirely 

following an incident, but they were considered absent for a period of time afterward. This 

would be consistent with the finding from Dee and Murphy (2019), who note the 

relationship between ICE cooperation with local police and Latinx mobility. While students 

in this study were removed from being considered absent- a form of missing school that is 

temporary or sporadic- after the district could not reach the family, this indicator likely does 

not capture the exact time when students exited the district’s schools. 

Implications 

Based on these findings, this study calls for the attention of educators and 

policymakers to identify ways to support students subject to the impacts of immigration 

enforcement. First, for educators, this study does not consider the role of educators as one 

that is punitive of absenteeism or supportive of student attendance during times of 

heightened immigration enforcement. Rather, teachers and school leaders might consider 

these findings in the context of needing to dedicate resources and support structures to help 

students reengage academically and socially in their schools during and periods of absence. 

While beyond the scope of what the data and analysis in this study can answer, educators 

and researchers might consider exploring attendance prevention models, such as the tiered 

system of intervention outlined by Attendance Works (n.d.-a), These models do more than 

promote positive attendance behaviors; they also provide school personnel guidelines for 

maintaining open lines of communication between themselves and students and families, 
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monitoring student attendance to understand when some students might require additional 

academic support, and identifies what features of school climate might deter or encourage 

future attendance.  

For example, school leaders could consider their role in facilitating positive school 

climates for their students, particularly fostering initiatives that support the needs and 

backgrounds of their Latinx students. Previous research documented the ways in which 

principals and educators have responded to various forms of immigration enforcement in 

conjunction with their schools and communities, including the establishment of school-level 

protocol and procedures to ensure schools remained a safe space for their students 

(Crawford, 2017). Other researchers and stakeholders have suggested ways to support 

immigrant-origin students specifically, such as bilingual resources to improve access to 

social capital and resources (Bartlett & García, 2011; Portes & Hao, 2002) and professional 

development to promote the development of competencies in leaders, counselors, and 

teachers to support students affected by immigration enforcement (Crawford et al., 2019). 

Scholars have identified particularly strong motivation and aspirations among immigrant-

origin students that often exceeds their peers (Dreby & Stutz, 2012), so if in fact the results 

of this study are particularly pronounced for immigrant-origin students, it should be of 

interest to educators to leverage the strengths of these students’ personal backgrounds to 

engage them and their families in light of their attendance patterns. To be clear, these 

suggestions are beyond the scope of this study and are merely suggestions for future 

research and educators to consider in the context of this study’s findings. 

For policymakers, states should consider revisiting ways in which schools may 

experience disproportionate challenges with student absenteeism, both as an issue of 
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accountability as well as per pupil funding. With regards to funding, a recent investigation 

showed that a California school district lost approximately $29 per day missed by each 

student (Faryon & Crowe, 2011). This means that one district, such as the one featured in 

this study, can lose millions of dollars from state funding over just a few years due to out-of-

school factors that result in declines in attendance.  

This district would also be at a disadvantage in terms of its evaluation in accordance 

with chronic absenteeism metrics as part of California’s accountability plans under the 

Every Student Succeeds Act. This policy issue is compounded by the fact that states are 

increasingly publicizing school performance on each accountability metrics, such as the 

rollout of the California School Dashboard. Unfortunately, these districts often serve the 

most vulnerable demographics in U.S. schools (Yoshikawa et al., 2017), and therefore, they 

are disadvantaged by not only needing to reconcile high absence rates to support the 

educational success of their students but also having to do so with less funding and greater 

scrutiny from policymakers.  

Thus, this study calls on state policymakers to revisit policies and guidelines that 

could further exacerbate educational inequities between schools. This includes investing in 

schools that have experienced gaps in educational outcomes associated with proximity to 

enforcement activities by providing additional funding to make investments, such as those 

discussed above. Moreover, states should be mindful of the ways in which current 

absenteeism and truancy laws and guidelines could negatively impact schools and their 

students. This study cannot provide answers as to specific policies that should be revised or 

the impact of such, but it is clear that as currently enforced, these policies do 

disproportionately hurt District A and similar district impacted by immigration enforcement. 
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Finally, policymakers and educators may consider consulting with migrant education 

services that are required to be provided by the Department of Education in each state. 

These departments are essentially actors and receive funds from the U.S. Migrant Education 

Program (MEP), which outlines ways to connect migrant students to resources and services 

to further their education even if they are not in school. For example, schools can connect 

students to educational services outside of schools that include preparation to finish high 

school via a GED (Granados, 2018). In addition to funds provided by MEP, schools can use 

a portion of their Title I funds to target subgroups of socioeconomically disadvantaged 

students, who in this study were disproportionately impacted by immigration enforcement. 

Each of these sources of funds can be used to supplement students’ education outside of the 

regular school day, which may be necessary in times when attending school is simply not in 

the best interest or safe for these students and their families. The effect of these interventions 

cannot be evaluated in the present study but may be seen as helpful in addressing the 

impacts this study identified. 

Limitations and Future Research 

Contributions from this study must be considered along with inherent limitations. 

First, this study was unable to identify whether District A took action internally among 

school personnel or externally to families following incidents of immigration arrests. More 

information is needed regarding the extent to which school responses can mitigate potential 

educational impacts that come from students missing school. For example, Oakland, 

California remains a sanctuary city, and all schools within Oakland are officially sanctuary 

schools for immigrant-origin youth. Future research ought to consider how school or 

district-level policies relate to student outcomes, particularly when consequences that may 
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be unavoidable for students- such as absenteeism- are tied so closely to the educational 

success of students. With research documenting the success and failures of school responses, 

studies such as this can inform interventions and policy responses seeking to diminish 

negative consequences of enforcement to student populations.  

Second, this study was unable to glean specific mechanisms that explain declines in 

student attendance following incidents of immigration arrests. Future qualitative research 

might consider engaging with teachers, school leaders, and community members to better 

understand and respond to issues facing those affected by enforcement actions. This research 

is key to informing local community and school policies that seek to support vulnerable 

students and families. 

 Finally, the findings from this study are not generalizable other schools. While the 

demographics and schools are similar to those in countless communities across the U.S., 

results from this study should be interpreted only in the context of this single school district. 

Future research should extend the methods employed in this study to evaluate student 

outcomes in other districts and states, which would test and contribute to the generalizability 

of the findings in this study.  
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IV. Study 3: Preparation and Experiences of New Teachers in the Sociopolitical 
Context of Heightened Immigration Enforcement 

 
Teachers are tasked with supporting students academically, socially, and 

emotionally, including when students face significant challenges in and outside of school. 

They are expected to adapt to meet the increasingly diverse needs present in their 

classrooms each year while focusing on narrowing gaps in achievement to supporting 

students’ non-academic success in attendance, social-emotional learning, and on-time 

graduation. New teachers are on the forefront of these challenges. Over 80,000 first-time 

teachers enter the U.S. teaching workforce every year, approximately 2-3% of the total 

teaching population (Warner-Griffin et al., 2016). In California, one of the most 

racially/ethnically diverse state in the U.S. (U.S. Department of Education, 2018), over 

16,000 first-time teachers enter the teaching workforce each year, which is 5-6% of the 

California teaching workforce (Suckow & Lau, 2018).  

Beyond the typical challenges with adjusting to full-time teaching and managing 

their own classrooms, new teachers must also confront contemporary challenges that they 

may or may not have expected or been prepared to address, such as outbreaks of 

communicable illnesses that prevent students from coming to school (Johnson & McDaniel, 

2020), natural disasters that destroy parts of the surrounding community (Hamm, 2017), or 

sudden immigration raids that occur shortly following a change in presidential 

administrations (Lind, 2017).  

In fact, supporting immigrant-origin students in the face of potential trauma related 

to immigration enforcement is a reality for many teachers. Approximately 2,000 school 

districts served communities within 25 miles of where deportations occurred between 2009-

2016 (Kirksey et al., 2020). Moreover, researchers estimate that around 5 million children, 
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7% of all school-going children in the U.S., live with at least one undocumented parent 

(Passel & Cohen, 2018), a majority of whom are Latinx—the racial/ethnic group that has 

been the primary target of immigration arrests and removals (Chaudry et al., 2010; Dreby, 

2015). Thus, schools could be impacted in times of heightened enforcement, as students, 

students’ families, and surrounding communities experience rising fear of facing 

consequences of immigration policy. 

For a majority of the teaching workforce, the first exposure new teachers have to 

learning about instructional practices and strategies to meet the diverse learning needs in 

their future classrooms is in teacher preparation programs (TPPs). Traditional TPPs5 are 

complicated endeavors designed to meet a variety of goals including developing pedagogical 

skills and a sense of professionalism, fulfilling state coursework and accreditation 

requirements, and preparing preservice teachers to meet state licensure requirements usually 

involving standardized assessments and minimum student teaching thresholds. Though the 

order and mix will vary by program, most TPPs will seek to reach these goals through a 

combination of coursework, field experiences, and summative assessments. Whether and 

how these different components of TPPs matter for teacher effectiveness and whether 

programs, as a whole, differ in their effectiveness has been the subject of scholarly debate 

(Boyd et al., 2009; Goldhaber, 2013; Henry et al., 2013; Koedel et al., 2015; Ronfeldt & 

Reininger, 2012).  

 
5 This study focuses on the preparation of teachers who fulfill requirements for licensure 
through traditional preparation programs, which make up the majority of TPPs. It does not 
consider components of preparation offered by alternative TPPs, as they differ substantially 
from traditional TPPs. 
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To address one of the many challenges educators are facing across the country, the 

motivation for the present study is to identify which of these preservice components might 

help new teachers feel better prepared to support their students in the context of rising 

immigration enforcement. Unfortunately, the schools struggling the most with making 

improvements for lower performing groups of students are the same schools that are more 

likely to enroll immigrant-origin students (Kirby et al., 2002; U.S. Department of Education, 

n.d.). Many immigrant-origin students’ backgrounds vary with regard to English 

proficiency, cultural and family ties to their communities, and authorized status to reside in 

the U.S. For the teachers of these students, there is concern that addressing the heterogenous 

learning needs, varying even within this subgroup of students, will interact and become 

more difficult with potential spillover effects from immigration policies (Yoshikawa et al., 

2017).  

In fact, recent research has linked immigration enforcement to educational outcomes 

for students in K-12, with a particular focus on immigration policy under the Obama 

administration. This body of work has demonstrated a relationship between apprehensions 

and absenteeism for first and second-generation students in elementary and secondary 

grades (Sattin-Bajaj & Kirksey, 2019), the effects of the rollout of policies that increase 

local cooperation with immigration officials on Latinx-White racial/ethnic achievement gaps 

(Bellows, 2019), and Latinx student mobility (Dee & Murphy, 2020), and the effects of 

deportations that occur near schools on Latinx-White gaps in achievement and chronic 

absenteeism in secondary grades (Kirksey et al., 2020). While the literature is relatively new 

with regards to the ways immigration enforcement can impact schools and their students and 

families, there is a clear trend in findings that indicate that enforcement policies that involve 
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the deportation or arrest of unauthorized residents within the U.S. result in potential 

spillover effects for students in schools.  

Largely absent from the nascent literature on immigration enforcement impacts in 

schools is a focus on teachers. As schools and educators are held accountable for the 

progress of all students, understanding if and how new teachers are being prepared to cater 

to the academic and non-academic needs of immigrant-origin students as well as support all 

students in the current sociopolitical context of heightened enforcement is paramount. 

Immigrant-origin students, their peers, and their communities are subject to the spillover 

effects of immigration policy, and new teachers are at the forefront of this crossfire between 

immigration and education policy. Thus, given this context, more attention is needed 

regarding the ways in which immigration enforcement could relate to experiences of 

educators of K-12 students. This study seeks to answer the following research questions: 

1. At the end of their first year of teaching, do new teachers… 

a. …perceive that immigration enforcement has impacted their students? 

b. …perceive that immigration enforcement has impacted their job satisfaction? 

c. …perceive themselves as prepared to support students experiencing effects of 

immigration enforcement? 

2. At the end of their first year of teaching, what background or preservice training 

characteristics associate with… 

a. …their perceptions of whether immigration enforcement has impacted their 

students? 

b. …their perceptions of whether immigration enforcement has impacted their 

job satisfaction? 
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c. …their perceptions of their preparedness to support students who may be 

impacted by immigration enforcement? 

3. Do these perceptions differ based on teacher or school characteristics? 

Theoretical Framework 

 This study considers schools as open social systems where multiple actors work 

together to achieve common goals (Norlin, 2009). Schools consist of multiple 

interdependent actors, including principals, teachers, and students, and schools receive 

“inputs” from external contexts. As a result, their “outputs” are a result of the interaction 

between external and internal environmental conditions (Bertalanffy, 1981; Scott & Davis, 

2015). This is in contrast to a closed system, where such actors are self-contained and 

unaffected by external environmental factors. A closed system of schooling would imply 

that no cultural, social, or political influence from the community and other institutions 

exists. Undeniably, one of the major goals for educators is to narrow educational gaps and 

support vulnerable populations in schools, which inherently consists of attributes from out-

of-school settings (Yoshikawa et al., 2017). To attain these goals, school leaders, teachers, 

and other personnel interact within the school system to locate the source of problems and 

identify solutions to produce success for their students (Bertalanffy, 1981; Scott & Davis, 

2015). For example, teachers depend on their school and district leadership for top-down 

policy priorities, leaders depend on teachers to adopt routines and implement practices, and 

students depend on teachers for guidance as a means to achieve educational success 

(Anderson & Carter, 1990; Parsons, 1959).  

The adoption of an open systems framework is key to understanding teachers and 

their preservice and in-service experiences in an environment that undeniably experiences 
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shocks due to heightened immigration enforcement. In preservice, teachers belong to teacher 

preparation programs (TPPs) within universities that are often oriented toward serving and 

maintaining connections with local communities (Bloomgarden & O’Meara, 2007; Campus 

Compact, 2000; Percy et al., 2006; Peters et al., 2005; Rutheiser, 2011). In fact, TPPs often 

involve their preservice teachers in local schools for convenience of student-teaching 

placements and to maintain these connections at the program and university-levels 

(Richmond, 2017; Zeichner et al., 2016). Thus, not only do TPPs operate within 

communities that are subject to impacts from aggressive immigration enforcement policies, 

but the TPPs and cooperating school systems are extensively intertwined. Considering both 

TPPs and schools as open systems allows for an assessment of how teachers make sense of 

their professional capacities and future roles as educators (Coburn, 2001; Spillane, 1999). 

For example, during times of heightened immigration enforcement, teachers may see 

themselves as a potential “environmental protective factor” within schools to support 

students who may be affected by immigration enforcement (Hall & Quinn, 2014; Perez et 

al., 2009; Wang, 2015). Especially poignant for students experiencing stress or anxiety due 

to fears of deportation or other enforcement actions, prior research notes that students 

benefit immensely from having one supportive educational agent, such as teachers or school 

leaders (Michou et al., 2016; Perez et al., 2009; Thomsen, 2002). Positive relationships with 

school mentors can act as the counterbalance of negative experiences outside of school, 

facilitating optimism and self-confidence for students entering the classroom with negative 

self-concept or outlooks (Brown, 2004). As a result of promoting these relationships and 

working to meet the needs of students in times of heightened enforcement, teachers may 

themselves experience significant signs of being overworked and lower rates of job 
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satisfaction (Sanchez et al., 2018). This may be particularly true for new teachers, given 

these teachers are fairly new to the profession and are still developing their identities as 

teaching professionals with new norms and expectations (Ruohotie-Lyhty & Moate, 2016).  

Empirical Background 

The literature is sparse with studies that have examined the ways immigration 

enforcement has impacted teachers. Only two empirical studies exist. Sanchez, Freeman, 

and Martin (2018) explored the ways in which some teachers have been impacted by harsh 

enforcement policies. Surveying 38 educators who responded to an initial survey from The 

Civil Rights Project at UCLA, the authors asked teachers, staff, and administrators about 

their experiences working with immigrant-origin students and their families. Findings 

indicated that educators experienced symptoms consistent with Secondary Traumatic Stress, 

feeling overworked from supporting students being targeted by immigration officials, 

feeling a sense of deterioration in the trust among other educators in their schools (Sanchez 

et al., 2018). This was the first evidence about the potential impacts educators are 

experiencing from heightened immigration enforcement policies. 

Ee and Gándara (2019) examined the extent to which the general teaching population 

felt that they and/or their students were affected by immigration enforcement. The authors 

distributed a survey to over 3,600 educators across the U.S. and report several key findings. 

They found that the teachers in their sample reported witnessing impacts of immigration 

enforcement on all students, not only those from immigrant backgrounds. Moreover, this 

relationship was particularly pronounced in Title I schools and in schools with higher 

proportions of White students.  
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No research has examined how preservice training for new teachers relates to 

experiences with immigration enforcement. This is a significant oversight, especially as new 

teachers are faced with the reality of supporting students, both immigrant-origin and their 

peers, in times of heightened enforcement and disruptions to the learning context. The focus 

on new teachers is especially important, as new teachers in their initial years of teaching are 

more susceptible to stressors associated with increases in job dissatisfaction compared to 

teachers with greater experience (Zhang & Zeller, 2016), ultimately leading to burnout and 

turnover. Scholars have long wrestled with how to mitigate factors related to new teacher 

turnover (Loeb et al., 2013), an issue often cited as the largest aspect of teacher supply 

problems (Ingersoll, 2001). As immigration policy and enforcement increasingly spillover 

into the educational contexts of students in K-12 schools, this work seeks to provide the first 

source of evidence of any relationships between preservice training in teacher preparation 

programs (TPPs) and new teachers’ experiences with immigration enforcement.  

Teacher Preparation Programs 

Most prior research has examined how preservice training is tied to new teachers’ 

students’ test scores, rather than a larger array of characteristics that undoubtedly affect 

student success that teachers can also influence (Goldhaber, 2013; Koedel et al., 2015; von 

Hippel et al., 2016). Scholars have connected preservice training of new teachers to their job 

satisfaction (Kelly et al., 2019; Mansfield et al., 2016), but this work has not established a 

link between teachers’ preservice experiences and their job satisfaction or sense of 

preparedness when supporting students of immigrant backgrounds. For students affected by 

immigration enforcement, teachers may find themselves assisting students experiencing 

trauma immediately following enforcement actions (Sanchez et al., 2018) or having to make 
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sense of their professional responsibilities when ICE activities occur on or near school 

grounds (Crawford, 2015). As teachers’ initial source of training, certain components of 

TPPs may affect the extent to which teachers feel prepared and maintain resilience in 

support immigrant-origin students during times of heightened immigration enforcement. 

Coursework. Often preservice teachers will complete some coursework prior to 

beginning their fieldwork in the classroom and will continue taking courses until the end of 

their program. While exact course requirements vary between programs, all preservice 

teachers are expected to have completed courses that cover subject-matter content 

knowledge, pedagogy, educational foundations, and technology (Preston, 2017). While 

extant research is mixed regarding the impact of preservice coursework on student outcomes 

(Allen, 2003; Harris & Sass, 2011; Henry et al., 2013), prior work supports the relationship 

between coursework and perceptions of preparedness, such as supporting cultural and 

linguistic diversity (Whitaker & Valtierra, 2018), subject-matter efficacy (King & Wiseman, 

2001), and knowledge of classroom management strategies (O’Neill & Stephenson, 2012).  

The issue of acknowledging backgrounds and learning needs of immigrant students 

or, relatedly, how to best support these students in times of heightened enforcement could 

permeate much of TPPs’ coursework. The extent to which instructors embed strategies or 

discussion in courses about ways to support immigrant-origin students or the implications of 

out-of-school factors unique to this population, like immigration enforcement, could 

conceivably impact whether teachers feel prepared to address it. 

Field Experiences. Preservice teachers apply the knowledge received in their 

coursework with field-based experiences. Observing full-time teachers, assisting in 

classrooms, and student teaching are the experiences in which preservice teachers try new 
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instructional strategies, cater to diverse learning needs, and acclimate to the schooling 

context. Preservice teachers consistently rate student teaching as being the most helpful 

aspect of their preparation (Guyton & McIntyre, 1990; Van Zandt, 1998), but research is 

mixed regarding the benefit of student teaching (Ng et al., 2010; Valencia et al., 2009; 

Youngs & Qian, 2013). Throughout their field placements, preservice teachers are observed 

by university supervisors, who tend to be former teachers and also teach methods 

coursework in TPPs. Cohen, Hutt, Berlin, Matthews, McGraw, and Gottlieb (2020) note that 

field experiences can vary substantially for preservice teachers, as these experiences involve 

messaging and mentorship from cooperating teachers as well as university supervisors. 

Variation in the quality or differences in views of teaching paired with variation in the 

compositions of classrooms among teachers links with teachers’ perceptions of their training 

and future in-service practices (Ronfeldt, 2012, 2015; Ronfeldt & Reininger, 2012).  

In California, state standards require “Clinical sites (schools) should be selected 

that…provide robust programs and support for English learners [and] reflect to the extent 

possible socioeconomic and cultural diversity…” (California Commission on Teacher 

Credentialing, 2015). If such settings include exposure to students impacted by immigration 

enforcement, seeing and confronting students’ trauma, stress, and/or anxieties related to 

immigration enforcement as preservice teachers plan and deliver lessons in an actual 

classroom is likely to be the first concrete instance where preservice teachers address this 

practical challenge. How they handle that experience (or how they are instructed to handle 

that experience by cooperating teachers, supervisors, and faculty instructors) is likely to 

have an influence on preservice teachers’ views of their responsibility and efficacy in 

supporting students in the future. 
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Licensure Examinations. Critics both inside and outside TPPs have raised that most 

licensure examinations consist of standardized tests that bear little resemblance to classroom 

teaching. Recently, teaching performance assessments (TPAs) have gained widespread 

attention as a more authentic way to measure whether preservice teachers are ready for the 

job. These efforts have been further amplified by the growing interest of state and federal 

policy of tying teacher performance to the TPPs that trained them (Superfine et al., 2012).  

Performance assessments have garnered significant support and traction nationwide. 

For example, edTPA is in use in nearly 900 TPPs in 41 states (Pearson Education Inc., n.d.). 

As a licensure examination, edTPA is designed to edTPA’s subject-specific rubrics involve 

planning, instruction, and assessment knowledge and practices of preservice teachers. To do 

so, the assessment requires that preservice teachers upload samples of unedited video of 

lesson plans and artifacts collected from students in their field experiences. The assessment 

also requires preservice teachers to reflect on their filmed practice and their students’ work 

drawing from coursework and feedback from university supervisors. Following the upload 

of video, artifacts, and reflections, external evaluators score preservice teachers in 

accordance with edTPA’s rubrics. 

In California, the TPAs- edTPA, PACT, and CalTPA- act as licensure examinations, 

and therefore, they exert direct curricular and programmatic pressure on TPPs (Cohen et al., 

2020), which is explicitly by design. TPAs were designed to provide an authentic 

assessment of preservice teachers, a common language for TPPs, and a way for TPPs to be 

held accountable by accreditors and state officials (Darling-Hammond & Hyler, 2013). 

While the TPAs in California do not include rubrics that ask teachers to reflect specifically 

on their training to support students affected by immigration enforcement, teachers are 
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expected to demonstrate throughout the assessment how their teaching is or is not addressing 

needs of diverse student populations.  

Recognizing this integration of the TPAs into TPPs showcases that TPAs are indeed 

a component of TPPs by way of being a licensure requirement but also that TPAs span 

coursework and field experiences. This means TPAs could relate directly to the preparation 

of new teachers to support students affected by immigration enforcement. As TPPs face 

external accountability pressures, understanding whether new teachers feel TPAs, a high-

stakes tools for teacher learning, prepared them to address impacts related to immigration 

enforcement is a relevant issue for policymakers, especially as these assessments purport to 

“measure and support the skills and knowledge that all teachers need from Day 1 in the 

classroom” (Pearson Education Inc., n.d.). 

California Teaching Performance Expectations. Each of these discrete elements 

of programs- coursework, field experiences, and TPAs- are guided by California’s state 

standards, referred to as the Teaching Performance Expectations (TPEs). A brief review of 

the specific elements of the TPEs that may relate to preparation to support immigrant-origin 

students is necessary to how these emphases may influence the different components of 

teacher preparation in the state. First, among the six standards, the first TPE, “Engaging and 

Supporting All Students in Learning,” is the most direct in promoting practices that likely 

apply educating and supporting immigrant-origin students in and out of the classroom. This 

standard emphasizes that teachers should increase and apply their knowledge of students’ 

personal backgrounds to engage them in learning, including the use of, “…[students’] funds 

of knowledge and cultural, language, and socioeconomic backgrounds…” (California 

Commission on Teacher Credentialing, 2016, p. 5). The standard also explicitly states that 
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teachers have a responsibility to maintain ongoing communication with families as well as 

create an appropriate learning environment for students first and/or second language 

acquisition. Other elements of the TPEs make explicit the need for teachers to establish a 

supportive environment for language acquisition, recognize the role of personal biases in 

dispositions in their work with students, and understand the laws and policies that concern 

their roles as teachers (California Commission on Teacher Credentialing, 2016).  

These elements of the TPEs indeed guide the design of coursework, field 

experiences, and the TPA. In accordance with the guidelines, TPPs could provide preservice 

teachers with opportunities to learn about the backgrounds of immigrant-origin students, 

strategies for engaging their families, and fostering communication between school and 

families and students that maintains appreciation for multilingual education. These are just 

some of the many ways preservice teachers may gain exposure to best practices, which may 

in turn lead to their perceived ability to support immigrant-origin students (Lowenhaupt et 

al., 2019). 

Connecting Preservice to In-Service Experiences 

Once in-service, teachers of immigrant-origin students are expected to be prepared to 

attend to common needs, such as assisting students with English language acquisition and 

social integration (Cummins, 1986). Though not all immigrant-origin students have these 

challenges, and in fact, many schools consist of predominantly second-generation 

immigrant-origin students. TPPs should ideally equip new teachers with knowledge and 

skills needed to appeal to these wide-ranging student needs presented in the learning context 

(Goodwin, 2002, 2017). Noting these heterogeneous needs in dynamic educational contexts 

is particularly important when assessing the impacts of immigration enforcement, as these 
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impacts have been shown to expand beyond direct effects for immigrant-origin students but 

also for peers of these students and Latinx populations more broadly (Bellows, 2019; Dreby, 

2012; Kirksey et al., 2020). However, to date, little is known about how new teachers 

experience these challenges in the context of rising enforcement activities, and nothing is 

known about how these experiences are connected to their preservice training. 

This study addresses two gaps in the current literature on teacher preparation, 

education, and immigration policy. This is the first study to take an in-depth look at how the 

effects of immigration enforcement are manifesting in a critical portion of the teaching 

workforce, those who are new to the profession. By focusing on new teachers, this study 

also connects these experiences to current efforts to improve teacher preparation, where 

TPPs are commonly seen as a critical policy lever. Implications from this work could inform 

current policy efforts to ensure that resources and training are in place to ensure new 

teachers receive as much support as possible to support their students and schools impacted 

by immigration enforcement from day 1. 

Method 

 Data for this study came from graduated preservice teachers from seven of the 

University of California’s teacher preparation programs (TPPs) after they have completed 

their first year of full-time teaching. The teacher education programs in the UC-system 

prepare 700 to 900 preservice teachers each year to teach in general education, which is 

approximately 7% of the annual labor supply of new teachers in California. 

 The seven TEPs included in this study share many similarities. The UC TPPs share a 

joint mission in preparing teachers whose teaching is oriented around social justice. 

Structurally, all are postgraduate programs that require a minimum of a 3.0 undergraduate 
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GPA for admission, with few exceptions granted by university-based administrators. All 

programs engage preservice teachers in coursework prior to placing them in cooperating 

schools. Other program requirements include three additional quarters of coursework 

(totaling 13 months of full-time course requirements for graduation), at least two semesters 

of student teaching, and writing a reflection-based thesis. Following completion of program 

requirements, preservice teachers receive a teaching credential and either a Master of 

Education (M.Ed) or a Master of Arts (M.A.) degree.  

During the initial semester of student teaching, preservice teachers work in their field 

placement part-time and complete coursework. The next semester involves additional 

student teaching, coursework, a capstone or thesis project, and completion of the teaching 

performance assessment (TPA) utilized in the program (CalTPA or edTPA). Some 

differences among the programs include having small cohorts versus traditional admission 

models and enrollment. As such, programs maintain autonomy over program requirements 

and structure as long as they demonstrate adherence to the California TPEs and fulfill 

accreditation requirements. 

Data 

This study used data collected from the 2017-18 graduating cohort at two periods in 

time. In preservice, teachers were distributed a survey at the end of their TPPs. Then once 

in-service, teachers were distributed a survey at the end of the 2018-19 school year, which 

was after they completed one year of teaching. Each survey was approximately 15-20 

minutes in length, and surveys were distributed using Qualtrics online software. Survey 

incentives were offered in each wave of data collection.  
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Preservice Survey 

In the initial survey, 554 graduating preservice teachers from the elementary and 

secondary credential programs completed the survey, constituting a response rate of 69% to 

the initial survey. Preservice teachers were given the option to indicate whether they were 

willing to participate in follow-up surveys, and those that agreed provided their personal 

email addresses in the initial survey. This preservice survey asked teachers to report their 

demographic information as well as their perceptions of various components of their 

preparation in their program. Prior to data collection, cognitive interviews were conducted 

with a convenience sample of practicing teachers who are alumni of the UC TPPs to verify 

items were consistently understood, questions were perceived as fair and accurate, and the 

survey was generally comprehensive as it relates to the experience of preservice teachers. 

Background Characteristics. Background information on preservice teachers was 

solicited at the end of the survey, and included questions on gender, race/ethnicity, 

undergraduate GPA, type of school attended in K-12, parent education, and type of 

credential. All variables constructed from this information are listed in Table 10. 
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Table 10 

Descriptive Statistics of 2017-18 of Teacher Respondents to Preservice and Follow-Up 
Surveys 
      
  Mean SD 
Pre-service teacher characteristics     
   Male 0.24 0.43 
   Asian 0.16 0.37 
   Latinx 0.22 0.42 
   Other race 0.14 0.35 
   Undergraduate GPA 3.46 0.32 
   Attended public high school 0.95 0.23 
   Parent completed high school 0.10 0.31 
   Parent completed some college 0.15 0.36 
   Parent completed Bachelor's degree or higher 0.64 0.48 
   Elementary credential 0.53 0.50 
      
Observations 473 

 

Preservice Training Characteristics. Items soliciting perceptions of preservice 

training characteristics were reported on 5-point Likert scales, where preservice teachers 

could strongly disagree, disagree, neither agree or disagree, agree, or strongly agree to each 

question. These questions were derived from surveys used by Cohen and colleagues (2020)6 

surveying programs in a mid-Atlantic state and a pilot study at one of the TPPs in the UC-

system (Gottfried et al., 2019). As such, scales of preservice training used in these prior 

studies were constructed for the present study using confirmatory factor analysis (CFA) as 

described below. 

 
6 Cohen et al. (2020) engaged preservice teachers in cognitive interviews during pilot testing 
to verify consistent understanding of survey questions, accuracy of questions in capturing 
perceptions of preparation, and comprehensiveness of the survey as it relates to their 
experience in their programs. 
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Items about preservice training were focused on three particular components of teacher 

preparation in TPPs: coursework, field placement, and the TPA. Based on the results from the 

CFA, five scales were constructed. The first factor measured views of whether the TPA, a 

major licensure requirement that is integrated across instruction and practices in TPPs, was 

useful in their preparation for becoming a teacher (Helpfulness; α=.96; The TPA was 

worthwhile in my development as a teacher). The second measured views on whether the TPA 

aligned with the other parts of the preparation program (Alignment; α=.90; My methods 

instructors mentioned the TPA in course discussions). The third scale from the survey 

measured perceived support from university supervisors (University Supervisor; α=.86; My 

supervisor observed me on a regular basis). The fourth measure of perceptions of preservice 

preparation was whether placement experiences aligned with preservice teachers’ 

expectations and desires for future classroom placements (Placement Experience; α=.85; My 

student teaching placement was consistent with my career teaching plans in terms of students’ 

academic performance). Finally, the last scale measured perceptions of program cohesion in 

terms of goals, mission, and expectations (Program Coherence; α=.73; My program 

articulates a clear vision of teaching and learning). 

Exposure to training to support immigrant-origin students. Items unique to this 

study, the last portion of the survey consisted of 14 questions about preservice training 

characteristics that are specific to supporting immigrant-origin students. Similar to above, 

these questions concerned teacher preparation via coursework, field placement, and the TPA 

in TPPs. Unlike previous survey items, these questions were asked on a Likert scale where 

options referred to frequency as opposed to agreement with statements. This scale was 

determined based on feedback from the cognitive interviews, where pilot survey participants 
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felt questions related to training to support immigrant-origin students would be best 

answered using measures that refer to exposure as opposed to agreeance. Thus, teachers 

were asked to respond to how frequently they witnessed impacts from immigration on 

students with the options of Never, Infrequently, Occasionally, Frequently, and Very 

Frequently. Given the items were developed for this study, an Exploratory Factor Analysis 

(EFA) was used to condense items into the appropriate number of scales to avoid issues with 

multicollinearity. Prior to the EFA, the Kaiser-Meyer-Olkin (KMO) statistic was generated 

to ensure the survey questions were factorable based on the sample size. The KMO statistic 

derived from the responses was 0.78, which exceeds the threshold of 0.60 recommended by 

Mulaik (2009). 

Based on the results from the EFA, three scales were constructed. The first scale 

measured preservice teachers’ exposure to teaching and learning to support immigrant-

origin students academically (Academic Support; α=.92; I discussed informal or formal 

assessments of learning for immigrant-origin students in my coursework). The second scale 

measured preservice teachers’ exposure to backgrounds and engagement with immigrant 

families (Engagement; α=.93; I discussed backgrounds of immigrant families in my field 

placement). The third scale measured preservice teachers’ exposure to immigration policy 

(Policy; α=.91; In my field placement, I discussed my school's policies and procedures for 

communicating with a federal immigration agent if approached during school hours). 

Note that these background and preservice training characteristics are the key 

predictor variables to answer the second research question. Table 11 contains the compiled 

scales of preservice training along with individual survey items. 
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Table 11 

 

 

Follow-Up Survey 

Immigration Enforcement Outcomes. In the first follow-up survey, 473 teachers 

responded- 85% of the total number of teachers who responded to the preservice survey. The 

survey asked 26 questions about teachers’ perceptions of immigration enforcement. These 

questions focused on three topics that are the key outcomes of this study. The first scale 

Scale Summary Items
edTPA helped me to become a stronger teacher
On the whole, edTPA was aligned with my teacher education program's approach to teaching
edTPA was worthwhile in my development as a teacher
edTPA helped me connect ideas across my teacher preparation
edTPA helped me make connections between educational theory and my experience student teaching
edTPA helped me reflect upon my own understanding of teaching
edTPA helped me reflect upon my own understanding of student learning
edTPA better prepared me to teach diverse students
edTPA better prepared me to plan and teach lessons
edTPA provided an opportunity for my personal professional development
edTPA provided an opportunity to reflect upon my own teaching practice
edTPA helped me to become a stronger teacher
edTPA helped me design assessments and use information from assessments in instructional planning
edTPA was a focus of my coursework throughout my teacher preparation program
My program emphasized edTPA as a valuable tool for my development as a teacher
My program emphasized edTPA as a necessary requirement for graduation
I had the support needed to complete edTPA succesfully
Focused heavily on edTPA during the semester
Mentioned edTPA in course discussions
Gave course assignments related to edTPA
Were helpful in supporting my completion of edTPA
Were knowledgeable about what I was required to do in edTPA
Valued edTPA as a worthwhile part of teacher preparation
My instructors mentioned edTPA in course discussions
My supervisor gave me useful feedback on my teaching
My supervisor was available to talk with me when I had questions or concerns about teaching
My supervisor observed me on a regular basis
My supervisor provided useful feedback on components of my edTPA
My program articulates a clear vision of teaching and learning
I hear similar views about teaching and learning across courses
What I learn in methods courses reflects what I observe in my student teaching placement
The criteria by which I am evaluated as a student teacher are consistent with what I am taught in my methods courses
Student teaching placement consistent with your career teaching plans in terms of students' academic performance
Student teaching placement consistent with your career teaching plans in terms of students' race/ethnicity
Student teaching placement consistent with your career teaching plans in terms of students' socioeconomic status
I discussed informal or formal assessments of learning for immigrant-origin students in my coursework
I discussed academic issues for some immigrant-origin students in my field placement (e.g. instructional strategies, 
language acquisition, assessments)
I discussed teaching and learning for immigrant-origin students in my teacher preparation program
I discussed academic issues for some immigrant-origin students in the Teaching Performance Assessment (e.g. 
instructional strategies, language acquisition, assessments)
I discussed backgrounds of immigrant families in my coursework
I discussed engagement with immigrant families in my coursework
I discussed backgrounds of immigrant families in my field placement
I discussed engagement with immigrant families in my field placement
I discussed ways to engage immigrant families in the Teaching Performance Assessment

In my field placement, I discussed my school's policies and procedures for communicating with a federal immigration 
agent if approached during school hours
In my teacher preparation program, I discussed the educational rights of students and families regardless of whether they 
are legally authorized to live in the U.S.
I discussed federal immigration policy in my coursework
I discussed my role as a teacher with regard to immigration policy in my teacher preparation program
I discussed federal immigration policy in my field placement

Perceived support from their University 
Supervisor

University Supervisor (α=.86)

Perceptions of whether their teacher education 
program was cohensive in its goals, mission, 
and expectations

Programmatic Coherence (α=.73)

Perceptions of whether their placement was in 
line with their expectations and desires for 
future classroom placements

Placement (α=.85)

Summary of Preservice Scales from Survey Items

Helpfulness (α=.96)
Perceptions of how useful edTPA was in their 
preparation for becoming a teacher

Perceptions of whether edTPA aligned with 
the other preparation they were receiving (i.e. 
coursework, placement)

Alignment (α=.90)

Academic Support (α=.92)

Engagement (α=.93)

Policy (α=.91)

Exposure to teaching and learning to support 
immigrant-origin students academically

Exposure to backgrounds and engagement 
with immigrant families

Exposure to immigration policy 
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measures teachers’ preparedness to support immigrant-origin students (Preparedness; α=.95; 

I feel prepared to identify signs of distress from students who may be affected by 

immigration enforcement). Consistent with the measures from Cohen and colleagues (2010), 

these items were asked on a 5-point Likert scale from Strongly Disagree to Strongly Agree. 

The items of this scale were constructed using EFA with the same procedures as described 

above. 

The second set of questions explored perceptions of the impact of immigration 

enforcement on teachers’ job satisfaction. These questions were modified from work from 

Sanchez and colleagues (2018) to match the Strongly Disagree-Strongly Agree Likert scale 

format. Sanchez and colleagues (2018) descriptively explored questions separately, and 

responses to the questions regarding teachers’ job satisfaction were highly correlated. Thus, 

this study used CFA to construct a scale measuring the impact of immigration enforcement 

on teachers’ job satisfaction (Job Dissatisfaction; α=.91; The reactions of some of my 

students to stepped-up immigration enforcement has had an effect on my level of stress or 

anxiety).  

The third set of questions related to teachers’ perceived impact of immigration 

enforcement on students in their schools (Impact on Students; α=.91; I have noticed a 

decline in student academic performance that may be related to concerns about immigration 

issues). Questions regarding the impact of immigration enforcement on students were 

derived from previous work by Ee and Gándara (2019), who constructed this scale using 

EFA with data from over 3,500 educators across the U.S. Consistent with previous items 

measuring teachers’ level of exposure, these questions were asked on a Likert scale where 

options referred to frequency. Teachers were asked to respond to how frequently they 
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witnessed impacts from immigration on students with the options of Never, Infrequently, 

Occasionally, Frequently, and Very Frequently. Then, the CFA was used to construct this 

same scale used by Ee and Gándara (2019). 

School Characteristics. Finally, teachers were asked to report an estimated 

proportion of students in their school who come from immigrant homes, the number of 

students in their class(es), and the grade level(s) they taught. Teachers were also asked to 

indicate whether their school was in an urban, suburban, or rural community as well as 

whether their school was a Title I school. Note these school characteristics refer to the 

teachers’ schools in-service, not their preservice teaching placement. 

Analysis 

 To answer the first and second research questions, this study examined the individual 

survey items related to perceived effects of immigration enforcement on teachers’ job 

dissatisfaction and their students. These items are listed in Table 12. Consistent with coding 

procedures of Ee and Gándara (2019), items referring to level of frequency- those making up 

the Student Impacts and Job Dissatisfaction scales- were coded as binary indicators for 

whether a teacher witnessed any instance of each student impact or any instance of job 

dissatisfaction. As noted by the authors, the binary coding procedure accounts for the 

subjectivity in frequency of impacts of immigration enforcement and limits the descriptive 

comparisons to whether such impacts occurred at all. For the scale of Preparedness, items 

were coded as 1 if teachers agreed or strongly agreed with statements and 0 if otherwise. 

Following coding procedures, mean differences were examined using t-tests for each of the 

survey items for the overall sample as well as for each relevant school characteristic. 
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Baseline Model 

To examine the third research question, how perceptions of teachers’ qualities of 

preparation in their TPPs relates to teachers’ perceived preparedness to support students who 

may be impacted by immigration enforcement, an OLS regression model was employed. 

This model is expressed as follows:  

𝑌!- = 𝛽$ + 𝛽%𝐵!- +	𝛽&𝑇!- + 𝛽'𝐼!- + 𝜀!- , 

where Y represents the scale measuring preparedness to support students who may be 

impacted by immigration enforcement for teacher i from teacher preparation program p. The 

other terms in the model represent the independent variables as written above, including 

background characteristics of candidates (B), qualities of preparation (Q), and qualities of 

preparation specific to supporting immigrant-origin students (I). Note 𝜀 is the error term 

containing unobserved residuals from the regression. The error term is every model is 

clustered at the program-level, as it cannot be assumed that the unobserved residuals among 

teachers who graduated from the same program are uncorrelated.  

Program Fixed Effects 

Given that this study collected data from multiple TPPs, this study will employ two 

separate models to evaluate the research questions. The baseline model compares all 

responses collected and does not account for program-level nesting. The second model 

accounts for these differences by eliminating all program-level variation that could confound 

results. 

As described above, while the programs surveyed were fairly similar in their 

structure and requirements for graduation, there are still many observed as well as 

unobserved differences between the programs that might confound the associations being 
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examined for the final research question. For instance, one program might have a longer 

history with the cooperating schools where most preservice teachers in the program are 

placed. This longer history might make a program appear more coherent from the 

perspective of preservice teachers, as these partnerships create conversations about the 

history of the program and reasons for maintaining these partnerships. Additionally, this 

longer history with cooperating schools might also relate to feelings of preparedness to 

support students who may be affected by immigration enforcement. For example, one of the 

possible reasons the program maintains this history with these schools’ is because the 

schools’ personnel are known for being attentive to the needs of immigrant-origin parents 

and students, which would likely affect the placement experience of preservice teachers. If 

this program-level factor of history with cooperating schools was not controlled for, the 

estimates of the relationship between program coherence and feelings of preparedness to 

support students who may be affected by immigration enforcement would be likely inflated, 

as the confounding variable of the established history of partnerships between programs and 

cooperating schools would be driving both the independent variable of program coherence 

and the outcome variable related to preparedness. Therefore, the baseline associations 

between perceptions of preservice preparation and the outcomes would suffer from omitted 

variable bias.  

Program fixed effects modeling is one way to deal with omitted variable bias due to 

nested structures in survey data. This modeling approach is expressed by the following: 

𝑌!- = 𝛽$ + 𝛽%𝐵!- +	𝛽&𝑇!- + 𝛽'𝐼!- + 𝛿- + 𝜀!- , 

where 𝛿- represents a series of binary indicators for whether a preservice teacher was 

attending each of the surveyed programs (1=yes was attending program p; 0=no was not 
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attending program p), with one program left out as the reference group. These program fixed 

effects remove all program-level variation from the rest of the associations estimated in the 

models, such as instructor quality, program resources, program leadership, geography, and 

all other factors that are shared between preservice in the same program. This restricts 

models to exploit differences between teachers who graduated from the same program. 

 Other important variables that are accounted for through program fixed effects are 

reasons why teachers selected to attend a certain university’s teacher education program, 

such as their geographic preferences in where they teach/live during the program or their 

perceived prestige of the program. 

Heterogeneity 

 Differences in results were examined based on three key characteristics: urban vs. 

non-urban schools (rural or suburban), Title I vs. non-Title I schools, and elementary vs. 

secondary teachers. To examine differences between these subgroups, fully interacted 

regressions with program fixed effects were employed using each of the characteristics. 

Results 

Descriptive Findings 

The first research question asked whether teachers believed that immigration 

enforcement impacted their students or their job dissatisfaction once in-service, and whether 

they perceived themselves as prepared to support students experiencing effects of 

immigration enforcement. The third research question then asks whether these perceptions 

differ based on school or teacher characteristics. Table 12 presents the breakdown 

percentages of responses to each survey item. For items related to student impacts and job 

dissatisfaction, recall that for the descriptive results, items were recoded as binary indicators 
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for whether a teacher experienced each of the statements. The items related to preparedness 

were coded based on whether teachers agreed (=1) or disagreed (=0) with the statements.  

Table 12 

 

The first column illustrates overall percentages from those who responded to both 

the preservice and in-service surveys (n=473). As seen in column 1, responses varied 

significantly across each of the domains. For items related to student impacts, over 70% of 

the sample reported that immigration enforcement was connected to increases in emotional 

and behavioral problems, lower academic performance, student expressions of fear at 

school, and indirect effects on classroom climate. Approximately 66% of teachers reported 

students were increasingly absent due to immigration enforcement, and just over half of the 

All Urban Title I Elementary
(n=473), % (n=393), % (n=373), % (n=248), %

Student impacts
   Increased emotional or behavioral problems 85.96 89.71 87.19 75.31***
   Impact on academic performance 79.90 82.46 78.42 67.14***
   Students expressing fear at school 80.59 83.53 80.18 69.18***
   Indirect effects on classroom climate 77.31 76.67 78.42 61.02***
   Indirect effects on students due to concerns for peers 71.17 72.32 67.89 61.61***
   Parents expressing concerns at school 54.12 57.06 54.64 50.82*
   Decreased parental involvement 55.63 59.28 53.86 48.78**
   Increased bullying 52.31 50.58 52.11 34.49***
   Increased absenteeism 66.31 66.52 62.63 45.08***
Teachers' job dissatisfaction
   Increased my stress/anxiety 68.57 72.66* 72.81* 63.22*
   Impacted my ability to do my job 62.28 62.50 59.43 57.47*
   Effect on how I feel about my job 39.43 37.50 39.08 32.08**
   Made my job harder 56.29 53.75 58.68** 43.68***
   Affected my job satisfaction 58.29 58.59 56.60 51.72**
   Impacted my working conditions 53.71 50.78 51.43 46.23**
   Affected my desire to continue my job 32.57 33.78 31.70 32.18
Preparedness
   Support immigrant-origin students academically 64.42 60.87* 61.40* 68.35*
   Engage immigrant families and their children 51.02 46.38** 43.86*** 55.10*
   Support immigrant-origin students non-academically 52.88 52.17 50.88 57.14**
   Prepared to meet the needs of students directly impacted 47.12 40.58** 38.60*** 46.94
   Prepared to meet the needs of all students 50.96 46.38** 42.11*** 48.98
   Prepared to identify signs of distress of students impacted 52.43 53.62 50.88 54.17
T-test used to compare urban vs. non-urban schools, Title I vs. non-Title I schools, and elementary vs. secondary teachers
*** p<0.001, ** p<0.01, * p<0.05

Descriptive Statistics of the Impact of Immigration Enforcement
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sample reported increases in parent concerns at school, decreases in parental involvement, 

and increases in bullying. 

For items related to job dissatisfaction, responses were similarly varied. Well over 

half of teachers reported that immigration enforcement had impacted their stress/anxiety, 

abilities to do their jobs, affected their job satisfaction, made their jobs harder, and impacted 

their working conditions. Under 50% of teachers reported that students’ reactions to 

immigration enforcement affected their desire to continue their jobs and affected how they 

felt about their jobs.  

Responses were much less varied on items that pertained to whether teachers felt 

they were prepared to support students who may be impacted by immigration enforcement. 

Over 64% of teachers believed they were prepared to support immigrant-origin students 

academically in their classrooms, while approximately half felt prepared to engage 

immigrant families, support immigrant-origin students non-academically, meet the needs of 

students directly impacted, meet the needs of all students, and identify signs of distress of 

students impacted.  

Illustrating differences based on teacher and school characteristics, the next three 

columns in Table 12 show percentage breakdowns for teachers who are teaching in urban 

schools, in Title I schools, and elementary grades. Stars denote whether these percentages 

were statistically different when compared to the percentages reported by each 

characteristic’s counterfactual (e.g. urban vs. non-urban teachers). 

 Several themes emerge when examining the second set of percentage breakdowns. 

As seen in the second column of Table 12, teachers teaching in urban schools tended to 

report immigration enforcement was more impactful on their stress/anxiety. Additionally, 
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teachers teaching in urban schools overall reported that they were less prepared to support 

students who may be impacted by immigration enforcement based on four different survey 

items. 

 In column 3, differences also emerged for teachers teaching in Title I schools. 

Looking across the items, teachers in Title I schools tended to report that immigration 

enforcement had more of an impact on their stress/anxiety as well as made their job harder 

compared to the overall sample. They also reported that they were less prepared to support 

students on four of the six items regarding preparedness. 

 The last column shows results for elementary teachers. Across each domain, 

elementary teachers’ perceptions tended to differ when compared to responses from 

secondary teachers. On every survey item related to student impact, elementary teachers 

tended to report that they perceived less of an impact from immigration enforcement on 

students. Elementary teachers also tended to report less of an impact on job dissatisfaction. 

With regard to preparedness, elementary teachers reported that they were prepared to 

support immigrant-origin students academically, engage immigrant families and their 

children, and support immigrant-origin students non-academically. 

Predictive Models 

 The third research question asked what aspects of teachers’ preservice training 

related to each of the scales of perceptions of immigration enforcement: student impacts, job 

dissatisfaction, and preparedness. Table 13 presents results from both the baseline OLS 

regression as well as the regression supplemented with TPP program fixed effects. Recall 

that the latter model controls for all observed or unobserved variation related to TPPs. All 
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coefficients are presented as standardized-beta coefficients, which is one measure of effect 

size similar to Cohen’s d (Cohen, 1988, 1992). 

Table 13 

 

Background characteristics
   Male -0.44 -0.64 0.10 0.12 -0.18 -0.20

(0.36) (0.50) (0.29) (0.43) (0.28) (0.41)
   Asian 0.22 0.31 -0.40 -0.40 0.08 0.12

(0.39) (0.43) (0.31) (0.38) (0.29) (0.35)
   Latinx -0.38 -0.37 0.08 0.32 -0.15 -0.32

(0.36) (0.52) (0.30) (0.39) (0.30) (0.39)
   Other race -0.65 -0.89 -0.01 0.07 0.45 0.29

(0.53) (0.61) (0.43) (0.50) (0.41) (0.47)
   Highest parent education: High school diploma 0.54 0.80 -0.74 -0.65 -0.04 -0.07

(0.47) (0.53) (0.39) (0.45) (0.38) (0.45)
   Highest parent education: Some college 0.26 0.22 0.13 0.13 -0.10 -0.11

(0.31) (0.41) (0.26) (0.37) (0.24) (0.33)
   Highest parent education: College degree or more -0.14 -0.15 0.17 0.25 -0.07 -0.10

(0.32) (0.38) (0.28) (0.35) (0.25) (0.32)
   Attended public K-12 school 1.44 2.40 -0.83 -0.84 0.36 0.51

(0.89) (1.21) (0.72) (1.01) (0.71) (0.99)
   Elementary credential -0.71* -0.70* -0.09 -0.08 -0.03 -0.03

(0.41) (0.50) (0.34) (0.47) (0.33) (0.46)
Preservice training
   Helpfulness of TPA -0.01 -0.08 -0.14 -0.13 -0.42 -0.40

(0.25) (0.29) (0.21) (0.26) (0.20) (0.24)
   Alignment between TPA and program -0.44 -0.20 0.25 0.46 0.13 0.06

(0.33) (0.51) (0.27) (0.41) (0.26) (0.39)
   University supervisor support 0.16 0.16 0.08 -0.03 -0.22 -0.10

(0.24) (0.29) (0.21) (0.26) (0.19) (0.25)
   Program coherence 0.32 0.19 0.12 0.05 0.18 0.16

(0.22) (0.29) (0.19) (0.27) (0.18) (0.23)
   Placement expectations -0.16 -0.15 0.15 0.04 0.09 0.18

(0.23) (0.26) (0.18) (0.22) (0.17) (0.21)
Exposure to training to support immigrant-origin students
   Academic support -0.21 -0.19 0.08 -0.01 -0.21 -0.06

(0.20) (0.25) (0.16) (0.22) (0.19) (0.26)
   Engagement 0.01 -0.09 -0.04 0.02 0.19* 0.17*

(0.26) (0.29) (0.22) (0.28) (0.24) (0.18)
   Policy 0.22* 0.23* 0.05 0.09 0.34*** 0.27*

(0.22) (0.23) (0.18) (0.24) (0.17) (0.22)
School characteristics
   Class enrollment -0.01 -0.01 -0.00 0.00 0.00 -0.00

(0.00) (0.00) (0.00) (0.00) (0.00) (0.00)
   Estimated proportion of immigrant-origin students 0.82*** 0.82** -0.00 -0.01 -0.00 0.00

(0.00) (0.01) (0.00) (0.00) (0.00) (0.00)
   Urban 0.24 0.25 0.37 0.28 0.36 0.35

(0.43) (0.49) (0.32) (0.39) (0.33) (0.41)
   Title I -0.25 -0.34 -0.00 -0.04 -0.22 -0.24

(0.26) (0.32) (0.22) (0.28) (0.22) (0.28)
Constant 0.33 -0.59 2.00 2.30 1.02 0.56

(1.78) (2.18) (1.42) (1.81) (1.32) (1.75)

Observations 473 473 473 473 473 473
Program FE NO YES NO YES NO YES
Standard errors in parentheses
*** p<0.001, ** p<0.01, * p<0.05

Student Impacts Job Dissatisfaction Preparedness

Teacher Perceptions of Preservice Training and Impacts of Immigration Enforcement
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 With regard to student impacts, three statistically significant associations emerged. 

First, elementary teachers were less likely to report that immigration enforcement had 

impacted their students, holding all else constant. Second, teachers who felt that they had a 

greater exposure to immigration policy and procedures were more likely to report that their 

students were being negatively impacted by immigration enforcement. Finally, teachers who 

reported having a greater proportion of students in their school who were immigrant-origin 

were more likely to report that their students had been impacted by immigration 

enforcement.  

 As seen from the next two columns, no statistically significant associations emerged 

with respect to teachers’ job dissatisfaction. That is, no variables included in the regressions 

had any predictive relationship to teachers’ job dissatisfaction. 

 The third set of columns illustrate two statistically significant associations related to 

teachers’ preparedness to support students who may be impacted by immigration 

enforcement. First, teachers who reported a greater exposure of engagement with immigrant 

families in preservice tended to report being better prepared to support students affected by 

immigration enforcement. Second, teachers who reported having greater exposure to 

immigration policies and procedures in preservice tended to report being better prepared to 

support students who may be impacted by immigration enforcement. 

 Of note, the associations that emerged between the independent variables and the 

outcomes related to immigration enforcement were statistically significant across the 

baseline and fixed effects models.  
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Differences 

To address the last research question, Table 14 presents the fully-interacted 

regression model results for each of three domains of teachers’ perceptions of immigration 

enforcement by urban schools, schools with Title I status, and elementary vs. secondary 

teachers.



 

 101 

 

N
ot

 U
rb

an
U

rb
an

N
ot

 T
itl

e 
I

T
itl

e 
I

S
ec

on
da

ry
E

le
m

en
ta

ry
N

ot
 U

rb
an

U
rb

an
N

ot
 T

itl
e 

I
T

itl
e 

I
S

ec
on

da
ry

E
le

m
en

ta
ry

N
ot

 U
rb

an
U

rb
an

N
ot

 T
itl

e 
I

T
itl

e 
I

S
ec

on
da

ry
E

le
m

en
ta

ry

Pr
es

er
vi

ce
 tr

ai
ni

ng
   

H
el

pf
ul

ne
ss

 o
f 

T
P

A
-1

.7
8

0.
27

*
0.

37
0.

25
**

0.
17

0.
32

**
*

-0
.3

0
-0

.0
8

-0
.2

9
-0

.0
3

0.
09

-0
.3

5
-0

.4
4

0.
05

-0
.1

8
0.

02
0.

21
0.

00
(1

.9
1)

(0
.1

3)
(0

.2
3)

(0
.0

9)
(0

.0
9)

(0
.0

9)
(0

.9
8)

(0
.1

0)
(0

.4
0)

(0
.1

1)
(0

.1
3)

(0
.1

7)
(1

.2
0)

(0
.1

0)
(0

.3
3)

(0
.0

7)
(0

.1
6)

(0
.1

3)
   

A
lig

nm
en

t b
et

w
ee

n 
T

P
A

 a
nd

 p
ro

gr
am

-1
.9

2
-0

.2
5

-0
.3

0
-0

.2
6

-0
.2

6
-0

.4
2

-1
.8

1
0.

21
0.

68
0.

13
0.

14
0.

25
0.

13
0.

06
-0

.2
4

0.
13

0.
09

0.
01

(1
.3

1)
(0

.2
0)

(0
.2

7)
(0

.1
9)

(0
.1

6)
(0

.3
6)

(1
.9

8)
(0

.1
5)

(0
.3

7)
(0

.1
7)

(0
.2

0)
(0

.2
7)

(0
.8

2)
(0

.1
5)

(0
.5

2)
(0

.1
0)

(0
.2

8)
(0

.1
8)

   
U

ni
ve

rs
ity

 s
up

er
vi

so
r 

su
pp

or
t

1.
01

0.
28

0.
12

0.
32

0.
13

0.
39

1.
22

0.
00

-0
.6

8
0.

05
-0

.0
5

-0
.0

3
-0

.9
4

-0
.3

5
-0

.7
2

-0
.2

3
0.

42
*

-0
.2

8
(0

.7
1)

(0
.2

4)
(0

.1
4)

(0
.2

9)
(0

.0
8)

(0
.3

2)
(0

.9
9)

(0
.1

0)
(0

.4
5)

(0
.1

1)
(0

.1
3)

(0
.1

7)
(0

.4
4)

(0
.2

0)
(0

.5
4)

(0
.1

4)
(0

.2
0)

(0
.2

4)
   

P
ro

gr
am

 c
oh

er
en

ce
1.

47
0.

16
-0

.1
1

0.
17

0.
18

0.
18

0.
93

0.
20

0.
09

0.
26

0.
22

0.
30

-0
.2

2
0.

01
0.

02
-0

.0
0

-0
.3

2
0.

17
(1

.5
1)

(0
.0

9)
(0

.2
4)

(0
.1

0)
(0

.1
2)

(0
.1

2)
(1

.0
2)

(0
.1

2)
(0

.4
3)

(0
.1

3)
(0

.1
5)

(0
.2

0)
(0

.9
4)

(0
.1

4)
(0

.4
5)

(0
.1

0)
(0

.2
2)

(0
.1

8)
   

P
la

ce
m

en
t e

xp
ec

ta
tio

ns
0.

98
-0

.0
6

0.
03

-0
.0

7
0.

05
-0

.0
7

0.
23

-0
.0

5
0.

56
-0

.0
9

-0
.1

8
0.

17
0.

29
0.

29
0.

35
0.

07
0.

53
0.

13
(0

.7
2)

(0
.0

7)
(0

.1
5)

(0
.0

8)
(0

.1
0)

(0
.1

0)
(0

.3
4)

(0
.1

1)
(0

.2
9)

(0
.1

1)
(0

.1
4)

(0
.1

6)
(0

.4
5)

(0
.2

2)
(0

.2
9)

(0
.0

8)
(0

.3
6)

(0
.1

4)
Ex

po
su

re
 to

 tr
ai

ni
ng

 to
 s

up
po

rt
 im

m
ig

ra
nt

-o
ri

gi
n 

st
ud

en
ts

   
A

ca
de

m
ic

 s
up

po
rt

-0
.4

7
-0

.0
9

0.
07

0.
24

-0
.0

7
-0

.1
3

-0
.3

8
-0

.0
3

-0
.4

3
-0

.0
6

-0
.1

6
-0

.0
4

0.
15

0.
55

0.
03

-0
.2

6
0.

06
0.

04
(0

.3
9)

(0
.0

8)
(0

.0
8)

(0
.1

6)
(0

.0
4)

(0
.0

8)
(0

.2
1)

(0
.1

1)
(0

.2
7)

(0
.1

3)
(0

.1
5)

(0
.1

6)
(0

.2
4)

(0
.3

6)
(0

.0
6)

(0
.1

6)
(0

.0
4)

(0
.0

4)
   

E
ng

ag
em

en
t

0.
39

-0
.1

6
0.

21
0.

02
-0

.2
1

-0
.1

3
0.

28
-0

.3
6

0.
51

-0
.3

8
-0

.2
2

-0
.2

7
0.

48
0.

33
*

0.
33

*
0.

63
**

*
0.

33
**

*
0.

20
**

(0
.6

7)
(0

.1
6)

(0
.1

6)
(0

.0
5)

(0
.2

5)
(0

.1
0)

(0
.1

9)
(0

.2
8)

(0
.3

3)
(0

.2
4)

(0
.1

6)
(0

.2
1)

(0
.4

2)
(0

.1
5)

(0
.1

5)
(0

.1
5)

(0
.0

8)
(0

.0
7)

   
P

ol
ic

y
0.

70
0.

41
**

0.
48

**
*

0.
39

**
0.

42
**

*
0.

45
**

*
0.

66
-0

.3
7*

0.
33

-0
.3

6*
*

-0
.3

6*
0.

19
0.

21
0.

45
**

*
0.

26
0.

50
**

*
0.

35
**

*
0.

49
**

*
(0

.3
9)

(0
.1

6)
(0

.1
0)

(0
.1

6)
(0

.0
6)

(0
.0

5)
(0

.4
5)

(0
.1

7)
(0

.2
5)

(0
.1

1)
(0

.1
4)

(0
.1

6)
(0

.2
4)

(0
.1

8)
(0

.1
9)

(0
.0

4)
(0

.1
0)

(0
.0

8)

C
on

tr
ol

s 
fo

r 
ba

ck
gr

ou
nd

 c
ha

ra
ct

er
is

tic
s

Y
E

S
Y

E
S

Y
E

S
Y

E
S

Y
E

S
Y

E
S

Y
E

S
Y

E
S

Y
E

S
Y

E
S

Y
E

S
Y

E
S

Y
E

S
Y

E
S

Y
E

S
Y

E
S

Y
E

S
Y

E
S

P
ro

gr
am

 F
E

Y
E

S
Y

E
S

Y
E

S
Y

E
S

Y
E

S
Y

E
S

Y
E

S
Y

E
S

Y
E

S
Y

E
S

Y
E

S
Y

E
S

Y
E

S
Y

E
S

Y
E

S
Y

E
S

Y
E

S
Y

E
S

S
ta

nd
ar

d 
er

ro
rs

 in
 p

ar
en

th
es

es
**

* 
p<

0.
00

1,
 *

* 
p<

0.
01

, *
 p

<
0.

05

D
iff

er
en

ce
s 

by
 S

ch
oo

l a
nd

 T
ea

ch
er

 C
ha

ra
ct

er
is

tic
s

St
ud

en
t I

m
pa

ct
s

Jo
b 

D
is

sa
tis

fa
ct

io
n

Pr
ep

ar
ed

ne
ss

Ta
bl

e 
14

 



 

 102 

Several differences emerged compared to the baseline findings for the overall 

sample. First, teachers in in urban and Title I schools and elementary teachers who 

perceived the TPA as helpful in preservice tended to report witnessing greater student 

impacts of immigration enforcement once in-service. Additionally, secondary teachers who 

perceived themselves as having greater support from their university supervisor while in 

preservice tended to report feeling better prepared to support students impacted by 

immigration enforcement. Associations between the exposure to engagement with 

immigrant families in preservice and preparedness to support immigrant-origin students 

were largest for teachers in urban and Title I schools and secondary teachers compared to 

teachers in non-urban and non-Title I schools and elementary teachers. Lastly, exposure to 

immigration policy was related to each of the three outcomes for urban and Title I teachers, 

including relating to a decrease in job dissatisfaction. Contrary to findings for the overall 

sample, there was no statistically significant association between exposure to immigration 

policy and job dissatisfaction and preparedness for teachers teaching in non-urban and non-

Title I schools, and there was no association between exposure to immigration policy and 

experiencing student impacts for non-urban teachers. 

Discussion 

 This study was the first to examine the experiences of new teachers with immigration 

enforcement- witnessing consequences for their students, sensing shifts in job satisfaction, 

and feelings of preparedness to support students impacted. This was also the first study to 

connect these experiences to teachers’ preservice training, which affords the opportunity to 

evaluate if and to what extent TPPs play a role in preparing new teachers to face one of 
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many contemporary challenges that is beyond the scope of traditional adjustments to full-

time teaching. 

 In summarizing the results, there are three main takeaways from this study. First, 

consistent with prior research, this study demonstrates that new teachers are reporting 

negative experiences with immigration enforcement, including observing impacts 

enforcement has on their students as well as reporting that enforcement has contributed to 

greater job dissatisfaction (Ee & Gándara, 2019; Sanchez et al., 2018). Though unlike 

Sanchez and colleagues (2018), a majority of the respondents reported that immigration 

enforcement did not impact their desire to continue their jobs nor affect how they feel about 

their jobs. One possible explanation for this difference in findings is the general disposition 

of teachers who choose to enroll in the UC TPPs, which share a mission of educating new 

teachers oriented around social justice issues. This selection into these types of TPPs might 

indicate that these teachers expect to encounter such challenges in their teaching, but 

regardless, are different from the general teaching population. 

 Second, this study was the first to explore whether new teachers felt prepared to 

support students impacted by immigration enforcement, regardless of their known 

immigrant-origin status. Approximately half of new teachers reported feeling prepared to 

support students impacted by immigration enforcement. While not the same direct topics 

explored by Sanchez and colleagues (2018), these reports are in line with these researchers’ 

findings that teachers possessed resilience and confidence amidst stressors related to 

immigration enforcement (Sanchez et al., 2018). 

 Third, this study was the first to connect preservice training and experiences with 

immigration enforcement in-service. With respect to witnessing impacts of immigration 
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enforcement, the largest and most consistent relationship that emerged was that teachers 

who reported having greater exposure and discussion of immigration policy in coursework 

and fieldwork in their TPPs as well as teachers with a greater proportion of immigrant 

students in-service were more likely to report they witnessed impacts on their students. 

Teachers who reported having more exposure immigration policy and backgrounds and 

engagement with immigrant families in their TPPs also tended to report they were better 

prepared to support students affected by immigration enforcement. These findings are new 

to the literature but correspond to prior works suggesting a strong relationship between 

teachers’ knowledge and empathy about immigration policy’s impact on students and better 

practices aimed at supporting these students’ success (Rodriguez et al., 2018; Rodriguez & 

Monreal, 2017). 

Fourth, this study illustrates a few differences based on whether teachers were 

teaching in urban schools and/or Title I schools. This study demonstrated that these teachers 

had differences in their experiences with immigration enforcement, summarized were more 

likely to witness immigration enforcement impacts on their students, reported greater 

stress/anxiety, reported they were less prepared to support students impacted, and tended to 

report stronger links between elements of their preservice training and their experiences with 

immigration enforcement in-service. One explanation for this difference in findings for 

urban and Title I teachers might be the composition of their preservice field placement and 

their in-service classrooms. In this study’s sample, teachers in urban and Title I schools 

reported having a greater proportion of immigrant-origin students in their in-service 

classrooms. Having a greater number of immigrant-origin students indeed was tied to the 

greater witnessing of impacts of immigration enforcement on these students, as seen in 
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Table 13. Moreover, if indeed these teachers had more immigrant-origin students in their 

field placements- which is likely based on the fact teachers tend to teach in schools similar 

to their preservice field placements- they may have been more likely to view various 

qualities of their preservice training as helpful for supporting these students compared to 

teachers who did not work with immigrant-origin students in preservice. 

Lastly, this was the first study to examine whether experience with immigration 

enforcement differed between elementary and secondary teachers. Indeed, this comparison 

yielded to greatest number of differences among teachers in the sample. Briefly, elementary 

teachers tended to report witnessing less impacts on their students, feeling less job 

dissatisfaction, feeling better prepared to support their students, and had different and 

weaker associations between various elements of their preservice training and their 

experiences with immigration enforcement in-service. One possible explanation for this 

finding is that younger immigrant-origin students, particularly second-generation immigrant 

children, have less direct exposure to direct or indirect issues related to the backgrounds of 

their own families. This is particularly true for second-generation children, whom immigrant 

parents are less likely to discuss issues related to authorized status or the family’s 

immigration background (Dreby, 2012). As a result, it is understandable that new teachers 

witness less impacts on their students if these children have less exposure to issues of 

immigration and enforcement. Relatedly, this difference in witnessing impacts on students 

may also be tied to whether elementary teachers expect to see these impacts in their 

classrooms. This could explain the link between the helpfulness of the TPA and witnessing 

of impacts for elementary teachers, as this TPA is designed to reinforce that students’ 

diverse backgrounds, such as culturally and linguistically diverse students as directly 
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emphasized in the California Teacher Performance Expectations (TPEs), deserve particular 

attention from teachers with respect to their education and out-of-school experiences. As 

secondary teachers tend to have a greater number of students, it also makes sense that the 

support of the university is particularly helpful for these teachers, as the role of the 

university supervisor is concretized concepts learned in coursework into practice. With a 

greater number of students, secondary teachers may have more opportunity to engage with 

those impacted by enforcement, and thus elements of their field placement are more directly 

tied to their perceptions of their abilities to support students. This aligns with prior research 

that has shown secondary teachers place a greater importance on the role of their supervisors 

with respect to preparedness to educate and support their students once in-service (Gottfried 

et al., 2019; Gottfried & Kirksey, 2020) 

Implications and Next Steps 

 There are three implications from this study. First, this study calls for additional 

supports for new teachers in-service both respect to engaging immigrant-origin students and 

families as well as their own well-being. This study’s findings are consistent with nearly all 

of what has been reported in the very limited body of research illustrating the ways in which 

educators are impacted by immigration enforcement. While this shows that new teachers are 

also experiencing the same stressors related to immigration enforcement that veteran 

educators have reported, this finding ought to raise concern for policymakers and 

educational stakeholders concerned about external factors driving additional teacher job 

dissatisfaction and turnover. In addition to confronting these often unexpected and sporadic 

challenges associated with supporting students in times of heightened enforcement, new 

teachers are also attempting to persevere through the expected and typical challenges with 
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becoming a full-time teacher. Some research illustrates what types of supports might be 

most useful for educators facing these challenges for the first time. A small set of qualitative 

studies have examined the responses of school leaders in their communities following ICE 

raids and series of arrests under the Obama administration (Crawford, 2015, 2017; Crawford 

et al., 2019). Responses from school leaders included resources dedicated to training school 

personnel about the rights of undocumented students to receive an education, improving 

their schools’ climates following deportations, and the development of protocols for how to 

respond to immigration officials if encountered during the school day. 

 A second implication concerns the preparation of new teachers in TPPs. As the most 

consistent finding in this study, TPP administrators and faculty should investigate and 

promote program materials that directly or indirectly elicit discussions about immigration 

policy and the backgrounds and engagement of immigrant families. Prior research has 

established that teachers lack a foundational knowledge of immigration policy and its 

impacts on students and families (Jefferies & Dabach, 2014). It may be the case that teachers 

equipped with greater knowledge of immigration policy as it relates to potentially impacting 

their students are more likely to have empathy for their students, translating into greater 

support for these students academically and non-academically in terms of heightened 

immigration enforcement (Rodriguez et al., 2018). This would explain not only the 

connection between exposure to immigration policy and the mere witnessing of these 

consequences but perhaps also the greater sense of preparedness to cater to the needs of 

students impacted. Similarly, TPPs may also consider promoting additional time and 

materials to promoting greater exposure to the backgrounds of immigrant families, via both 
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direct mention in coursework and also via partnerships with cooperating schools with a 

history of serving immigrant families. 

 Third, policymakers and TPP administrators concerned with the impacts of 

immigration enforcement policies should focus first and foremost on supporting teachers in 

urban schools, Title I schools, and secondary grades. While all subgroups contained a large 

proportion of teachers reporting their experience with negative impacts of immigration 

enforcement, this study affirms previous work showing these effects are most pronounced in 

urban and Title I schools in the U.S., which are particularly vulnerable to exacerbations of 

existing inequities among their students (Ee & Gándara, 2019). Moreover, teachers in 

secondary grades likely have substantially different experiences with immigration 

enforcement, as discussions about authorized status, racial/ethnic identity, discrimination, 

and general current events are much more prevalent among older students (Dabach, 2015; 

Ellis & Chen, 2013; Taylor & Marri, 2012; Tummala-Narra & Claudius, 2013). To ensure 

curricular supports are in place, administrators in TPPs may focus attention on differences 

observed between their preservice teachers based on these different characteristics. As a 

fairly new and popular requirement for teacher licensure, policymakers should consider the 

ways in which TPAs may or may not relate to these different experiences with immigration 

enforcement. In the case of this study, it may be the case that teachers have a greater 

awareness about the potential impacts of immigration enforcement on their students if have 

successfully adopted the frameworks embedded in these assessments that reflect best 

practice, which was the case for urban, Title I, and elementary teachers. However, it should 

be noted that these assessments, and the California Teacher Performance Expectations more 

broadly, do not ask preservice teachers to reflect on their practice for supporting immigrant-



 

 109 

origin students specifically. Prior work has drawn attention to the fact that this is the case in 

both preservice and in-service professional development centered around issues of diversity 

and equity. Perhaps a more direct focus on immigrant-origin students is warranted given 

these students are affected by out-of-school factors like immigration policy.  

As states like California confront the potential spillover effects of immigration 

enforcement on schools, inserting an explicit focus on preparation to support immigrant-

origin students- one that goes beyond preparing teachers to support “diversity”- into the 

teacher pipeline may be necessary. From TPAs to coursework to field experiences, the 

exposure to immigration policy and immigrant family engagement in preservice, as 

suggested by this study, is clearly tied to teachers’ experiences with immigration 

enforcement. 

Limitations and Future Research 

 There are several limitations in this study, all of which can be used to guide future 

research. For example, the data collected for this study were based on teachers’ experiences 

in well-established, ongoing curriculum at TPPs. Consequently, this study did not collect 

data on teacher-level interventions for professional development for supporting students 

affected by immigration enforcement. Future research might consider how a random set of 

preservice teachers could receive professional development at TPP sites. The results from a 

randomized intervention could provide additional strong evidence for the development the 

rising teacher workforce. 

A second limitation, the findings represent how perceptions of various components 

of preservice relate to perceptions of experiences of immigration enforcement, but the 

findings cannot illustrate recorded preservice or in-service practices or measures of teaching 
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effectiveness. This study has provided a baseline for future research, especially research 

explicitly connecting preservice preparation to in-service practices or student outcomes, to 

build upon. For instance, this study did not involve data collection from instructors or 

supervisors. Future research ought to consider gather information more directly from TPPs 

to tease out the mechanisms regarding what exposure to preparation to support immigrant-

origin students looks like, and what specific features of programs might be areas for 

intervention. 

  Third, this study relied on a unique sample of new teachers in California- teachers 

graduating from the University of California TPPs. These TPPs prepare a small portion of 

the California teaching labor force, and the structure of their programs are different 

compared to TPPs at other institutions of higher education. Future research should consider 

replicating the analyses from this study in different contexts and using different samples of 

new teachers. 
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V. Conclusion 

 The purpose of this dissertation was to highlight and empirically investigate the 

ripple effects of immigration enforcement on students and K-12 schools. The first study 

explored shifts to elementary reading and math achievement alongside increases in the 

number of deportations ordered via U.S. immigration courts. More specifically, the study 

examined the associations between deportations and student achievement by race/ethnicity, 

other student characteristics, and over presidential administrations that span nearly two 

decades. The study used two nationally, representative cohorts of elementary students and 

employed a cross-sectional, longitudinal analysis with robust quantitative methods. The 

results of the analyses indicated that increases in deportations coincided with declines in 

Latinx student achievement in math, and these associations were driven by declines in math 

achievement for Latinx students in urban schools, Latinx 2nd generation students, Latinx 

English learners, Latinx students living in households with incomes below the poverty line, 

and Latinx students attending Title I schools. Moreover, the relationship between 

deportations and math achievement was not observed during the second term of the Obama 

administration, marking a contrast in the potential impact of immigration enforcement 

compared to earlier presidential administrations. 

 The second study explored how incidents of immigration arrests were connected to 

immediate and sustained declined of attendance rates for secondary students in a partnering 

school district. This study collected unique data on the occurrence of immigration arrests in 

the community of the school district as well as rich, administrative data on daily student 

absences between 2014 and 2018. This was the first study empirically investigate 

deportations and student outcomes in the current presidential administration. Relying on 



 

 112 

quasi-experimental methods, results from this study suggested that attendance rates 

immediately declined following larger incidents of immigration arrests. Attendance rates 

sustained declines after the two largest incidents of immigration arrests, where hundreds of 

individuals were apprehended. These declines were experienced among all students in the 

district. Though, the effects were most pronounced for the more vulnerable demographics of 

students, including Latinx students, socioeconomically disadvantaged students, English 

learners, migrant students, and students with disabilities.  

 The third study shifted focus from students who are subject to the impacts of 

immigration enforcement to new teachers in K-12. This study investigated the extent to 

which new teachers reported experiencing the effects of immigration enforcement and 

whether certain preservice training characteristics were tied to these experiences. Using 

survey data collected from graduating teachers from the University of California teacher 

preparation programs (TPPs), results from this study suggest that new teachers are indeed 

experiencing the impacts of immigration enforcement, and these experiences are particularly 

pronounced by teachers in urban schools, Title I schools, and secondary grades. 

Additionally, teachers who reported having greater exposure to knowledge and discussions 

about immigration policy in preservice tended to report witnessing greater impacts of 

immigration enforcement on their students but also felt better prepared to support students 

experiencing these impacts. Teachers who reported having more experience engaging with 

immigrant families in preservice also tended to believe they were prepared to support 

students impacted by immigration enforcement. Differences also emerged based whether 

teachers were teaching in urban schools, Title I schools, or secondary grades. 
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 Together, these three studies were compiled to represent the potential wide-ranging 

impacts of immigration enforcement. To better understand these consequences, this study 

used different sources of data and analytic samples, measures of immigration enforcement 

and educational outcomes, and quantitative methodologies. Moreover, these studies mention 

multiple theoretical frameworks that could explain various results. By bringing together 

three studies with these distinctions, this draws attention to the important role and 

implications of using big data sources to answer long-standing questions in education. As 

such, the results of this dissertation lead to several important and timely implications for 

policymakers and educational stakeholders to better support students, teachers, and schools 

in times of heightened immigration enforcement. 

 The first implication for policy is highlighted in the first study of this dissertation 

based on the finding that increasing deportations correspond to declines in elementary math 

achievement for Latinx students, especially those from more vulnerable backgrounds or 

schools. This is now the third study in the literature to note that Latinx students experience 

declines in math achievement with rises in nearby deportations, but this study was the first 

to show that this relationship existed at the elementary level. Declines in elementary math 

achievement not only correspond to later math achievement in future years of schooling, but 

the fact that these declines were unique to Latinx student showcases the potential of 

immigration enforcement actions to exacerbate existing achievement gaps. As schools 

continue to focus on narrowing achievement gaps, policymakers should take note of this 

finding, as these gaps may be exacerbated in the first formal years of schooling. The need 

for additional supports for schools and teachers in elementary schools cannot be understated, 

as previous research and discussions about the possible effects of immigration enforcement 
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on schools has been largely limited to secondary grades. To inform these efforts, future 

research should examine differences in how immigration enforcement is felt in elementary 

versus secondary grades by both students and teachers.  

 The second implication is derived from the results of the first and second studies. 

These two studies clearly note that declines in educational outcomes in times of heightened 

enforcement are observed among the nation’s most vulnerable students. These studies 

confirm prior works that illustrate that the effects of immigration enforcement are not felt 

equally across students or over time. Common across both studies, Latinx students, students 

from socioeconomically disadvantaged households, urban schools, Title I schools, and 

immigrant-origin students were most susceptible to declines in educational outcomes. As a 

result, policymakers and educators must consider the ways in which out-of-school 

experiences, such as traumas associated with exposure to immigration enforcement, may 

interact with student backgrounds. Understanding how the impacts of immigration 

enforcement manifest differently for students can inform policy and school responses when 

confronted with inevitable challenge of ensuring these students receive equal opportunities 

to learn. Future research can help in this endeavor by qualitatively and quantitatively 

exploring richer data sources that provide better information on neighborhood and home 

characteristics that play significant roles in shaping the learning context. 

 By focusing varying approaches and executions of immigration enforcement, a third 

implication for policy is also derived from the first and second studies. The results from the 

first study show that the connection between immigration enforcement and student 

achievement was not observed in the second term of the Obama administration, when 

immigration policy had shifted from a less transparent focus on the removal of all 
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nonauthorized persons to one guided by prosecutorial discretion and a focus on the removal 

of individuals posing a risk to national security. In a similar vein, the findings in study 2 

illustrate that the effects of immigration enforcement were observed in more dramatic cases 

where significantly more individuals were apprehended by authorities. Taken together, the 

findings from the two studies highlight how differences in approaches to immigration 

enforcement can exacerbate or mitigate impacts on students in schools. Local and state 

authorities are on the frontlines of executing federal immigration policy priorities, and as a 

result, policymakers should consider that decisions made at the local and state levels 

regarding cooperation with different priorities or immigration policies certainly play a role 

in the impact these actions will have on students. 

 In many ways, new teachers’ perceptions examined in the final study of the 

dissertation affirm many of these empirical results, and the results draw attention to the need 

for future research to investigate the role teachers play in the education of students impacted 

by immigration enforcement. Implications from this study draw attention to the complex 

schooling environment that encompasses both regular teaching and learning challenges as 

well as how these challenges may interact with out-of-school factors. This study highlights 

areas for future research to examine regarding how to best prepare teachers to support 

students impacted by immigration enforcement, including how new teachers are exposed to 

and make sense of immigration enforcement policy and engagement with immigrant 

families in preservice. New teachers face an extensive set of expected and unexpected 

challenges as they transition into full-time teaching from their preservice training.  

 This dissertation by setting the context of education policy and research in the era of 

big data. This context is important for addressing complex educational phenomena, as 
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implications and decisions using results produced by researchers must be formed with great 

caution and attention to the truth of what data and quantitative methods can tell us. There is 

perhaps no better example of the difference of the lived experience of an education policy 

researcher and that of a student or teacher impacted by immigration enforcement. With the 

increasing availability of more and higher quality data on students, families, and schools, 

education policy researchers own the responsibility of making research practices transparent, 

connecting the results of their practices to school improvement and policy, and bridging 

gaps between research and higher education institutions and school districts. In my view, 

this approach to education research ensures the creation of equitable and sustainable policies 

geared to support K-12 schools. 
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