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Latinas/os represent the largest ethnic group in California and are under-
represented in higher education. Latina/o student college completion rates are the lowest
of any racial or ethnic group, including Whites. This study used a critical race theoretical
lens to explore the experiences of 14 Latina/o community college students who were
pushed out of the transfer path. Storytelling served as the foundation of this study to
understand and give voice to Latina/o students’ transfer path experiences. Interview data
from all participants were analyzed to extract codes and develop themes within the
stories. Demographic surveys were evaluated to identify student characteristics.
Findings revealed that Latina/o students were pushed out of the transfer path at
four critical points: Students were pushed out as they found themselves on academic or
progress probation, resulting in conditional financial aid suspensions. Some students
became discouraged as they figured out the amount of courses necessary to become
transfer ready. Other students attempted to transition to transferable coursework, but they

were unable to pass developmental math courses. Students also reported being pushed



out as they learned about the immense amount of transfer requirements, program options,
and costs, which created transfer information paralysis.

Latina/o students reported feeling emotional relief after being pushed out of the
transfer pathway. Earning an associate’s degree or certificate was an achievable goal and
students felt a sense of academic accomplishment. Students also believed that an
associate’s degree was a “stepping stone” on their journey through the educational
pipeline.

Students noted race, class, and gender stereotyped experiences that adversely
affected their transfer path experiences. Negative perceptions about their race impacted
their academic performance. Erratic and limited resources—including suspension from
financial aid—proved harmful to their ability to remain on the transfer path. Gender role
expectations obstructed Latina women and propelled Latino men on the transfer pathway.

The findings suggest that Latina/o students were disadvantaged by community
college policies and procedures. Yet, they remained committed to their educational
goals. Further investigation of Latina/o student community college experiences is
necessary to develop policies, procedures, and practices that will serve to strengthen their

educational pathways.
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CHAPTER 1
INTRODUCTION

A significant increase in the Latina/o population living in the United States has
positioned them as one of the largest racial groups in the country. Latinas/os represent
multiple heritages and encompass several Hispanic groups. The term Latina/o is specific
to people of “Mexican, Chicano, Puerto Rican, Cuban, Central American, and South
American” ancestry (Nufiez, 2009, p. 43). The growth of the U.S. Latina/o population is
projected to advance to 30% by 2050 (Aizenman, 2008). This growth is evident in
several states, particularly in California.

Historically, the state of California has strived to educate its citizens. The
California Master Plan for Higher Education was originally established in 1960 as a
vision to educate all Californians. The Master Plan promised to provide education to
capable students with minimal taxpayer dollars (California Department of Education,
1960; Rivas, Pérez, Alvarez, & Solérzano, 2007). A triple-level system of education was
developed and included California community colleges (CCC), the California State
University system (CSU), and the University of California system (UC). A plan for each
level was articulated so as not to duplicate educational services (California Legislative
Joint Committee to Develop a Master Plan for Education, 2002; Rivas et al., 2007).

CCCs were charged with maintaining an open access admissions policy. CCCs offered



vocational education, educational and career training including degrees such as associate
of art degrees, and transfer to 4-year universities. The CSU focused on admitting the top
33% of high school students, while the UC admitted the top 12% of high school
graduates (Rivas et al., 2007).

| In 1999, the California Legislature passed Senate Concurrent Resolution 29 that
called for the revision of the Master Plan for Education including the K-12 system. The
two main goals focused on (a) availing every family with educational information,
services, and engagement for their children so that they could maintain the best possible
life and (b) providing every public school, college, and university with the necessary
resources to offer a rigorous and excellent education. Students of African American,
Latina/o, and Native American ethnic backgrounds generally attend California schools
that serve majority working-class neighborhoods. These schools disproportionately
receive fewer of the resources needed to support a quality education, resulting in the
undereducation of students and poor educational outcomes (California Legislative Joint
Committee to Develop a Master Plan for Education, 2002; Melguizo, 2009).

Specifically, Latinas/os are one of the largest ethnic groups in California; yet, they

are not equitably represented in higher education. Latina/o academic achievement in
high school has recently improved with 14% high school dropouts in 2011, half the rate
of 28% in 2000 (Fry & Taylor, 2013). Additionally, in 2012, Latina/o college enrollment
levels grew to 69%, passing Whites by 2% (Fry & Taylor, 2013). However, Latina/o
college completion rates trail behind all other racial and ethnic groups, particularly
Whites (Arbona & Nora, 2007; Downs et al., 2008; Gandara & Contreras, 2009;

Melguizo, 2009). Latina/o low college completion outcomes are a consequence of

2



inadequate primary and secondary public education and result in undereducation
(Melguizo, 2009).

Nevertheless, most Latina/o high school graduates want to obtain an
undergraduate degree (Fry & Taylor, 2013). And, the majority of those students who do
attend college begin postsecondary education in local community colleges with
aspirations to transfer to 4-year institutions (Crisp & Nora, 2010). There are various
reasons why Latinas/os attend community college, such as economics and the location of
the colleges in close vicinity to home. Some researchers use deficit models to explain
college choice and argue that Latina/o students and parents have minimal educational
interests (Behnke, Piercy, & Diversi, 2004), and limited English language ability
(McLaughlin, Liljestrom, Lim, & Meyers, 2002; Ortiz, Valerio, & Lopez, 2012). Yet,
Chavez-Reyes (2010) found that many third-generation and later immigrant Latinas/os,
particularly Chicanos, were often monolingual English speaking.

Additionally, critical scholars argue that race impacts academic preparation and
college choice (Kurlaender, 2006). Gildersleeve and Ranero (2010) claimed that college
information is disproportionately limited to undocumented students resulting in different
college choice outcomes. It is not clear how Latinas/os are being pushed out of the
transfer path (i.e., the school related factors that create an educational disconnection and
discourage students from continuing education; Bradley & Renzulli, 2011; Jordan, Lara,
& McPartland, 1996), therefore diminishing their college degree objective and keeping
them marginally educated at vocational or certification levels. The push out theory is

borrowed from Delbert S. Elliot’s (1966) K-12 “push-out” model.



Elliot (1966), a sociologist, explored delinquency and high school dropouts and
used push-out to describe high school students who were “pushed” from school due to
disciplinary issues (p. 309). Other push-out theorists have argued that structural factors
like discipline policies intersect with personal attributes and promote school departure
(Bradley & Renzulli, 2011; Elliot, 1966; Jordan et al., 1996; Stearns & Glennie, 2006).
In this study, the push-out concept will be used to critically explore Latina/o students
who have had aspirations to transfer to a 4-year university but may leave the transfer path
due to structural influences such as lack of knowledge about transfer requirements
(Monroe, 2006) and limited counselor support (Brint &Karabel, 1989; Ornelas, 2002;
Pérez Huber, Huidor, Malagén, Sanchez, & Sol6rzano, 2006).

Since Latinas/os are one of the largest and fastest growing ethnic groups in the
United States, it is imperative for the entire society to take note of the educational neglect
that has led to their marginal academic performance (Chavez-Reyes, 2010; Gandara &
Contreras, 2009). One reason to take note is Latinas/os will impact the country’s
workforce and educational dilemma (Mufioz, 2010). Another reason to pay attention to
the growth of Latinas/os is that over the next 20 years, it is predicted that there will be a
39% increase in jobs requiring educational certification (Camacho Liu, 2011). In
addition, California has the sixth largest economy globally (Muifioz, 2010). In 2011,
Latinas/os in California earned 21% of associate degrees or higher compared to 57% of
Asians, 44% of Whites, and 30% of African Americans (Aud et al., 2011). The final
reason to focus on Latina/o educational neglect is that knowledgeable citizens can sustain
California’s per capita income and economy (Gandara & Contreras, 2009). Therefore, it
is essential to attend to Latina/o academic achievement by strengthening their primary
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and secondary schooling experiences to move them toward 4-year institutions.
Advancing college instruction for Latinas/os can establish a majority-trained workforce
able to manage highly technical careers, both locally and globally (California Legislature
Joint Committee to Develop a Master Plan for Education, 2002; Handel, 2011; Orfield,
Losen, Wald, & Swanson, 2004).

Both academically prepared and underprepared Latina/o students often begin their
postsecondary education at a community college (Hurst, 2009) since these campuses are
in close proximity to their home. Staying at home, Latina/o students also report having
lower living expenses, and receiving guidance from family and community members
regarding community college and 4-year university enrollment as well as such things as
financial aid (Kurlaender, 2006). McDonough (1997) suggested that high school
counselors shaped students’ perceptions about college choice based on their
socioeconomic status, which is connected to ethnicity. Kurlaender (2006) argued that
race affects the type of college a student chooses because even wealthy Latinas/os often
start at community college. Martinez and Fernandez (2004) noted that African American,
Latino, and Native American students make up more than 60% of community college
enrollees. Many Latinas/os are first-generation college students with limited cultural
capital related to knowledge about college choice, the application process, and financial
resources. Notably, Latinas/os have the lowest community college and 4-year university
graduation rates of all ethnic populations (Nufiez & Crisp, 2012), which presents major

challenges for educators, administrators, and policymakers.



Statement of Problem

While most Latina/o community college students plan to attend a 4-year public or
private institution, few Latinas/os transfer from a community college to a 4-year
university (Perez & Ceja, 2010). Little is known about the transfer aspirations and
experiences of Latina/o community college students who do not transfer or move through
the higher education pipeline to degree attainment. Moreover, the literature focuses on
those who have transferred to a 4-year public or private college and obtained
baccalaureate degrees. A study by Campa (2010) suggested that Mexican American
students seemed motivated to strengthen their family and community social status by
obtaining a college degree. The numbers in Figure 1 clearly indicate the need to focus on
Latina/o community college student departure from the transfer path. According to the
figure, 1 in 17 Chicana/o community college students, about 6%, transfer to a 4-year
university (Yosso & Solérzano, 2006).

The cause of Latina/o low academic attainment in higher education is often
identified in the literature using deficit perspectives that focus on low parent and student
educational aspirations (Behnke et al., 2004), limited English proficiency (McLaughlin et
al., 2002; Ortiz et al., 2012), and ethnic generational status (immigrant first-generation
child of immigrant second-generation; Feliciano & Rumbaut, 2005; Ortiz et al., 2012;
Portes & MacLead, 1996; Suarez- Orozco, 2001). Conversely, other studies identify
assets, which indicate that most community college students have a desire to transfer to a
4-year university (Crisp & Nora, 2010; Pérez & Ceja, 2010). The objective of
transferring is also apparent among Latina/o students, just as it is among most community
college students (Crisp & Nora, 2010). Some research studies declare that about 71% of
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Latinas/os (Solérzano, Rivas, & Velez, 2005) have an overwhelming desire to transfer to
4-year universities when they begin community college (Pérez Huber et al., 2006; Rivas
et al., 2007; Soldrzano, Villalpando, & Oseguera, 2005); however, very few (7% to 20%)

actually transfer (Solérzano, Rivas, & Velez, 2005).

100 Elementary School Students

46 High School
Graduates

54 Pushed Out of High
School

26 Enroll in
College

9 Enroll in a 4-year
College

17 Attended
Community College

1 Transfer to a 4-year

College

FIGURE 1. Latina/o transfer pipeline. Adapted from Yosso & Soldérzano, 2006.

In order for one to understand their experiences, first exploring institutional

factors that contribute to Latina/o students being pushed out of the transfer path is
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imperative. It is also important to identify the critical points within the transfer process
that contribute to Latina/o students being pushed out of the transfer path. Examining how
Latina/o students respond to no longer being on the transfer path can give insight into
their community college experiences and opportunities. It is necessary to study how
these dynamics impact their transfer path experiences and departure from the CCC
system without an undergraduate degree (Rivas et al., 2007).

Purpose of Study

The purpose of this qualitative study is to explore the transfer aspirations and
experiences of Latina/o community college students who have been pushed out of the
transfer path, and describe how the intersections of race, class, and gender may influence
this course. Latina/o students’ counterstories may also expose critical points on the
transfer path where they are pushed out and describe Latina/o students’ responses to their
experiences.

Research Questions

This study will explore three research questions to gain an understanding of the
significant experiences that affect Latina/o community college students who have left the

transfer path.

1. What are the critical points where Latina/o community college students are

pushed out the transfer path?

2. How do Latina/o community college students respond to no longer being on

the transfer path?

3. How do the intersections of race, class, and gender mediate the community

college pathway experience?



Theoretical Framework

In the United States, Latina/o students are framed through the use of racial
generalizations that characterize them via deficit theories. Some scholars believe that
race and class construct college choice (Kurlaender, 2006; McDonough, 1997). Taggart
and Crisp (2011) argued that Latina/o students are tracked to community college because
they have discriminatory high school experiences that suppress their college aspirations.
It is important to unmask the sociohistorical context that influences how Latina/o students
experience education (Delgado & Stefancic, 2001).

Therefore, a critical race theory (CRT) framework will be used to examine how
inequities in public education push out Latina/o community college students who are on
the transfer path. The five tenants of CRT will guide the analysis of California’s public
education system’s pedagogical practices within the community college transfer process
that thrust Latina/o student from the transfer path, resulting in dismal postsecondary
educational outcomes (Fernandez, 2002; Ladson-Billings, 1998; Solérzano & Yosso,
2002). The five CRT themes include (a) the centrality of race and racism, (b) the
legitimacy and use of people of color’s experiential knowledge, (c) challenge of the
dominant ideology through research that counters this discourse, (d) the use a
multidisciplinary perspective to bring about social change and educational equity, and (¢)
a commitment to research that advances social justice (Fernandez, 2002; Ladson-Billings,
1998; Parker & Lynn, 2002; Sol6rzano & Yosso, 2002).

Critical Race Theory

Racial discrimination is deeply rooted in U.S. history, creating stratified social,
economic, and educational systems between those who have power and those who do not
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(Bell, 1977). The first U.S. Census of 1790 included questions related to race (Lee, 1993,
p. 92). Since that time, race has been included in the population census, which
perpetuates a racialized society (Ladson-Billings, 1998). Since the inception of the
country, political and social structures have been developed that continue to maintain
inequality. Therefore, race matters in U.S. culture (Parker & Lynn, 2002; Tate, 1997).

Racial definitions shifted during the civil rights movement when individual ethnic
groups redefined themselves. Many ethnic communities formed coalitions and
organizations to address unequal access to education, housing, employment, and health
care systems—things that impacted their lives on a daily basis. New policies were
enacted, such as affirmative action and fair housing that allowed for equal education and
employment opportunities, and housing access. It appeared that the voices of these
marginalized groups had been heard as change began to take shape with the enforcement
of equal rights policies (Ladson-Billings, 1998).

As the country began to settle from the turbulence of the civil rights movement,
CRT emerged from legal scholars of color in the mid-1970 to address the continued
disregard of civil rights law (Ladson-Billings, 1998). CRT proponents insisted that race
was a social construct that structured people’s existence and created subordination (Tate,
1997). Derrick Bell and Alan Freeman articulated a critical argument that civil rights
approaches such as protests, marches, and support from interested citizens was not having
an impact on race and social reform. CRT scholars believed that the United States was a
racialized nation that used Whiteness as a standard through which to define and place its
citizens. Whiteness had powerful meaning and value, which needed to be
“deconstructed” to dismantle racist structures and beliefs, “reconstructed” to empower
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individuals, and “constructed” to include civil rights and social equality. Education was
recognized as a tool used to reproduce class and channel opportunity (Ladson-Billings,
1998, p. 9).

The informal tracking process used in the U.S. public primary and secondary
education system has adversely impacted Latina/o educational advancement (Gonzalez,
Stoner, & Jovel, 2003; Martinez, 2003; Oakes, 1983, 2005). Schools that serve primarily
White middle-class and wealthy communities often have highly technical classrooms
offering advanced placement curriculum and skilled teachers and provide knowledge
about the college process (Hurst, 2009). Whereas, schools that serve primarily Latina/o
students have unskilled teachers, emphasize vocational training, and offer limited or no
college information (Hurst, 2009; Pérez Huber et al., 2006). These circumstances result
in Latinas/os having limited to no college preparation (Hurst, 2009). CRT scholars have
further declared that Whites have benefited greatly from civil rights legislation. In
particular, White women have made significant advances in education as a result of civil
rights law (Ladson-Billings, 1998).

Racism continues to exist with a different appearance than in the past. Bonilla-
Silva and Forman (2011) discussed changes in White racial discourse identified by
current scholars, such as “I am not racist but . . .” as “discursive maneuvers” or “semantic
moves” (p. 178). Further, 85% of respondents in their study of White college students
still opposed affirmative action and denied that racial inequality was structural. Bonilla-
Silva and Forman purported that post-civil rights racial beliefs by Whites have shifted
minimally. While, some Latinas/os are attending higher education, most continue to
receive insufficient education (Hurst, 2009), but are described as inadequate rather than
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the system being labeled as incompetent. These deficit perspectives serve to place
responsibility on individuals instead of the structures that were developed to oppress
racial groups while maintaining Whites as the dominant race (Bell, 1977, 1992; Ladson-
Billings, 1998; Ladson-Billings & Tate, 1995; Solérzano, 1997; Solérzano & Solérzano,
1995; Tate, 1997).

Operational Definitions

Community college function — The community college mission, which includes
transfer, vocational education, and developmental education (Bahr, 2013; Townsend &
Wilson, 2006).

Critical points — Specific points identified by Latina/o students within the
educational process that effect the advancement through the pipeline.

Latinas/os — People of Mexican, Chicano, Puerto Rican, Cuban, Central
American, and South American ancestry who may be native-born, immigrants,
undocumented, or have legal status (Nuiiez, 2009).

Push out — The use of structural processes to create barriers for lower achieving
students (e.g., assessment tests), which make it difficult or impossible to move through
the higher education pipeline (Elliot, 1966; Orfield et al., 2004).

Tracking — Perceived educational ability by race and class (Oakes, 1983) resulting
in grouping students into courses that create varied educational outcomes and intensify
inequality (Moller & Stearns, 2012).

Transfer path — Educational pathways on which students begin community
college and attempt to earn more than 10 credits toward a community college degree

(Adelman, 2005).
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Undereducation — The condition of inadequate teachers, pedagogy, school
structures, resources, and state and federal policies that result in limiting knowledge and
the creation of poor academic outcomes (Gonzalez, & Portillos, 2007).

Assumptions, Limitations and Delimitations

Assumptions

Several assumptions can be made about this qualitative research study. First, the
stories shared by Latina/o community college students will expose thick, rich data about
their schooling experiences. Second, the data will reveal realities about the educational
experiences of Latina/o community college students that are contrary to deficit models
articulated by dominant ideology (Ladson-Billings, 1998; Sol6rzano, 1997). Third, the
realities revealed will strengthen the voice of the Latina/o community students and build
unity. Finally, the data can be used to inform community college administrators, faculty
and staff, and educational policymakers.

Limitations and Delimitation

Limitations to consider include the reality that this qualitative study cannot be
generalized to other CCC campuses or Latina/o students. The students enrolled in the
specific community colleges studied will be unique to that community and the programs
will reflect the exclusive creativity of campus administrators, faculty, and staff.

In addition, particular Latina/o subgroups have different educational outcomes.
For instance, Cuban Americans have high educational outcomes while Mexican
Americans/Chicanos have the lowest educational achievement of all Latina/o subgroups.
However, it is somewhat difficult to determine subgroup results because research on
Latinas/os is often not disaggregated. This makes it difficult to discuss which factors
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impact specific subgroups as they attempt to move through the educational pipeline.
Therefore, this study will not be able to report on a single subgroup.

Another limitation to consider in this study is that the findings are applicable only
to students attending a CCC at this point in time. Thus, the conclusions may not apply to
Latina/o students in the future. Finally, participants may not reflect Latina/o students on
other CCC campuses due to demographic differences.

Delimitations include the selection of currently enrolled Latina/o community
college students who have had aspirations to transfer, and have been pushed out the
transfer path. Only those students who have articulated that they do not currently have a
transfer goal will be asked to participate. Thus, this study will focus only on those
Latina/o community college students who have been compelled not to transfer to a 4-year
institution and are presently earning an associate’s degree or certificate, not those who
have transferred.

Significance

The significance of this dissertation is to give voice to Latina/o students who have
had aspirations to transfer to 4-year universities but do not because their stories have not
been heard. Rather, these students have been ignored and blamed for not moving through
the educational pipeline successfully. Giving voice to this marginalized group may assist
with providing insight about their community college experiences so that policymakers
can develop effective policies. Consecutively, administrators, faculty, and staff can
implement effective practices to advance Latina/o educational outcomes. The

information learned could inform community colleges that are responsible for
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implementing new legislation such as the Student Success Act' (AB 1456, 2012), which
charged CCCs with assisting students with creating an educational foundation for
success.

The Student Success Act requires CCCs that receive matriculation funds to
provide student services such as an orientation, assessment and placement, academic
counseling and intervention, and educational planning focused on the student’s
educational goals. Students are expected to declare a major after a designated time or
accrual of units. Students are also required to meet a minimum academic average to
receive the Board of Governors (BOG) Fee Waiver. Service evaluation is required and
funding is connected to student outcomes. (CCC, 2012). Further, this research will
narrow the gap in the current literature on Latina/o community college students’ transfer
path experiences.

Conclusion

Latinas/os are one of the largest ethnic groups in California, but they are the least
represented in higher education. Many Latinas/os are undereducated, yet have a desire to
seek higher education. For instance, recent research indicates that the high school
dropout rates for Latinas/os are at an all-time low, and, Latina/o high school students
enroll in college at greater rates than White students (Fry & Taylor, 2013). These recent
statistics support educational improvement; however, Latina/o student educational

enrollment and attainment continue to lag behind other ethnic groups and Whites

1 Additional information about the Student Success Act can be found at the
California Community College Chancellor’s Office (CCCCO) at http://www.california
community colleges.cccco.edu/PolicylnAction/StudentSuccesslnitiativeaspx
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(Arbona& Nora, 2007; Downs et al., 2008; Gandara & Contreras, 2009; Melguizo, 2009).
Therefore, it is important to understand what institutional factors deter Latina/o students
from the transfer path. It is important to obtain stories from students to expose their
realities (Delgado, 1989) and reduce stereotypes and deficit thinking (Valencia, 2010).

Much of the existing literature focuses on community college student transfer
success (Flaga, 2006). Specifically, there is limited research that explores Latina/o
community college student success (Suarez, 2003) and some research that identifies
barriers to transfer for Latina/o community college students (Ornelas & Sol6rzano, 2004).
Very limited research exists on the narratives of Latina/o community college students that
are pushed from the transfer path (Bensimon & Dowd, 2009), which is the focus of this
dissertation. The findings can reduce the gap in the transfer literature and give voice to
Latina/o students who do not transfer to 4-year universities. Conclusions can also inform
CCC administrators, educators, student service staff, educational policymakers and

advocates.
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CHAPTER 2
LITERATURE REVIEW
Introduction

This study will explore the existing literature related to community college
students and the transfer path. The literature review will be organized into three major
sections: college choice, community college function, and barriers to transfer that may
encourage leaving college. Latina/o community college students will be examined as a
specific racial group using a Critical Race Theory (CRT) lens. The five CRT tenets,
intersectionality of race and racism, challenge of the dominant ideology, exposure of
unjust educational experiences, the use of experiential knowledge of the participants, and
an interdisciplinary application (Ladson-Billings, 1998; Sol6rzano & Yosso, 2002) of
theory and methodology will be linked to the three sections of the literature review.
Research related to the experiences of Latina/o community college students pushed out of
the transfer path will be emphasized.

Much of the literature on Latina/o community college transfer students has
focused on those who successfully transfer to 4-year universities. There is a significant
gap in the literature about Latina/o students who do not transfer, which is about 75% of
all Latinas/os who attend community college (Crisp & Nora, 2010). Further, Goldrick-
Rab, Carter, and Wagner (2007) argued that the literature on college transitions contained

extensive theoretical and methodological gaps related to race, gender, and class.
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Most Latina/o students begin their postsecondary education at a community
college. Rivas et al. (2007) discovered that 75 of every 100 first-time Latina/o college
students in California enroll in community college. Of the 75 students, about seven will
transfer to public 4-year universities in California. Zalaquett (2006) found that Latina/o
students have a desire to succeed in higher education, the same as their Asian and White
peers, who tend to be greatly represented in postsecondary education. Likewise, Lopez
(2009) noted that almost 89% of Latina/o young adults understand that a college degree
leads to success.

Latina/o parents also understand the importance of a college degree (Martinez,
2008). Several researchers reported that Latina/o parents have a desire for their children
to attend college, but many do not speak English and have a limited understanding of the
educational system (Downs et al., 2008; Gonzalez, 2012; Valencia & Black, 2002;
Zalaquett, 2006). Likewise, Kiyama (2010) emphasized that a lack of information does
not mean that parents are disinterested or do not value education. Additionally, Latino
parents are not knowledgeable about the admissions processes of higher education, nor
about educational programs and financial aid. Parents are willing to provide vital
assistance to their college-going children, such as emotional support, encouragement, and
the convenience of living at home, which students report to be helpful to their educational
resiliency (Cabrera & Padilla, 2004; Ceja, 2004).

Despite the strong desire of both students (Taggart & Crisp, 2011) and parents
(Gonzalez, 2012; Kiyama, 2010; Valencia & Black, 2002; Zalaquett, 2006) for Latina/o
students to advance through higher education, few transfer, and many depart from the
educational system without a degree (Rivas et al., 2007). Little is known about
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Latinas/os who are pushed out of the transfer path and do not transition to 4-year
institutions. Investigating experiences of Latina/o community college students who do
not transfer is critical to learning how these students negotiate the community college
experience and discerning why they do not transfer. Specifically, what institutional
features deter Latinas/os from transferring to 4-year universities, and how do students
respond to no longer being on the transfer path.

College Choice

About, 45% of undergraduates in the United States begin postsecondary education
at community colleges (American Association of Community Colleges (AACC), 2014).
Compared with other racial/ethnic groups, Latinas/os are the least likely to attend higher
education. If Latinas/os do attend postsecondary education, they usually enroll in
community college. In 2000, of those Latinas/os who enrolled in college, 20% started at
a community college and only 15% began at 4-year universities, whereas 68% of White
students enrolled in higher education and 28% attended community college immediately
after high school. Of the White college students, 40% went directly to a 4-year college or
university, significantly higher than Latina/o students (Kurlaender, 2006). Therefore,
Latinas/os are more likely to attend community college than White or African American
students (Kurlaender, 2006).

Kurlaender (2006) pointed to the beliefs of some rational choice and human
capital theorists that choice is related to “tastes, abilities, and resources” (p. 8). These
theorists put forth the idea that all racial/ethnic groups are able to achieve various levels
of educational outcomes and further purported that everyone has an “equal opportunity”
to advance (Kurlaender, 2006, p. 8). Deficit models such as the rational choice model
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and human capital theory are used to explain the failures of students of color placing
blame on the students, parents, and the communities where they reside (Kurlaender,
2006; Solérzano & Yosso, 2002). Many educational achievement studies have been
framed using the rational choice model, which promotes the idea that Latinas/os and
other ethnic groups have inferior academic abilities, low motivation, and limited desire
for education (Bell, 1977; Monk-Turner, 1998; Turner, 1960). Rational choice and
human capital theorists do not seem to acknowledge the iniquities in the U.S. educational
system around race, gender, and class (Leonardo, 2013).

Whereas, CRT theorists recognize that racial oppression is historically pervasive
in the U.S. society and public education structures (Ladson-Billings, 1998; Leonardo,
2013; Solérzano, Villalpando, & Oseguera, 2005; Tate, 1997). CRT scholars expose
educational structural practices that impact college choice for students of color by giving
voice to their schooling experiences (Duncan, 2002, 2005; Fernandez, 2002; Pérez
Huber, 2009; Solérzano & Yosso, 2002). Similarly, current literature confirms that
Latino parents want their children to attend higher education (Gonzalez, 2012; Kiyama,
2010; Valencia & Black, 2002; Zalaquett, 2006), and most Latina/o community college
students have aspirations to transfer (Taggart & Crisp, 2011). The literature supports
several factors that affect college choice including social class, educational structures, the
information gap, and chain migration.

Social Class

Social class can influence college choice. McDonough (1997) claimed, “Class-
based patterns of aspiration are a joint product of family and school influences” (p. 152).
She studied high school students and how social class and high school guidance affected
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students’ college opportunities. McDonough found that wealthy students felt entitled to
attend prestigious colleges based on their family’s socioeconomic background and high
school environments. Poorer students felt less ambitious about choosing prominent
universities. Students’ college plans were influenced by their family and community
values and personal assessments of suitable postsecondary college settings. For instance,
wealthier parents seemed to know how to approach the school; they obtained college
choice information, and knew when and why it was important to access the material
(McDonough, 1997). And, some parents were able to offer their children financial
support and advice to assist with their college choice. College information seems to be
kept within wealthier White communities in order to reproduce educated members and
maintain political power (Tate, 1997; Yosso, 2005).

O’Connor (2009) studied the association amid socioeconomic status (SES) on
Latina/o community college enrollment. O’Connor found that a higher SES did not
influence Latina/o enrollment in a 4-year institution as it did with African American and
White students. It seems that Latinas/os do not have the same access to information
about 4-year institutions; therefore, they do not experience the same outcomes of SES
and are less likely to transfer to a university. The author stated that Latinas/os from
higher SES “have not been taking advantage of the educational opportunities available to
them” (p. 139). If college information is not being shared, Latina/o students remain
oppressed and subordinated (Solérzano & Delgado Bernal, 2001; Yosso, 2005).

Kurlaender (2006) examined four areas that may affect the rates of community
college choice by race, including socioeconomic background, goal to attend college,
primary and secondary academic foundation, and educational structural differences
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related to the socioeconomic status of the community in which the school is located.
Kurlaender found that even wealthy Latinas/os chose to attend community college rather
than 4-year universities. Staying close to home to maintain family relationships is vital to
individual students well being as they receive caring support. Therefore, postsecondary
institutions can do more to attract Latina/o students by creating welcoming, caring, and
validating environments (Rendon, 1994).

Educational Structure

Other researchers point to community college as a choice related to the
educational structure that binds educational preparation with the socioeconomic and
educational contexts (Collins, 1979; Hallinan, 1988) of the student’s family. CRT
suggests that people of color are often characterized as inferior based on the White
middle class imposing standards of normality (Ferndndez, 2002; Ladson-Billings, 1998;
Leonardo, 2013; Parker & Lynn, 2002; Solérzano & Yosso, 2002; Tate, 1997).
Consequently, students of color, specifically, Latinas/os are not offered rigorous
educational curriculum nor encouraged to attend college because of their race and class
status, and the effect is they are relegated to community college (Delgado Bernal, 2002;
Duncan, 2005; Kurlaender, 2006).

Few Latina/o students participate in rigorous academic programs and are often
undereducated during the primary and secondary schooling process (Gonzalez et al.,
2003; Martinez, 2012). Latinas/os often attend schools with limited college coursework
and focus (Delgado Bernal 2002; Martinez, 2012). Further, the high school curriculum is
not providing Latinas/os information about the college application process, financial aid,
and educational programs that may meet their academic interests (Kurlaender, 2006).
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The outcomes of this study further support that knowledge is being kept from Latina/o
students, which results in keeping them undereducated and dependent on the dominant
culture (Yosso, 2005) therefore limiting college choice (Kurlaender, 2006)).

Gonzalez, Stoner, and Jovel (2003) examined Latina/o female students at
community college who suffered institutional abuse due to an inadequate primary and
secondary school curriculum. Gonzalez et al. claimed that institutional reluctance by its
staff and faculty to prepare students and institutional acts that create obstacles could also
limit or increase the “perceived and/or actual opportunities for college” students (p. 146).
These students were unjustly placed into English as a Second Language (ESL) programs
because they spoke Spanish. The students endured adverse interactions with teachers and
with counselors or counselors sometimes had no contact at all with them, experiences that
affected their college choice.

Yet, the data suggested that the Latina students’ academic capability and potential
were never barriers to move into higher education. The students did well in community
college and persisted when they transferred to 4-year universities. Even though these
Latina students experienced institutional neglect and abuse, they used their personal
agency to propel them through the educational pipeline (Delgado Bernal, 2002;
Fernandez, 2002). Most students received emotional support from their parents,
accumulating limited but useful social capital. This data challenges the dominant
ideology that suggests that Latino parents do not care about education (Solérzano &
Yosso, 2002; Valencia & Black, 2002). Though, these students needed more support
from the transfer program staff and other knowledgeable individuals on campus, the
findings imply that students who endure “institutional neglect and abuse” during their K—
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12 schooling process restricted their college choice upon graduation from high school
(Gonzalez et al., 2003, p. 153). The educational injustices imposed on Latinas/os during
K-12 seemed to have had lasting effects for many.

Several investigators proposed that Latina/o students who had considerably high
academic achievement in high school would probably attend community college more so
than African Americans and Whites with comparable achievement (Kurklaender, 2006;
Pérez & McDonough, 2008). For example, eighth-grade math results increased the
likelihood that White and African American students would attend a 4-year college.
However, eighth-grade math scores did not have a positive influence on Latinas/os
choosing to attend 4-year institutions (Kurklaender, 2006). Other researchers argued that
Latina/o student college choice may have been influenced by receiving college and
planning information, including assistance with the application process from family
members, friends, and high-school counselors (Flores, Horn, & Crisp, 2006; Pérez &
McDonough, 2008). Kurlaender asserted that community college remains a practical
choice for Latina/o students who are more likely to enroll in a community college than
are White or African American students.

Information Gap

The college choice literature identified underrepresented students as having
limited college information outside and inside educational institutions. Social capital
refers to “property that middle- and upper-middle class families transmit to their
offspring, which substitutes for or supplements the transmission of economic capital as a
means of maintaining class status and privilege across generations” (McDonough, 1997,
p. 8). These students do not have access to the knowledge that can be gained through
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informal networks available to those with the advantage of social capital (Stanton
Salazar, 1997). Students who attended elite schools had been developing social capital
through their relationships with teachers and counselors during primary and secondary
school (McDonough, 1997; Stanton-Salazar, 1997)

Gonzalez, Stoner, and Jovel (2003) also suggested that the lack of social capital
restricts college choice. A college—student mismatch could have negative effects on
students in the long run. Flores et al. (2006) found that Latina/o students obtained
college information from high-school contacts, family members, and peers. Pérez and
McDonough (2008) discovered that Latina/o students were deciding which college to
attend based on the experiences of others without reflecting on how they personally felt.
Having social contacts at a particular college was important for Latinas/os. Needing
acquaintances seemed to restrict college choice, as Latinas/os indicated that they did not
want to be alone in a different state or town (Pérez & McDonough). Latina/o parents
sometimes narrowed the choice to local universities to keep their children close to home
(Pérez & McDonough), and though the effect of family could be limiting, it could also be
of great value. (Fernandez, 2002).

Families play a key role in the college choice process and they are a vital source
of support for Latinas/os during their college experience. Families provide emotional
support, assist with keeping costs down, and serve to connect students to individual
people on campus (Pérez & McDonough, 2008). Family members serve as important
resources to heighten social capital and encourage persistence. A study by Flores and
Obasi (2005) found that family members were significant role models (78%) for high-
school students, while teachers were the second most important source of role models
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identified. Mentors were characterized as helpful with providing career guidance,
encouragement, role modeling, and personal support. Family mentors served as
important to assist Latinas/os with career planning—leading by example, availability, and
college choice (Flores & Obasi, 2005).

Likewise, Ceja (2006) examined the college choice process and the role of
Latina/o parents and siblings as social capital. The findings suggested that the most
valuable source of help that Latina/o parents could offer their college-going child was
emotional and moral support. Siblings, especially those who had attended higher
education, were helpful in assisting students with college. Further, Latina/o students felt
compelled to share their knowledge about the college choice process with their parents to
increase parent knowledge. Parents would then be able to assist the younger children
with knowledge gained from older siblings regarding college preparation and choice.
Latina/o family members played the role of “protective agents” by passing down
important information to their siblings and other relatives (Ceja, 2006, p. 101).

Downs et al. (2008) found that a 6-week “college knowledge program” was
effective in training Latina/o parents about the higher education process (p. 227). Those
Latina/o parents in turn provided other Latina/o parents with college information. Most
of the parents wanted their children to attend college, but did not understand the college
admissions process, financial aid, or career options. Students also reported not receiving
information about college admissions, entrance exams, and financial aid. One hundred
percent of the children of Latina/o parents who participated in the program stated that
they would more than likely attend college. One hundred percent of the Latina/o parents
who participated in the program increased enthusiasm about sharing their knowledge
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about the college process to other parents. The results of the Downs et al. study
illustrates how knowledge is readily shared because of the Latina/o cultural value of
reciprocity and emphasizes the presence of opulent community cultural wealth that can
expand college choice (Martinez, 2012; Yosso, 2005).

The college choice process also includes the Latina/o community since members
provide support to one another, which can increase the number of underrepresented
college-going students (Pérez & McDonough, 2008). Martinez (2012) discussed
community cultural wealth—“means by which communities of color possess and utilize”
various skills, abilities, and knowledge to resist domination—as influential in choosing
college (p. 11). Martinez’s study focused on how schools and nonrelated individuals
impacted college choice for a group of South Texan, Mexican American high school
seniors. Findings revealed that students used aspirational capital and personal agency to
oppose negative stereotypes from the dominant culture, moving them toward their
educational goals (Fernandez, 2002; Martinez, 2012).

Pérez and McDonough (2008) suggested creating “friendship groups” that serve
to educate community members with college admissions and financial aid information (p.
261). Martinez (2012) suggested that partnering with local community centers, churches,
and community members who have attended a university could assist college choice
knowledge for Latina/o high-school students. Martinez’s recommendation acknowledged
the presence of varied levels of Latina/o community cultural wealth (Yosso, 2005).
Educating and training the whole community can increase accurate college information
and equip a larger number of Latinas/os with the knowledge necessary to make informed
decisions about college. The bottom line is that the college choice process for Latinas/os
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is a family and community affair and the transmission of knowledge is shared through its
members (Martinez, 2012; Pérez & McDonough, 2008).

A study by Flores et al. (2006), illustrated the college information gap inside an
educational institution. Latina/o students stated that school counselors often ignored
them. Counselors had vital information about college choice that they did not share
(Flores et al.; Gonzalez et al., 2003). Counselor hoarding of knowledge resulted in the
subordination of Latina/o students (Yosso, 2005). Structuring social capital can be
strengthened through school-based programs, such as honors and the Gifted and Talented
Education (GATE) programs. GATE engages and informs participants and has assisted
minority students with building social capital via knowledge of and support with the
college admissions process (Gonzalez et al., 2003).

Person and Rosenbaum (2006) also discovered that there are differences in the
information gap for Latinas/os at various colleges. Latina/o students were more likely to
use campus resources when enrolled in colleges with a large Latina/o student body. The
data did not explain what influences Latinas/os to obtain and use campus resources.
Possibly, more networks can be developed in an ethnically diverse campus where
relevant support services are emphasized. For instance, some institutions that enroll a
significant number of Latinas/os may employ Latino staff to reach out to and inform
students about campus services. Additionally, 15% of Latinas/os in the study were
members of specialized organizations that supported their particular needs (Person &
Rosenbaum, 2006). It appears that Latina/o students understood the need to move toward

other Latinas/os affecting college choice.
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Chain Migration

Chain migration is a relevant concept that can be applied to Latina/o student
college choice. Sociologists have described chain migration as a process by which
immigrant groups migrate from their homeland to a particular place (MacDonald &
MacDonald, 1964). MacDonald and MacDonald defined chain migration theory as a
“movement in which prospective migrants learn of opportunities, are provided with
transportation, and have initial accommodation and employment arranged by means of
primary social relationships with previous migrants” (p. 253).

Person and Rosenbaum (2006) applied this concept to study Latina/o college
choice among community college students. Person and Rosenbaum suggested that
knowing someone in a particular college, applying with a friend, and connecting with
particular people once on campus might influence Latina/o student college choice. Pérez
and McDonough (2008) found that the extent to which Latinas/os relied on relatives and
community members was astounding. Students often networked with and gained support
from community members whom they had not met prior to entering college. Person and
Rosenbaum also noted that students who depended on family and friends to provide them
with college information limited institutional choice. Though, many Latinas/os choose to
remain near home because they do not want to live away from their families maintaining
the cultural value of relationships (Martinez, 2012; Yosso, 2005).

Moreover, the findings suggested that these students enrolled in specific
universities via input from family and friends were not engaged on campus and did not
use college services. The students in the study seem to have needed institutional support
and guidance to succeed (Person & Rosenbaum, 2006). The data revealed that the White
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students had more campus resource information than Latinas/os. This finding could
imply that Whites may keep knowledge to themselves to reproduce privilege and power
(Bell, 1992; Yosso, 2005).

Community College Function

The community college system’s function was originally established to include 4-
year college transfer, vocational and technical education, and general education. In 1987,
Assembly Bill (AB) 1725 expanded the CCC’s function to include “developmental
education, English as a Second Language, basic skills, noncredit adult education,
community services, and economic development” (Community College League of
California, 2013, p. 1). Further, open access is a unique function of community colleges
when compared to other higher education institutions (Cardenas & Warren, 1991;
Martinez & Fernandez, 2004).

Scholars have emphasized that community colleges are the initial conduit in the
educational pipeline for many minority students (Jain, Herrera, Bernal, & Soldrzano,
2011; Taggart & Crisp, 2011). About 70% of all undergraduates are enrolled in
community colleges and 60% are students of color (African American, Latino, and
Native American). Cardenas and Warren (1991) purported that community colleges
reflect the inhabitants they serve, which are more urban, young, and economically
disadvantaged students of color.

Many Latinas/os enroll in community college as a bridge to 4-year universities.
Latinas/os have different educational trajectories from other ethnic and racial groups.
Because of lack of knowledge about higher education admissions, strong family values,
and limited financial backing, Latinas/os make distinct educational choices (Pérez &

30



McDonough, 2008). Yet, Taggart, & Crisp (2011) noted in their study that 60% of the
Latina/o community college students had aspirations to transfer to 4-year institutions.
Transfer

In 1901, when Joliet Junior College was established in the United States, transfer
to 4-year universities was the function of community colleges, vocational and technical
education, and general education (Community College League of California, 2013). The
focus was on creating an upward direction after completing an associate of arts (AA)
degree. Six decades later, the California Master Plan for Higher Education reestablished
the responsibility of community colleges as preparing students to transfer to 4-year
universities. Transfer continues to be a dominant focus of community colleges, but a
recent emphasis on vocational and developmental education, English as a Second
Language, economic development, and basic skills has surfaced over the past 25 years.

The community college transfer function has notably decreased over the past 2-
1/2 decades. Nationally, about 20-25% of community college students transfer to senior
colleges—universities (Melguizo, 2009; Wassmer, Moore, & Shulock, 2004). There has
been a significant debate about the change in the transfer function of community colleges.
Workforce development seems to be taking an important foothold, which may be related
to the passing of AB 1725 and an increasing need for a highly trained labor force in the
United States. (Handel, 2011; Wassmer et al., 2004).

In the past, policymakers and educational leaders have been troubled by the
limited transfer rates (Handel, 2007). To support transfer students, 4-year universities
started to allocate more funding as transfer students transition to their campuses. In
California, 4-year institutions and community colleges developed a relationship to assist
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transfer student transitions. In 1997, the UCs, CSUs and CCCs signed the Memorandum
of Understanding (MOU), which put forth a commitment to establish a transfer bridge to
support community college students as they moved into senior colleges (Handel, 2011;
Jain et al., 2011). As a consequence of the MOU, the number of underrepresented groups
is the highest it has ever been. According to Handel (2011), the educational outcomes of
transfer students are the same as students who begin at the UC. A systemic change, such
as the MOU expanded educational opportunities in California emphasizing that transfer is
a valuable function that can propel students of color through the educational pipeline.

Windham (2001) highlighted data from the 2000 National Transfer Study that
concluded that transfer is an important function of community colleges. In some states,
such as Florida, there are policies in place that support a transfer function and cohort
tracking. In Florida, 71% of students, including Whites and those from major ethnic
groups (African American, Asian, and Latinas/os), transferred in 1999. More males than
females transferred and the younger rather than older students transitioned to senior
universities. Since 2001, Florida has tracked community college students and the state
has the highest number of associate of arts graduates who transfer to 4-year universities.
Florida’s successful transfer rates may signal that transfer can be an effective function of
community colleges (Windham, 2001).

Townsend (2001) investigated the need for a reexamination of the community
college transfer function. He described transfer patterns of community college students
as follows: (a) transfer to a 4-year school before completing the 2-year college transfer
degree, (b) transferring with non-liberal arts courses or programs, (c) transferring in a
“swirling” pattern (moving from campus to campus), (d) transferring high-school dual-
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credit courses offered by a community college, and (e) transferring summer courses
(Townsend & Wilson, 2006, pp. 2-3). Transfer behaviors vary depending on the
financial and academic circumstances of students. Still, most Latinas/os do not transfer
to 4-year universities.

Latinas/os and transfer. Most Latina/o students have risk factors that may be

barriers to transfer. For instance, there is much literature that indicates that students who
delay enrollment into higher education are less likely to transfer to a 4-year university
(Nora & Crisp, 2012). Parental education levels also influenced achievement for
developmental students (Crisp & Nora, 2010). Students who work tend to have poorer
transfer outcomes. Additionally, the more a student works, the more likely she/he will be
pushed from college (Nora & Crisp, 2012).

There are some academic programs that have been established to provide support
to students of color, particularly Latina/o students. For instance, the community college
Puente Project is very successful with advancing participation in higher education
(Rendon, 2002). One reason for the increase in transfer rates is that the Puente staff
provides supportive validating experiences in all areas of the learning community.
Puente challenges the factors that cause the undereducation of Latina/o students and
increases the success of degree attainment (Rendon, 2002), which could mean the
attainment of further degrees. Chicanas/os are more apt to complete a doctorate degree
using the community college as an entry into higher education (Rivas et al., 2007).

The increase in Latina/o matriculation and transfer to the CSUs suggests that
CCCs are assisting Latinas/os with upward mobility, though, during the late 1990s, only
13% of Latinas/os who enrolled in community colleges transferred (Shulock & Moore,
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2007). The literature proposes that many Latinas/os are not able to transfer because they
lack transfer information and do not understand the requirements necessary to transition
to a 4-year university (Chapa & Schink, 2006; Monroe, 2006).

In a study by Zell (2010), the data revealed that Latina/o community college
students experienced “hardship and distress”; however, students persisted based on how
they understood their experiences (p. 182). Zell found that Latina/o students who were
able to recover from stress were also able to forward their educational gogls, and that
these students found community college to be useful with learning how to successfully
manage challenges because their identity as college students, self-worth, and confidence
were strengthened.

Likewise, Campa (2010) noted that Latinas/os were successful when they had a
purpose beyond themselves and received cultural support from family members who also
served as role models (Flores & Obasi, 2005). Families contributed to the “critical
resilience” (Campa, 2010, p. 429) of these students, overcoming barriers and realizing
educational goals. The findings suggestéd that Latina/o students who engaged in critical
resilience did not “abandon or reject” (Campa, 2010, p. 451) their family traditions.

Similarly, Latina/o students were empowered to effectively move between their
cultures and the dominant culture by conjointly linking cultures. Data revealed that
Latina/o students with a strong drive connected to supporting their families, communities,
and society, were compelled to attain a college degree (Zell, 2010). Latina/o students
seemed to focus on creating social elevation for their families, which advanced critical
resilience (Campa, 2010). Additionally, this data challenges the dominant ideology that
Latina/o culture adversely impacts educational outcomes because Latinas/os gained
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strength and inspiration from their cultures, which resulted in successful transfer (Smith-
Maddox & Solodrzano, 2002; Solérzano & Yosso, 2002)

Nora and Rendén (1990) examined whether community college students had a
predisposition to transfer. Findings indicated that students who were better integrated in
college academically and socially had greater predispositions to transfer. These students
were also more committed to the college and their educational goals. Nora and Rendén
did not find any differences between White and Latina/o students regarding a mild or
strong predisposition to transfer. Therefore, it is important to recognize how students are
integrating into college life and strengthen this skill in transfer programs, which may
increase the likelihood that Latinas/os may transfer.

Vocational and Technical Education

There is an established argument about whether community colleges redirect
students to vocational education (Melguizo, 2009). Community colleges have been
suspected of “cooling out” and “diverting” students away from senior colleges (Clark,
1960; Roksa, 2006, p. 499). The literature supports the findings that a vocational focus in
community colleges decreases transfer rates to 4-year institutions (Armstrong &
Mellissions, 1994; Brint & Karabel, 1989; Cohen & Ignash, 1994).

The vocational track offers students limited job skills that can be applied
immediately upon completion of a brief certification, a process that can offer benefits to
local communities. The goal is to quickly build a workforce while keeping students and
businesses content (Clark, 1960; Roksa & Calcagno, 2010). Thus, pushing students to
low-wage jobs may mask the community college open-access plan and reinforce the
vocational education function (Brint & Karabel, 1989; Clark, 1960).
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Oakes (1983) studied the relationship between social stratification and vocational
education. Findings suggested that there are numerous differences in the socialization of
children from racial and socioeconomic backgrounds. Non-Whites were more likely than
White students to be directed to vocational education at the onset of middle school.
Programs with primarily ethnic students were more likely to focus on job skills for low-
level positions, such as clerical and manual labor. Schools that enrolled primarily White
students focused on general education, which developed skills helpful in everyday living
(Oakes, 1983).

Additionally, non-White student courses were usually taught in a different format
than courses for White students. For instance, students of color often participated in
classes off campus. The coursework was focused on developing vocational skills. These
students were engaged in on-the-job training, occupying extensive time (Oakes, 1983).
Given their busy schedules, students of color would not have opportunities for more
rigorous coursework. Collins (1979) suggested that some employers would prefer
nonvocational students because of their belief that nonvocational students are more
trainable. In fact, employers perceived vocational students as having failed academically
(Oakes, 1983). Although, the Oakes study is 30 years old, vocational education courses
continue to be filled with many students of colors, specifically Latinas/os, who generally
have not had rigorous high school coursework (Goldrick-Rab et al., 2007).

Roksa (2006) found that students who attended community colleges with a
vocational focus maintained academic progress when associate’s degrees and transfer
programs were available. Actually, these students went on to get associate’s degrees,
transfer to senior colleges, and earned bachelor’s degrees. But, when community

36



colleges had a strong emphasis on vocational and certification programs, student degree
attainment was obstructed. Roksa (2006) believes that community colleges may be
falsely accused of deterring students from moving through the educational pipeline
because practices are influenced by state policies and student characteristics.

In a study by Bremer et al. (2013), outcomes revealed a 56% graduation rate for
vocational education students, contrary to previous findings. Generally, vocational
education students had lower persistence and graduation rates. Students in vocational
education who received grants and loans generally had higher GPAs and were more
likely to persist. Those students who used a tutor moved forward. It was not understood
why tutoring supported positive outcomes. It may have been the tutoring support or the
relationship that was established with the tutor (Bremer et al., 2013). As well, since these
students were receiving financial assistance, they may not have had to work or worked
fewer hours and may have had more time to devote to homework.

Latinas/os and vocational education. The move to vocational education may have

grave consequences for Latinas/os who attend community colleges as an entry into higher
education because most, 60%, plan to transfer (Taggart & Crisp, 2011). These students
presume they will take transfer courses and obtain the assistance necessary to move
through the educational pipeline to degree completion (Rend6n, 1993). Community
colleges serve to support students who would not otherwise have the opportunity to
attend college (Rend6n, 1993). Yet, these are the very students who seem to be the least
served (Rendodn, Justiz, & Resta, 1988; Weis, 1985).

There are profound implications for Latina/o students, who may be diverted into
vocational education, said Melguizo (2009). His study revealed that Latina/o students
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who participated in transfer programs or received counseling effectively transferred at
higher rates than the 1980s. However, in the 1990s, only 13% of Latina/o students who
enrolled in community college transferred to 4-year universities (Melguizo, 2009;
Shulock & Moore, 2007). Students who were engaged in counseling and introductory
college courses seemed to transfer at higher rates. Melguizo warned that Latina/o
students should not be urged to attend community college because the national transfer
rates are at 20% to 25%, even in states that have strong articulation agreements. Latina/o
transfer rates continue to be low and impacted by state and federal policies (Melguizo,
2009). Thus, vocational education limits Latina/o student educational opportunity and
impacts their economic status (Melguizo, 2009; Oakes, 1983).

Developmental Education

The third function of community college, developmental education, was
determined when community colleges were established. Developmental coursework was
originally part of the curriculum provided to students (Carroll, Kersh, Sullivan, &
Fincher, 2012; Cohen & Brawer, 2003). As the community college system spread
nationwide, the National Association of Developmental Education (NADE) was formed
in 1976. Developmental education is defined by NADE as “a field of practice and
research within higher education which promotes the cognitive and affective growth of
all postsecondary learners” (NADE, 2008). This definition was created to encourage the
support and promotion of higher education to all students at a 2-year institution. Carroll
et al. purported that developmental educators have and continue to maintain criteria for

best practices and institutional priority.
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Salas, Portes, D’ Amico, and Rios-Aguilar (2011) argued that there is ambiguity
among educators about what developmental education is. For example, the Education
Commission of the States (ECS) an interstate organization created in the mid-1960s to
strengthen state-level educational policy, described the undereducation of students, using
terms such as “remediation, learning support, developmental education, and basic-skills
training” (ECS, 2013). The ECS defines developmental education as “coursework
offered at a postsecondary institution that is below college-level work” (ECS, 2013).

This definition makes it clear that developmental coursework is below college standards,
which is contrary to NADE’s definition and creates uncertainty about developmental
education.

There is much debate as to whether developmental education helps or hinders
students. Critics feel that developmental education has been socially constructed (Salas
et al., 2011). The debate includes the use of assessment tests, considered by some to be a
significant obstacle for community college students (Hughes & Scott-Clayton, 2011;
Parker, 2012), while proponents such as NADE believe that students can achieve
cognitive growth and transfer to 4-year institutions if they so choose (Carroll et al.,
2012). However, choosing an academic path, particularly for students of color, can be
influenced by educational policies and procedures leading them to developmental
coursework.

Bremer et al. (2013) examined community college students enrolled in
developmental reading, English, or writing (DREW) courses. Bremer et al. found that
students who enrolled in DREW classes during their first semester persisted to the second
semester. These students attended classes during their 2™ year, but did not advance to
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the 3 year. During the process of the study, occupational, older, and White students
persisted to graduation and had higher cumulative grade point averages (Bremer et al.,
2013).

Roksa, Jenkins, Jaggars, Zeidenberg, and Woo-Cho (2009) reported findings from
a cohort of students in the Virginia Community College System (VCCS) who enrolled in
lower levels of developmental coursework. About half of the students were enrolled in
one developmental reading, writing, or math class. Most students in the study completed
the first developmental course suggested to them, but many students did not enroll in
additional developmental classes needed to progress to college-level coursework (Roksa
et al., 2009). The data suggested that students who began in lower levels of
developmental courses did not do as well as students in higher-level developmental
classes or students enrolled in college-level coursework (Roksa et al., 2009).

A report by the National Center for Postsecondary Research (2012; NCPR)
suggested that one-semester learning community programs such as the Kingsborough
Program did not necessarily increase the persistence of students in developmental
education courses. These programs can be more effective being combined with other
services, such as academic advising, financial support, and ongoing motivation to attend
to classwork. The report’s authors suggested that any type of one-semester program is
not likely to have a lasting impact on student educational trajectories.

Barnes and Piland (2010) studied learning communities in developmental English
courses. Findings revealed that learning community involvement improved retention for
Latina/o students enrolled in developmental writing courses, but not developmental
English courses. Specifically, both males and females had higher than anticipated
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retention rates. Students who graduated from high school had higher retention rates
whether or not they participated in a learning community. The data suggests that learning
community participation improves retention. Latina/o students experienced stronger
retention outcomes when participating in learning communities (Barnes & Piland, 2010).

There has been a recent shift from offering any developmental coursework at 4-
year institutions. Now, almost all-developmental coursework is offered at the 2-year
university level. In 1999, the City University of New York began eliminating all
remedial coursework and moved classes to the community college level (Bettinger &
Long, 2005). Similarly, in California, the CSU and UC systems encourage transfer
students to complete developmental education classes at community colleges. Other
states such as Arizona, Florida, Montana, North Carolina, and Virginia have passed
policies that do not allow 4-year public institutions to offer developmental coursework
(Bettinger & Long, 2005).

Melguizo, Hagehomn, and Cypers (2008) noted that community college could be
expensive for students who are placed in remedial courses. Educational costs for students
with tenuous academic foundations are higher because they take developmental courses
that, though they prepare students for upper-level work, do not transfer (Melguizo et al.,
2008). And, about one-third of students that take developmental education classes have
aspirations to obtain a college degree (National Center for Postsecondary Research,
2012).

CSU’s Early Assessment Program (EAP) gives high schools clarity about the
CSU standards and focuses the senior year as a time for college preparation. A study of
EAP by Howell, Kurlaender, and Grodsky (2010) suggested that high school student
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participation reduces the necessity for developmental coursework in college. The
findings also indicated that participants’ need for developmental education decreased by
6 percentage points for reading and 4 percentage points for mathematics (Howell et al.,
2010). Those who oppose developmental education argue that taxpayers pay double, in
high school and community college, to provide community college students with
remedial coursework. A program such as EAP may reduce costs to taxpayers and
increase the likelihood that high school graduates are prepared for college coursework
(Levin & Calcagno, 2008, in Nora & Crisp, 2012).

Latinas/os and developmental education. Crisp and Nora (2010) argued that there

is little research to support the conclusion that being enrolled in developmental education
influenced Latina/o students’ persistence. However, Latinas/os are overrepresented in
developmental education classes (Bettinger & Long 2005; Grimes & David, 1999; Penny,
White, & William, 1998), a concern given that they are underrepresented in higher
education.

Gutiérrez, Morales, and Martinez (2009) examined the diverse learning styles of
students from nondominant cultures. They noted that these students are often viewed
from a deficit perspective questioning their cognitive abilities and intellectual
possibilities. Gutiérrez et al. (2009) criticized the literature on literacy for employing
“one method” (p. 237) to evaluate knowledge and success, which limits the recognition
of diverse learning styles. A limited focus on learning styles has serious implication for
students of color who are overrepresented in developmental education. CCCs might need
to reassess their function as outlined throughout U.S. history or they may perpetuate

functions that serve to restrict educational success.
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Informal Functions

Tracking. Primary and secondary school educational tracking is persistent in the
United States (Ansalone, 2010). Tracking also seems to create educational chasms that
affect individuals socially. According to Moller and Stearns (2012), the National
Education Longitudinal Study data exposed tracking underpinnings as having lasting
income disparities. Research on tracking also suggests that tracking separates students
within racial and class backgrounds (Ansalone, 2010; Moller & Stearns, 2012; Stearns,
2010).

Contrarily, Ansalone (2010) identified research by Kirkland (1971), who
purported that tracking should be encouraged because it helps to aid the teaching process
by maintaining academic consistency. If tracking is not a part of a school’s structure,
teachers may informally practice it in the classroom. Some teachers group students based
on academic similarities (Ansalone, 2010). However, British researchers found that
students in nontracking schools had higher levels of self-efficacy (Barker-Lunn, 1970;
Ireson & Hallam, 1999).

Gamoran (1992) looked at high school tracking to identify whether it dissuades or
encourages students to apply to and enroll in higher education. Gamoran found that high
school students who perceived that they made their own academic choices were more
driven to move to higher education. It seems that tracking outcomes are a result of the
structure of a program. Programs that have flexibility are inclined to have better
outcomes, including higher math scores. The findings indicated that involvement in
academic tracking promoted educational achievement in many schools, but it did not

increase math scores in all schools (Gamoran, 1992).
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Stearns (2010) found that academic assessments leading to tracking seemed to be
connected to a student’s race, socioeconomic status, and gender. The data suggested that
gender disproportionality is more significant than racial disproportionality. However, the
study revealed that Latinas/os have the least gender income gap. Latina women acquired
91% of Latino men’s wages when they received general secondary education (Stearns,
2010). Teachers, parents, and students should be made aware of wage gaps created via
the public education systém due to the tracking of high school youths (Moller & Stearns,
2012).

Moller and Stearns (2012) indicated that educational tracking is linked to students
of color feeling, rejected and diminished by teachers in higher-level coursework, which
discourages students from enrolling in rigorous coursework. Ansolane (2010) noted that
the content and amount of education shifts based on the track level and socioeconomic
status. For instance, curriculum is often less adequate for students from low
socioeconomic backgrounds while superior for wealthy students. Classroom materials
including technology are generally superior and readily available for higher-income
students who are often placed in higher-track coursework (Ansolane, 2010).

Nevertheless, bright students of color may not want to participate in more
demanding coursework because these students felt that their voice would not be heard—
their lack of participation being a form of resistance (Solérzano & Delgado Bernal,
2001). Some students of color reported that their input was not respected in advanced
courses and they were often omitted from class discussions. Many students of color
engaged in resistance by refusing to be subjected to being ignored by teachers as a form

of personal agency (Solérzano & Delgado Bernal, 2001).
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Cooling-out. Five decades ago, Burton Clark (1960) proposed a classic critique
on community college tracking and diverting student’s transfer goal. A sociologist and
scholar, Clark (1960) claimed that higher education created disparities in the public
education system. He noted that the U.S. democratic society urged its citizens to obtain
an education to be able to increase one’s income and move up the social ladder. Brint
and Karabel (2006) also suggested that America was known as the “land of opportunity”
and individuals would obtain “their just reward” (p. 63) if they were skilled and worked
diligently. The prospects were abundant for educated Americans upon completion of an
undergraduate degree (Brint & Karabel, 2006).

Clark (1960) established characteristics for the community college cooling-out
function as follows:

1, “Alternative achievement”: Paths look similar and students are encouraged to
a better-suited alternative, which pushes them away from transfer.

2. “Gradual disengagement”: Students are directed to meet with an academic
advisor for guidance. Meetings with advisors are scheduled over time, which hinders
advancement. Students become paralyzed and can attempt to move forward with
ongoing obstacles or surrender to the alternative options.

3. “Objective denial”: The student is faced with examining her/his
circumstances. The student’s academic challenges are central to the problem, which
deflects accountability away from the college. The institution has provided access to

higher education, but the student has not been successful, as evidenced by a marginal

grade point average.
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4. “Agents of consolation”: Academic advisors and faculty redirect student
educational goals to vocational training, which supports a job with marginal income and
transfer aspirations are cooled-out.

5. “Avoidance of standards™: Standards are unclear and low performance is met
with an intense response, with a goal of keeping standards ambiguous while redirecting
students away from transfer (pp. 574-575).

Clark (1960) noted that the cooling-out function was masked to deflect public
inquiry. Clark claimed that students themselves assist with keeping the cooling-out
function concealed. If students became conscious of the cooling-out purpose, they would
have to manage the insult imposed on them. Therefore, students remain focused on the
alternative path to avoid stress and humiliation (Clark, 1960).

Conversely, Townsend and Wilson (2006) argued that students with an associate
in applied science (AAS) degree did not experience a cooling-out process. They
experienced a “heating-up” (p. 195) or enthusiasm to advance their educational goals.
The data suggested that students with AAS degrees shifted their educational goals toward
receiving a bachelor’s degree. More than 25% of students in the study enrolled in a 4-
year institution (Townsend & Wilson, 2006).

Additionally, Pascarella, Hagedorn, Edison, Terenzini, and Nora (1998) looked at
whether community college impacted students’ plans to transfer to a 4-year university to
earn a degree. They sought to examine Clark’s “cooling-out” premise that community
colleges diverted students from educational advancement to senior colleges. Their
findings suggested that 20% to 31% of students who planned to earn a bachelor’s degree

were more likely to lower their expectations as they completed 2 years of college. Those

46



students who planned to earn a master’s degree, doctorate, or professional degree had not
changed their plans at a 2-year college. Pascarella et al. (1998) concluded that enrolling
in a community college might reduce educational plans developed in high school to earn
a bachelor’s degree. Findings further suggested that the “social-psychological” (p. 183)
impact that community colleges had on students might encourage students to alter their
educational goals. Therefore, the cool-out function that Clark purported might be
mistaken for a process of clarifying one’s college plans (Pascarella et al., 1998).

Democratization. The fundamental charge of American community colleges was

to “democratize” higher education (Brint & Karabel, 2006, p. 67) by opening doors to a
free 2-year college education. Easy access education encouraged enrollment of those
who could not otherwise afford to attend higher education. This practice also created a
highly stratified educational system (Brint & Karabel, 2006). Wealthy students could
attend elite universities while working-class students would attend community colleges.
The quality of education was structured based on one’s socioeconomic class (Brint &
Karabel, 2006; Clark, 1960; McDonough, 1997).

Brint and Karabel (2006) discussed the conflict between democratization and the
existence of the American class structure. American political view insisted that equal
access to higher education was missing and the common people needed to be educated or
they would rebel.

However, there were not enough high-level positions to fill. There were actually
more vocational jobs in which to place workers. Therefore, educational administrators
had to vocationalize their 2-year colleges to shift educational and career objectives. This
had to be done subtly in order to keep the people silent (Brint & Karabel, 2006). The
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masses continued to resist vocationalization. But, the American Association of Junior
Colleges was not deterred from its goal of maintaining vocational education (Brint &
Karabel, 2006). CRT scholars argue that historically, educational leaders have
maintained a system that favors Whites using fuzzy standards that actually create barriers
for students of color (Bell, 1977; Jain et al., 2011; Ladson-Billings, 1998; Leonardo,
2013; Tate, 1976) _

Barriers to Transfer

Barriers to transfer are important to identify because most community college
students have aspirations to earn a bachelor’s degree (Ornelas, 2005; Ornelas &
Sol6rzano, 2004; Pérez Huber et al., 2006). Zamani (2001) addressed barriers affecting
community college transfer including limited financial aid, academic underpreparation,
and a lack of a supportive campus culture and climate. Other scholars suggested that
assessment tests, a lack of counseling support and faculty mentors, inaccurate transfer
information, and long work hours, adversely impact transfer (Alexander, Garcia,
Gonzalez, Grimes, & O’Brien, 2007). Additionally, community college students
commute to campus and often have family responsibilities (Pérez Huber et al., 2006).
The literature suggests that students who begin higher education at community
colleges—predominantly Latinas/os and African Americans—are not as likely to transfer
or attain a baccalaureate degree due to the stated barriers (Alexander et al., 2007; Campa,
2010; Martinez, 2012; Pérez Huber et al., 2006; Zamani, 2001). Latina/o student’s needs
are often overlooked, which can adversely affect their transfer process. Additionally,
responsibilities such as family, work, and school, along with possible language and

cultural issues, require consideration from the university. The low transfer rates of
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Latina/o students indicate that community colleges are not providing them with sufficient
readiness and support to transfer to 4-year universities (Pérez Huber et al., 2006).
Financial Aid

Recent state and federal policies have shifted the responsibility of college costs to
students and their families. For instance, there has been a decrease in grant dollars
offered, and an increase in loans required for students to remain enrolled in college
(Zamani, 2001). Many students from low socioeconomic families are in need of financial
assistance (Alexander et al., 2007). They are placed in a dilemma of whether to accept
loans to cover the increasing cost of tuition, fees, and textbooks. Glenn (2004) found that
lower-income students are sometimes deterred from college due to anxiety created by
high fees. Thus, a growing number of students choose to leave college without a degree
to fill positions that supply “on-the-job training” (Mullin, 2010, p. 156).

Mullin (2010) examined the financial earnings of community college students
who left—“leavers” (p. 155)—to work. Many were African American and Latina/o
students who were less prepared for college. Those students who remained either
completed an A.A. or A.S. degree or transferred to a 4-year college. The leavers earned
as much or more than students who obtained an A.A. or A.S. degree. However, leavers
earned significantly less than those students who earned a baccalaureate degree. It
appears that the undereducation of African Americans and Latinas/os results in a limited
financial forecast.

In a case study by Omelas and Solérzano (2004), findings revealed that Latina/o
students had many misconceptions about the costs of education in a 4-year institution.
Students also did not know how to access accurate information and did not have adequate

49



knowledge about how to apply for financial aid. Becerra (2010) found that Latina/o
students identified the cost of college as a significant factor keeping them from applying
to a 4-year university. Other literature reported that adult Latinas/os stated they might
have attended college if they had knowledge about financial aid (Becerra, 2010;
Marquez, 2006; Zarate & Pachon, 2006). If Latina/o students were aware of the
availability of financial aid, their anxiety could have been relieved and they might have
been more likely to enroll in 4-year institutions (Glenn, 2004).

Academic Underpreparation

There are a disproportionate number of children from low socioeconomic
backgrounds that receive an inadequate public education (Alexander et al., 2007). Low
socioeconomic status is a key indicator of poor academic preparation, resulting in the
likelihood that these students will neither apply to nor attend college (McDonough, 1997;
Titus, 2006). Many students from low-income families are discouraged from attending
college as early as middle school (Cabrera, Burkum, & La Nasa, 2003). These children
are often students of color (African American, Latina/o, and Native American).
Latinas/os are the largest racial population in the country, yet are provided the least
educational resources (Rios-Aguilar & Kiyama, 2012). Latinas/os are more likely to
obtain vocational education in community colleges rather than pursue academic
preparation for transfer (Goldrick-Rab et al., 2007).

The empbhasis to push Latinas/os to vocational education maintains their status as
the largest undereducated ethnic group in the United States. The cause of low Latina/o
academic attainment in higher education is often identified in the literature using deficit
models that focus on low parent and student educational aspirations (Behnke et al., 2004),
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parental limited English proficiency (McLaughlin et al., 2002; Ortiz, Valerio, & Lopez,
2012), and ethnic generational status, immigrant first-generation, child of immigrant
second-generation (Ortiz et al., 2012). Conversely, Latinas/os are subjected to
inadequate primary and secondary schooling that does not prepare them for college
coursework (Bell, 1977; Leonardo, 2013; Perez Huber et al., 2006; Tate, 1997).

Campus Climate and Culture

The culture—“underlying values, beliefs, and meaning” (Peterson & Spencer,
1990; p. 3)—as rooted in an organization’s philosophy and espoused by its members and
the climate, an organization’s common perceptions and attitudes that construct the
atmosphere, (Peterson & Spenser) of an educational institution can have supportive or
adverse influences on a student’s educational outcomes. Latina/o students often have to
navigate an unreceptive campus climate (Arbona & Nora, 2007; Clark, 1960).

In a study by Wassmer, Moore, and Shulock (2004), institutional data were used
from 108 California community colleges to clarify whether there is a relationship
between race—ethnicity and transfer rates. Findings identified institutional culture,
student, and community impacts on transfer rates. Community college faculty, staff, and
administrators tend to have particularly unfavorable perceptions and beliefs about their
ethnic student body, which impacts transfer rates (Wassmer et al., 2004). Community
colleges with the highest enrollment of Latina/o students had the lowest transfer rates.

A case study by Ornelas and Solorzano (2004) examined the transfer environment
of a community college with high transfer rates. The study found that Latina/o students
identified encouraging or discouraging transfer supports such as their parents and
personal motivation that propelled them forward. The students also identified a lack of
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an organizational commitment to student transfer and a lack of transfer information
provided to them. Ornelas and Solorzano also reported on the transfer culture and
identified necessary components to improve student achievement. The components
included the inclusion of providing fundamental transfer information, mandated student
meetings with a counselor to create a transfer plan, the development of required classes
that provide accurate transfer information, the creation of strategies to distribute transfer
information, and a bridge between high school and community college. The authors
further suggested that Latina/o students be encouraged to take transferable coursework,
and develop community outreach strategies to engage the Latina/o community to provide
transfer information (Omnelas & Soldrzano, 2004). Other findings suggested that Latina/o
students are overcome with managing school and nonacademic responsibilities.

However, Latinas/os have high aspirations of transferring to 4-year universities (Ornelas,
2002; Ornelas & Solérzano, 2004; Peréz Huber et al., 2006). Research indicates that a
strong transfer culture, and an institutionalized commitment to support students who have
a desire to transfer, can increase transfer rates (Jain et al., 2011; Ornelas, 2002; Peréz
Huber et al., 2006).

Assessment Tests

Some scholars believe that one of the most significant barriers for community
college students is that about 50% test into developmental mathematic, English, or
reading coursework, which causes them to have to enroll in extra classes (Hughes &
Scott-Clayton, 2011; Parker, 2012). This places developmental education students
behind their peers academically. A research summary by the Community College

Research Center (CCRC; 2013) indicated that more than half (60%) of all current high-
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school graduates in the United States who enter community college lack academic skills
to move them through the educational pipeline. The literature indicates that women,
older students, and first-generation students are more likely to test into remedial
coursework (Chen & Carroll, 2005; Nora & Crisp, 2012).

Assessment tests such as ACCUPLACER or COMPASS, (Bailey, Jeong, & Cho,
2010; Hughes & Scott-Clayton, 2011) serve the purpose of placing students into classes
that assist with building college-level academic abilities, though community college
placement standards and requirements differ between campuses. There is minimal
evidence that class assignments made as a result of the test scores enhance academic
outcomes (Hughes & Scott-Clayton, 2011). The literature identified both desirable and
undesirable consequences for students enrolled in developmental education.

Desirable outcomes. A study by Bettinger and Long (2005) examined students

with similar characteristics who were enrolled in remedial classes or enrolled in college-
level coursework. The findings suggested that there did not seem to be adverse outcomes
for students taking remedial courses. It appeared that developmental mathematic classes
improved certain students’ grades (Bettinger & Long, 2005). Results suggested that
remediation is helpful to those students who completed all their developmental
coursework.

Research conducted by Cho and Karp (2013) studied the effects of student
success courses for community college students enrolled in developmental education
classes. Success courses provided students with information to assist them with gaining
knowledge about institutional resources, academic and career planning, study techniques,
money management, and personal development. The outcomes revealed favorable

53



associations between 1%-year enrollment in student success courses and persistence to the
2" year. Students enrolled in lower-level mathematic courses experienced academic
achievement in the form of earning course credits when enrolled in a student success
course, whereas students enrolled in higher-level mathematics courses earned credits and
transitioned to the 2™ year (Cho & Karp, 2013).

Another study investigating students taking developmental courses examined the
relationship between role models and self-direction (Di Tommaso, 2011). The
conclusions suggested that students who identified having a role-model association such
as a parent, coach, professor, or sibling were more likely to have higher levels of self-
awareness and confidence. These students were also more self-directed and were active
in their learning and reported having rich experiences as a result of their role-model
associations (Di Tommaso, 2011).

Undesirable outcomes. Even though findings such as role models increased the

likelihood of favorable outcomes, the developmental education literature suggested that
favorable outcomes are limited. Students enrolled in developmental education who did
not describe having a role-model affiliation tended to place responsibility for poor
academic progress on external influences, such as family members and teachers. These
students stated that their parents or siblings forced them to enroll in community college.
A few respondents credited others for being responsible for their participation in college
and were likely to be passive learners. These students tended to fault their professors for
their academic outcomes, whether favorable or not. Students felt that instructors needed
to provide clearer feedback about their academic strengths and shortcomings (Di

Tommaso, 2011).
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Assessment tests may not accurately evaluate student’s academic abilities as well
as serve as a gatekeeping mechanism (Nora & Crisp, 2012). Course placements can
result in misguided students assigned to classes that do not enhance academic skills.
Because students are required to take developmental education classes to advance into
college-level courses (Parker, 2012), assessment tests may redefine the community
college open-access policy (Hughes & Scott-Clayton, 2011).

Lack of Counselor Support

Counselors are key to disseminating academic knowledge to students. Their role
is vital for students to obtain transfer information, preparation, and support. Poor
experiences with counselors often begin in primary school. Martinez (2003) found that
counselors and teachers had preconceived deficit ideas about Latina/o students, which
resulted in limited support and guidance with college information. The literature also
identified college counselors as often unwelcoming and sharing minimal or no academic
information including support through the transfer process (Brint &Karabel, 1989;
Ornelas, 2002; Pérez Huber et al., 2006).

In a report by Rivas et al. (2007), they identified “transfer institutional neglect”
(p. 9) or failure of community college to provide transfer information and the receiving 4-
year institutions to provide necessary services such as recruitment, outreach, and
retention services to transfer students. The authors suggested that counselors should be
trained to provide targeted services to first-generation college students. A case study by
Ornelas and Sol6rzano (2004), found that the counselors at Esperanza Community

College were pivotal in providing Latina/o students with transfer information. Though,
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many Latina/o students reported also receiving transfer information from friends, family
members, and university catalogs.

Lack of Faculty Mentors

The literature supports the benefits of Latina/o students’ mentor relationships;
however, a barrier that impacts many community college students’ opportunity for
mentor relationships is that they commute to and from campus and may not be as
integrated into college life. An additional barrier specific to Latinas/os is the limited
amount of Latina/o faculty that could potentially serve as mentors (Alexander et al.,
2007). Also, Latinas/os are often part-time students who work long hours, and have
family responsibilities, limiting their time on campus and engagement in activities
(Alexander et al., 2007; Pérez Huber et al., 2006).

Nevertheless, mentoring has been identified as helpful to the college persistence
of Latina/o students (Bordes-Edgar et al., 2011) and strongly linked to academic
attainment (Arellano & Padilla, 1996; Ceballo, 2004; Gandara, 1995; Torres, 2006;
Zalaquett & Lopez, 2006). Students described their mentoring experiences as nurturing,
and included advising and modeling (Zalaquette & Lopez, 2006), which increased their
social networks. Mentors assisted students by affirming their college experiences and
provided the enthusiasm necessary for success (Torres, 2006).

Barnett (2011) found that faculty interactions with students, including non-
Latina/o students, encouraged validating experiences that created integration and
influenced their intent to persist. Latinas/os who perceived that they received more
mentoring graduated from college more often. They also identified mentor relationships
as powerful support to their educational attainment (Zalaquett & Lopez, 2006). Ponjuan
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(2011) maintained that Latina/o faculty seemed to have a direct impact on student
learning outcomes. Latina/o faculty also served as informal mentors and socialized
students who were traditionally more likely to leave these programs without a degree
(Gonzalez, 2006). Latina/o student engagement with Latina/o faculty may have
increased their interest in graduate school (Ponjuan, 2011).

Inaccurate Transfer Information

Many students enroll in community college with the expectation that they will
receive the academic information they need to move through their educational goals
(Martinez, 2003; Réndon, 1994). What many low-income students actually received was
limited services that did not assist them with completing coursework and preparation to
transfer. In their study, Ornelas and Sol6rzano (2004) noted an “uneven commitment” (p.
239) from counselors, which suggested that students might experience inaccurate
information resulting in a confusing transfer process.

In an ethnographic case study, Monroe (2006) examined the departure of
nontraditional community college transfer students (e.g., transfer students, older adults,
commuters, part-time students, and minorities) from a 4-year institution. The findings
indicated that 2-year institutions are not providing the needed information to support the
transition of nontraditional students to 4-year universities. One of the participants felt
that correct and timely transfer information was not provided, resulting in a mismatch
with the university, which influenced her decision to leave college (Monroe, 2006). Jain
et al. (2011) indicated the success of the transfer process is the responsibility of both the

community colleges or sending campuses and 4-year universities or receiving campuses.
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Long Work Hours

Many community college students often work full-time and attend classes on a
part-time basis (Alexander et al., 2007). Students are also balancing long work hours and
personal responsibilities, such as childcare and managing a household (Nora & Crisp,
2012; Ornelas & Solérzano, 2004). The multiple tasks that students juggle often result in
departing from higher education without a degree (Nora & Crisp, 2012).

Research findings suggest that employment impacts transfer and educational
outcomes (Nora & Crisp, 2012; Ornelas & Solorzano, 2004). Mullin (2010) investigated
the work activities of community college student “leavers” inside a 6-year period of
college attendance as compared with student “completers,” who earned certifications or
degrees (p. 155). Findings indicated that completers earned more than leavers, who were
overwhelmingly African American and Latina/o students working in the restaurant
industry. The median income for completers surpassed leavers 5 years after high school
graduation, which would have been about the time when leavers would have completed a
bachelor’s degree (Mullin, 2010). Work has an impact on academic success and other
responsibilities such as family.

Family Responsibilities

Many Latina/o students are the first in their family to attend higher education
(Ornelas & Solorzano, 2004). The unfamiliarity of academic responsibilities can pose a
challenge given the cultural value of family relationships. Managing family
responsibilities can serve as a barrier for a successful transfer for Latina/o students (Pérez
Huber et al., 2006). Family responsibilities can result in specific expectations for
students such as caring for family members and household tasks. Becerra (2010)
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students choose to live with family rather than transfer to college. Still, Ornelas and
Solérzano (2004) noted in their investigation of Latinas/os community college students
that they were motivated by the realization that they could better assist their family with a
college degree. Some students stated that being role models for younger siblings or their
own children inspired them to attend college. Considering Latina/o students in the
context of their family may encourage community college practices that better serve their
academic needs.

Other Barriers Affecting Latina/o Students

Whether transfer barriers are real or perceived, perceptions have a significant
impact on outcomes. A study by Becerra (2010) found that later-generation Latina/o
students who were fluent in English, had higher socioeconomic status, and had stronger
academic attainment were more likely to perceive more barriers to matriculation and
graduation. These students may have more contact with the dominant culture due to their
use of English; therefore, they may experience more discriminatory interactions. Third-
generation Latinas/os were more likely to perceive that college was not necessary to be
successful.

Alexander et al. (2007) identified barriers to transfer from the perspective of
Latina/o immigrant students. Alexander et al. used ethnography to observe and interview
Latina/o participants enrolled in a Latina/o culture class. The barriers students identified
were: (a) limited knowledge and familiarity with higher education; (b) lack of college
preparation; (c) limited English language competency; (d) limited involvement in transfer
and academic programs; (¢) limited finances to pay for college; (f) concerns about
cultural and social differences; (g) concerns about failing; (h) feelings of being
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unwelcome; (i) lack of connection with the curriculum and personal life experiences; (j)
cultural traditions and gender expectations that discourage transfer; and (k) being
undocumented and therefore not eligible for financial aid (pp. 178-181). Although the
respondents in these studies noted these barriers to transfer, Latinas/os are not
homogeneous. There are some Latina/o students who are bilingual and fluent English
speakers and some who are monolingual English-speaking.

Additionally, it is imperative that Latina/o parents be knowledgeable about the
higher education process, including financial aid and campus support services.
Understanding institutional resources can assist parents and students with minimizing
their fears and connecting them to the educational institution. It is important to provide
information to both parents and students in their primary language so that information
shared is completely comprehensible.

Alexander et al. (2007) also suggested that students be provided with more
individualized attention to explain the transfer process and clarify student questions.
Finally, it is important for academic advisors to maintain ongoing contact with Latina/o
students to monitor their coursework and assist them with understanding the transfer
requirements and policies.

Conclusion

College choice seems to be influenced by academic information such as the
admissions process, academic programs, and financial aid, which most Latina/o students
do not receive (Crisp & Nora, 2010). The literature also points to race and social class as
narrowing college choice (Goldrick-Rab et al., 2007; Kurlaender, 2006). Additionally,
many Latina/o students are not offered a rigorous academic foundation, and limited
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financial assistance, and begin higher education in community college. These students
often test into remedial coursework and are frequently driven to vocational education.
Latina/o students may obtain certification and begin work in low-wage jobs replicating
social class and limiting educational outcomes (Bell, 1977; Ladson-Billings, 1998; Tate;
1997). Although, most Latina/o community college students have aspirations to transfer
to 4-year universities, most do not and leave college without a degree. The literature
points to various institutional barriers and some personal barriers that may push them

from the transfer path (Rivas et al., 2007; Zalaquette, 2006).
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CHAPTER 3
METHODOLOGY
Introduction
This qualitative study used open-ended, semistructured interview questions
applying a biographical analysis to the experiences of Latina/o community college
students who had been pushed out of the transfer path at three CCC campuses. Data
collection included 14 participant interviews and a demographic survey completed by
each respondent. Participants were selected from various majors and represented four
different ethnic subgroups within the Latina/o racial group. Participants were those who
self-identified that they had aspirations to transfer upon community college enrollment.
Participants engaged in transfer behaviors such as involvement in a college preparation
program like the Extended Opportunity Program and Services (EOPS) or were attempting
to complete 10 or more transferable units (Adelman, 2005). This study examined
structural barriers that pushed out Latinas/os from the transfer path and gave voice to
their experiences via the use of counterstorytelling as a conceptual tool (Fernandez,
2002).
Most studies that have examined community college students used quantitative
methods that have been focused on the experiences of community college transfer
students who had transitioned successfully to 4-year institutions (Bensimon & Dowd,

2009; Freeman, Conley, & Brooks, 2006). Few qualitative studies have been completed
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on successful transfers but a small number of investigations focused on those students
who did not transfer.

Some of the findings are framed using deficit thinking to explain why Latinas/os
do not transfer (Valencia, 2010; Valencia & Black, 2002). Whereas, minimal attention
has been placed on students, particularly Latina/o students, telling their stories about
being pushed out of the transfer path and not transferring from community colleges to 4-
year universities. Before the methodological approach is explained, it is important to
clarify my positionality.

Positionality

While in high school, I understood the need for a college degree to further my
educational goals, which were influenced by my parent’s community involvement. I had
a thirst for knowledge and enjoyed learning, particularly through reading. As a high-
school student, I was driven to learn and obtained solid grades, but I was not encouraged
to seek higher education. On the contrary, my high school counselor encouraged me to
take business courses. I was enrolled in classes such as office machines and typing and
thus, became a proficient typist. I was neither offered nor aware of college preparation
coursework or engaged in a postsecondary planning program.

Upon graduating from high school, I applied to and was accepted by California
State University, Long Beach (CSULB). I chose not to attend CSULB because I sensed
that I did not have the academic foundation needed to be successful at a 4-year
institution. Instead, I attended a local community college, with the goal of transferring, in
the same manner as many Latinas/os who begin higher education (Crisp & Nora, 2010).
As I began community college, I had no idea what I needed to do and what would be
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required of me. I gravitated to what was familiar and necessary, a business class, along
with remedial math and English courses. The educational trajectories of many Latina/o
community college students are similar to mine. Once enrolled in classes, I had limited
knowledge about the academic process and fumbled as I moved through the pipeline with
marginal support from outside or inside the institution (Ornelas & Solorzano, 2004;
Rendén & Valadez, 1993).

Many Latina/o students, like me, have other responsibilities, such as work and
family (Pérez Huber et al., 2006). While in community college, I worked part-time as an
office clerk at a local company. However, after strengthening my math and writing
skills, I became disinterested in business courses and focused on general education
classes. I enjoyed children, so I enrolled in a child development class, which I found to
be rewarding. As a result, I eventually changed my major to child development.

Most community college students, particularly Latinas/os, will take 4-5 years to
transfer (Melguizo, 2009). As I neared my 6™ year in community college, I met with an
academic counselor, who was an impressive Latina woman. While I sat with the
counselor and she reviewed my transcripts, I explained my transfer goal. She then stated,
“You need to transfer or you’re gonna stay here forever.” Her words occupied my
thoughts for several weeks.

Similar to numerous Latina/o students, I had no understanding of the transfer
process, so I scheduled a meeting with an academic counselor who had transfer
knowledge (Chapa & Schink, 2006; Monroe, 2006). During the meeting, I explained to
the tall White male counselor that I wanted to transfer to the UC system. He stated that I
would be better off transferring to a CSU, where I would receive a “practical education.”
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He explained that his son had graduated from the UC system and was not employable.
He urged me to attend a CSU and did not offer any information about the UC system
transfer process. I left that meeting discouraged and frustrated, feeling misunderstood.
However, my brother insisted that I apply to the UC system, which I did and thrived as I
moved through my undergraduate program.

Learning about similar educational experiences faced by other Latina/o college
students fueled my research interest in understanding former transfer students’
educational experiences as my dissertation topic. As a class assignment I interviewed
three Latinas/os who had graduate degrees. All of them stated that they did not receive
support as they moved through the educational pipeline. I also conducted three pilot
interviews with current and former Latina/o community college students. All three
individuals stated that they did not receive information about the transfer process from
the institution and were left to navigate the community college system on their own.

Upon completion of an associate of art degree in business, one individual stated
that she did not know how to pursue a 4-year degree. She became employed and stated
she would not return to college. Further, I have had various informal discussions with
Latina/o community college students who have specified that they have received little or
no information about the educational process from their institutions (Monroe, 2006).
Having had experiences akin to these Latina/o students’ poses an opportunity to
challenge the deficit literature and encourage former transfer students to tell their stories
(Bell, 1985; Delgado, 1989; Fernandez, 2002; Solérzano & Yosso, 2002).

Therefore, the goal of this research study was to give voice to Latina/o students
who have been on the transfer path but do not transfer, which represents the majority
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attending community college (Nuiiez & Crisp, 2012). Poignantly, 30 years ago, I was
almost pushed out of the transfer path, which may be the experience of some Latina/o
community college students today (Orfield et al., 2004). Hence, it is essential to explore
Latina/o students’ educational experiences to better understand their perspectives about
the institutional barriers they may face and what factors may be helpful in advancing
them as they move through their academic trajectories and reach their educational goals.

This investigation identified the various differences within the Latina/o racial
group, such as language, ethnic identity, and immigrant generational status. Further, this
study recognized diversity in Latina/o gender, subgroup, and socio-economic status and
examined their intersections with race and racism (Solérzano & Delgado Bernal, 2001) in
the context of community college.
Methods

The methods will take a CRT methodological approach using an existing CRT
method of counterstorytelling, which gives voice to people of color who do not have
opportunities to tell their stories and challenge the dominant discourse. Many forms of
CRT methodology, such as critical race ethnography’ critical race testimonio®, critical

race spatial analysis", and critical race counterstorytelling (Bell, 1985; Delgado, 1989;

2 A cultural study of communities of color to give them voice and challenge the
“normative” or “commonsense” (Duncan, 2002; 2005, p. 94) discourse used by the
dominant narrative.

3 Verbal descriptions of people of color who expose racial, class, gender, and
nativist inequality to heal, encourage, and promote change (Pérez Huber, 2009).

4 Linking the spatial aspects of lived experiences with classroom curriculum and
activities to uncover unequal schooling practices for people of color (Pacheco & Velez,

2009).
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Crenshaw, 1988; Fernandez, 2002; Solorzano & Delgado Bernal, 2001; Solérzano &
Yosso, 2002; Yosso, 2006) have been used to challenge the dominant ideology that
places blame on students of color for their poor educational outcomes. CRT
methodology is a tool used to analyze racial inequality through the normalization of
racism in American society, specifically, in the public education system (Duncan, 2005).
Counterstorytelling not only challenges the dominant narrative, stories told can also
stimulate an emancipatory and transformative experience (Delgado, 1989; Solérzano &
Delgado Bernal, 2001; Solérzano & Yosso, 2002).

This study used a CRT framework that posits that racial discrimination is
profoundly embedded in U.S. history, and that this has created stratified, race-based
social, economic, and educational systems that continue to be perpetuated (Ladson-
Billings, 1998). CRT is grounded in five tenets: (a) race and racism are the center of
analysis; (b) dominant ideology is challenged by exposing deficit discourse and research
models; (c) social justice research that leads to the removal of racism, sexism, and
classism, and empowers people of color; (d) experiential knowledge of people of color is
central to the research methodology and is viewed as essential to analyzing and
understanding racial subordination; (e¢) examination of race and racism in historic and
current contexts using interdisciplinary knowledge and methods (Ladson-Billings, 1998;
Solorzano & Yosso, 2002).

Given the tenets of CRT—such as challenging the dominant ideology, and
applying asset-based and interdisciplinary perspectives—this study used CRT (Ladson-
Billings, 1998; Solérzano & Yosso, 2002), as a qualitative approach, to guide the data
collection. A qualitative perspective leads to an understanding of the intersection of race,
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class, and gender that facilitate the community college pathway. Qualitative interviews
provided an extraordinary opportunity to enhance awareness of Latina/o students’
educational experiences (Ortiz, 2003) in being pushed out of the transfer path. Since
these students have had minimal opportunity to tell their personal stories, it is important
to apply qualitative interviews so that participants could have the freedom to express
themselves in an unstructured space (Fernandez, 2002; Soloérzano & Yosso, 2002).

Counterstorytelling was used to expose realities that were grounded in the
wisdom and experiences of participants (Delgado, 1989; Solérzano & Yosso, 2002).
Counterstsorytelling was first introduced by legal scholars such as Derrick Bell (1985),
Kimberlé Crenshaw (1995), and Richard Delgado, (1989), who confronted racial
discrimination in law by using composite stories of people of color. In this study,
counterstorytelling was used as a conceptual tool to give voice to the participants’
personal stories and confront the dominant ideology. Counterstories can encourage
healing and empowerment of people of color (Delgado, 1989). Counterstorytelling
challenges research analysis from the dominant ideology that is often framed using deficit
models (Fernandez, 2002; Solérzano & Yosso, 2002). Counterstorytelling can also
expose racist and unjust pedagogy and raise the individual and collective consciousness
of Latinas/os. Participant awareness of oppressive educational practices may also inspire
social movement (Solérzano & Yosso, 2002).

Research Questions

The following research questions served to guide the data collection and analysis

and bring voice to Latina/o community college transfer students’ experiences:
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1. What are the critical points where Latina/o community college students are
pushed out of the transfer path?

2. How do Latina/o community college students respond to no longer being on
the transfer path?

3. How do the intersections of race, class, and gender mediate the community
college pathway experience?
Sites

The sites where the research data was collected were 2-year public community
colleges that will be referred to using the pseudonyms Cove Community College, Ocean
Community College, and Sky View Community College located in the metropolitan Los
Angeles County area. The three community colleges offered similar students services
and have a majority Latina/o student enrollment.

Cove Community College. Cove was located in the southern area of Los Angeles

County. The college was established in 1947 and was strategically placed to serve the
surrounding communities. Since the college’s inception, its foundation has been firmly
established by five presidents who have each remained in office for more than 2 decades.
Each president has a solid commitment to excellence. The current president has led the
college to a place of record growth and development’.

Each semester, the college enrolled more than 25,000 diverse students between
the main campus and several satellite locations. In the fall of 2012, the student racial

composition was 45% Latino, 17% African American, 16% Asian, 16% White, 4% of

3 All of the information was retrieved from the real community college website
but because of the Institutional Review Board’s (IRB) requirement for anonymity, I do
not provide a citation for this information.
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two or more races, 2.0% unknown, and less than 1% American Indian. The campus
served primarily part-time students (69%); full-time students represented 31% of the
student body. Most learners were continuing students (63%) enrolled in fewer than 6
units (30%). Approximately 40% of students were between the ages of 20-24 and 48% of
enrolled students planned to transfer to 4-year universities.

A review of the faculty college website pages revealed limited ethnic diversity.
There appears to be a White majority with a limited number of Asian colleagues. A
limited ethnic minority faculty devalues the colleges’ culture of acceptance and inclusion
in the faculty context. Barnett (2011) reported that faculty validation (student value,
caring instruction, appreciation for diversity, and mentoring) encouraged community
college persistence. Further, the literature reveals that Latina/o faculty has positive
influences on the learning outcomes of Latina/o students (Denson & Chang, 2009;
Ponjuan, 2011). This college may not be fulfilling the needs of its majority Latina/o
student body.

Ocean Community College. Located in the southern part of Los Angeles County,

Ocean was established in 1949 with a technical program emphasis. Although transfer
was a focus, Ocean offered several occupational training programs such as business and
computer technology (California Community College Chancellor’s Office, 2010).

Ocean enrolled about 9,000 diverse students each semester. Latinas/os represent
45% of the student body, which is the largest ethnic group on campus. African American
and American Indian students each make up 14% of the student population while White

students are 17% of enrollment. Eight percent of the students are Filipino and there are
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7% of both Asian students and unknown/non-respondents. Only 2% of the students are
of Pacific Islander ethnicity (California Community College Chancellor’s Office, 2010).
The classified staff was more ethnically diverse than the faculty who were

predominately White. An ethnically inclusive faculty is important to the educational
experiences of students of color, who are the majority at Ocean (Ponjuan, 2011). The
imbalance of faculty of color at Ocean may create unmet needs of the majority Latina/o

student body.

Sky View Community College. Located in the eastern part of Los Angeles

County, Sky View Community College began offering career and technical classes in
1963. Sky View had several career certifications, a transfer program, and a wealth of
community service programs.

The enrollment at Sky View included about 20,000 students per semester. The
student population was ethnically diverse with Latina/o students reflecting 72% of the
attendees. Approximately, 5% of students are White, 3% Asian, 1% African American,
and 18% Unknown. Students were offered many services on campus staffed by diverse
individuals. The faculty at Sky View represented a White majority with very few
Latina/o and instructor’s of color. Although Sky View’s mission specified that diversity
and equity are valued, this was not reflected in the faculty, administration, and staff. Sky
View also endorsed a student-centered emphasis promoting diversity to improve student
retention, persistence, and success. This goal may be difficult to attain given the
disproportionate number of non-White faculty, staff, and administrators. Faculty
engagement is critical to student success and student learning outcomes (Denson &

Chang, 2009; Ponjuan, 2011). When faculty of color support students of color this
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influences persistence, which may not be realized at Sky View unless there is a shift in
the current faculty structure (Denson & Chang, 2009; Ponjuan, 2011).
Data Sources

Sample size. Fourteen Latina/o community college students—who self-identified
as former transfer students—were invited to participate in the study employing a
purposeful and snowball sampling approach (Plano Clark & Creswell, 2010).
Respondents were sought who displayed transfer behaviors such as involvement in a
support program like the Puente Project or were completing or planned to complete at
least 10 transferable units (Adelman, 2005). Latina/o male and female students were
encouraged to participate in the study, with no restrictions on immigration status.
Students were between the ages of 18 to 41 years old and were associated with the
Mexican, Salvadorian, Guatemalan, and Puerto Rican Latina/o ethnic subgroups.
Students ranged from immigrants to third-generational status and attended Cove
Community College, Ocean Community College, and Sky View Community College. It
was understood that immigration and generational status were important aspects of
Latina/o student experiences but these aspects were not a focus in the sampling
procedures.

Data Collection

It was essential for the researcher to visit and become familiar with the research
sites prior to beginning data collection (Ortiz, 2003). Several visits to Cove Community
College, at various times during the day were made, which was where the majority of the
participants attended college. A visit was also made to Ocean and Sky View Community
Colleges. The researcher learned about the campuses history, culture, and climate, which

72



was important to the data analysis. The institutional culture refers to the “underlying
values, beliefs, and meaning” rooted in an organization’s philosophy and espoused by its
members (Peterson & Spencer, 1990, p. 16). The climate refers to an organization’s
common perceptions and attitudes that construct the atmosphere (Peterson & Spencer,
1990). Increasing knowledge about the settings assisted the researcher with
understanding the historical context that has influenced the culture and climate of the
campuses (Ortiz, 2003). Having a sense of the sites’ values, beliefs, and attitudes assisted
with understanding Latina/o student experiences on the campuses.

Recruitment. Upon IRB approval, a few Cove Community College staff served as
gatekeepers. They distributed to potential participants invitational fliers (see Appendix
A) and emails (see Appendix B) with general information about the study and the
researcher’s contact information, email address, and cellular telephone number. They
also assisted with identifying Latina/o students who were on the transfer path, but who
currently were not transferring. The gatekeepers made announcements and distributed
fliers at events, during program staff meetings, and in some classrooms.

The researcher was invited to recruit participants by attending workshops offered
to students in the FYE and EOPS/CARE programs. The researcher attended
approximately eight workshops and two related events. The researcher made a brief
announcement at the beginning of each workshop and remained to connect with students
as they departed. Cove Community College participants referred three respondents who
attended local community colleges. One student attended Ocean Community College, a
community college located in close proximity to Cove and two participants attended Sky
View Community College located in the eastern part of Los Angeles County.
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The interviews took place during the spring semester of 2014. Upon initial
contact, via telephone, email, text, or in person, the researcher confirmed each
participant’s qualifications—Latina/o students between 18 to 60 years old, on the transfer
path but no longer planning to transfer—and interested in participating in the study.
Then, the researcher scheduled a 1-hour interview and mutually agreed upon a location,
day, and time to meet. After each interview was arranged, the researcher provided each
participant with a hard copy or an email copy of the consent form (see Appendix C) for
review prior to his or her interview.

The researcher offered suggestions for meetings and all participants were given
the opportunity to choose where they would like to meet for the interview. Most
interviews were held on the Cove campus in a classroom, a conference room, an office,
or the library study room. Participants who did not attend Cove requested to meet off
campus in a private and quiet location such as a public library or a local coffee shop. The
researcher had two hard copies of the consent form and began each meeting with a
review of the consent. Each participant was asked if he or she had any questions, and
obtained a signed consent as they agreed to move forward with the interview. The other
consent form was given to participants for their records.

Participants were asked to choose a pseudonym that was meaningful to them. The
pseudonym was used to protect respondent confidentiality during the interview and data
analysis, and in the published dissertation. Each participant completed a brief
demographic survey (see Appendix D). Then, the one-on-one interview (see Appendix
E) was conducted with each participant for approximately 1 hour. Interviews were
semistructured and explored the experiences of Latina/o students pushed out of the
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transfer path. The interview questions included the exploration of the role and
intersection of race, class, and gender in affecting college pathways, identifying the
critical points where Latina/o students are pushed out of the transfer path, and how they
responded to no longer being on the transfer path.

During each interview, the researcher obtained permission from all participants to
use a digital recorder and take handwritten notes. The consent form also indicated that
interviews would be recorded. But, it was made clear that the audio recording was not
mandatory. Interviews were transcribed verbatim using a professional transcriber. Most
participants were sent their transcribed interview and asked to review it for accuracy and
instructed to inform the researcher if there was any information that might put them in
any risk. However, participants were not allowed to review, edit, or erase their particular
audio recording.

Instrumentation. A 17-question demographic survey and a 15-question interview

protocol were the instruments that were used in this study. Both instruments were
informed by the literature review, framework, and research questions. The demographic
survey requested additional information from respondents that augmented the questions
posed during the interview, such as their age range, Latina/o subgroup identity, and
parental educational background. Asking participants to identify their parent’s place of
birth and type of employment provided clarity about their generational status and
socioeconomic backgrounds. Participant stories could be better understood by the
application of a demographic survey that was also used to obtain a baseline of
comparable information from all participants. This information was used to further assist
with interpreting circumstances that may have influenced the educational trajectories of
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the respondents. The survey and questionnaire were analyzed to provide abundant data
necessary to enhance an understanding of participant transfer experiences and challenge
to the dominant ideology (Ladson-Billi<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>