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ABSTRACT 
 Scholars and practitioners continue to work on issues of access, retention, and 

attainment for students enrolled at institutions of higher education.  Students matriculate 

to college with a set of personal characteristics including gender, race, ethnicity, first 

generation status, and socio-economic status, that influence their academic performance.  

The first year of college offers a set of distinct challenges that affect a student’s academic 

and social integration to college and, ultimately, their level of academic success. 

Postsecondary institutions develop programs with the intention of better supporting 

students throughout their collegiate experience from freshman year to graduation.  

Marginalized populations, due largely to cultural differences, socio-economic concerns, 

and past experiences, have greater difficulties in achieving academic success in college, 

particularly in their first year.  This study sought to examine the way in which first-time-

in-college Latino males spoke about their experience participating in a comprehensive 

academic enrichment program and how it influenced their first-year in college at a large, 

public, Hispanic-Serving Institution (HSI) in Texas.  The results from the study revealed 

that the pre-college experiences of participants influenced their institutional involvement 

and motivation to succeed.  The Spanish colloquial phrase of ponte las pilas, meaning get 

your act together, served as a testament to the attitude verbalized by a participant and 

generally exhibited by the others that inspired their success in the first-year.  The findings 

of this study have implications for large public institutions, first-year experience 

programs, and future research related to Latino males. 

 Keywords: Latino males; higher education; student involvement; social capital; 

critical discourse analysis 
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CHAPTER I 

INTRODUCTION  
 Educational attainment is one of the most pressing issues in this country given its 

significance to individual opportunity and the overall economic and social stability of the 

United States (Harmon, 2012).  Ma, Pender, and Welch (2016) identify several personal 

benefits associated with higher levels of educational attainment related to finances, social 

mobility, and health.  First, “individuals with higher levels of education earn more, pay 

more taxes, and are more likely than others to be employed” (p. 3).  Median annual 

earnings for full-time employed adults with a bachelor’s degree are 67% and $24,600 

higher in actual dollars than those with a high school diploma.  Individuals with a four-

year degree pay 91% or $6,900 more in annual taxes and earn 61% or $17,700 in annual 

take home pay than those with no college (Ma et al., 2016).  Second, college attainment 

not only increases the odds that individuals will improve upon their socioeconomic status 

but also diminishes the probability that they will end up on government assistance.  

College graduates are less prone to living in poverty because they usually reside in the 

upper echelon of income distribution (Ma et al., 2016).  Finally, college education is 

linked with healthier lifestyles and lower health care costs. In general, college graduates 

are more active and tend be more actively involved in their children’s pursuits.  

Approximately a quarter more college educated 25- to 35-year-olds report higher levels 

of weekly exercise while college educated parents state that they are more likely to 

engage in educational activities with members of their family (Ma et al., 2016). 

 According to the National Center for Education Statistics (NCES) (2016), full-

time student enrollments nationwide have grown an average of 14% from 2005 to 2015.  

The vast majority of students enrolled at postsecondary institutions, although declining in 
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number, have remained White at 58%.  Although the number of male enrollments have 

risen 17% in the same period, the majority of students enrolled at institutions of higher 

education have been female.  Some of the largest gains in enrollment have been made by 

students from traditionally underrepresented populations, particularly Latino students.  

Over the last three decades, the number of Latina/o students pursuing higher education 

have increased dramatically, growing a total of 13% (NCES, 2016).   

 Together the rising costs of higher education and increasingly prevalent student 

debt loads have prompted nationwide discourse on the merits of a college degree (Abel & 

Deitz, 2014).  In inflation-adjusted numbers, the cost of tuition with room and board has 

risen to nearly $13,000 per year at public universities since 1980 (Ma, Baum, Pender, & 

Bell, 2015).  Hiltonsmith (2013) posits that declining state appropriations, where state 

support for education-related expenses has fallen approximately $2,574 per student over 

the last decade, have largely contributed to rising tuition costs and, consequently, have 

placed a greater financial burden on students.  Although the amount of financial aid 

available to students has increased exponentially since 1981, Raikes, Berling, & Davies 

(2012) establish that “regardless of type of institution selected, students now seek more 

financial assistance than at any other time in United States history” (p. 312).  As a result, 

students and their families have become more likely to incur student loan debt to cover 

higher education costs.  In 2015, the average debt for 61% of four-year degree graduates 

who borrowed money was $26,900, a 17% increase in just over ten years (Baum, 

Cunningham, & Tannenbaum, 2015).  

 The state of Texas has addressed the issue of college attainment by setting state 

completions goals, calling for 60% of all Texans ages 25-34 to earn a postsecondary 

certificate or degree by 2030 with the aim of producing “a globally competitive Texas 
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workforce” (Texas Public Higher Education Almanac, 2017, p. 8).  Yet, increasing access 

to higher education and improving rates of educational attainment, particularly for 

traditionally underrepresented populations, have consistently proven to be challenging for 

institutions of higher education (IHEs) and higher education practitioners (Harmon, 

2012).  In the midst of this evolving higher education landscape, Sullivan (2010) argues 

that American colleges and universities have continued to perform a disservice to 

students by drastically underachieving in the area of college attainment.  Baum, et al. 

(2015) affirm that only 39% of the overall enrolled student population has been able to 

complete a degree within four years of first college enrollment with nearly 60% 

completing in six years.   

 The problem of college attainment is even more stark when considering the 

growing gender gap, particularly as it relates to Latino males.  According to Synder and 

Dillow (2013), there are almost three million more women in college than men.  

Although there are more men than ever are matriculating to college campuses, female 

enrollment continues to grow at a much faster pace (Synder & Dillow, 2013).  Since 

2012, women are earning significantly more undergraduate, master’s, and doctoral 

degrees, than men across every racial and ethnic group in the country including Latinos 

(Garibaldi, 2014).   

 Data from the American Council on Education (2006) indicate that middle-class 

and higher-income individuals account for the largest percentage of men enrolled in 

college while at the lowest socio-economic levels, men tend to pursue a postsecondary 

degree in considerably smaller numbers.  Latino males, who comprise a substantial 

segment of the population in the lower socio-economic strata, are much less likely to earn 

a college degree when compared to White male and female counterparts and females of 
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color (Snyder, Dillow, & Hoffman, 2007).  NCES (2013) data suggests that Latinas are 

besting their Latin male counterparts both in the number and proportion of postsecondary 

degrees earned.  According to Sáenz, Ponjuan, and Figueroa (2016), the educational 

realities for Latino males is concerning when considering both the growing gender gap 

and the continuing attainment gap between Latinas/os.    

 According to Weaver-Hightower (2010), issues contributing to the growing 

gender gap in higher education begin in the P-12 system.  Garibaldi (2014) identifies 

multiple factors from the P-12 system that contribute to the achievement gap between 

males and females.  Males, for example, traditionally suffer from low academic 

performance and are less likely to be promoted in the early grades.  Fewer males are 

placed in gifted and talented programs and are much more likely to be placed in special 

education programs.  Young men, who are suspended and expelled at disparate rates in 

the middle and secondary years, miss more class during high school and are less likely to 

persist and graduate from high school.  With diminished advocacy for the academic 

pursuits of young men in the k-12 system, many males find themselves pursuing military 

interests in lieu of higher education. 

 Weaver-Hightower (2010) adds that male students tend to have lower literacy 

scores than females, are less likely to register for college preparatory courses, and are less 

prone to participating in non-athletic student activities, which are preferred in the college 

admissions process.  In the case of Latino males, Ponjuán (2016) identifies additional 

factors affecting the pursuit of postsecondary education including the likelihood of 

families speaking non-English languages, lower levels of parental educational levels, and 

higher levels of financial poverty. 
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 Hunter (2006) asserts that “making the transition from being a high school student 

to a successful college student does not happen instantaneously, and it certainly does not 

occur by simple osmosis” (p. 4).  For many students, academic enrichment programs not 

only help facilitate their transition to college but also serve as critical resources during 

their first year of college.  The programs serve, in essence, as first responders during 

times of academic, financial, or personal crises, and help cultivate support networks for 

students on campus (Arámbula Ballysingh, 2016).  Arámbula Ballysingh (2016) 

maintains that by sharing important college information and providing essential support 

for students, academic enrichment programs help institutions act as opportunity agents of 

social capital which is critical to the success of males of color and other students. 

 Harris III and Bensimon (2007) argue that even though student success programs 

are only part of the solution to a grander problem, most institutions have the capacity to 

focus on effectively addressing the growing gap in minority male student achievement.  

Gardenhire and Cerna (2016) have catalogued many programs being offered at 

universities, colleges, and technical colleges nationwide that are attempting to remedy 

factors impeding minority male success in higher education through a range of academic, 

social, and emotional supports.  The most common components across the identified 

programs include academic advising, study skills training, leadership training, mentoring, 

and special events or workshops (Gardenhire & Cerna, 2016).    

Statement of the Problem 

 United Census Bureau data (2017) firmly establishes Latinos as the largest 

racial/ethnic minority group in the country with 17% of all Americans identifying as 

Hispanic.  The most recent census data account for 3.8 million new Latino residents in 

the state of Texas and confirm that Texas is second only to California in the number of 
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Latinos in their overall population (U.S. Census Bureau, 2010).  Texas Higher Education 

Coordinating Board (THECB) (2016) statistics show that Hispanics comprise 60% of the 

of the k-12 pipeline to higher education in Texas but account for only 34% of the total 

enrollment at institutions of higher education in Texas.   

 Vega and Martinez (2012) depict Latinos as the least educated minority segment 

in America.  Latinos drop out of high school in greater numbers and have historically low 

college participation rates (Garcia & McCauley, 2011).  Only 65% of Hispanics aged 25 

or older in Texas have earned the equivalent of a high school diploma while 5% have 

earned an associate degree and 13% have earned a bachelor’s degree, demonstrating 

issues of educational attainment for Latinos (United States Census Bureau, 2010).  

Oseguera, Lock, and Vega (2009) reveal that Latinos are “among the least likely racial 

and ethnic groups to complete their bachelor’s degrees” (p. 24).  The Latino drop-out rate 

of 30% is nearly twice that of Caucasian and Asian peers (Kezar & Eckel, 2007).  Less 

than half of Latinos who enroll in college complete a degree and only 10% of individuals 

between the age of 24 and 64 graduate from a four-year institution (Osegeura, et al., 

2009).  “In the fall of 2013, Hispanic males represented 42.6% of all Hispanics enrolled 

at the undergraduate level (compared to 57.4% for Hispanic females)” (Sáenz et al., 

2016). 

 Adding to the concern is research that indicates Latino males who underperform 

in the classroom, are less likely to be retained, and are less likely to earn a degree when 

compared to majority and female peers (Sáenz, et al., 2016; Arbona & Nora, 2007; Astin 

& Oseguera, 2005).  In their first year after initial enrollment, Latino males and other 

students of color face additional obstacles that are typically magnified by academic 

deficiencies and personal characteristics (Nelson Laird, Bridges, Morelon-Quainoo, 
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Williams, & Salinas Holmes, 2007).  The educational transition from secondary to 

postsecondary education, which figures prominently in student success, can prove 

difficult for almost any student matriculating to college but is particularly difficult for 

Hispanics (Oseguera et al., 2009).  The entire college-going process proves more stressful 

for many Latinos when compared to peers, according to Castellanos and Gloria (2005), as 

many find themselves navigating complicated home lives in addition to school 

responsibilities.  Latinos also fall victim to racial stereotypes which lead others to 

regularly question both their aptitude and commitment to education.  With relatively few 

faces of color in mostly majority populated classrooms, Latinos are commonly asked to 

provide the minority viewpoint lending to an unwelcoming environment (Castellanos & 

Gloria, 2007).  Constant exposure to such demeaning experiences often causes Latinos to 

withdraw from social and academic campus interaction, contributes to higher levels of 

student dissatisfaction, and negatively impacts Latino persistence and attainment 

(Castellanos & Gloria, 2007).   

 To positively affect the academic performance of Latinos, colleges and 

universities need to focus efforts on students enrolled in their first year of college, where 

their academic and social integration to campus prove most critical (Tinto, 2012; 

Pascarella & Terenzini, 2005).  Reason, Terenzini, and Domingo (2006) maintain that 

student learning and cognitive development are partially dependent upon the extent with 

which students take advantage of learning opportunities offered by institutions outside of 

the classroom.  Since there are a number of varied factors influencing student learning in 

the first year, research suggests that institutions should utilize a holistic approach when 

supporting students academically (Reason et al., 2006).   
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 Given the distinctiveness of the Latino collegiate experience, it becomes 

incumbent upon higher education institutions to craft programs and interventions 

specifically tailored to assist with the unique factors influencing Latino student 

achievement and college completion.  Interventions targeted for specific segments of the 

student population are imperative because the ubiquitous use of one-size-fits-all practices 

does little to ensure that the best interests of all students are being served (Carter, 2006).  

Oseguera et al. (2009) assert that improving the plight of Latino students in higher 

education requires that colleges and universities better understand the unique 

characteristics of the populations they serve.  Services provided by institutions, however, 

should be intentional and informed by an acute awareness of the Latino profile of 

students on campuses and the surrounding community.  Interventions require a deep 

understanding of both the strengths and needs of currently enrolled Latinos. Institutions 

must be willing to shape curricular offerings, pedagogical design, programs, and support 

services to positively affect Latino retention.  And, perhaps most importantly, it requires 

the investment of all available institutional resources to ensure the college attainment of 

Latinos. 

Purpose of the Study 

 The purpose of this study is to gain insight on how First-Time-In-College (FTIC) 

Latino males speak about their experiences participating in a comprehensive academic 

enrichment program at a large, Hispanic-Serving Institution in the southwestern United 

States.  More specifically, the study will examine how FTIC Latino males talk about how 

these experiences have influenced their social and academic integration to campus.   
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Research Questions 

 For the purposes of this research, one primary/overarching research question and 

three secondary questions are used to guide the study. The primary and overarching 

question is: How do FTIC Latino males speak, in their own words, about how they make 

meaning of their experiences integrating academically and socially to campus? 

Specifically, the study seeks to answer the following secondary questions: 

• How do FTIC Latino males talk about the influence their participation in a 

comprehensive first-year academic enrichment program has had on their 

academic and social development?  

• How do FTIC Latino males talk about the role institutional agents played in their 

first-year experience?  

• How do FTIC Latino males talk about being empowered through their 

participation in a comprehensive academic enrichment program? 

Significance of the Study 

 This study contributes to a growing body of research focusing on the academic 

experience of Latino males in higher education in several ways.  First, by studying 

student involvement in a comprehensive academic enrichment program, practitioners can 

better understand how the synergy of a multi-pronged intervention can influence the first 

year of FTIC Latino male students.  Second, the study can help inform academic 

enrichment services offered at similar institutions.  The study can also help better inform 

more targeted interventions aimed at this specific subpopulation.  Third, the findings 

might help identify future areas of research focused on Latino male academic 

achievement in the first-year. 
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Summary of Theoretical Framework  

 This study is informed by college impact theories including Astin’s Theory of 

Involvement (1970a, 1970b, 1971, and 1995), Astin’s I-E-O Model (1985), Stanton-

Salazar’s Social Capital Framework (1997) and Funds of Knowledge (1997, 2011).  

Pascarella and Terenzini (2005) explain that central to college impact theories is how 

college affects students.  According to Ozaki (2016), college impact theories examine 

“the influence of environment and experience on student change and outcomes” whether 

psychological or behavioral (p. 24). 

 Astin’s Theory of Involvement (1970a, 1970b, 1971, 1991) and I-E-O Model 

(1985) serve as additional means of considering factors influencing student outcomes in 

higher education.  The fundamental principle behind the Theory of Involvement advances 

that student development is dependent upon the effort they put into their academic 

experience.  The contention is that students learn by becoming involved on campus.  The 

I-E-O Model introduces two groupings of factors, termed inputs and environment, with 

the potential to influence college student outcomes.  The inputs are described as 

individual characteristics that students bring with them to college.  The environment is 

comprised of institutional agents, policies, cultures, structures, and programs that are a 

daily part of a student’s collegiate experience.  The outcomes speak to elements resulting 

directly from student postsecondary experiences.  The Model depicts a construct for 

assessing the impact of college on student development. 

 Stanton-Salazar’s Social Capital Framework and Funds of Knowledge (1997, 

2011) builds upon previous research examining access to and the cultivation of social 

capital, or key resources and support, provided by institutional agents.  The framework 

centers on the work of institutional agents, non-related individuals of some status, who 
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are well-situated within organizations and have the ability to provide critical forms of 

social and institutional support to advance student development.  Institutional agents, 

when working with marginalized populations, transform into empowerment agents when 

they intervene on behalf of students to help them navigate the harsh campus environment 

and enable them to take ownership of their educational journey. The agents are essential 

because of their ability to impart various forms of institutional resources, or funds of 

knowledge, which help students in their academic and social transition to college. 

Summary of Methodology  

 This study uses qualitative inquiry to learn how FTIC Latino male students talk 

about their experiences in higher education.  According to Patton (2015), qualitative 

research “inquires, documents, and interprets the meaning-making process” (p. 3).  With 

the researcher serving as the primary instrument, qualitative inquiry customarily produces 

a wealth of comprehensive data about small groups of people or cases, providing a 

greater depth of understanding (Patton, 2015).  Johnson and Christensen (2012) maintain 

that qualitative research “uses a wide- and deep-angle lens, examining human choice and 

behavior as it occurs naturally and in all of its detail” (p. 35).  Qualitative inquiry 

attempts to understand the “multiple dimensions and layers of reality, such as the types of 

people in the group, how they think, how they interact, what kinds of agreements or 

norms are present, and how these dynamics come together holistically to describe the 

group” (Johnson & Christensen, 2012, p. 35).  Conducted through the lens of a social 

constructivist paradigm, this study allows the researcher to examine how Latino male 

students talk about institutional efforts to support them through a comprehensive 

academic enrichment program.  
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 The study has been conducted at a large, four-year public institution in Texas that 

is categorized as a Hispanic-Serving Institution (HSI) by the United States Department of 

Education (United States Department of Education).  The participants in the study are 

members of the 2017-2018 FTIC cohort, identify as Latino males, and self-reported 

participation in one or more of the services provided by the first-year academic 

enrichment program.  The study participants, have served as volunteers and have been 

selected based on their response to an email invitation, have received no course credit or 

monetary compensation for their involvement.  The participants have completed a pre-

interview questionnaire designed to collect demographic information and an audio-

recorded, semi-structured interview which, Merriam (2009) has explained, allows for 

flexibility in how questions are worded and provides the researcher the opportunity to 

probe further depending on the responses given by the participants.   

 The audio-recorded semi-structured interviews have been transcribed word-for-

word by a for-profit transcription service.  The transcripts have been annotated through 

open-coding with general comments and observations (Merriam, 2009), unique themes 

have been isolated and grouped using NVivo software.  An extensive, ongoing list of 

open code groupings has been compiled and maintained separately (Merriam, 2009). 

The approaches incorporated into the data analysis have proven integral to 

providing answers to the research questions posed and the phenomenon being studied.  

Since Baxter and Jack (2008) have warned researchers from considering individual data 

components in isolation and have emphasized instead the need for converging all data to 

achieve a more robust understanding of the case, the integration of data sets have been 

pursued through the implementation of constant comparison analysis.  The constant 

comparison of data between data sets has allowed for the use of established categories to 
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perform advanced analysis in a sustained search for additional significance (Lincoln & 

Guba, 1985).  The implementation of constant comparison analysis has provided the 

additional benefit of improving the quality and reliability of the study (Creswell, 2013).   

Assumptions of the Study 

 Several assumptions have been made while conducting this study.  First, an 

assumption has been made that the Latino male students are less likely to achieve 

academic success than other minority and majority peers.  In addition, it has been 

assumed that providing academic enrichment services has helped Latino students achieve 

academically.  Finally, an assumption has been made that the study participants have 

answered each of the questions posed to them in an honest manner.   

Limitations of the Study 

 The study was limited to FTIC Latino male students at a large, public, Hispanic-

Serving Institution.  The sample data collected for this study has been derived from one 

unique subset of the student population at a single institution.  This may make it difficult 

to generalize results of this study.  Because students were assigned to individuals within 

the comprehensive academic enrichment program, the extent of their participation may 

have been affected by the quality of their relationships with those individuals.  The 

examination of influence on the first-year experience for FTIC Latino males who 

participated in the academic enrichment program did not address their views of influence 

from other institutional services provided to them during their first year of college.  Since 

this study focuses solely on Latino male students, the results may not be transferable to 

other groups. Because of the researcher’s position of employment in academic services at 

the host institution, participants may not have been totally forthcoming during interviews. 
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Delimitations of the Study 

 This study has focused on Latino male students so, any recommendations and 

generalizations made may pertain to other Latino students.  Because the characteristics of 

the participating campus are unique, results are likely to only be transferable to similar 

institutions. 

Definition of Terms 

 The following terms are used throughout the study and are defined as follows: 

Academic Advising - “takes place in situations in which an institutional representative 

gives insight or direction to a college student about an academic, social, or personal 

matter” (Kuhn, 2008, p. 3). 

Academic Coaching - individuals that regularly interact with assigned students to 

provide assistance and support by prioritizing their studies, planning for success, and 

helping them identify then overcome barriers to success (Bettinger & Baker, 2014).  

Academic Success - growth in the areas of academic and intellectual competence, 

interpersonal relationships, identity development, career evaluation, holistic wellness, 

spirituality, and diversity (Upcraft, Barefoot, & Gardner, 2005). 

Career Counseling - counsel provided by advisors to assist individual students clarify 

and set career goals (Nelson, 2006, p. 1). 

Empowerment Agent - a person who is motivated to help disadvantaged students 

overcome institutional barriers and hostile institutional environments by introducing them 

to campus resources that will help them cultivate academic skills and habits (Stanton-

Salazar, 2011). 

Familismo - “the cultural value of loyalty, commitment, and dedication to la familia” 

(Marín & Marín, 1991) 
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First-Year Seminar - a small, credit-bearing course designed to “enhance the academic 

and /or social integration of first-year students” (Barefoot, 1992, p. 49). 

First-Time-In-College Students - any entering student who has never enrolled in any 

college (THECB, 2017, p. 32).  

Funds of Knowledge - are described as forms of institutional support which are integral 

to student integration and success (Stanton-Salazar, 1997). 

Hispanic-Serving Institution - a designation given by the United States Department of 

Education to eligible accredited institutions who have an enrollment of undergraduate 

full-time equivalent students that is at least 25% Hispanic students” (The Department of 

Education, 2017). 

Institutional Agent - an individual of some authority who occupies one or more 

positions within an organization and, due to their position within the social network of a 

specific individual, can act on behalf of that individual by supplying institutional 

resources (Stanton-Salazar, 2011). 

Latino (or Hispanic) - “a person of Cuban, Mexican, Puerto Rican, South or Central 

American, or other Spanish culture or origin regardless of race”; can be of any race, 

ancestry, or ethnicity (US Census Bureau, 2010, p. 2).	 

Peer Mentoring - “a helping relationship in which two individuals of similar age and/or 

experience come together, either informally or through formal mentoring schemes, in the 

pursuit of fulfilling some combination of functions” (Terrien & Leonard, 2007, p. 150).  

Social Capital - key resources and forms of institutional support fixed within the 

organizational structure of educational institutions integral to student success (Stanton-

Salazar, 1997). 
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Summary 

 Addressing the growing Latino male undergraduate achievement gap is critical for 

practitioners not only in Texas but nationwide.  This study has used data collected from 

the participating institution to examine how FTIC Latino males describe the influence of 

involvement in a comprehensive academic enrichment program on their academic 

success in the first year.  The study focuses on student involvement in a comprehensive 

academic enrichment program with five program components (academic advising, 

academic coaching, career counseling, peer mentoring, and a first-year seminar) to 

examine how FTIC Latino males view the effect on their academic and social integration 

to campus.  By better understanding the relationship between program involvement and 

minority male academic success, the researcher hopes to better inform academic 

enrichment services aimed at improving Latino male academic achievement. 

Organization of the Remainder of the Study 

 This dissertation is divided into five chapters.  The first chapter provides an 

overview of the identified problem, the purpose and significance of the study, and a brief 

description of the methodology being employed.  The second chapter provides a review 

of related literature on the origins of Latinos in higher education, the male crisis in higher 

education, barriers to Latino male academic achievement, Latino male student 

development, and high impact institutional practices.  The third chapter is a discussion of 

the study methodology, including research design, site and participant selection, data 

collection and analysis, dependability, limitations, and delimitations.  The fourth chapter 

presents the findings of the study.  Finally, the fifth chapter summarizes the dissertation, 

presents key findings, and discusses implications, recommendations for practice, and 

recommendations for future research.  
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CHAPTER II 

REVIEW OF RELATED LITERATURE 
 The following review of literature will discuss the large body of literature 

chronicling the Latino educational experience in the United States, review related 

theories which serve to provide a better understanding of the historical underachievement 

of Latinos in American education, and set the foundation for the conceptual and 

theoretical frameworks used to guide the study.  The first section details the origins of 

Latinos in the United States and their history as it relates to education.  The second 

section surveys the continuing gender gap in access and attainment prominent in 

American higher education.  Existing literature highlights factors influencing the 

educational pursuits of minority males.  The next section examines the first-year college 

experience.  Previous research establishes the importance of the first year in college to 

overall student success.  High impact practices (HIPs) traditionally employed by 

postsecondary institutions are discussed.  The third section considers the theoretical 

models that serve as the framework for this study and help explain factors that affect the 

Latino male postsecondary experience.   

Latino Origins in the United States and American Education 

 The state of education for Latinos in the twentieth century was generationally 

contradictory, at times “reproductive” and “contested” at others (San Miguel, Jr., & 

Donato, 2010; San Miguel, Jr. & Valencia, 1998).  In one sense, education “served to 

reproduce a highly stratified society aimed at ensuring the political and cultural 

hegemony of the dominant Anglo group in the society and the socioeconomic 

subordination of Latinos”.  In another, this generation of Latinos did not sit idly by and 

merely accept their educational fates.  They sought to “promote their own identities” and 
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“their socioeconomic status in American society”, through resistance and rebellion (San 

Miguel, Jr., & Donato, 2010).  This brief synopsis of the Latino experience in American 

education is presented through descriptions of four distinct eras. 

Pre and Post Civil War and Reconstruction 

 Approximately half of the national territory of Mexico, until 1848, was comprised 

of the land currently recognized as the states of Arizona, California, Colorado, Nevada, 

New Mexico, Texas, and Utah (Bradshaw & Frisbie, 1983).  However, through a series 

of military actions in the mid-1800s, the United States government invaded and occupied 

Mexican lands (Spring, 2016).  The state of Texas was formed as a result of deep-rooted 

tensions stemming from the Texas War of Independence and the notion of Manifest 

Destiny, a belief in the God-given right to expand the nation’s borders (Ochoa, 2016).  

This eventually led to the Mexican American War from 1846-1848 which forced Mexico 

to surrender its northern territories.  The Treaty of Guadalupe Hidalgo, ratified in 1848, 

conferred Mexican lands from Texas to California to the United States for the sum of $15 

million and provided for Mexicans living in those territories to be incorporated into the 

new union with full rights of citizenship at the discretion of Congress (Spring, 2016).   

 This provision in the Treaty posed a quandary for the U.S. government because 

they did not know what to do with the Mexican citizens residing in the acquired 

territories.  Mexican citizens and landowners lost all rights and were treated as foreigners, 

marking the beginning of the struggle for land rights, equal access, voice, and political 

representation” (Ochoa, 2016, p. 26).  According to Gonzalez (2009), the U.S. 

government implemented deculturization programs to force assimilation because they 

were concerned about potential uprisings.   
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 The culmination of the Civil War in 1865, which featured a national rift between 

north and south on the issue of slavery, led to ratification of the 14th amendment of the 

United States Constitution which granted equal protection to all persons born or 

naturalized in this country.  Resistance to the equal protection clause, however, 

compelled various state governments to adopt segregation laws establishing separate 

public schools for students of color that raised uncertainty as to the matter of equal access 

(Ochoa, 2016). 

Separate but Equal and Segregation 

 According to Ochoa (2016), the social and economic chaos that followed the 

Mexican Revolution forced approximately one-million Mexican citizens to immigrate 

north to the United States.  The immigrants formed colonías, or communities, in areas 

where they found employment in industries including construction, railroads, automobile 

manufacturing, and agriculture.  In due course, the immigrants began to challenge the 

segregation and unequal treatment of their children in educational settings (Ochoa, 2016).  

According to San Miguel and Donato (2016), Latinos recognized “school segregation as 

the most despicable form of discrimination practiced against Spanish-speaking children 

and as the major factor impeding the educational, social, and economic mobility of the 

community” (Content Discrimination, para. 4).   

 Participation in the conflicts of World War II and the Korean War gave Latinos, 

upon return to their communities, a stronger desire to have their voices heard in the fight 

for equality in education on behalf of their families and municipalities (Ochoa, 2016).  

The term Latino was used to describe groups of nationalities from various Spanish-

speaking countries from Central America, the Caribbean, and South America (San 

Miguel & Donato, 2016).  Although similarities between racial groups existed, each had 
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unique economic, political, and cultural characteristics, which proved problematic for the 

American educational system.  Schools, for the most part, ignored their unique needs, 

choosing instead to force assimilation and eliminate any differences (San Miguel & 

Donato, 2106).  According to San Miguel & Donato (2016), “in many cases, the schools 

responded not to the genuine needs of this diverse group but to those of stronger political 

and economic interests who sought to use schools as instruments of cultural conformity 

and of social and economic subordination” (Patterns of Latino Education, para. 1). 

 Although some Latino students were allowed to attend integrated schools, the 

majority used separate educational facilities (San Miguel & Donato, 2016).  Some in the 

Latino community challenged the educational system in the hope of more equal 

treatment.  The 1931 case of Alvarez v. Lemon Grove, considered to be the first 

successful legal challenge to school segregation in the United States, argued that the 

establishment of separate facilities for Mexican Americans ran counter to the established 

educational goals of Americanization and English language development (San Miguel & 

Donato, 2016).  The case stemmed from an incident at the Lemon Grove Grammar 

School where the principal, acting under the instructions of school trustees, refused to 

allow admission to any students of Mexican descent.  The children instead were ordered 

to attend a separate two-room building for their instruction.  The court ultimately ordered 

the school board to reinstate all of the affected students to the main school citing that they 

had no legal basis for the segregation of the students or authorization under California 

law to establish a separate school for students of Mexican descent (Alvarez v. Lemon 

Grove, 1931).   

 In 1946, Latino parents once again turned to the courts in an effort to end the 

practice of racial segregation in schools when their appeals to local boards of education 
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and district administrative leaders were ignored.  Although local superintendents 

portrayed Mexican children as inferior, federal courts ruled in that the utilization of 

separate but equal facilities were inherently unequal because they helped foster 

resentment and inadequacies that should not exist.  The courts agreed that districts who 

placed children of Mexican descent in segregated schools against their wishes could not 

justify their practices under the California state constitution and, in addition, were found 

to be in violation of the Equal Protection Clause of the Fourteenth Amendment of the 

United States Constitution (Mendez v. Westminster School District, 1946).  By the end of 

this sociopolitical period, communities of color were more open to challenging 

inconsistencies in social policy (Ochoa, 2016). 

The Civil Rights Movement and Equal Access 

 The 1950s ushered in the era of the Civil Rights Movement.  In 1954, Oliver 

Brown, filed suit on behalf of his daughter Linda who was denied admission into a public 

school which was segregated based on race.  Mr. Oliver filed suit claiming that laws 

allowing segregation in public school were in direct violation of the equal protection 

clause of the 14th Amendment of the Constitution of the United States (Brown v. Board of 

Education, 1954).   A district court upheld segregation based on the decision in Plessy v. 

Ferguson which established that racial classification did not violate the Equal Protection 

Clause since separate, yet equal public accommodations were available (Plessy v. 

Ferguson, 1896).  The Supreme Court upon review, however, reversed the previous 

decision upon resolving that segregation not only affected education in profound and 

harmful ways but that it denied minority children of equal protection under the law as 

well (Brown v. Board of Education, 1954).  The decision in Brown determined that the 

doctrine of “separate but equal” had no place in education and found that facilities 
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fashioned separately were fundamentally unequal.  President Lyndon B. Johnson, through 

a series of legislative acts including the 1964 Civil Rights Act, the 1965 Voting Rights 

Act, the 1965 Elementary and Secondary Education Act, and the 1965 Higher Education 

Act, attempted to address previous inequalities experienced by historically marginalized 

groups and ushered in an era of increased access to postsecondary education 

(MacDonald, Botti, & Clark, 2007). 

 An influx of new immigrants to the Unites States desired for their children to 

retain their language and culture while in the American educational system.  School 

districts struggled to “address the academic, linguistic, and sociocultural needs” of their 

increasingly diverse student populations (Ochoa, p. 32).  Some local administrators, 

instead of helping to meet the distinct needs of diverse students, used a variety of 

strategies to isolate Latinos, especially Mexican Americans.  Most argued that Latino 

students were inferior to White children or held up instruction because of language 

barriers (San Miguel & Donato, 2016).  When Latinos scored lower on intelligence tests 

than White students, they were placed in non-academic or developmental classes (San 

Miguel & Donato, 2016).  Latinos have had a long history of being relegated to 

underperforming schools that were understaffed, underfunded, overcrowded, and 

altogether inferior (San Miguel & Donato, 2016).   

Movement to Undo Civil Rights Gains 

 The period beginning in 1980, was distinguished by the policies of  Republican 

administrations and federal court rulings that attempted to roll back many of the gains 

earned by Latinos since the 1950s (Ochoa, 2016).  Ochoa (2016) cited three such 

policies: decentralization, deregulation, and de-categorization.  Decentralization shifted 

the onus of social and educational policies to state governments.  Deregulation gave state 
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governments the ability to determine how they would meet the minimum requirements of 

federal guidelines.  De-categorization greatly reduced the amount of community input 

allowed through advisory committees in federal programs focusing on various social and 

educational problems (Swing, 2002). 

A Brief History of Hispanic-Serving Institutions 

 As the largest and fastest growing minority segment of the United States 

population, the promise of an educated Latino populace buoyed hopes for a future with a 

more educated American workforce (Ortman & Guarneri, 2009; Passel, Cohn, & Lopez, 

2011).  Calderón Galdeano, Flores, and Moder (2012) opined that Hispanic-Serving 

Institutions (HSIs) would prove instrumental in helping to narrow the attainment gap 

between Hispanics and majority peers.  “HSIs are the de facto starting point for most 

Hispanics, and it only makes sense that they begin by building their capacity to do a 

better job” (Calderón Galdeano, et al., 2012). 

 HSIs were the direct result of the combined efforts of Hispanic advocates and 

federal officials.  In 1985, The Chronicle of Higher Education published a list of some 50 

plus institutions of higher education with enrollments of Latino students that met or 

exceeded 25% of their total student population.  In 1986, 18 colleges and universities 

became charter members of the Hispanic Association of Colleges and Universities 

(HACU), an organization founded to address issues of Hispanic higher education 

(Calderón Galdeano, et al., 2012). 

 According to Calderón Galdeano et al. (2012), HACU lobbied Congress to 

officially recognize institutions with significant Latino enrollment as HSIs.  President 

George W. Bush, in 1992, officially amended the Higher Education Act of 1965 to define 

HSIs under Title III as accredited, public or private, colleges or universities with 
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Hispanic enrollment of at least 25%.  A 1994 executive order by President Bill Clinton on 

Educational Excellence for Hispanic Americans refined the definition of HSIs to include 

accredited, degree granting, nonprofit colleges with Hispanic enrollments of 25% or more 

and require that at least 50% of its Hispanic students were of low-income (Calderón 

Galdeano, et al., 2012). 

 HACU (2017) estimated that 472 institutions of higher education met the federal 

HSI criteria in 2015 and combined to enroll approximately 1.9 million Hispanics.  Of the 

472 HSIs, 209 were public two-year institutions, 105 were public four-year institutions, 

24 were private two-year institutions, and 134 were private four-year institutions.  Even 

though HSIs have comprised only 14% of non-profit colleges and universities, these 

institutions have enrolled 23% of all students, including 62% of all Hispanic students 

(HACU Fact Sheet, 2017). 

Gender in Higher Education 

 Previous literature has documented consistent gaps in educational access and 

attainment between majority and minority males (Sáenz & Ponjuán, 2009, 2011, 2012).  

Recent evidence has shown a growing disparity in educational access and attainment 

based on gender with female participation and persistence rates trending higher than male 

peers (Bauman & Ryan, 2015).  College enrollments have swelled in recent years with 

greater numbers of both men and women matriculating to institutions of higher 

education.  Gains in enrollment, however, have been largely disproportionate.  National 

Center for Educational Statistics (NCES) (2009) data show that in the period from 1997 

to 2007 female enrollments have risen at a rate of 29% in comparison to male 

enrollments which have climbed by 22% (2008 Condition of Education).  
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Latino Males in Higher Education 

 Weaver-Hightower (2010) suggested that issues of male academic achievement, 

which affect college enrollment and completion, are propagated in the P-12 educational 

pipeline. Males in the K-12 system, according to Ross et al. (2012), exhibited more 

behaviors associated with poor educational outcomes.  A higher percentage of males 

were retained at least once during their elementary or secondary years.  By ninth grade, 

males had been suspended or expelled from school at almost twice the rate and had a 

parent contacted more often about behavioral issues or poor academic behavior.  Males 

were also enrolled more regularly in alternative schools, which predominantly cater to 

students through grade 12 because of additional support required for individual 

challenges (Ross et al., 2012).  

 According to Ross et al. (2012), males registered for college preparatory courses 

in smaller numbers, had traditionally lower literacy scores when compared to females, 

had diminished interest in college, and received less adequate academic preparation for 

pursuit of a postsecondary education.  Drop-out rates, which represent the percentage of 

individuals aged 16 to 24 who are not currently enrolled in school and have not earned 

the equivalent of a high school diploma, remained higher for males than females.  

Consequently, the average freshman graduation rate (AFGR), or the fraction of public 

high school freshman who graduated with a regular high school diploma within four 

years of first enrollment, was lower for males than females (Ross et al., 2012).    

 Ross et al. (2012) found that a lower percentage of 9th grade males (53%) 

expected to complete a bachelor’s or advanced degree compared to 9th grade females 

(59%).  A higher percentage of females had taken or planned to take the SAT or ACT, 
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standardized examinations used for college admission.  Overall, male seniors in high 

school had lower postsecondary aspirations than female seniors (Ross et al., 2012).   

 King (2010) revealed that females comprised approximately 57% of 

undergraduate postsecondary enrollments and 60% of graduate enrollments.  Females 

enrolled in college directly from high school in much larger percentages during that time 

period as well (Ross et al., 2010).  In every year since 1980, a lower percentage of males 

ages 18 to 34 enrolled in undergraduate or graduate programs at institutions of higher 

education, especially as full-time students.   

 Ross et al. (2010) established that males were more likely than females to leave 

higher education after matriculation. The National Survey of Student Engagement 

(NSSE) data showed that of students enrolled in college, women outperformed men 

because of better preparation and heightened engagement (NSSE, 2009).  Males were 

reported to be less likely to engage with institutional agents like academic advisors and 

participate in student activities in their first year of college.  Although a larger percentage 

of females of college age were employed, employed males were more likely to work 35 

or more hours per week which negatively impacted persistence.  Mortenson (2008) 

affirmed that women were attaining higher levels of education than their mothers while 

men, in general, were completing less schooling than their fathers.  The NCES projected 

sustained growth in future female undergraduate enrollments resulting in women earning 

a disproportionate number of college degrees and, consequently, an expanding 

achievement gap between males and females (NCES, Projection of Education Statistics, 

2017). 

Latino Male Participation and Attainment 
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 According to the data from the United States Census Bureau (2016), Latinos are 

the largest racial/ethnic minority group in the country with approximately 17% of all 

Americans identifying as Hispanic (Fact Finder).  In addition to becoming the largest 

minority group in the country, Latinos also have the distinction of being the least 

educated minority segment of the population (Vega & Martinez, 2012).  As the youngest 

segment of the U.S. population which comprises the most sizeable portion of the P-12 

educational pipeline, the Latino youth movement has resulted in both a larger number of 

Latino high school graduates and an increased presence at institutions of higher education 

(Oseguera et al., 2009).  Greater college enrollments, however, have not necessarily 

equated to student success.  NCES data revealed that Latino college enrollment rates at 

degree-granting institutions have increased from 22% to 37% from 2000 to 2015 (The 

Condition of Education, 2017).  Latino students have dropped-out of colleges and 

universities at a rate almost twice that of Asian and white counterparts (Kezar & Eckel, 

2007).  Only one in ten of all Hispanics between the ages of 24 and 64 have graduated 

from a four-year institution and less than half of those enrolled in college have completed 

their degree (Oseguera et al., 2009).  Of all Latinos aged 25 or older, just over 30% have 

earned the equivalent of a high school diploma and about 20% earned a minimum of an 

associate degree (U.S. Census Bureau, Educational Attainment in the United States, 

2017).   

 Sáenz and Ponjuán (2009) have emphasized a growing chasm between the 

educational attainment of Latino males and Latinas, establishing that Latino males have 

fallen behind at every critical juncture of the educational pipeline.  More Latinas have 

been enrolled in college than Latinos in every year since 2000 (The Condition of 

Education, 2017).  Although the number of two-year and four-year degrees awarded to 
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Hispanics more than doubled since 2003, Latinas have earned approximately 60% of 

those degrees (NCES, Status and Trends in the Education of Racial and Ethnic Groups, 

2017).    

Factors Detrimental to Latino Male College Participation and Academic Success 

 The growing numbers Latino students enrolled at colleges and universities 

nationwide is a testament to their commitment to education and postsecondary aspirations 

(Tomas Bustillos & Collins, 2015).  Educational success, however, should not be 

measured by enrollments alone but instead by their persistence to degree completion.  

According to Arbona and Nora (2007), the variance between higher enrollment numbers 

and lower attainment rates for Latinos can be explained by a myriad of factors affecting 

both their choice to enroll in college and their college-going experiences. 

 Although challenging for most students, Latino students have demonstrated more 

difficulty in adapting to the academic and social demands of postsecondary environments 

for a multitude of reasons (Oseguera, et al., 2009).  Arbona and Nora (2007) revealed that 

a student’s background, academic preparation, and personal attitude greatly influence 

postsecondary participation, academic success, and persistence in college.  In the case of 

many Latino males, various factors including their pre-college educational experiences, 

lack of social capital, exposure to hostile postsecondary environments, financial 

difficulties, familial pull, hyper masculinity, and non-educational pursuits, are influential 

to any postsecondary pursuits.  

 The p-12 experience.  Poor academic preparation in the P-12 system has 

remained the primary factor in low levels of attainment for Latino students (Contreras & 

Contreras, 2015).  According to the National Center of Education Statistics (2017), 

Latino children were more likely to live in poverty.  Data showed that approximately 
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30% of Latino families with children under the age of 18 lived below the poverty line.  

Because a disproportionate number of Latinos lived below the poverty line, Latino 

families often delayed entry in to the P-12 pipeline for their children with only 30% 

participating in pre-school programs, 17% in part-day and 13% in full-day programs (The 

Condition of Education, 2017).  

 In 2015, 79% of Latino students were enrolled in schools where the majority of 

total population was comprised of students from ethnic and racial populations (The 

Condition of Education, 2017).  Many of these schools had high levels of poverty with 

significant proportions of students eligible for reduced or free lunch (The Condition of 

Education, 2017).  McDonough (1997) discovered that schools in economically 

disadvantaged communities lacked a college-going culture where students were expected 

to attend college.  Schools who served children from predominantly poor and working-

class families focused primarily on high school graduation and workforce preparation in-

lieu of college preparation.  According to Gándara and Moreno (2002), schools in less 

affluent communities attracted and employed less qualified teachers, resulting in inferior 

instruction.   

 Solórzano and Villalpando (1998) argued that the P-12 educational journeys of 

Latino students and other students of color were tainted by the racial biases, 

predispositions, and attitudes of teachers and school officials.  The researchers believed 

that the sum effect of inferior academic instruction, lowered expectations from teachers, 

and disproportionate representation in nonacademic courses, negatively impacted the 

number of Latino students meeting postsecondary admission requirements.  According to 

Miller (2005), the completion of less demanding high school curriculum resulted in many 

Latino students being less adequately prepared for the rigor of college coursework upon 
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matriculation and placed Latinos at a significant disadvantage in the classroom when 

compared to White and Asian students.   

 Lack of social capital.  Even the most college ready Latino students often 

struggle with their college experience.  For a large number of Latinos, the absence of 

proper academic role models has led to a diminished understanding of the academic skills 

and habits necessary for success.  Although many might possess the ability and ambition, 

many Latino students fail to properly navigate their way through a foreign environment 

and leave higher education entirely (Blankenship, 2010).  

 U.S Census Bureau data (2017) indicated that approximately 65% of Latino 

students derived from homes with two parents (U.S. Census Bureau, People and 

Households).  Nevertheless, Latino parents were less likely to be engaged in their 

children’s’ educational activities including Parent Teacher Association meetings, 

parent/teacher conferences, and classroom activities (NCES, Parent and Family 

Involvement in Education from the National Household Education Surveys Program of 

2013).  Many Latino parents were reluctant to participate in school activities due to the 

one-size fits all approach to parent engagement often utilized by schools instead of more 

culturally relevant tactics.  Schools regularly assumed that all parents had the same 

familiarity, needs, and understanding of educational organizations and concepts (De 

Gaetano, 2007).   

 Latino parents were also less likely to have earned a postsecondary degree or 

credential (NCES, Digest of Statistics, 2013).  Consequently, Latino parents knew little 

about the college experience, the preparation required for higher education, or how to 

guide their student through the application and financial aid processes. Yet, they wanted 

their own children to attend college (Oliva, 2007).  Sanchez, Reyes, and Singh (2005) 
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showed that regardless of their limited resources and academic experience, Latino parents 

served as “the most influential, motivating force in students’ lives when it came to their 

education” (p. 51). 

 Arámbula Ballysingh (2016) maintained that the ability of Latino males to persist 

from year one to year two in college was greatly influenced by positive experiences 

occurring prior to college enrollment.  Beneficial academic skills such as time 

management and prioritization of tasks were found to be cultivated in high school 

leadership positions.  Latino males “frequently cited those precollegiate experiences as 

vital to their success during the first year because of the transferable skills acquired in 

them” (p. 158).   

 Stanton-Salazar (1997) suggested that students, faculty, and staff at a 

postsecondary institution had a tremendous potential to positively impact the academic 

and personal success of enrolled students.  Arámbula Ballysingh (2016) found that Latino 

males credited interactions with institutional agents which helped “facilitate stronger peer 

networks, leadership skills, social skills, academic guidance, information pertaining to 

college, emotional support, and other means or opportunities to achieve upward social 

mobility” (p. 159).  This corroborated previous scholarship which indicated that campus 

representatives such as advisors, counselor, mentors, instructors, and coaches, regardless 

of gender or ethnicity, aided first year college performance (Fischer, 2006).  

 Sense of belonging.  Oseguera, et al. (2009) speculated that Latino students 

required augmented institutional support to develop beneficial relationships with faculty, 

staff, and peers, which resulted in a successful assimilation to campus.  As Carter (2006) 

affirmed, institutions that were receptive to the academic, social, and cultural needs of 

their students were more likely to retain those students. Oseguera, et al. (2009) 



Texas Tech University, Reymundo Ramos, May 2019 

 32 

maintained that Latino students were more likely to persist if they felt adequately 

supported at their institution.  Whether a Latino student withdrew or persisted was highly 

influenced by how socially and academically engaged the student was in their college 

life.  Latino students who were highly engaged in academic dialogues, extracurricular 

ad/or co-curricular activities, were more likely to persist to college completion (Arbona 

& Nora, 2007). 

 Torres, Reiser, LePeau, Davis, and Ruder (2006), however, discovered that 

Latinos who enrolled in college relied on peers for the bulk of academic information 

because of trust issues with institutional representatives and advisors.  Latinos students 

that sought help from persons of authority on campus feared their action would result in 

unfavorable judgements of their academic abilities.  Stereotype threat, or the 

apprehension associated with confirming a negative stereotype regarding one’s group, 

has affected even the most capable students from racial and ethnic minorities (Guyll, 

Madon, Prieto, & Scherr, 2010).  As a result, Torres at al. (2006) argued that Latino 

students benefited more greatly from established relationships with like students. 

 Peer relationships also served as buffers from hostile racial campus environments 

for Latino students (Rodriguez, Mira, Meyers, Morris, & Cardoza, 2003).  Smith, Yosso, 

and Solórzano (2006) indicated that Latino undergraduate students continually faced 

incidents, often motivated by race, that challenged their academic constitution, cultural 

acumen, and mere physical presence.  These microaggressions, which were often rooted 

in the notion of White entitlement, forced Latino undergraduates to draw on cultural 

competencies and fundamental knowledge gained from previous experience (Yosso & 

Solórzano, 2006).  Institutionally-initiated and individually-initiated microaggressions 

served as a source of great emotional distress for Latino students because they were made 
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to feel like outsiders on their own campus and compelled to prove themselves at every 

turn (Yosso, Smith, Ceja, & Solórzano, 2009). 

 Financial considerations. Some of the greatest stressors for Latino students in 

higher education have been triggered by the costs associated with postsecondary 

education and the availability of financial aid to help in covering those costs.  Gándara 

and Contreras (2009) demonstrated that a lack of funds and a dearth in knowledge 

regarding the financial aid process were enormous impediments to college enrollment 

and persistence.  Many Latino students and their families entered the college process 

uncertain of true attendance costs which included expenditures outside of traditional 

tuition and fees such as books, living expenses, and travel to and from home (Tomas 

Bustillos & Collins, 2015).  As Latino families contemplated the financial realities of 

college attendance, Carter (2006) argued that many in lower-income communities 

decided to enroll their children in less expensive institutions in closer proximity to their 

homes, which contributed to higher two-year enrollment rates for Latino students.  

 When choosing an institution, Latino families strongly considered the amount of 

expected loan assumption (Tomas Bustillos & Collins, 2015).  Because a significant 

portion of the population originated from low socio-economic backgrounds, Latino 

college students were burdened with substantial debt loads resulting from a poor 

understanding of complex federal financial aid process (Blankenship, 2010).  As a result, 

Contreras and Contreras (2015) revealed that Latino students were more likely to be 

employed and work a far greater number of hours while enrolled.  The need to work more 

than twenty hours per week increased both the likelihood of dropping out and the 

expected time degree due, in large part, to the negative impact on study hours and 

campus engagement. 
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 Familismo.  Latino parents and families, or familía, have strongly valued 

education and supported their children to the best of their abilities (Auerbach, 2007).  

Because family and friends have served as a significant resource in Latino culture, Latino 

students heavily deliberated their opinions when making college decisions (Tomas 

Bustillos & Collins, 2015).  Familismo, or the tendency to give greater consideration to 

familial wishes than individual needs in decision-making, was regarded as a common 

characteristic of Latino families (Martinez, 2013).  Smith-Morris, Morales-Campos, 

Alvarez, and Turner (2012) described familismo as: 

a core cultural value that requires the individual to submit to a more collective, 

family-based form of decision-making, and responsibility for, and obligation to 

ensuring the well-being of family members (both nuclear and extended). (p. 3) 

 According to Villarreal, Blozis, and Widaman (2005), familismo was comprised 

of behavioral and attitudinal components.  Attitudinal familismo spoke to beliefs related 

to loyalty, solidarity, and reciprocity within both the nuclear and extended family while 

behavioral familismo involved behaviors associated with those beliefs.   

 Hernandez (2002) maintained that family served as both a source of support and 

stress in difficult times.  With family a dominant construct on Latino culture, Latino 

students were motivated to excel academically out of deference to their family and an 

innate responsibility to achieve greater heights on behalf of the family (Hernandez, 

2002).  For Latino males, familismo was hypothesized to serve as both an encouragement 

or a deterrent to postsecondary enrollment, persistence, and completion, dependent upon 

the circumstance (Ojeda & Castillo, 2016). 

 Latino masculinity.  Masculinity was a construct that Connell (2005) claimed to 

encompass more than the physical realities of being male, focusing more on how 
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individuals operated within their maleness.  Mirandé (1997) viewed Latino masculinity in 

a favorable light noting their ability to be more emotionally vulnerable than most.  

Abalos (2002), however, regarded Latino masculinity as “problematic, oppressive, and 

self-destructive” (p. 84), having maintained that racism and classism left Latinos with 

anger that would go on to reveal itself in other ways. 

 Feliciano and Rumbaut (2005) argued that males became acclimatized to 

believing that rebelling against authority and challenging rules were acceptable forms of 

masculine expression.  According to Hall (2006), young minority males often learned of 

negative depictions of their ethnic groups during adolescence which subsequently had the 

capacity to result in negative outcomes including low academic achievement and 

delinquency.  School officials often misconstrued attitudes associated with street culture 

swagger employed by young Latino males as indications of indifference towards 

education (Carter, 2006).  For some, this bravado served as a defense mechanism to avoid 

bullying from peers targeting academically motivated students.  For others, it served as 

an attempt to strike a delicate balance between an individual educational commitment and 

the pretense of urban street culture (Rios, 2011). 

 Latino males have faced a number of impediments in higher education with the 

potential to interfere with educational pursuits (Sáenz & Ponjuán, 2009).  Many of the 

interventions implemented by institutions to buoy academic success have required 

individuals to obtain outside assistance or collaborative help which can run contrary to 

the masculine ideals of some men (Abalos, 2002).  Abalos (2002) claimed that Latino 

males avoided seeking help because it ran counter to their masculinity. 

 Noneducational paths.  According to Sáenz and Ponjuán (2009) Latino males 

have explored career and life options outside of the educational realm in noteworthy 



Texas Tech University, Reymundo Ramos, May 2019 

 36 

numbers.  Instead of competing a high school diploma and pursuing postsecondary 

education, Latino males have traditionally joined the job market en masse to form one of 

the largest segments of the U.S. labor force.  Latino males have largely been employed in 

less stable positions with low pay, fewer prospects for upward socioeconomic mobility, 

without few health benefits, and generally more hazardous to individual health 

(Maldonado & Farmer, 2006).   

 The military has served as one of the most frequent non-educational options for 

Latino males (Sáenz & Ponjuán, 2009).  United State Department of Defense (2015) 

statistics revealed that 13% of enlisted military personnel in all branches of services were 

Latino males.  Huerta, McDonough, and Allen (2015) documented a strong presence of 

military recruiters who marketed the benefits of signing bonuses, specialized vocational 

training, and the availability of financial resources to support future postsecondary 

endeavors at urban and low-income high schools.  Social and financial benefits resulting 

from military enlistment, including medical and dental benefits, competitive housing 

loans, and the promise of a steady paycheck, proved enticing for many Latino males, 

especially from low socio-economic settings (Flanagan & Levine, 2010).  

 For a substantial portion of the Latino males, incarceration in the U.S prison 

system was an unfortunate possibility (Sáenz & Ponjuán, 2009).  West, Sabol, and 

Greenman (2010) cited U.S. Bureau of Justice data that predicted as many as one in every 

six Latino males would be imprisoned during their lifetime.  Data suggested that 

approximately 18,000 Latino youth were locked up in the juvenile justice system, mainly 

for nonviolent crimes (Saavedra, 2010).  According to Morris and Perry (2016), youth 

from racial and ethnic minorities were most at-risk of entering the “school-to-prison” 

pipeline due to punitive nature and isolation resulting from time in the juvenile justice 
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system.  The imprisonment of Latino males continued to be of great concern because of 

resultant barriers to postsecondary and workforce access (Sáenz and Ponjuán, 2009).   

Factors Contributing to Successful Educational Outcomes for Latino Males 

 There is a growing body of research focused on factors which contribute to 

positive educational outcomes for Latino males in lieu of deficit perspectives.  With long-

term effects such as distinct economic academic advantages, improved individual health, 

and increased life expectancy tied to postsecondary degree-attainment (Perna, 2005), it 

should be of no surprise that colleges and universities continue to work toward equitable 

opportunities and results for Latina/os in higher education (Villalpondo, 2004).   What 

follow are just a few of the factors which have been found to improve Latino 

postsecondary pursuits. 

 Precollege academic factors.  Growing evidence suggested that the academic 

experiences of Latinos prior to matriculation in college are indicative of academic 

success in college.  Fisher (2007) established that precollege factors affect decisions by 

Latinos to persist or depart from college.  Empirical evidence indicated Latina/o students 

who earned higher grades in high school and enrolled in a more rigorous curriculum were 

less likely to abandon their pursuit of a postsecondary degree.  In Latino males, more 

specifically, Strayhorn (2010) demonstrated that strong academic achievement in high 

school mathematics and science courses was predictive of above average grades in 

college.  In addition, Arbona and Nora (2007) revealed that Latino students who 

matriculated to college directly from high school and enrolled full-time were more likely 

to persist and earn a college degree. 

 Financial considerations.  The educational outcomes of Latino students in 

college have been proven to be influenced by financial considerations.  Cerna, Perez, and 
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Sáenz (2009) disclosed that both the amount and type of financial support awarded to 

Latina/o students was critical to their ability to persist in college and, ultimately, earn a 

college degree.  In addition, Latina/os who were financially stable upon enrollment or 

who received an adequate amount of financial assistance to ameliorate angst associated 

with the cost of attendance were less likely to face impediments to degree attainment.  

According to Chen and DesJardins (2010), Latina/o students who received financial 

assistance in the form of a Pell Grant were also more likely to persist in college.   

 Personal Motivation.  Personal motivation has been discovered to be salient to 

positive Latina/o educational outcomes.  Arellano and Padilla (1996) established that a 

Latina/o’s determination and motivation to succeed in college were instrumental in 

achieving their goal of degree attainment.   According to Prospero, Russell, and Vohra 

Gupta (2012), first-generation Latino students demonstrated a greater propensity to 

possess higher levels of intrinsic motivation, that is to say internally goal driven 

motivation more gratifying for its own sake, than other students.   

 Institutional Engagement.  Evidence has suggested that positive interaction with 

individuals on campus contribute to increased persistence and improved academic 

performance in Latina/o students in college.  Arana, Castañeda-Sound, Blanchard, and 

Aguilar (2011) show that faculty and university support, including engagement with 

university resources and campus staff, were vital to Latina/o student college persistence.   

Mentorships, particularly with faculty, has been linked to greater satisfaction in Latina/o 

students and, consequently, in improved academic outcomes (Fisher, 2007).    

 Environment.  Latina/o student perceptions of their campus environment have 

been connected to successful educational outcomes.  Positive Latina/o student 

perceptions of their campus environment were found to be influential on their rates of 
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persistence (Gloria, Castellanos, Lopez, and Rosales, 2005).  Museus, Nichols, and 

Lambert (2008) established that contentment with their campus racial climate was also 

correlated with degree attainment for Latina/o students enrolled at four-year institutions.   

The Importance of the First-Year Experience 

 Researchers have documented challenges that matriculating students have had in 

their transition from high school to postsecondary education.  Hunter (2006) indicated 

that the difficulty of the student transition to college was no surprise given the exposure 

to a new environment with a “foreign set of norms, traditions, and rituals” (p. 1).  Reason 

et al. (2006) revealed that the adjustment to college proved so problematic that students 

enrolled in colleges and universities frequently did not persist to their second year at their 

institution of origin.   

 In 2014, the retention rate or the percentage of students who enrolled in four-year 

institutions and returned the following fall was 81% (NCES, The Condition of Education, 

2017).  Bettinger, Boatman, and Long (2013) revealed that some estimates suggested that 

approximately two-thirds of students who entered higher education directly upon high 

school graduation were insufficiently prepared to handle the rigor college-level 

coursework.  Higher education institutions have responded by placing almost 40% of 

first-year students in developmental courses and by more broadly providing academic 

support services to those in college for the first time.  

 The first-year success of students was defined by Upcraft et al. (2005) as growth 

in the areas of academic and intellectual competence, interpersonal relationships, identity 

development, career evaluation, holistic wellness, spirituality, and diversity.  Higher 

education practitioners and scholarly researchers conceded that the first year was critical 

in the academic success and persistence of college students.  Reason, et al. (2006) cited 
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seven common principles, or Foundational Dimensions, shared by institutions that guided 

their administration of effective first-year programming.  The dimensions described 

institutions that: 

• Had organizational policies structures and policies that provided a 

comprehensive, integrated, and coordinated approach to the first year; 

• Facilitated appropriate recruitment, admissions, and student transitions 

through policies and practices that were intentional and aligned with the 

institutional mission; 

• Assigned the first college year a high priority for the faculty; 

• Served all first-year students according to their varied needs; 

• Engaged students, both in and out of the classroom, in order to develop 

attitudes, behaviors, and skills consistent with the desired outcomes of 

higher education and the institution’s philosophy and mission; 

• Ensured that all first-year students encountered diverse ideas, worldviews, 

and people as a means of enhancing their learning and preparing them to 

become members of pluralistic societies; and, 

• Conducted assessment and maintained associations with other institutions 

and relevant professional organizations in order to achieve ongoing first-

year improvement. (p. 151-152) 

 The First-Year Experience (FYE) has been described as an approach to the first 

college year that is both comprehensive and intentional.  Rather than a solitary event, 

program, or course, the first-year experience has been characterized as a collection of 

curricular and co-curricular experiences in aggregate (Hunter, 2006).  First-Year 

Experience (FYE) programs have been designated as essential instruments in helping in 
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the successful transition of students from secondary to postsecondary institutions (Reason 

et al., 2006).   

 Kuh, Cruce, Shoup, Kinzie, and Gonyea (2008) argued that the utilization of High 

Impact Practices (HIPs), or research-based strategies for effective teaching, were 

effective for a wide range of college students from varied backgrounds.  These practices, 

which vary in form and function dependent upon the individual learner and institution, 

have been known to improve student retention and engagement rates.  The National 

Survey of Student Engagement (NSSE) identified six elements shared by HIPs.  First, 

these practices were defined as effortful because they required a significant investment of 

time and effort from students which fostered a deeper commitment to both their college 

and academic program.  Second, they encouraged students to build meaningful 

relationships with institutional agents and peers through purposeful interactions over 

prolonged periods of time.  Third, students experienced diversity by participating in 

activities with peers that were unlike themselves, challenging students to be open-minded 

and consider new ways of thought. Fourth, the proximity of relationships afforded 

students the opportunity to receive continual feedback.  Fifth, participation in HIPs 

allowed students to utilize knowledge gained in diverse settings both on and off-campus, 

applying what they had learned to form new experiences.  Finally, these practices 

prompted students to self-reflect and become more self-aware, lending to a better 

understanding of their place in a greater society (Kuh et al., 2008). 

 According to Kuh et al. (2008), “the effects of participating in high-impact 

practices are positive for all types of students…but, historically underserved students tend 

to benefit more from engaging in educational purposeful activities than majority 

students” (p. 17).  Hansen and Schmidt (2017) posited that the cumulative effects of 
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participation in multiple HIPs contributed more to the academic success of first-year 

students than HIPs in isolation or with no participation.   

Academic Advising 

 Creamer (2000) defined academic advising as “an educational activity that 

depends on valid explanations of complex student behaviors in institutional conditions to 

assist college students in making and executing educational and life plans” (p. 18).  An 

academic advisor: 

 helps students become more self-aware of their distinctive interests, talents, 

values, and priorities; who enable students to see the connection between their 

present academic experience in their future life plan; who helps students discover 

their potential, purpose, and passion; who broadens students’ perspectives with 

respect to their personal life choices, and sharpens their cognitive skills from 

making these choices, such as effective problem-solving, critical thinking, and 

reflective decision-making. (Cuseo, n.d., p. 15) 

 Drake (2011) added that through academic advising students were taught to 

develop life skills that helped them acclimate to their new academic environment, acquire 

skills and knowledge essential to academic success, and gain the ability to make 

meaningful decisions about their futures.   

 Academic advising was rooted back in the earliest days of higher education when, 

in 1636, the president of Harvard college and later faculty assumed legal responsibility 

for enrolled students in place of their parents, in loco parentis, and served as advisors in 

the areas of academics, extracurricular activities, and mora lity (Brubacher, 1976).  

Kenyon College in Ohio introduced the first known system of formal advising where 

each student was paired with a faculty member who served as their advisor (Williams, 
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1922).  From 1636 until approximately 1870, there were no elective courses available so, 

students were required to take the same courses (Frost, 2000).   

 The introduction of elective course in the 1870s, however, necessitated assistance 

from advisors to help students navigate curricular pursuits (Gordon, Ludley, & Hoey, 

2008).  Schools such as The Johns Hopkins University adopted models where 

undergraduate students were guided by professional staff who served as counselor and 

advisor on the newly introduced elective approach to the general curriculum (Gilman, 

1886).  John Hopkins, in fact, was credited with establishing the first system of faculty 

advisors in 1876 where “the appointment of (Edward) Griffin to chief of advisors 

pioneered the separation between a dean of academia and a dean of students (Cowley, 

1949, p. 21-22).   

 Cook (2009) revealed that the end of World War II ushered in the need for larger 

numbers of counselors and counseling specializations, like academic advising, when 

depth and breadth of subject areas and curricular offerings began expanding quickly.  The 

expansion in course options resulted in increased teaching responsibilities for faculty and, 

in turn, forced institutions of higher education toward the utilization of professional 

advisors (Robertson, 1958).  With much greater numbers of students pursuing 

postsecondary education in the post war era, institutions began to create advising centers 

which often focused on serving students with undecided academic and career paths 

(Grites, 1979). 

 In 1979, the National Academic Advising Association (NACADA) was 

established with 429 inaugural charter members (Cook, 2009) to advance the quality of 

advising on college campuses while dedicating itself to the development of the profession 

and its members (Beatty, 1991).  The works of Crookston (1972) and O’Banion (1972) 
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have served as two of the principal theoretical foundations for academic advising.  

Crookston (1972) identified two varied styles of academic advising: prescriptive advising 

where students simply followed the advice provided by advisors and developmental 

advising where mutual responsibility for engagement resulted in a shared learning 

experience for student and advisor.  O’ Banion’s (1972) work established a process for 

advisors to follow during student appointments pertaining to major selection, course 

selection, registration, career goals, and life plans, particularly at community colleges.  It 

was the work of Habley (1981) that helped to underscore the importance of academic 

advising in helping students set realistic educational goals that served as the central point 

of their individual academic journey and related postsecondary experiences. 

 Higher education practitioners and academics consistently agreed that academic 

advising not only helped students navigate their collegiate experience but also assisted in 

their academic and social integration to campus as well (Kot, 2014).  Pascarella and 

Terenzini (2005) argued that academic advising was important to student persistence 

because students who tended to be the most successful, were also most likely to develop a 

strong bond with an advisor, faculty member, or administrator who helped them work 

through obstacles encountered on their postsecondary journey.  Tinto (1987) opined that 

student perceptions of formal and informal interactions with institutional agents, like 

academic advisors, and peers were largely responsible for determining whether a student 

stays in college or departs.  Kuh et al. (2005) similarly contended that institutional 

support for high impact practices, like academic advising that connected students to 

campus, was just as critical to student success as the time and effort students placed in 

their studies. 
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 Although the quality of advising has been positively connected to persistence, 

research on how exactly advising influenced student success remained unclear, 

particularly in students of color (Museus & Ravello, 2010).  Museus and Ravello (2010) 

found that impactful academic advising for students of color needed to be “humanized, 

holistic, and proactive” (p. 56).  By sharing personal narratives with students of color, 

academic advisors were more likely to be perceived as authentic and, consequently, 

impactful.  By incorporating a holistic approach that include a deeper understanding of 

the unique challenges faced by students of color in an academic environment, advisors 

positively influenced student academic experiences. 

Academic Coaching 

 Academic coaching, a form of mentorship, has proven an effective intervention to 

facilitate student persistence and completion. Although literature does not speak to one 

commonly agreed upon definition of coaching, coaching has generally been described as 

a collaborative helping relationship between a coach and the person being coached, 

focused on enhanced professional performance, self-directed learning, and increased 

personal satisfaction and growth through regimented goal-setting (Kilburg, 1996, Stober 

& Grant, 2006).   

 Barnhart and LeMaster (2013) explained that coaches utilized in higher education, 

in effect, helped to “create individualized development plans and milestones for students 

to address academic and non-academic concerns.  Coaches developed these plans for 

student-specific requests, which differed from the predetermined strategies advisors 

offered to address student concerns” (p. 4). 

 Coaches interacted with college students to help prioritize studies, identify 

barriers to student success, and create plans to be successful (Bettinger & Baker, 2014).  
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According to a research brief by Barnhart and LeMaster (2013) which detailed work at 

five unique institutions, coaches were compartmentalized into three different types.  

Success coaches provided general plans for academic and non-academic improvement 

which included time management strategies, personal skill development, self-confidence 

measurements, and anxiety reduction techniques (Barnhart & Lemaster, 2013).  

Academic-success hybrid coaches, in addition to preparing general development plans 

similar to success coaches, integrated studying practices, test preparation exercises, and 

other academic support elements (Barnhart & LeMaster, 2013).  Life coaches offered 

group coaching sessions to undergraduate student groups of no more than ten which 

focused on a single goal for the whole of a semester.  Goals included student success 

goals, interpersonal goals, and individual development goals (Barnhart & LeMaster, 

2013).    

 In their brief, Barnhart and Lemaster (2013) observed that coaches, who 

possessed a minimum of a bachelor’s degree, were predominantly trained by internal 

staff and had minimal access to official student records.  The coaches focused outreach to 

students who were at-risk, first-generation, out-of-state, and/or had high financial need.  

Most undergraduates who engaged with coaches sought assistance with self-confidence, 

time management, and other general academic support.  Outcomes indicated students 

who engaged in coaching services benefited from higher grade-point-averages when 

compared to peers who did not receive coaching (Barnhart & Lemaster, 2013).  Bettinger 

and Baker (2014) found that retention and completion rates for coached students were 

greater when compared to students who were not coached.  When coached in the first 

year, participating students were more likely to persist by 5% and, in general, the positive 

effect of coaching was larger for males (Bettinger & Baker, 2014).    
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 Robinson and Gahagan (2010) posited that academic coaching proved critical in 

the transition of first year students from high school to college especially when coaches 

worked with students “to be strategic in establishing and achieving their academic goals 

as well as becoming engaged on campus” (p. 27).  Academic coaching aided student 

persistence by helping them identify interests, motivations, and resources through a three-

step process involving self-assessment, reflection, and goal setting.  Through self-

assessment, coaches and their students established baseline measures such as academic 

strengths, study habits, and campus engagement levels which served as conversation 

starters as students began to learn about themselves.  Because students often have 

conversations with coaches that they normally would not have with others on campus, 

reflection offered coaches the opportunity to ask positive, open-ended questions to learn 

more about the motivations and goals of their student.  Goal-setting, however, was the 

most intentional of actions in coaching meetings.  Through goal-setting, a coach worked 

with their student to create a tangible plan for success that incorporated lessons learned 

from the previous two steps, assessment and reflection (Robinson & Cahagan, 2010). 

 Research by Neuhauser and Weber (2011) discerned that academic coaches 

benefited all students in formal and informal settings, whether at-risk or not.  Students in 

academic distress were helped through the formulation of plans of action for academic 

recovery.  Other students connected with coaches to discuss curricular and co-curricular 

pursuits.  Through exit interviews students expressed appreciation for support from 

academic coaches, lending validity to the value of academic coaches added in meeting 

the developmental needs of students. 

 Hayes (2012) revealed that academic coaching was integral to the retention of 

students in general and minority or first-generation students in particular because of their 
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traditional need for additional institutional support.  Since coaching helped develop skills 

and behaviors that benefited students throughout their academic career, it was notable in 

the first year, where the adjustment to college proved most difficult.  This was especially 

helpful for many first generation and Latino students who were disproportionately 

challenged with competing demands such as family responsibilities that detracted from 

their academic capacity (Hayes, 2012). 

Career Counseling 

 Career counseling has its origins in the congressional ratification of the Morrill 

Act of 1862 which formally recognized the role of higher education in the vocational 

preparation of citizens.  While some institutions modestly expanded curricular offerings 

to more closely mirror the needs of the labor market, colleges and universities continued 

to view their overarching purpose in terms of intellectual, moral, and broader societal 

goals through the nineteenth century.  It was the post-World War II expansion spurred by 

the GI Bill that prompted students to enroll in much higher numbers with the general 

purpose of individual benefit (Grubb & Lazerson, 2005). 

According to Grubb and Lazerson (2005), 

the development of the post-World War II mass system of higher education has 

been inextricably tied to its occupational purposes. Students come in order to get 

ahead, to get a credential and license, and be valuable in the labor market. Many 

believe, rightly, that they have no choice; the deterioration of the labor market for 

high school graduates, who have to settle for low-skilled, low-paid, and insecure 

work, has meant that going to college is a much better bet than finding a job right 

after high school. The dominant force that propels students to college is the belief 

that they can exchange a degree for professional status. (p. 9) 
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 Frank Parsons (1909), one of the earliest proponents of vocational guidance, had 

the foresight to anticipate the benefit of guiding individuals through the exploration and 

self-selection of a profession.  In establishing the Vocation Bureau in 1908, Parsons 

(1909) detailed “vocational guidance directed by light, information, and cooperation” (p. 

92).  Early on, Parsons understood the rapidly growing demand for vocational counselors 

and predicted the proliferation of vocational guidance services on higher education 

campuses.  While postsecondary institutions initially addressed student vocational needs 

by creating college placement centers in an attempt to connect college graduates with 

recruitment representatives (Wessel, 1998), the facilities evolved into full-service hubs 

with offerings for undergraduates including freshman comprising career counseling, 

career exploration resources, graduate school information, job search assistance, 

employer services, and career assessments for students (Dean, 2006).   

 For students enrolling in college for the first time, research exposed a high level 

of anxiety related to career choice.  Concerns from freshmen were found to exist within a 

variety of themes including anxiety regarding vocational decisions, uncertainty related to 

personal vocational contentment, insecurities associated with individual abilities and 

deficits, and insufficient knowledge of existing professions (Mauer & Gysbers, 1990).  

Walck and Hensby (2004) found that students enrolling in college received inadequate or 

no career guidance prior to their matriculation.   

 Ramsey, Jones, and Barker (2006), upon studying freshman perception of 

institutional support, established that a significant number of students desired more 

practical guidance from career counselors and, in particular, increased communication.  

Despite these findings, the same students estimated that they only received approximately 

6% of their vocational support from higher education professional with many choosing to 
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seek out family and friends for assistance (Ramsey et al., 2006).  Fouad et al. (2006) 

reaffirmed that many students, although cognizant of the availability of individual career 

guidance services offered on campus, chose not to engage a career counselor largely 

because of uncertainty with the career guidance process.   

 The optional nature of career services, according to Vogt (2007), has allowed 

students to discount their importance.  Career counseling has proved to help those 

students most at risk of persisting and advancing their career development, negatively 

affecting their long-term job and economic prospects (Owens, Lacey, Rawls, & Holbert-

Quince, 2010).  Despite the desire of students utilize career services, institutions have 

continued to struggle in finding successful strategies for engaging individuals in career 

counseling (Vogt, 2007). 

First-Year Seminars 

 First-year seminars have been described as courses with “the common goal of 

increasing academic performance and persistence through academic and social 

integration” (Goodman & Pascarella, 2006).  According to Pascarella and Terenzini 

(2005), first-year seminars have become ubiquitous at four-year institutions but vary 

widely in how they are offered.  First-year seminars at institutions usually varied in the 

number of credits awarded, the manner in which they were graded, the mandatory or 

optional nature of their enrollment, and the nature of the course content (Barton & 

Donahue, 2009).   

 Gardner (1986) touted the purposeful design of a first-year seminar, which he 

believed would help the intellectual and social integration of students and, consequently, 

enhanced their odds of student academic success.  Specific objectives for first-year 
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seminars were recommended to promote engagement within academic and social 

institutional systems including: 

• Introduction of students to field of higher education  

• Instruction of student survival skills 

• Improvement of attitudes towards faculty and the instruction/learning 

process 

• Provision of a sense of community and network of support 

• Assignment of a mentor 

• Introduction to and required use of campus support services 

• Assistance with formation of friendships 

• Career exploration and guidance, especially for undecided students 

• Assistance with co-curricular involvement 

• Cultivation of self-worth in freshmen 

• Generation of enthusiasm for the institution 

• Exploration of campus culture 

• Cultivation of students as informed consumers through better 

understanding of opportunities and requirements originating from their 

individual college journeys. 

 Swing (2002) isolated four distinct types of first-year seminars most commonly 

offered at postsecondary institutions as defined by the First Year Inquiry (FYI) 

assessment.  First-year seminars with a college success/transition theme focused on the 

transition to college, cultivate skills essential for academic success, and inspire student 

engagement.  First-year seminars with a special academic theme had an interdisciplinary 
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focus, having surveyed a selected topic.  First-year seminars with a discipline-based 

theme served as an introduction to a specific major or discipline at the direction of an 

academic unit or department.  First-year seminars with a remedial/study skills theme 

were recommended for academically at-risk students and emphasized a rigorous study of 

academic and life management skills.  Pascarella and Terenzini (2005) determined that: 

first-year seminar participation has statistically significant and substantial, 

positive effects on a student’s successful transition to college and the likelihood of 

persistence into the second year as well as on academic performance while in 

college and on a considerable array of other college experiences known to be 

related directly and indirectly to bachelor’s degree completion. (p. 402-403) 

 Joey Cuseo (2012) suggested that a first-year seminar, when viewed as an 

educational program and coupled with instructor training, had more universal effects on a 

broader set of institutional outcomes including community building, cross-campus 

professional collaborations, institutional awareness and knowledge, increased student 

utilization of campus services, additional student participation in campus activities, 

heightened student satisfaction with institution, the rate of student progress toward 

degree, early identification of academically at-risk students, and advances in student 

development from matriculation to completion. 

Peer Mentoring 

 The concept of mentorship, which can be traced back to the Greek myth of 

Odysseus, has received heightened interest within the fields of psychology, business, and 

education since the mid-1970s (Jacobi, 1991).  The structure of mentoring relationships 

in psychology and business have primarily centered around the counseling and 

sponsorship of junior members of the profession by more senior members of the 
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profession (Kram, 1985; Levinson et al., 1978).  Mentoring in education, however, has 

been described by Moses (1989) as more of a series of interactions that “assist students in 

setting goals, developing skills, and their facilitation into academic and professional 

circles” (p. 9).   

 Although there are many depictions of mentoring, Johnson (1989) provided a 

broad summary of some commonly accepted characteristics.  Mentoring relationships 

were viewed as helping relationships which focused on achievement and whose primary 

focus was to convey assistance and support from mentor to protégé.  Mentorship was 

comprised of three components: psychological and emotional support, vocational 

guidance and career development, and role modeling.  Mentoring relationships were 

classified as reciprocal, where both the mentor and protégé gained benefit, and personal, 

which required intimate interaction between parties.  Finally, mentors exemplified greater 

proficiency, accomplishment, and authority when compared to their protégé. 

 Because it has been increasingly viewed as fundamental to the success of college 

students, peer mentoring has become an increasingly popular intervention at 

postsecondary institutions over the past few decades (Budge, 2006).  Budge (2006) cited 

improvement of retention rates as a key reason for the propagation of mentoring in 

university settings.  Mee-Lee and Bush (2003) determined that, in large part, mentoring 

programs were introduced to confront the myriad of challenges undergraduates 

experienced throughout their educational experience.  With most mentoring relationships 

geared toward providing support and services to fellow peers, the interactions resulted in 

student development of stronger sense of community, a broader academic and social 

integration of students to campus, and unfettered access to a robust network of 
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institutional agents with a plethora of resources dedicated to student success (Shook & 

Keup, 2012).   

 At the core of peer mentorship programs in higher education, peer leaders served 

as institutional agents who aided the socialization of fellow students (Russell & Skinkle, 

1990).   Ender and Kay (2001) explained that peer leaders were traditionally students 

“selected and trained to offer educational services to their peers…intentionally designed 

to assist in the adjustment, satisfaction, and persistence of student toward attainment of 

their educational goals” (p. 1).  Peer leaders were determined to be effective institutional 

agents because of their familiarity with the student experience in addition to their 

universal knowledge, training, and approachability (Newton & Ender, 2010).  Hill and 

Reddy (2007) suggested that participating students found receiving advice and support 

from an experienced peer to be of great benefit.  Students perceived insight from peers, 

who had been recently been through the same transition to college, to be more useful than 

guidance from professional academic staff.  Familiarity with potential issues allowed 

mentors to provide a valuable service by getting a student assistance prior to the 

materialization of a crisis (Newton & Ender, 2010). 

  Both mentors and mentees who engaged in peer mentoring, according to Hill and 

Reddy (2007) acknowledged two principal benefits resulting from participation.   First, 

students observed that mentorship helped ameliorate challenges associated with their 

transition to higher education, living away from home, and studying independently.  

Second, students spoke to the development of academic and personal skills which 

included improvement to confidence, interpersonal communication, collaboration, 

educational perspective, and resume building.  Ferrari (2004) supposed that mentoring 

positively influenced persistence, academic achievement, and career preferences. 
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  Budge (2006) asserted that gender played a role in mentoring as “gender 

stereotypes and socialization practices shape the way in which individuals interact with 

one another” (p. 76).  Biased societal assumptions supposed that men would be tenacious 

and confident in their pursuit of mentorship while women, in stark contrast, would be 

passive (Scandura & Williams, 2001). Women, with a perceived dearth of desirable 

qualities like leadership and emotional control, were less apt to be offered mentorship 

opportunities within organizations (Noe, 1988).   

 People from traditionally underrepresented races, ethnicities, and socioeconomic 

levels were traditionally excluded from mentoring opportunities, even though it was 

apparent that they were in more need of such support.  The vast majority of minority 

college students were typically unacquainted with the variety of mentoring services 

available to them or skeptical to their potential advantages (Jacobi, 1991).  Research, 

however, established that through formal or intentional mentorship minority students 

were helped to achieve goals in unfamiliar environments (Redmond, 1990). 

 Sanchez, Esparza, and Colón (2008) examined the influence of natural mentoring 

relationships (NMRs) on the academic performance of young Latinos.  Most of the 

NMRs proved to be with immediate or extended family members, which spoke to the 

importance of family in Latino culture.  The study found that the relationship with a 

mentor translated into positive academic outcomes which included an increased 

expectation of success, heightened postsecondary aspirations, an improved sense of 

belonging in school, and fewer absences.   

 Given the widening achievement for Latino males, the Project MALES Student 

Mentoring Program launched at The University of Texas at Austin to address the unique 

challenges of Latino males in higher education (Sáenz, Ponjuan, Segovia, Jr., & Del Real 
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Viramontes, 2015).  With a model involving male students of color at the graduate, 

undergraduate, and secondary levels, the program focused on leadership development, 

community engagement, and service.  The unique structure of the program allowed 

students the ability to be involved in cross-generational relationships aimed at increasing 

the retention and success of Latino males of color. 

Theoretical Framework 

 Through research of the factors influencing the achievement of males of color and 

the impact of support services, including high impact practices, this study hoped to 

examine how FTIC Latino males felt the synergy of scaled academic enrichment services 

influenced their first-year academic experience at a large, public HSI in Texas.   

Theory of Involvement and IEO Model- Astin 

 Astin (1984) presented the theory of student involvement whose basic premise 

was that a student’s development was contingent upon the energy they devoted to their 

academic experience.  Astin’s theory included five basic assumptions: 

(1) involvement referred to the investment of physical or psychological energy in 

objects, whether highly general or highly specific;  

(2) involvement remained on a continuum so, a student invests various degrees of 

energy on different objects and different points in time; 

(3) involvement was both qualitative and quantitative in nature; 

(4) student learning and development was directly proportional to the quality and 

quantity of involvement; and, 

(5) the effectiveness of any educational policy or practice was directly related to 

its capacity to increase involvement. 
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 Astin’s IEO Model (1985) explained how student outcomes were influenced by 

two sets of factors:  pre-college student attributes and postsecondary educational 

experiences.   At its core, the model proposed that the individual characteristics 

developed prior to their arrival at college in combination with the sum total of the 

student’s involvements and interactions in college directly determine individual student 

outcomes.  Astin built the model around the three primary components: the inputs, the 

environment, and outcomes.  The “inputs” included the demographics, background, and 

previous experiences of a student pre-enrollment.  The student’s “environment” 

accounted for all of the student’s experiences throughout their collegiate journey.  The 

“outcomes” spoke to a student’s characteristics, knowledge, attitudes, beliefs, and values 

post-graduation.  Although earlier iterations of the model suggested an almost passive 

role for students in their own development, Astin (1985) assigned the institutional 

environment a critical role in that it afforded students a greater number and variety of 

opportunities with other ideas and people, which the researcher hoped students would 

actively exploit to further personal development. 

Social Capital Framework and Funds of Knowledge – Stanton-Salazar 

 The Social Capital Framework (1997, 2011) and Funds of Knowledge (1997) 

authored by Stanton-Salazar were primarily used to more acutely comprehend the 

transformative academic experience of first-year males from marginalized groups at 

PWIs and other academic institutions.  This framework was influenced by the work of 

researchers like Coleman (1988) and Bourdieu (1986).  Coleman (1988) introduced his 

ideas on social capital and their role in the formation of human capital.  Coleman’s 

(1988) work was predicated upon the notion that social capital was a dynamic collection 

of entities that enabled the specific achievements of actors, whether individual persons or 
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corporate structures.  From Coleman’s (1988) theoretical perspective, social capital 

existed in various forms, was inherent in the relationships between and among actors, and 

its productive nature proved integral to the formation of human capital.  Coleman’s critics 

strongly objected to his failure to incorporate the influence of societal forces and 

environments that allowed some communities to amass social capital at the expense of 

other communities who suffered substandard schools, residential segregation, and an 

unsympathetic job market rife with racism and classism (Stanton-Salazar, 2001). 

 Bordieu’s (1986), whose work provided a deeper understanding of society at 

large, assimilated the “complexities entailed in the social reproduction of class 

inequality” in his Social Reproduction Theory (p. 1083).  Bourdieu (1986) defined social 

capital as an accumulation of resources, whether actual or possible, associated with a 

robust network of established reciprocal relationships.  Stanton-Salazar (1997, 2001, 

2004, 2011) transferred findings in previous research to hierarchical structures, like 

educational settings, that allowed for an examination of relationships where educational 

representatives served as valuable resources within the organization.  Stanton-Salazar 

defined social capital as consisting of: 

Resources and key forms of institutional support embedded in a multi-layered 

system of social structures – beginning with a fundamental network-analytic 

structure (i.e. relationships, networks, and associations as mediums) which, in 

turn, is embedded in complex and usually hierarchical structures found in formal 

and complex organizations and institutions (e.g. schools, universities, firms, and 

corporations). p. 1083 

 Stanton-Salazar used Wynne et al. (1987) to underscore the instrumental role of 

institutional agents in the cultivation of beneficial relationships spanning across key 
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societal circles and organizational arenas.  Because the allocation and consumption of 

resources transpired within the reality of a stratified society, both accessibility to critical 

institutional resources and effective relationships between institutional agents and 

disadvantaged youth proved complicated (Stanton-Salazar, 2001).  An institutional agent 

was defined by Stanton-Salazar (2011) as an individual of some authority who occupied 

one or more positions within an organizational structure.  The institutional agent, well 

positioned within social network of an individual, then acted on the individual’s behalf 

through the provision of institutional resources.  Through this process of directly 

providing individuals with resources which allowed them to successfully navigate 

existing environments, educators not only transformed into institutional agents but 

proved indispensable to the personal development and educational success of young 

people (Stanton-Salazar, 2011).   

 The various forms of institutional support, which Stanton-Salazar (1997) 

described as integral to social integration and success within the educational system and 

other organizational realms, were coined funds of knowledge, “which included implicit 

and explicit socialization into institutional discourses that regulate communication, 

interaction, and exchange within mainstream institutional spheres” (p. 11), and were 

positively correlated with upward mobility within the educational system (Stanton-

Salazar, 1997).   Stanton-Salazar (1997) outlined seven basic varieties of institutionally-

based funds of knowledge.  The first, institutionally sanctioned discourses, depicted 

socially acceptable means of communication.  Second, academic task-specific knowledge 

spoke to specific subject-area expertise.  Third, organizational or bureaucratic funds of 

knowledge revealed an understanding of the internal operations of the organization.  

Fourth, network development shared basic knowledge of methods for interacting with 
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agents inside and outside of the educational system.  Fifth, technical funds of knowledge 

addressed academic skills and habits essential to academic success.  Sixth, knowledge of 

labor and educational markets focused on strategies for meeting the conditions of and 

overcoming barriers to job and educational opportunities.  Finally, problem-solving 

knowledge described the need to combine all of the aforementioned funds of knowledge 

to solve school-related issues, make sound decisions, and achieve individual or shared 

goals.   

 Stanton-Salazar (2011) later introduced the concept of the empowerment agent 

which centered on those persons who were motivated to operate against the hierarchical 

structures of the establishment.  The willingness to shoulder the burden as empowerment 

agents on behalf of disadvantaged youth were dependent upon five characteristics.  

Empowerment agents were: (1) acutely mindful of organizational barriers within the 

institution and society, in general, that served as barriers to the success of disadvantaged 

students; (2) critically aware that the success of disadvantaged students was largely 

dependent upon their ability to provide individualized institutional support; (3) willing to 

disregard established regulations which preserved institutional support at only the highest 

levels of society; (4) internally comfortable in the responsibility of serving as a student 

advocate who provided wide-ranging student support; and, (5) willing to be identified as 

a student advocate and agent for disadvantaged students. The transformation of 

institutional agents into empowerment agents allowed for students to cultivate problem-

solving skills, help-seeking habits, networking abilities, and coping mechanisms for 

overcoming institutional barriers and hostile institutional environments through their 

introduction to institutional support (Stanton-Salazar, 2011). 
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Summary 

 The research in this chapter examined literature pertaining to minority males and 

institutional practices designed to improve student success.  A summary of the state of 

male achievement in American higher education, and minority male student success more 

specifically, was provided.  Existing research on the barriers influencing the academic 

success Latino males was also included.  Astin’s Theory of Student Involvement and I-E-

O Model were discussed as theoretical frameworks for this study along with Stanton-

Salazar’s Social Capital Framework and Funds of Knowledge. 
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CHAPTER III 

METHODOLOGY 
 This chapter explains the methodology selected for this qualitative study.  This 

chapter includes (1) the research questions, (2) the research design, including data 

collection and analysis, and, (3) limitations of the study. 

Restatement of Purpose of Study 

 The purpose of this study was to gain insight on how first-time-in-college Latino 

males speak about their experiences participating in a comprehensive academic 

enrichment program at a large, HSI in the Texas.  More specifically, the study examined 

how FTIC Latino males felt these experiences influenced their social and academic 

transition to campus.    

Restatement of the Research Questions 

 One primary research question and three secondary questions guided this study: 

Primary Research Question  

 How do FTIC Latino males speak, through their own words, about how they 

make meaning of their experiences integrating academically and socially to campus? 

Secondary Questions 

 How do FTIC Latino males talk about the influence their participation in a 

comprehensive first-year academic enrichment program has had on their academic and 

social development?   

 How do FTIC Latino males talk about the role institutional agents played in their 

first-year experience?   

 How do FTIC Latino males talk about being empowered through their 

participation in a comprehensive academic enrichment program? 
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Research Design 

Analytic Paradigm 

 Patton (2015) described a paradigm as a view of the world or “way of thinking 

about and making sense of the world” (p. 89).  Johnson and Christensen (2012) described 

it as a means of thinking about and conducting research.  This study was conducted 

through the paradigm of social constructivism.  Creswell (2013) explained that, at its 

core, social constructivism attempted to make sense of the individual experience, seeking 

an understanding of the distinct world in which they lived.  Constructivist research, 

therefore, focused predominantly on participant’s individual interpretations to forge 

comprehension of the phenomenon being studied (Creswell, 2013).   

 Following in the constructivist tradition, this study used qualitative inquiry to 

learn about the experiences of students at an institution of higher education.  According 

to Patton (2015), qualitative research “inquires, documents, and interprets the meaning-

making process” (p. 3).  With the researcher serving as the primary instrument, 

qualitative inquiry has customarily produced a wealth of comprehensive data about small 

groups of people or cases, providing a greater depth of understanding (Patton, 2015).  

Johnson and Christensen (2012) maintained that qualitative research “uses a wide- and 

deep-angle lens, examining human choice and behavior as it occurs naturally and in all of 

its detail” (p. 35).  Qualitative inquiry has attempted to understand the “multiple 

dimensions and layers of reality, such as the types of people in the group, how they think, 

how they interact, what kinds of agreements or norms are present, and how these 

dynamics come together holistically to describe the group” (Johnson & Christensen, 

2012, p. 35).  Conducted through the lens of a social constructivist paradigm, this 

qualitative study allowed the researcher to examine how FTIC male Latino students 
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spoke about institutional efforts to support them through their first-year experience 

programs and of the influence their participation had on their integration to campus, both 

academically and socially.  

Methodology 

 Critical discourse analysis, or CDA, was the methodology utilized for this 

particular study.  CDA has been described as “discourse analytical research that primarily 

studies the way social-power abuse and inequality are enacted, reproduced, legitimated, 

and resisted by text and talk in the social and political context” (Van Dijk, 2015, p. 467).  

Wodak (2001) has asserted that CDA aimed “to investigate critically social inequality as 

it is expressed, signaled, constituted, legitimized, and so on by language use (or in 

discourse)” (p. 2).   

 According to Van Dijk, (1995) CDA has: 1) been concerned with problems or 

issues, not paradigms; 2) been characterized by an overly critical position on the study 

talk; 3) been focused on relations between discourse and society, whether the work is 

multidisciplinary or interdisciplinary; 4) been a part of a broad variety of critical studies 

in the field of humanities; 5) considered all aspects of discourse; 6) focused on group 

interactions related to power, dominance, and inequality and the means through which 

they are either replicated or contested by members of the group; 7) dealt with tactics of 

dominance and  resistance in various types of social relationships and the ideologies 

involved; 8) aimed to reveal that which is implied, hidden, or unknown in relations; and 

8) implied a critical or antagonistic stance against the elite or powerful, especially those 

who abuse power.  In an attempt to critically analyze the connections between language, 

ideology, and society, CDA has aspired to “understand, expose, and ultimately resist 

social inequality (Van Dijk, 1993, p. 352). 
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 Wodak (2001) maintained that the relationship between language and power is the 

basic premise of CDA.  Willig (2014) explained that CDA explored ways in which 

language generated and controlled both social and psychological experiences, which 

underscored the role of language as a source of power.  By revealing hidden ideologies in 

texts, whether written or spoken, CDA exposes philosophical prejudices and, effectively, 

the power in texts (Widdowsom, 2004).  This form of research has explicitly considered 

institutional conversations, and other forms of discourse, which have revealed apparent 

dealings with struggle and conflict (Wodak, 2001).  The significance of reflection and 

self-awareness has proven critical to the knowledge that CDA has helped to convey 

(Wodak & Meyer, 2009).    

 Fairclough (1989, 1995) proposed a model for CDA in an attempt to establish a 

more systemic method for examining the relationship between text and its social context.  

The model was comprised of three related processes of analysis which were joined by 

three related processes of analysis.  The three levels of analysis included the text, the 

discursive practice, and the sociocultural practice.  Each discourse, in other words, had 

three dimensions.  First, is a spoken or written text.  Analysis occured at the word level, 

examining the collection and characteristics of words spoken or written.  Second, was the 

production or composition of texts.  Analysis took place at the text level, understanding 

how the structures of language were produced and affected change. Third, was social 

practice which comprised the standards of society or an organization.  Analysis occured 

at the norm level, exploring what transpired in the context of a particular social structure 

or community (Rogers, Malancharuvil-Berkes, Mosley, Hui, & O’Garro Joseph, 2005). 

CDA has increasingly been used as a methodology in educational research 

because of its ability to recognize “the ideological nature of educational practices and the 
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social, historical, and political contexts in which they emerge and are transformed” 

(Rogers, Schaenen, Schott, O’Brien, Trigos-Carrillo, Starkey, & Carter Chasteen, 2016).  

The use of CDA as the methodology for this study was appropriate because of its ability 

to help understand the “connections between educational practices and social contexts” 

(Mullet, 2018, p. 117).  The way in which Latino males spoke of their participation in a 

comprehensive enrichment program during their first year of college has theoretically 

revealed issues with power, culture, and society (Fairclough, 1989) as they have made 

meaning of their experiences integrating academically and socially to campus. 

Site Selection 

 The following study was conducted at one four-year public institution designated 

as Hispanic-Serving Institution.  The institution had a total enrollment of 38,666 students 

for fall 2017 with 58% of all enrolled students classified as female and 42% classified as 

male.  The racial/ethnic composition of the student population included 47% White, 36% 

Latino, 11% Black, 3 % Asian/Pacific Islander, 1% International, and 2% other.  The 

four-year graduation rate for the institution was 32% while the six-year graduation rate 

was 54%.  Approximately 77% of first-time in college, full-time students have been 

traditionally retained through the second year.  First-time-in-college, full-time Latino 

male students have been retained at approximately 74%. 

Comprehensive Academic Enrichment Program 

 The first-year academic enrichment program which was housed in one dedicated 

academic services department under the leadership of a college dean consisted of five 

components: academic advising, academic coaching, career counseling, peer mentoring, 

and a first-year seminar.  The academic enrichment program was considered 

comprehensive because every enrolled FTIC student was assigned a specific academic 
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advisor, academic coach, career counselor, first-year seminar instructor, and peer mentor, 

giving them a success team of five professional and student staff that they could contact 

as needed.  One associate dean had direct oversight for student academic services which 

included academic advising, academic coaching, and career counseling while another 

associate dean had direct oversight for student academic programs which included peer 

mentoring and first-year seminars.   

 Academic advising. Academic advising services were comprised of one director 

and 19 professional advising staff members, 14 who served as academic advisors, four 

who served as student development specialists, and one who served as a senior academic 

advisor.  All 19 professional academic advising staff members personally advised 

students and were responsible for a student caseload of approximately 325 students.  

With the exception of students whose majors required them to meet with academic 

advisors, appointments with an academic advisor outside of new student orientation were 

optional for the majority of first-year students. 

 Academic coaching. Academic coaching consisted of one director, four 

professional staff, and 19 academic coaches who were graduate students at the institution.  

Academic coaches were trained to assist students with developing academic skills and 

habits, setting goals and strategies for academic success, building self-confidence and 

self-motivation, and introducing tenants of financial literacy.  Each academic coach was 

assigned a caseload of approximately 325 first-year students.  Each student was required 

to meet with their academic coach three times during the first semester of enrollment but 

there were no mandatory meetings in their second semester. 

 Career counseling. Three professional career counselors were assigned to meet 

the demand of first-year students on campus.  Career counselors helped first-year 
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students assess their interests, gauge their skills and abilities, explore employment 

pathways, and plan for future opportunities.  Students were encouraged but not required 

to meet with a career counselor in their first year. 

 Peer mentoring. Peer mentoring services were led by a director and three 

professional support staff.  Undergraduate students who meet a minimum grade-point-

average of 3.25 were eligible to apply for employment as peer mentors.  Students selected 

as peer mentors worked a maximum of 20 hours per week and earned $10 per hour.  Peer 

mentors were required to provide support for a freshman seminar, hold office hours each 

week, plan outside activities, and meet with an assigned caseload of approximately 50 

first-year students three times during the fall semester.  A total of 115 undergraduate 

students were employed as peer mentors during the 2017-2018 academic year. 

 First-year seminar. All first-year students were required to enroll in a freshman 

seminar.  The one-semester credit hour freshman seminars were taught by faculty, 

university staff, and other higher education practitioners who, at a minimum, held a 

master’s degree and had teaching experience.  Instructors were compensated 

approximately $1,300 for each first-year seminar taught.  Classes were limited in size to 

no more than 23 students.  The standardized content was meant to assist first-year 

students in their social and academic integration to campus and touched on a variety of 

topics including academic skills, career exploration, campus resources, and student 

wellness.   

Participant Selection 

 The total population of FTIC students at the participating institution in the 2017-

2018 academic year, which excluded transfer students, was 5,513 students.  Females 

comprised 63% of the first-time in college student population while males comprised 
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37%.  The racial/ethnic composition of the first-time in college full-time population 

included 43% White, 39% Latino, 13% Black, 2% Asian/Pacific Islander, and 3% other.  

Of the 2061 males in this subpopulation, 40% were Latino.  

 Participants were selected to participate in the study through purposeful sampling.  

The sample for this study was chosen from the population of Latino males who were in 

their first-year of college during the 2017-2018 academic year based on the following 

criteria: (1) They were identified as male; (2) they were identified as Latino; (3) they 

were identified as first-time-in-college students during the 2017-2018 academic year; 

and, (4) they self-reported participation in one of the five academic services offered 

through a comprehensive academic enrichment program in the first -year which included 

academic advising, academic coaching, career counseling, peer mentoring, and a 

freshman seminar.  Because of the critical nature of recruitment and selection of 

participants in the overall success of a study, homogeneous yet purposeful sampling was 

used to identify the participants for this study.  Patton (2015) described homogeneous 

sampling as “the strategy of picking a small, homogeneous sample, the purpose of which 

is to describe some particular subgroup in depth” (p. 283).  Purposeful sampling required 

a strategic selection of cases to study to help ensure that the questions being examined 

were substantive (Patton, 2015).   

 In qualitative research, the unique nature of each individual research topic and the 

overall availability of resources determines the number of participants for a study (Bauer 

& Gaskell, 2000).  Marshall (1996) argued that a sample size is sufficient when the 

research questions are adequately answered.  The concept of theoretical saturation 

introduced by Glaser and Strauss in 1967 described the point where the collection of any 

new data fails to add any additional relevant information to a study.  Although there was 
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some debate as to the number of interviews required for saturation, Guest, Bunce, and 

Johnson (2006) concluded that saturation occurred in 12 interviews.  They noted, 

however, saturation in studies with broader themes could be achieved in as few as six 

interviews.   

 Regardless, Yin (2006) asserted that specifying the number of participants being 

interviewed is necessary for every qualitative inquiry.  Perrakis and Hagedorn (2010) 

interviewed 14 participants for their study exploring the experiences of students, faculty, 

and administrators at one urban Hispanic-serving community college.  Perez III and 

Taylor (2016) interviewed 10 participants for their study examining factors contributing 

to Latino male success in higher education.  Borjian (2018) utilized the shared 

experiences of eight undocumented Latino college men to highlight factors contributing 

to their ability to attend and persist in college.  For the purposes of this study, 12 

participants were interviewed, according to the recommendations of Guest, et al. (2006).   

 Recruitment began with a list of potential participants reconciled from 

institutional research data and departmental records on first-year student engagement.  An 

objective third-party, a professional, full-time staff member at the home institution, 

emailed a pre-written message from the researcher to an identified pool of prospective 

participants on the researcher’s behalf, which included a brief introduction to the 

researcher, the description and purpose of the study, and detailed criteria for study 

participation (Appendix A).  14 prospective study participants who expressed interest by 

emailing the researcher received a pre-interview questionnaire via email in return 

(Appendix B), which they completed prior to final consideration.  Final participant 

selection considered factors including geographic location, generational status, and 

socioeconomic background to ensure a diverse representation of Latino males.  12 
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students who expressed interest in the study, completed the pre-interview questionnaire, 

and met all of the requirements to participate in the study, were selected. The 12 students 

received an email from the researcher notifying them of their selection at which time they 

were asked to confirm their participation and set up a time for a face-to-face interview at 

their convenience.   

Data Collection 

 Merriam (2009) maintained that data collection “is about asking, watching, and 

reviewing” (p. 85).  Both the techniques used in data collection and the data included in 

the study were dependent upon the theoretical perspective of the researcher, the problem 

being studied, the purpose of the study, and the sample selected (Merriam, 2009).  For the 

purposes of this study, an interview protocol which included questions grounded in the 

two identified theoretical frameworks and the guiding research questions were developed 

(Appendix C).   

 This qualitative study utilized semi-structured interviews.  As Merriam (2009) 

explained, semi-structured interviews allow for flexibility in how questions are worded 

and provide the researcher to the opportunity to probe further depending on the responses 

given by the participants.  The interviews were audio-recorded with the permission of the 

participants.  All participants were asked to read and sign a consent form alerting them to 

possible risks associated with participation in the study (Appendix D).  Open-ended 

questions were used during the interviews to add “depth, detail, and meaning at a very 

personal level of experience” (Patton, 2015, p. 24).  For this study, the open-ended 

questions were crafted to gain deeper insight into their academic and social transition to 

college, participation in the first-year academic enrichment program, obstacles to success 

in college, and the first-year college experience.  Participant reflections were critical to 
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comprehending the impact of academic programming in the first year on the success of 

Latino males. 

Field notes, which contained descriptions from observations made by the 

researcher, were recorded during and after the interviews (Patton, 2015).  The field notes 

served as supplemental materials to the interviews and added to the breadth of the 

research because they made for more complete documentation of the interviews 

(Merriam, 2009).  The interview transcriptions were important to the preservation of 

complete discussions with participants for later analysis (Merriam, 2009).  Data analysis 

began upon receipt of professional transcriptions for all interviews which were performed 

by a professional for-profit transcription service.  All participants were assigned a 

pseudonym to protect their identities.  Audio recordings and interview transcripts were 

labeled according to the assigned pseudonyms.  All research data, including consent 

forms, questionnaire responses, audio files, transcripts, and field notes were always 

stored in a locked file cabinet or a password-protected personal computer.  No one except 

the primary researcher had access to the research data during the course of the study.  

Research data will be stored confidentially for three years, at which time the data will be 

destroyed. 

Data Analysis 

 Merriam (2009) portrayed data analysis as a multi-faceted process that sought to 

make meaning of study data in the hope of finding answers to the research questions.  

“Making sense of the data involves consolidating, reducing, and interpreting what people 

have said and what the researcher has seen and read – it is the process of making 

meaning” (Merriam, 2009, p. 175).  Data analysis for this study began with the researcher 

manually annotating the interview transcripts with general comments and observations 
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(Merriam, 2009).  NVivo software assisted with the coding and organization of the 

research data.  Various categories and themes were generated.  This technique of 

assigning codes and grouping together like themes served as the foundation for the 

creation of categories helped systematize common themes which emerge from the words 

of the participants (Merriam, 2009).  This “winnowing”, as Creswell (2013) referred to 

this process, allowed for large amounts of data to be tapered into more manageable sets 

of smaller themes (p. 195).   

Trustworthiness 

 Trustworthiness, or research validity, in qualitative research referred to research 

that is “plausible, credible, trustworthy, and, therefore, defensible” (Johnson & 

Christensen, 2012, p. 264).  Johnson and Christensen (2012) identified three types of 

validity important to qualitative research.  Descriptive validity was dependent upon the 

accuracy of the facts offered by the researcher in their narrative account.   Interpretive 

validity required the accurate representation of meaning given by participants to the 

phenomenon being studied by the researcher.  Theoretical validity conveyed the degree 

of credibility and defensibility of the theoretical explanation resulting from the research 

data (Johnson & Christensen, 2012).  Qualitative researchers have maximized the 

trustworthiness, and consequently, the credibility of their research by achieving 

descriptive, interpretive, and theoretical validity. 

 Creswell and Miller (2000) identified nine validation procedures commonly used 

in qualitative research. They included triangulation, disconfirming evidence, researcher 

reflexivity, member checking, prolonged engagement in field, collaboration, the audit-

trail, thick-rich descriptions, and peer debriefing.  Creswell and Miller (2000) defined 

each of the procedures to help guide researchers in assessing the validity of their research 
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and in rationalizing their methods for doing so.  Triangulation was used to validate a 

study by corroborating evidence collected through various methods to establish recurring 

themes.  Researchers disconfirmed evidence by first identifying the primary themes of 

their study and comprehensively examining the multiple perspectives associated with 

those themes.  Researcher reflexivity had occurred when a researcher described the 

“personal beliefs, values, and biases” that may influence their inquiry (Creswell & Miller, 

2000, p. 127).   Member checking transpired when participants were presented with data 

and interpretations to confirmed both the accuracy of the information and the narrative 

reported.  Prolonged engagement in the field allowed for evidence to be strengthened 

because researchers could continue their examination of data over an extended duration 

of time.  Close collaboration with participants increased credibility because their point of 

view was built directly into the study.  An audit trail compelled researchers to “provide 

clear documentation for all research decisions and activities” (Creswell & Miller, 2000, 

p. 128).  Through thick, rich descriptions, the narrative presented in the study created an 

experience whereby readers felt as if they were being transported into the study setting or 

the site of the investigation.  Through peer debriefing, the research process and resulting 

data were scrutinized by someone with some familiarity with the research or the 

phenomenon being examined (Creswell & Miller, 2000).  Creswell and Miller (2000) 

encouraged researchers to utilize one or more of the approaches to authenticate the 

validity of their study. 

Trustworthiness was achieved in this study using validity procedures including 

triangulation, researcher reflexivity, and thick, rich descriptions.  The triangulation of raw 

data, field notes, and observations helped to establish the credibility of the study.  The use 

of rich, thick descriptions helped readers recognize the validity of the research and 
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enabled the readers to “make decisions about the applicability of the findings to other 

settings or similar contexts” (Creswell and Miller, 2000, p. 129).  Through 

comprehensive reflection, the researcher presented biases to the readers so that they could 

isolate those positions and discount the researcher’s biases while considering the study. 

Positionality/Research Bias 

 In guiding a study, it is not uncommon for a researcher to incorporate their own 

biases, beliefs, and experiences into the process.  Creswell (2009) recommended an 

acknowledgement of one’s own positionality to not only reduce such preconceptions but 

provide additional context to the study as well.  As a Latino male who grew up in deep 

south Texas, one of the most economically disadvantaged areas in the state and the 

nation, I was immersed in every aspect Hispanic culture including traditions, norms, 

Spanish language, and music.  Raised in a middle-class home of two professionals who 

were both educators with post-baccalaureate degrees, I was privileged to come of age in a 

setting where education was strongly-valued and educational performance was expected. 

 My own educational experience has been markedly influenced through enrollment 

in an low-performing school district, based on state standards, that struggled to meet the 

basic scholastic needs of its students.  During my time in the P-12 system, college 

preparation classes were not readily available and standardized tests had not yet become 

customary.  Many of the teachers in my district had lived and been educated local 

postsecondary institutions, limiting perspectives and schools of thought.  I took 

advantage of almost every educational opportunity offered to me but fundamental 

resources like lab materials were often in short supply.  Although I was fortunate enough 

to earn an academic scholarship from a state university, a great majority of my friends 

and classmates were either destined to enroll in one of two local postsecondary 
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institutions or seek immediate employment in a region where most jobs required 

unskilled labor and paid a minimum wage. 

 Upon matriculation to college, I quickly discovered that I was not ready for the 

academic demands of a major university.  My writing and math skills were proven 

substandard in the first semester.  Academic skills and habits like critical thinking, time 

management, reading comprehension, notetaking, and exam preparation had to be 

cultivated along the way.  Being enrolled at a massive institution came with the benefit of 

substantial resources.  The perception of being just another number, however, made it 

relatively easy to hide in plain sight and refrain from seeking an institutional assistance. 

 The fact that my university was also a predominantly White institution provided 

additional challenges.  The dearth of friendly faces from like racial and ethnic 

backgrounds, whether from professionals or students on campus, helped create almost a 

detached existence at times.  As a Latino male at a PWI, I experienced prejudice both in 

and out of the classroom.  I had one professor tell our entire class that his expectations for 

students from my area of the state were low and that we would have to work much harder 

to simply pass his class.  I also experienced rejection from White campus fraternities as I 

watched them hand invitations to a social event out to only white students in the most 

populated area of campus while excluding all students of color, including me. 

 I managed to graduate from the university and began a professional career in 

higher education.  As a current administrator who has worked within first-year academic 

services at the study site, I stock my individual experience to advocate for students in the 

hope of helping them avoid common pitfalls and, ultimately, achieving personal 

educational, professional, and personal goals.  While my own unique perspective can be 

helpful to students from similar backgrounds, particularly Latino males, I must be 
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cognizant of not over-reaching given the potential for influence over first-year services 

due to my professional responsibilities, any familiarity with the study particpants, and the 

possibility that study findings could inform the scope of academic services offered at the 

participating institution in the future.    

Limitations 

 According to Patton (2002), limitations referred to parameters in the execution 

and interpretation of a study resulting from constraints to the research design or 

methodology.  This study had three identified limitations.  First, since students were 

assigned to a specific academic advisor, academic coach, career counselor, peer mentor, 

and first-year seminar instructor, the extent of student participation may have been 

affected by the nature of their relationships with those individuals.  Second, although this 

study examined how FTIC Latino male students spoke about their experiences in 

participating in a comprehensive academic enrichment program, it did not address their 

views of other institutional services provided to them during their first year of college.  

Third, this study focuses on Latino male students so, the results may not be transferable 

to other groups. Finally, students may not have been totally forthcoming during 

interviews given my involvement with first-year academic support services at the host 

institution.  

Summary 

 This chapter presented the methodology used for this qualitative study.  The 

purpose of this study was to gain insight on how first-time-in-college Latino males spoke 

about their experiences participating in a comprehensive academic enrichment program at 

a large, HSI in Texas.  The study examined how FTIC Latino males talked about their 

experiences engaging with academic services including academic advising, academic 
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coaching, career counseling, peer mentoring, and a first-year seminar.  Critical discourse 

analysis was employed to examine how FTIC Latino males made meaning of their 

experiences academically and socially integrating to campus. 
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CHAPTER 4 

RESULTS 
 As stated in chapter three, the purpose of this study is to understand how FTIC 

Latino males make meaning, in their own words, of their experiences participating in a 

comprehensive first-year academic enrichment program and how those experiences have 

influenced their academic and social integration to campus.  The purpose of this chapter 

is to document: (1) each student’s first-year experience; (2) their post-involvement 

perceptions of the comprehensive academic enrichment program; and, (3) the pre-college 

factors that helped to inform that experience.   

 The chapter begins with a brief individual profile of each study participant which 

provides basic demographic information.  The chapter then addresses the findings central 

to the overarching research question and the three secondary research questions.  The 

findings presented consider study participant perceptions as they relate to the pre-college 

factors (inputs) and experiences (environment) identified in Astin’s I-E-O Model, the 

influence of institutional and empowerment agents cited by Stanton-Salazar in his Theory 

of Social Capital, and the impact of Stanton-Salazar’s Funds of Knowledge though the 

lens of critical discourse analysis. 

Demographic Profiles of Participants 

The following sections outline the demographic profiles of the participants by 

presenting each individual in ascending alphabetical order based on the pseudonyms to 

which they were assigned.  Table 1 provides a summary of the demographic data 

including the birth country for participants and their parents, the family’s annual 

household income, the participant’s first-generation status, high school GPA, high school 

percentile rank, first-year college GPA, and major.  It is followed by a discussion of the 
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findings resulting from responses given by participants in their personal, face-to-face 

interviews.   

 Benny.  Benny is a second-generation Texan born who identifies as Mexican 

American.  He was born and raised in the southern United States in a household where 

English was the preferred spoken language.  His father is a native Texan who holds a 

master’s degree.  His mother, whose family is from Mexico, is the only one of eight 

siblings to be born in the United States.  Both of his parents earned postsecondary 

degrees: dad has a master’s degree and mom has a bachelor’s degree.  His dad is an 

accountant while his mom is employed as a bilingual ESL teacher.  The annual family 

income is between $75,000-$100,000.  Benny has two younger siblings: one brother and 

one sister. 

 Benny attended a magnet high school focused on careers in health professions.  

With a passion for medicine, the high school curriculum required him to enroll 

predominantly in Science, Technology, Engineering, and Mathematics (STEM) 

coursework.  He dreamed of attending the Naval Academy but the competitive nature of 

its admissions process, which required a letter of recommendation from a member of 

congress, discouraged him from ultimately applying for admission.  He was a solid 

student in high school, graduating in the top half of his class with a 3.75 grade-point-

average (GPA).  He earned a 3.60 GPA in his first year of college while majoring in 

Healthcare Administration. 

 Charlie.  Charlie was born in Mexico to parents who were both Mexican citizens.  

Because his biological father was not a constant in his life, he was raised by his 

grandmother while his single mother worked to put food on the table.  Two pairs of aunts 
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and uncles who lived in close proximity provided familial support.  From a young age, he 

was surrounded by strong female role models with a strong work ethic. 

 Charlie attended school in Mexico for the first couple of years of formal 

schooling.  Because education was not a priority at the time, he missed a lot of school, 

spending many days at home instead.  His mother married a gentleman who identified as 

Mexican American and relocated the family to the United States.  His father earned an 

associate degree while his mother enrolled in college in Mexico for a brief period.  Their 

annual household income is between $50,000-$75,000. He has one younger sibling, a 

sister. 

 He was placed in an English as a Second Language (ESL) program where the 

constant encouragement and support from dedicated teachers helped peak his interest in 

education.  Active in high school, Charlie participated in sports, band, and various 

student organizations, including service as student council president.  He enrolled in 

Advanced Placement (AP) and dual credit courses.  He graduated in the top 10% of his 

senior class with a 4.0 GPA. He earned a 3.80 GPA in his first year of college while 

majoring in Biology. 

 Dan. Dan and his parents were all born in Mexico.  They immigrated to a small 

town in the southern United States when he was still a toddler.  Both parents had formal 

schooling in Mexico. His dad completed secondary school while his mother enrolled for a 

short period of time in a Mexican postsecondary institution. Dan was raised in a small 

rural community with two younger brothers in a household where Spanish was the 

spoken language of choice.  The annual household income averaged between $50,000-

$75,000. 
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 The smaller size of Dan’s high school allowed him to be more active.  He was 

involved in varsity football and several campus groups.  He volunteered for the 

community Boys and Girls Club and was later employed by the organization to mentor 

fourth and fifth grade students.  He graduated in the top 12% of his senior class with a 

3.35 GPA.  He earned a 3.1 GPA in his first year of college while majoring in Nursing. 

 Edgar. Edgar was born in the United States to a Mexican born mother and a U.S. 

born father.  He was raised in a two-parent, Spanish-speaking household with three other 

siblings, two older brothers and one younger sister.  His mother studied at a Mexican 

postsecondary institution and earned a nursing degree while his father earned a master’s 

degree.  The annual household income averaged between $50,000-$75,000. 

 Edgar attended a small high school in his predominantly Latino hometown.  He 

participated in band and athletics and enrolled in dual credit courses through a local 

community college.  He graduated in the top 6% of his graduating senior class with a 

3.97 GPA.  He earned 3.05 GPA in his first year of college while majoring in 

Manufacturing Engineering. 

 Henry. Henry was born in the United States to Mexican-born parents.  He was 

raised in a Spanish-speaking household in north Texas with three other siblings and, for 

various stretches of his childhood, with various other family members.  His parents both 

earned college degrees at postsecondary institutions in Mexico.  Upon immigrating to the 

United States, his father worked jobs at local restaurants and car washes while his mother 

worked in restaurants and hotel housekeeping.  The annual household income averaged 

between $35,000-$50,000. 

 Henry was placed in an ESL program with other Spanish-speaking students and 

eventually transitioned into a traditional English-speaking classroom in the third grade.  
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He began working in restaurants at the age of 15 to help contribute to family finances.  

He ultimately graduated in the top 10% of his graduating class with a 4.50 GPA on a 5.0 

scale.  He earned a 4.0 GPA in his first year of college while majoring in Psychology and 

Criminal Justice. 

 Mando. Mando and his parents were born in Mexico.  His parents immigrated to 

the United States, eventually settling into a southwestern community in close proximity 

to the border with Mexico.  His father earned the equivalent of an American General 

Education Diploma (GED) in Mexico while his mother earned a masters’ degree in the 

United States.  Due to his parent’s divorce and a subsequent estrangement with his father, 

Mando and his two younger siblings were raised predominantly by their mother in a 

single-parent, Spanish-speaking home.  The annual household income averaged between 

$25,000-$35,000. 

 Mando attended an early college high school in his community that was designed 

to allow students to earn both a high school diploma and an associate degree in the time 

that it normally takes to complete high school, eventually saving students time and 

money in the pursuit of a postsecondary degree.  He balanced his academic coursework 

with heavily involvement in leadership positions for school organizations and community 

commitments.  He graduated in the top 13% of his senior class with a 3.75 GPA.  He 

earned a 3.9 GPA in his first year of college while majoring in Mass Communication. 

 Mark.  Mark was born in the United States to an El Salvadoran father and a 

Mexican mother.  He grew up in a large urban, metropolitan area of the United States 

with one older sibling and two younger siblings in a two-parent, bilingual household. His 

father completed a secondary level education and worked long hours as a machinist in 

factories.  His mother did not graduate from high school and worked in various restaurant 
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jobs prior to transitioning to the role of service consultant for an automotive dealership.  

The annual household income averaged between $35,000-$50,000. 

 Mark attended a large suburban high school.  Although he had a supportive 

family, he struggled academically, especially in the first two years.  He focused instead 

on extracurricular activities, volunteerism, and summer programs for high school 

students.  Mark worked hard in his last two years of high school to graduate in the top 

25% of his class with a 2.95 GPA.  He earned a 3.50 GPA in his first year of college 

while majoring in Biology. 

 Nathan.  Nathan was born in the United States to American parents of Mexican 

descent.  His parents divorced when he was just four years of age so, he and his two older 

sisters were raised by his mother and grandmother in a predominantly English-speaking 

household.  Although his parents both earned GEDs, his mother struggled to make ends 

meet by working in health care.  Finances were always an issue.  Annual household 

income averaged between $15,000-$25,000. 

 Nathan was a good student at a large American, predominantly minority, 

suburban high school.  He enrolled in Advanced Placement courses, was involved in 

student organizations, and worked an afterschool job.  Nathan graduated in the top 25% 

of his senior class with a 3.32 GPA.  He earned a 3.40 GPA in his first year in college 

while majoring in Mass Communication. 

 Oscar.  Oscar was born to legal U.S. residents originally from Mexico in a small, 

rural community in the southwestern United States that was in close proximity to the 

Mexican border.  The family, which includes one older brother and one younger sister, 

settled into a two-parent bilingual household, a few years later.  His parents both 

completed their secondary education in Mexico.  His father worked longs hours as a 
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drywall finisher and his mother, a cancer survivor, was a stay-at-home mother.  The 

annual household income averaged between $25,000-$35,000. 

 Oscar attended a large, urban high school.  He enrolled in Advanced Placement 

courses in his junior and senior year, but he did not actively participate in extracurricular 

activities.  He graduated in the top 11% of his senior class with a 3.70 GPA.  He earned a 

1.60 GPA in his first year in college while majoring in Criminal Justice. 

 Samuel.  Samuel was born in a small, rural community in the United States to 

American-born parents of Mexican descent.  He was raised in a two-parent, English-

speaking household along with an older sister, an older brother, and a younger sister.  His 

father completed the 9th grade while his mother graduated from high school and briefly 

attended college in the United States.  His early years were financially problematic, with 

his father working at a university, his mother staying at home to care for her ailing 

mother, and eight people living under one roof.  His parents eventually settled into 

higher-paying jobs.  The annual household income averaged between $75,000-$100,000. 

 Samuel began his education at a school that enrolled approximately 200 students 

in pre-k through grade 12.  In the fifth grade, his parents transferred him to a larger yet 

still rural school district in the area.  He was active in band, debate, Reserve Officer 

Training Corps (ROTC), was elected class president, and served as a student advisor to 

the school district superintendent.  He graduated in the top 5% of his senior class with a 

3.73 GPA.  He earned a 3.0 GPA in his first year in college while majoring in Physics.   

 Steve.  Steve was born in Puerto Rico to an American-born mother.  He does not 

speak of his father who abandoned the family when Steve was very young.  He and his 

younger brother were raised in a Spanish-speaking, single-parent home by their mother 

but were supported financially by grandparents because of health issues that kept his 
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mother from being gainfully employed.  The average annual household income was 

below $15,000. 

 Steve’s grandparents moved the family to a small, suburban town in the southern 

United States when he was in high school.  As a high school student, he discovered that 

he did not have to work all that hard to earn good grades.  He graduated in the top 5% of 

his senior class with a 4.0 GPA.  He earned a 3.8 GPA in his first year of college while 

majoring in International Relations. 

 Victor.  Victor was born in the United States to a father from El Salvador and an 

American-born mother.  He and a younger sibling were raised in two separate English-

speaking, single family homes after his parent’s divorce.  His grandparents lived in close 

proximity and they helped maintain a sense of family balance.  Both of his parents earned 

bachelor’s degrees and are employed as teachers.  The annual household income 

averaged between $50,000-$75,000.   

 Victor attended a large, urban high school and was active in athletics. He was an 

average student in high school. He graduated in the third quarter of his senior class with a 

2.50 GPA.  He earned a 2.89 GPA in his first year of college while majoring in athletic 

training. 

 Summary.  As evidenced in Table 1, which summarizes key demographic 

information for each of the study participants, the twelve students selected embody varied 

cultural, socioeconomic, academic, and geographic backgrounds.  Although the majority 

of the participant’s parents were foreign born, almost all of the participants themselves 

were born in the United States.  The self-reported annual income for participant families 

was evenly split, with half reporting income above $50,000 and half reporting income 

below $50,000.  Except for two participants who attended specialized high schools, all of 
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the participants attended public schools in United States.  Half of the participants reported 

that they were first-generation college students.  The next section provides additional 

insight on pre-college factors that helped frame their first-year college experience. 

Table 1: Participant Demographic Information   

Pseudonym Place of 
Birth 

Annual 
Family 
Income 

First 
Gen 

Bilingual HS 
GPA 

HS % 
Rank 

First 
YR 

GPA 

Major 

Benny Student: US 
Father: US 
Mother: US 

$75,000-
$99,999 

No No 3.75 43% 3.60 Healthcare 
Administration 

Charlie Student: 
Mexico 
Father: US 
Mother: 
Mexico 

$50,000-
$74,999 

No Yes 4.00 8% 3.80 Biology 

Dan Student: 
Mexico 
Father: 
Mexico 
Mother: 
Mexico 

$50,000-
$74,999 

No Yes 3.35 12% 3.10 Nursing 

Edgar Student: US 
Father: US 
Mother: 
Mexico 

$50,000-
$74,999 

No Yes 3.97 6% 3.05 Manufacturing 
Engineering 

Henry Student: US 
Father: 
Mexico 
Mother: 
Mexico 

$35,000- 
$49,999 

Yes Yes 4.5 10% 4.0 Psychology/ 
Criminal Justice 

Mando Student: 
Mexico 
Father: 
Mexico 
Mother: 
Mexico 

$25,000-
$34,999 

No Yes 3.75 13% 3.90 Mass 
Communication 

Mark Student: US 
Father: 
Mexico 
Mother: El 
Salvador 

$35,000-
$49,999 

Yes Yes 2.98 26% 3.50 Biology 

Nathan Student: US 
Father: US 
Mother: US 

$15,000-
$24,999 

Yes No 3.32 24% 3.40 Mass 
Communication 

Oscar Student: US 
Father: 
Mexico 
Mother: 
Mexico 

$25,000- 
$34,999 

Yes Yes 3.70 11% 1.60 Criminal Justice 

Samuel Student: US 
Father: US 
Mother: US 

$75,000- 
$99,999 

Yes No 3.73 5% 3.00 Physics 

Steve Student: US 
Father: n/a 
Mother: US 

>$15,000 Yes Yes 4.00 5% 3.80 International 
Relations 
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Victor Student: US 
Father: El 
Salvador 
Mother: US 

$50,000- 
$74,999 

No No 2.50 75% 2.89 Athletic Training 

   

Guiding Research Questions 

 The primary research question guiding this study has been designed to provide a 

better understanding of the first-year experience of FTIC Latino males at their home 

institution by examining how participants recall their integration to campus, both 

academically and socially.  The primary research question for this study was informed by 

three secondary questions that addressed how the FTIC Latino males viewed the 

influence their participation in a comprehensive academic enrichment program had on 

their academic and social development, the role institutional agents played in their initial 

year, and the empowerment gained through engagement with the program.  Because of 

this, the findings for the three secondary questions are presented prior to the discussion of 

findings as they relate to the primary research question for this study. 

Secondary Research Question One 

 The first of the secondary questions raised by the study asked how this group of 

FTIC Latino males spoke about the influence their participation in a comprehensive first-

year academic enrichment program had on their social and academic development.  

Astin’s I-E-O Model (1991) maintained that an individual’s pre-college characteristics 

and experiences influenced postsecondary educational outcomes.  The participants in this 

study spoke of pre-college factors that affected their decisions to pursue a postsecondary 

education and which college to attend, their academic and social transition to college, and 

their degree of success in the first year.  These data are directly followed by participant 

perceptions of their academic and social growth. 
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Pre-College Factors  

 During their face-to-face interviews, each participant revealed personal details 

related to their family, home life, socio-economic status, and education prior to first 

enrollment in college.  The following themes emerged from the discussions: 1) the role of 

education; 2) socioeconomic status; and, 3) the family dynamic. 

 The role of education.  National statistics demonstrated that a disproportionate 

percentage of Latino families with children resided in high poverty areas, with the vast 

majority of high-school aged children enrolled in schools with populations comprised 

predominantly of racial/ethnic minorities (The Condition of Education, 2017).  

Predictably, schools in less affluent communities provided inferior instruction to students 

as they were unable to employ educators of high quality (Gándara & Moreno, 2002).  

Latinos, as a result, were often at an educational disadvantage upon matriculation to 

postsecondary institutions (Miller, 2005). 

 Education has played a varied yet integral part in the lives of all of the 

participants.  Their individual experiences have been shaped by contrasting degrees of 

parental support, the scope of opportunities available in schools attended, and personal 

interactions with local educators.  Almost all of the students spoke to the educational 

struggles experienced during their primary and/or secondary years.  For a couple of 

students, their educational journeys commenced in English as a Second Language (ESL) 

classrooms.  Henry explained that because Spanish was his first language, he started his 

schooling in classrooms where instruction was provided in Spanish and he and his 

classmates only spoke Spanish.  Henry recalled, 

I think it was about second ... no, it was third grade whenever they started 
incorporating me into other English-speaking classrooms.  I started learning in 
English, and eventually they switched me from the ESL classroom into just a 
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regular classroom.  At that point, that's whenever I started learning more. I knew 
more of the language, so that enabled me to learn more. I started translating for 
my mom. I started singing, reading, listening to music in English.  
 

 At times, Latino students were negatively impacted by biases and attitudes of 

teachers, often racial in nature (Solórzano & Villalpondo, 1998).  Charlie used one such 

unpleasant experience with an ESL teacher to spur further learning.  He vividly 

remembered being scared to speak English for fear that people were going to make fun if 

he said something wrong and that the teacher was always extremely rude to him. Charlie 

recollected that at one point during the school year the teacher decided to adjust the 

student seating arrangements yet, she only moved he and two Spanish-speaking friends.  

Charlie declared, 

The only people she moved were like me and two other girls … And what I noticed 
is that we were the three that didn't really speak English that well. I was like, " 
You know guys, let's just speak English, like whatever, like screw this lady."  I did 
and they kind of like followed me along in speaking more English. She yelled at 
me a lot like the teacher and so…I was like seven or eight maybe.  It gave me 
anxiety as a little kid. It just wasn't very like a good environment for me … I don’t 
know why.  That just was not a good experience.  
 

 For some participants, the scope of their educational preparation was adversely 

affected by limited opportunities at their respective schools.  Edgar personally felt at a 

disadvantage due to the limited resources of his school district.  Edgar acknowledged, 

Our school didn't have the most [opportunities]… per se. You weren't given all 
the opportunities other people were and all these practices are setting you up 
more for success…a lot of people had already taken [Calculus] one, even 
[Calculus] two in high school and back home we didn't even have a [Calculus] 
one teacher…I wasn’t even exposed to that. And, I just think that sets people back 
like any STEM related majors because then you come into college and then 
everybody already knows what a derivative and stuff like that is. And then you’re 
like “what the heck is this?”.  And then you have to study your butt off.  
 

 Advanced Placement (AP) courses, administered by the College Board 

(https://ap.collegeboard.org), are high school courses designed to approximate the rigor 
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of undergraduate courses with the potential to earn college credit and placement.  While a 

more rigorous curriculum in theory, enrollment in available Advanced Placement (AP) 

courses did not benefit at least one participant.  Oscar downplayed their impact on his 

college readiness.  Oscar maintained, 

In high school, I took all AP classes my junior and senior year… I took [AP 
classes] but I never took them seriously [be]cause it was more of, that's where 
everybody got put. If you had a high GPA that's where you got put. So, it was 
either stay in the regular classes and be bored all the time [be]cause I'd finish my 
work before anyone else, and just sit there... I knew I could do better.  And they 
did give us a lot of work, and you'd think it would prepare you for college but 
once you get here it's a whole shock. It's like culture shock.  But you can be as 
prepared as you want in high school, but once you get here, it just flips. 
Everything you remembered, you just forget about it.  
 

 In Mando’s case, dual credit offered through his high school in partnership with a 

local community college proved to be a double-edged sword.  Although the rigor of the 

coursework was amplified, he questioned whether he reaped the full curricular benefit 

because of his age.  Mando reflected, 

Actually, I think the good thing is it [dual credit] prepared me a lot for the type of 
course work and the workload ... the bad thing was that you're still really young. 
They couldn't really put it as clear, to have a ninth grader understand it and a 
tenth grader understand it. You just had to go with what they told you.  You had to 
really ... I felt like I wasn't at a mature level yet, to really jump in and be 
proactive rather than reactive with what they gave me. Instead of being like 
"Okay well this is what I'm doing, and this is why instead of understanding”, it 
was just like "Oh well, don't worry, you're just getting your basics done and 
here's this course and here's this course." Which is perfectly understandable 
[be]cause I was just going "Yes, yes, yes." 
  

 Most participants were raised in homes by parents that valued education and 

stressed its importance to their children.  Edgar’s parents stressed the importance of 

education as a means of improving social status.  He remarked, “education was always a 

big focus for me.  When we were young and stuff [my parents] made sure education was 
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on top of everything and it was a priority because, I mean, you have to get out.  I live in a 

border town and your resources aren’t that great.” 

 Benny spoke of heightened scrutiny of his classroom performance by his parents. 

“My parents were really strict on me. If I would make an 85 on a test, the whole next 

week I'd be at the dinner table every night until I got at least an A.”  Benny felt that his 

parents were hard on him because saw potential in him. 

 Henry’s mom pushed him to perform well academically for reasons that were 

very similar to the parents of other participants, to help ensure future success.  Henry 

said, 

I always remember growing up, my mom always told me … that’s how you’re 
going to build yourself up as an individual.  That’s how you will get opportunities.  
That’s how you will become a better person that they are.  She always pushed that 
on me, “your grades are a priority for you.  Make sure you don’t derail.  Just, 
have high importance in your education”.  
 

 Socioeconomic status.  For some of the participants, the limited education and 

immigrant beginnings of their parents relegated many of their families into lower 

socioeconomic strata.  National data established that Latino males were more likely to 

grow up in families below the poverty line (High School Longitudinal Study, 2016), 

2012).  Coming of age, Henry was acutely aware of his family’s economic plight and 

discussed some of the the resulting challenges.  Henry revealed, 

I'm from a family of immigrants, so life isn't necessarily the easiest all the time. 
My parents work low tier jobs. Like, my mom has worked in restaurants, 
housekeeping in hotels. My dad has been working in car washes, restaurants as 
well.  Not necessarily office jobs, or anything that gives you good pay.  We 
struggled sometimes. I know growing up, we used to live in a single room 
apartment.  I have three other siblings plus my parents, and at one point we were 
living with my tia [aunt].  There was in total, like eight people living with us in a 
one room apartment.  That was tough. I remember there was never a day that 
something was not going on because there was just so many people there. 
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 Familiarity with financial hardship has the potential for long-term negative effects 

on individuals, shaping complex relationships with money and casting doubt on future 

academic prospects (Cabrera, López, & Sáenz, 2012).  Nathan’s family experienced some 

financial hardship as a result of his parent’s divorce.  His mother bounced from job to 

job, finally settling into a position within the health care industry.  Intra-family litigation 

added to tumult, causing uncertainty with living arrangements.  Nathan noted, 

[My mom] worked here and there, places where she could get a job, and she 
finally settled down to be a CNA, I believe.  We bounced around … here and there 
because either we couldn't stay there too long or couldn't afford rent, so it's ... A 
lot of that stuff.  My mom, she did what she could to feed her kids and do what she 
had to.  My father and my mother, they had like legal disputes over child support 
and money, so like that part, it really took a toll. And even to this day, like I still 
look at money like iffy, iffy.  I’m not really confident in it.  
 

 Family dynamics.  One of the recurring themes addressed by the participants was 

the effect of family dynamics on their personal development.  Familismo, which is 

inherent in Latino culture, speaks to a collective, family-based approach to ensuring the 

well-being of immediate and extended family members (Smith-Morris, et al., 2012).  For 

a number of participants, the impact of being raised in a single-parent home was a 

significant factor in their maturation.  Due to familismo and the importance of family 

above all else, a number of the students stepped into unfamiliar roles to help maintain as 

stable a family environment as possible.  Mando’s parents divorced when he was 13 

years old.  Because his father’s job kept him away from the family for extended periods 

of time, Mando grew distant from his dad and gained additional familial responsibilities.  

His younger siblings were too young to understand the specific details and effects of the 

divorce.  Mando disclosed, 

My parents did divorce when I was like 13 years old. My dad was always ... 
always worked out of town. So, I just didn't have that connection with my father 
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for a long time.  With my mother, it was just like I really have to grow up really 
fast … I was the oldest. 
 

 For Victor, the burden of his parent’s divorce was felt on a much deeper level. His 

parent’s divorce left a physical and emotional chasm that altered the course of his 

personal growth and educational progress.  His parents divorced when he was in sixth 

grade and, consequently, he split time evenly between the two homes, three days in each 

house per week and every other weekend.  He leaned on his grandparents as his mother 

became more and more disengaged.  Victor realized that his life could have been so much 

different if not for the divorce, especially when thinking about his poor academic 

performance in high school.  But he had additional responsibilities.  Victor divulged, 

I was basically like a parent to my sister. I explained earlier, my mom wasn't 
really there so, I was the one that gave her lunch money, because I worked all 
throughout high school and stuff. I basically kind of provided for her somewhat. 
Because of the way [things worked out] when my mom and dad did the thing, my 
dad took me under his wing, under the tax forms, all this stuff, but my mom took 
my sister… He always paid for everything, but they're supposed to do the 50/50 
thing, so he would always pay his 50, but sometimes my mom just wouldn't come 
up with it or whatever.  I would be the one to come up with it or make sure she 
has her homework done, make sure she's doing well. I'd take her to and from 
school, planning out things that she was doing and stuff like that.  
 

 Familismo has played an active role in decisions participants have made regarding 

their education.  Each participant had unique challenges and varied levels support on their 

personal and educational journeys.  For some, the decision to attend college was an easy 

one to make.  For others, a choice was made to enroll in college in lieu of enlisting in the 

military.  In order to reach and persist in a postsecondary educational environment, 

participants were predominantly motivated extrinsically.  As previous research has 

suggested, Latinos have often experienced pressure to achieve academically because of 

familismo and a sense of duty to the family (Hernandez, 2002).  Benny feared 

disappointing his parents.  He said, 
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I think that motivation comes from just trying to I guess not disappoint my 
parents. I know that my parents are jumping through hoops and they jumped 
through a lot of hoops just to get me here.  My mother at one point was actually 
working three jobs. Now she's only working two jobs.  I realize how hard my mom 
works for me and I realize all the things that my dad does and all the things my 
dad does to help me out.  
 

 Charlie concurred.  In retrospect, he realized that his father missed time with the 

family in order to better provide for them.  Charlie recalled, 

I remember during elementary, I had to be really quiet during the day because my 
dad was sleeping in order to go to work at nights. I'd never see my dad. Right 
now, looking back I felt bad because I would always complain to him that I'd 
never get to see him.  I thought he was very selfish “I never get to see you dad.  I 
love you but you're never around during the days.” Then he's like, "No and 
sorry."  I understand now.  I just don't know how he did it. I guess just seeing him 
work hard, it's just something that I knew I could do … I saw all the sacrifices 
that they went for me, they did for me. If I let myself down and I let all of this 
down, I'm letting them down.  

 
 An additional aspect of familismo cited in previous research suggested that some 

Latino students view college attainment as a means of ultimately helping the family 

(Phinney, Dennis, & Osorio, 2006).  Other Latinos value dignity and view a college 

degree as a means of bringing honor to the family (de la Cancela, 1986).  Oscar cited his 

desire to pay tribute to the hard work of his parents by graduating and financially 

rewarding them for their sacrifices.  Oscar quipped: 

I brought [my first semester GPA] up, [be]cause I realized that I'm not doing this 
just for myself, I'm doing this for my parents, to make my parents proud. 
Especially after all they've done for me and my siblings.  My dad, he supports us 
to go to college [be]cause he wants us to help him out, so he knows that if we 
graduate and get a good job that it puts less stress on him and the family.  Just 
not wanting to disappoint my parents.  

 
 Edgar also wanted to be able to give back to his parents who worked so hard on 

his behalf. 

[I] definitely just wanted to give back to my families because my mom was a hard 
worker. I want to be able to take care of her … definitely just giving back to my 
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family because my family's always been united and if they ever need help, I want 
to be the person to be able to provide for them.  

 
 Henry wanted to beat the odds. He commented that as a minority male from a low 

socio-economic background he was statistically less likely to earn a postsecondary 

degree.  Because of his parent’s own financial circumstances and obligations, Henry 

knew that he could not depend on his them to provide financial support for college 

expenses.  He had to support himself through college.  Still, his parents remained 

supportive, compelling Henry to give back to his parents upon graduation for their 

significant sacrifices. Henry shared, 

My parents always told me, you're doing this for yourself. Don't ever think you're 
doing this for us. You're setting up for your own success, not for our success, so 
make sure that anything that you get, it's going to be because of your efforts.  
(Yet) whenever I saw my dad, and how much he suffered physically from the 
demands he has at his work … he spends countless hours out in the sun. 
Sometimes he doesn't even get to eat his lunch because there's just so many cars 
coming in, and his boss encourages him to finish as many as he can. That's 
physically demanding because inside the cars when it's hot, the car, it's even 
hotter inside there. He'll be coming home drenched in sweat, his lunch still in his 
bag because he didn't get to eat.  For me personally, I want to take care of my 
parents. I know my mom told me, your success is not for us, it's for you, but I 
know I'm going to share the wealth. I'm not going to be greedy about it either, 
because at the end of the day, they were the ones who set that foundation for me 
to go to college and get an education.  I know I want to repay them in some way. I 
don't like to see my dad suffering. Basically, in order for me to pay him back 
would be to continue my education.  

 
 Mark wanted to keep from feeling like a burden to his parents.  His older brother 

was an academic superstar who attended a prestigious university and transitioned into a 

well-paid career upon graduation.  He admitted that he underperformed academically in 

high school.  Still, his parents supported him throughout. Mark noted,  

Right now, they’re not doing well financially, so with that being said, as soon as I 
do everything, as soon as I get myself good, fixed and ready to go, I’m going to 
help them out. That’s what I’m trying to do … I’ve done my mistakes, and I’m 
trying to make them better…So, they got a whole bunch of stuff going on, and 
whatnot, so like, because I went to [college], it’s as if I put that burden on them, 
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so I want to prove to them, “Hey, I’m doing well. You’re investing in me.” 
Everything is an investment, and I want them to know that they’re in good hands. 
What they’re doing is not in vain. I want to return the favor and give it my best.  
Like, I’m doing well, I got everything in place, you don’t have to worry about it. I 
guess, pay your bills, do whatever. In due time, you’ll see what I’ll polish myself 
to be.  

 
 For a few of the participants, the motivation was more intrinsic, less about the 

family and more about the individual.  Despite the value of familismo in Latin culture, 

Latino males can be selfish, self-centered, or perhaps just stubborn (Mirandé, 1997).  

Although Nathan, for example, briefly mentioned the possibility of helping to provide 

future support for family, it was apparent that he did not want to let his past define him 

and that above all things he wanted his college diploma, in and of itself, to serve as a 

statement.  He experienced a difficult childhood and relied extensively on the care of 

older yet under-educated sisters.  He witnessed the abusive relationships with men that 

his single mother endured and lived through the fiscal insecurity stemming from her 

inability to keep a steady job in those early years.  Nathan desperately hoped to prove a 

point with his college graduation as he remarked, 

My sisters, they didn’t go to college. They’re still working. And so, I’m doing it 
for myself, but I also…want to show them that like of all the stuff that we’ve been 
through, that… I can go to college, and … become the person that I want to be, 
and not the person I was molded by when I was little, or growing up … that’s why 
I’m working so hard to better myself and have like a decent job where I 
can…eventually climb up the ranks and just support whoever I can and whatever 
I can.  I don’t want to let my father’s resources go to waste, I don’t want to let the 
hardships of a mother working nine to five. I don’t want that to, I guess, go to 
waste. I want to show that no matter where I came from, I can excel to do better 
... I just want to do better for myself and to show that it’s possible to come from 
nothing, I guess.  

 
 For Steve, it was more about not letting himself down.  His motivation to earn a 

postsecondary degree stemmed from the lack of encouragement from family.  Although 

his parents instilled in him the value of education and raised him to pursue success, Steve 
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was left to his own devices.  He persisted because of grit and self-determination in spite 

of the dearth of familial support.  Steve disclosed, 

My family doesn’t really care … what I do, as long as I am supporting myself, 
they’re okay with it. As long as they don’t have to support me, they’re fine. It’s 
definitely not from [my family]. It’s really just, it’s very ingrained in me, both the 
culture and my family, that you had to do things right, you had to not screw up, 
you had to ... What’s the word? You had to succeed. And if you didn’t, you were a 
failure. A lot of the motivation just comes from fear of that.  

 
 Victor was more pragmatic about the motivation behind his pursuit of a college 

degree.  He viewed academic failure through a vacuum, assessing the impact of failing 

classes on his personal finances.  Victor does not have the luxury of family financial 

support and his enrollment has depended heavily upon a combination of federal financial 

aid and money earned from a 40 hour a week job.  He has worked hard to do well in the 

classroom because the alternative adversely affects his pocketbook.  Victor observed, 

I have the mentality now that like I’m paying for it, and so it’s my responsibility, 
not just to my dad, but to me that I do well, because I mean, who am I going to 
look to…whenever, “Oh, shit, I have to take this class again. Here’s another 
$1,000 dollars.”  

 
Social and Academic Development in the First Year 

 Prior research has proposed that the interaction a student has with the totality of 

their collegiate environment, inclusive of culture, infrastructure, and personnel, directly 

impacts student educational outcomes.  And, as an enrolled student, the effort that they 

expend in both curricular and extracurricular pursuits was correlated to the capacity of 

their social and academic development (Astin, 1970a, 1970b, 1975, 1985, 1990).  The 

success of students in their first year of college was previously been characterized as 

personal growth in various academic and social facets including academic abilities and 

personal relations (Upcraft, et al., 2005). 

Social Development 
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 Three recurring themes related to the social development of participants to 

campus emerged from these data. First, a number of participants recognized difficulties 

related to their new college environment.  Second, a number of students expressed a 

desire to feel as though they belonged in their new environment, with the validation of 

their Latino identity important for some.  Third, study participants spoke to experiences 

related to making connections on campus. 

 Challenging new environment.  The complexity of navigating an unfamiliar 

campus environment during the first year of college has been identified as a leading cause 

of attrition from the first year of college to the second year (Reason, et al., 2006).  The 

dearth of proper academic role models, for many Latinos, leads to great difficulty in 

understanding institutional demands in and out of the classroom, often driving them from 

higher education altogether (Blankenship, 2010).  In describing their transition to college, 

a number of participants highlighted challenges they faced upon matriculation to their 

institution.  Participants, in particular, felt that their lack of familiarity with people and 

the surroundings on campus proved daunting while newfound freedoms created issues of 

their own.   

 Dan recalled the anxiety associated with being alone in a foreign location.  He 

remarked:  

 So, my transition from my senior year to my first year in college, it was very  
 difficult for me personally because I'm used to being in kind of like a familiar  
 place. I wasn't used to being in college. I wasn't used to being away from home,  
 and so at first, it was kind of depressing. I wasn't used to it. I'm like I don't know  
 anyone here.  
 
 Edgar quickly discovered that not having daily assistance from parents or the 

built-in support of secondary teachers required more of an individual commitment to 

excellence.  Edgar shared,    
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Now you have all this freedom and stuff. You can do whatever. You don't have 
your parents right there behind you, your teacher telling you like, "Hey, don't 
forget this, this and keep bugging on you and getting after you." It's really just 
your self-drive and that started getting to me.  It was just a reality check [that] 
high school and college were completely different.  

 
 In Henry’s case, he knew exactly two people upon his arrival on campus, both of 

whom were former high school classmates.  Although he checked-in with his parents via 

phone periodically, Henry spent the majority of time in this “whole new world” in self-

isolation.  The additional responsibilities associated with living the college experience 

entirely on his own initially took precedence over becoming intimately more familiar 

with his new home and fellow students.  Henry acknowledged, 

I had to start buying my own food, washing my own clothes. I had all these new 
responsibilities I had never had before. I mean, I had, but not to the extent that I 
have here.  It was hard for me at first [be]cause I was like, I don't really feel at 
home here. I don't have my family here, I don't have my friends here, so the first 
month was rough. I really just focused on setting my school schedule, and setting 
up studying time, and stuff like that. Not on necessarily making friends.   

 
 Sense of belonging.  Prior research established that Latino students encountered 

less than welcoming campus climates which hindered their personal and academic 

development in college (Hurtado & Carter, 1997; Smedley, Myers, & Harrell, 1993; 

Smith & Wolf-Wendel, 2005).  Studies suggested that the racial/ethnic composition of an 

enrolled student population, the quality of interaction with institutional agents, and 

student perceptions of institutional support were all vital to the degree which a student 

felt they belonged on a campus (Hurtado, et al., 1999). A couple of the study participants 

initially struggled to feel like an integral part of their home institution but understood the 

importance of building a campus community of their own.   

 Mando admitted that arriving on campus from a small, conservative, 

predominantly Latino town caused some trepidation.  He purposely left his small town to 
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become exposed to the diversity of the greater society at-large.  Mando felt out of place 

in his first semester.  Mando explained, 

[The social adjustment] was a struggle, because at first when I walked [around 
campus] ... I kinda thought "Are they looking at me, are they looking at me? What 
are they doing?" My mind is going like in 1,000 places at once.   
 

 Steve initially tried to build community by joining a number of varied student 

organization on campus but still felt out of place.  By the second semester, he would just 

go to class and then head home.   Steve stated that it was not until he found employment 

on campus that he began to truly engage peers and faculty and his participation in an 

organization he enjoyed that the campus seemed “more alive”.  He found his niche on 

campus through a motley crew of friends.  Steve revealed, 

Now I have a lot of different friends from a bunch of different things, and they're 
all incredibly different and they all would hate each other. There's something 
about that, that I really enjoy. I have three or four friends who would have 
supported the current president, and again, I'm part of this organization who's on 
the complete opposite, and I have friends from there. I guess I just like people, 
and I guess that's what I was missing my first year. Having a reason to go on and 
do what I'm doing.   
 

 One participant, Dan, found a sense of belonging and community through 

participation in in an extracurricular activity, the marching band.  Dan noted, 

I participated in…marching band, so that was a big part [of my social transition]. 
Everyone goes to the games, and everyone is supporting [the team]. That's like a 
big community thing.  It feels good to be a part of that, to be on the field, and to 
be wearing the uniform, and to have the [university] logo right on the chest… It 
makes me proud to be part of this community and it makes me proud to be part of 
this institution.  

 
 The vast majority of participants interviewed for the study stated that their Latino 

identity was an important part of their successful assimilation to campus.  Being 

surrounded by others that shared their background, had similar cultural values, and/or had 
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the ability to communicate in Spanish added to their comfort level on campus. Many 

found sanctuary in Latino-serving organizations on campus.  Nathan commented, 

I just want to be more secure in my ethnic background.  And I didn't want to lose 
those roots. I have friends that are Mexican-American and I really feel it's like ... 
just a home feeling. It's like that is who I am. That's my culture. That's how I grew 
up. And I feel like if I wouldn't have joined [a campus organization for Latino 
males] or had those ties with those types of people, I would've either not practiced 
my Spanish as much, or not have had those connections in college. And that's one 
thing I was scared of. Being of Latin decent and all of that ... And [this university] 
being a minority serving institution, I knew that I want my identity to be heard 
and recognized and acknowledged. 
 

 Charlie witnessed first-hand the difference in campus environment when he 

transitioned from a predominantly White high school to a minority-serving institution.  

He felt as if he finally belonged in an educational setting.  Charlie disclosed, 

I saw people celebrate being Hispanic which was something I always wanted 
because I was proud of home, church, and my culture. My culture was never part 
of my [high] school. Here there's so many Latinos immigrants, everyone's so 
proud and so outspoken about it. It was nice to be parts of clubs that celebrated 
that. It was … very nice meeting other Latinos that were driven and as focused 
and had the same goals as me as a first year.   

 
 Henry described finding his voice amongst groups of other Latino students.  He 

was able to overcome issues related to his transition to campus by becoming a part of the 

Latino community on campus.  Henry declared, 

I joined as many Spanish organizations as I could …that helped me make my 
friends. That's how I resolved my problems with [making] friends because going 
to these organizations, they helped me find people who shared similar values as 
me. I started making friends, I started talking more.   

 
 A couple of the participants acknowledged that their physical attributes allowed 

them to conceal their ethnic identities while in mixed company on-campus which 

permitted them to gain insight from other racial/ethnic populations on campus, revealing 

anti-minority bias in some instances.  Steve has fair skin and light eyes, physical features 

that would not immediately be considered Latino to most observers.  While his ability to 
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speak fluent Spanish and his understanding of the culture have allowed him to make 

instant connections with other Latino students, he has been exposed to anti-minority 

sentiments on campus through interactions with non-Latino student groups.  Steve 

explained, 

I hate to say this, I really do, but because I don't necessarily look like your typical 
Latino male, I feel like I've been able to gain all the benefits and not have any of 
the ... I guess, whatever the opposite of benefits is.  But I am aware of certain 
groups on campus that are anti-Latinos, in general, and anti-anyone who isn't 
white.   

 
 Mando, who described himself as fair-skinned, grew up in a Latino community 

where everybody spoke the Spanish language.  He said that most people, upon meeting 

him, do not naturally assume that he is Mexican or that he can speak Spanish.  That has 

led to uncomfortable situations on campus on more than one accession.  Mando divulged,  

Sometimes, [non-Latinos] … will crack a joke about Latinos or crack a joke about 
the Mexican. They'll say something about politics and then "What was your name 
again?" "Oh, I'm sorry." I understand and I'm like "You know what, it's okay. It's 
okay. I know you don't really mean harm by it." It's just allowed me … to see how 
people see Latinos.   

 
 Other participants cited some of the challenges that Latino males faced in 

embracing their Latino community on campus.  They described a general apathy for 

Latino male participation in Latino student organizations.  Henry observed that Latinas 

were far surpassing Latinos in positions of leadership.  Henry recalled, 

 Most of the organizations I was in … there weren't a lot of male Latinos   
 in these organizations.  There's more Latinas. I started noticing that towards my  
 second semester. I was like, a lot of these guys are sleeping. I don't know if,  
 either they're hiding, or they just don't want to join?  Most of the organizations  
 I'm in, they're primarily Latinas. They're the ones leading it, they're the ones  
 taking the initiative. That kind of motivated me to help bring up my Latino  
 brothers, but also kind of make them accountable because I'm like, come on! 

 
 Benny, however, theorized that perhaps Latino males were not participating in 

student organizations because of academic struggles which prevented them from being 
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able to devote the required time.  He mentioned that, at times, he found it difficult to find 

opportunities on campus to positively interact with other Latino males.  Benny observed, 

I still feel like participation, just trying to be active and trying to be something 
more than just themselves between Latino males, I think is challenging…I think a 
lot of [Latino males] feel like they need to be independent and they need to get 
their stuff done…Me, I'm fortunate enough to manage my time and to make good 
grades to where I have time to go do social things. I feel for a lot of other men, 
especially ones that I talk to, it's not as easy for them as it is for me.   

 
 Making connections.  Prior research contended that students learn and develop to 

a greater degree as they become more involved outside of the classroom at their 

institutions (Reason, et al., 2006).  A couple of participants, however, described 

difficulties in building connections on their campus due to personal issues with social 

anxiety or simply the nature of the campus environment itself.  Interacting with strangers 

in a new, social setting proved to be a challenge. Benny had to step out his comfort zone 

and forcibly insert himself into social settings.  Benny answered, 

For me, it was just getting myself out there. I didn't actually go to my first 
hangout or first party or first social event until probably the middle or late 
October. There was only a month left. I got involved pretty late. I was involved 
most of the spring semester but my first two, three months here it was pretty 
lonely.  

  
 Henry cited struggles in relating to both peers and, more importantly, with 

institutional agents.  He maintained that he was unaccustomed to approaching individuals 

in positions of power and uninformed as to how best identify and engage them.  Henry 

divulged, 

I guess my…problem would be just ... I guess, making connections … I was kind 
of afraid to talk to them because I was like, I don't know how to go up to them, or 
introduce myself. I didn't know how to do any of that. My first semester, I know I 
struggled with that because I was just like, I don't know who to talk to. Who do I 
get these connections with?  
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 Victor exposed a much different dilemma.  He explained that it is not uncommon 

for students attend classes and sit next to the same people for weeks without conversing.  

By the time students warm up to each other, the semester ends, making it unlikely that 

they will ever reconnect.  Victor discerned that students frequently walk through campus 

detached from peers, absorbed in their cell phones and their music.  He declared, 

You’re not going to say hi to them ... That's just not something, I guess, nowadays 
that you do, because everybody's stuck on their phone or has headphones on. I 
mean, I walk around with headphones on, too.   

  
 In stark contrast, a few of the participants spoke of their ability to easily adapt to 

unfamiliar social situations and establish meaningful connections. This ability has helped 

them to make quick friends and feel more comfortable on campus while mitigating some 

of the strain of being a first-time student on campus.  In his first year, Edgar managed to 

build relationships in and out of the classroom.  Edgar described, 

I think I've always just been a sociable guy, throughout my life … I wouldn't 
discriminate against anybody no matter what they liked to do or anything like 
that. I just found one way or another to connect to everybody … through classes, 
make friends like, "Hey, how'd you do it this way?" "Do you want to study 
together?" From there, I made a lot of friends [on campus].  The key is to 
definitely just be open and not shy about stuff because when we first came to 
[school], everybody's all timid and stuff.  
 

 Samuel portrayed himself as a “very outgoing” person who had little difficulty in 

immersing himself on campus and making friends.  He attributed his social aptitude to a 

genuine fondness for speaking to people in general.  Samuel, however, delivered a 

cautionary tale.  Because he lived less than 15 miles from campus growing up, he felt 

quickly “at home”.  Having been heavily involved in extracurricular activities throughout 

high school, he felt confident that he could continue the same level of involvement in 

college while maintaining a similar GPA.   
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I think that's kind of what got me over confident going into my first semester. [In 
high school] I was able to balance all these things and still make A’s. Like it was 
no problem.  I was working as a physics TA [in my first year of college]. So, I 
actually got to teach for my second semester as a freshman. And, also [working] 
as a learning assistant.  And then organization wise, I was involved with [multiple 
organizations]. And then … I was working about 18 hours a weekend.  So, I was 
left [with] little [free] time.  It was a punch in the face but, it was a great learning 
experience.   
 

 Oscar, in comparison, learned first-hand that focusing solely on the social aspects 

of college can negatively impact academic first-year academic performance.  His best 

friend from high school was also his college roommate.  Oscar made fast friends with 

neighbors within his residence hall through the many hours spent playing video games in 

his dorm room. He associated himself with Greek life without officially pledging for 

membership, met a host of new people, and reveled at fraternity socials.  Upon self-

reflection, he realized that he could not achieve academic success without devoting time 

and energy to academic pursuits.  Oscar commented: 

My freshman year, I thought it was gonna be easy, I thought it was like ... You 
know, what people say, "Oh, just go to college, do your work, you should be fine." 
But then I got into partying -- I know I did horrible my first semester.  Really bad. 
I ruined a lot of things that I shouldn't have ruined. I didn't go to class, wouldn't 
go to sleep [un]til 4-5 in the morning, wouldn't wake up 'til like, 1 or 2 [pm] …  
and I think that was also something that really messed me up, especially as a first 
semester freshman. I got too involved with things that I didn't need to be involved 
with, so I would always be around them instead of being in my dorm studying or 
at the library.  Focus was not really on [my] studies, it was more on my 
friendships.  
 

Academic Development  
 

These data produced two distinct themes related to the academic integration of 

participants to campus.  First, participants noted the importance of the familiarity and 

accessibility of academic resources on campus. Second, participants recognized the need 

for developing the academic skills and habits essential for academic success.   
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 Academic resources.  According to prior research, institutions that demonstrated 

a strong commitment to the academic needs of its students, in addition to social and 

cultural demands, were more likely to successfully retain those students (Carter, 2006).  

Academic resources proved critical to Latino males as heightened engagement in 

academic discourse, whether outside or inside the classroom, helped increase persistence 

rates for Latino males through graduation (Arbona & Nora, 2007). 

 Even with a desire to engage in academic support services, Dan lacked the 

institutional knowledge to proactively engage and benefit from these services 

immediately upon enrollment.  He failed to comprehend the institutional processes in 

place to access vital academic resources on campus.  Dan stated, 

 I had to learn because I didn't know how to access resources. I heard about 
 [tutoring] and the library, but how do I get there? How do I make an 
 appointment? They didn't really ... When I came here, they didn't really explain 
 how to do that. They just told us it was available.   
 
 Charlie, in contrast, listened to the advice of institutional agents he heard from 

upon enrollment and sought resources out.  He understood the potential benefit of 

engaging with academic resources on campus and quickly discovered a mechanism to 

immerse himself academic support.  Charlie revealed, 

 The first thing I did was sign up for [Student Support Services]. I signed up for a 
 lot of  things that I knew in the long  run would benefit me … and so that's 
 probably like my favorite thing that … really helped me throughout [my first 
 year] … [because of] the coaches and the tutors and the support from all the 
 people in there. 
 
 Academic skills and habits.  Without the proper academic role models, prior 

research proposed that Latino male students regularly struggled academically because 

they lacked the ability to discern which skills were essential to academic success in 

college (Blankenship, 2010).  A number of participants voiced their experiences in 
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developing academic skills and habits integral to their first-year success.  Victor 

disclosed that in order to be successful he first had to learn how to study for the rigor of 

college courses.  Victor reflected, 

 The first couple of months were a little bit tougher because you have to start  
 learning like, "Oh, where do I go for help and this and that and how do I study  
 for this?"  Because in high school I didn’t have to study as much.  I didn't feel the  
 need to study … but in college since the material is so much more intensive than 
 high school, you have to study your or else you're not going to do well.  
 
Victor also noted that even though he felt reasonably comfortable in absorbing the class 

content, the pace of the work was something for which his high school did not help him 

prepare.  Victor declared, 

It wasn't that I didn't know it, it was just the fact of like things were moving very 
quick. So, a week's worth of stuff we did in high school was a day now. So, 
catching up with that … high school did not prepare me for that, but I was 
learning.  

 
 Oscar assumed that his college academic experience would be much like his high 

school academic experience.  He recalled, 

The way I saw it, I thought it was gonna be easy. I thought these classes were 
simple. They're basic classes. They're your core classes. They should not be that 
hard.  So, you come in with this mentality of, "Oh, I can just go maybe once in a 
while, take some notes, study before the exam and I should be good." But once 
you get to the exam, you're like, "Oh, damn".  "I just realized I don't know any of 
this. I might know 6 or 7 of the answers compared to like, the 60 I need."  

 
 Oscar also lacked the basic study skills to be successful early on his first year.  He 

divulged that he avoided studying most of the time and even when he would attempt to 

study, it would be with friends in the library.  He remembered that their study groups 

consisted of long-lasting chats on random, non-academic topics.  Hours passed by 

without him having learned a single thing.  Oscar acknowledged that procrastination was 

one of his biggest obstacles to academic achievement.  Although he said he planned to 
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study, he often lacked the proper academic habits to complete the intended task.  Oscar 

reasoned, 

"Oh, I'm gonna study tonight, I'm gonna study tonight."  You get in your bed with 
your laptop and you're like, "I'll study in the morning."  And then in the morning, 
you don't wanna study, so.  It becomes a cycle, "Oh, I'll study tonight... Oh, never 
mind."   

 
 Nevertheless, a few of the participants made conscious decisions to help ensure 

their academic success.  Mando, for example, realized that his propensity to spend hours 

video gaming and the allure of larger quantities of free time proved challenging to his 

academic pursuits.  Consequently, he implemented a plan of action that allowed him to 

concentrate on curricular demands first.  He left his video game console at home.  Mando 

made sure he stayed organized.  He even raised his dorm room bunk-bed to its highest 

point to make it harder to simply climb into bed and settle in for an extended nap.  Mando 

knew that he had lots of free-time so he relied on focus and routine.  He initiated a ritual 

to jump-start his motivation each day.  Mando explained, 

Every day when you wake up, you write five things that you're gonna do.  That's 
like the base, that's what you're gonna focus on. If you complete all those five 
things, after that ... yeah do a little extra, but do those five things. I do that all the 
time … what I built into my days was rigidity and routine, but with that flexibility 
where I was just a bit ahead in my courses all the time so that whenever 
somebody went "Hey, let's go watch a movie." "Alright." 

 
 Henry prioritized his studies above all else.  He strictly managed his time to 

overcome the potential pitfalls resulting from the freedom of living on his own for the 

first time and not having parents micromanage his time.  He took personal responsibility 

for his education.  Henry offered, 

If I knew I had a break between classes, I would go get food, first of all, and then 
take it out to study because I knew I had to get good grades. I knew I had to get 
ahead because I know if I don't get ahead, I'm behind.  I maintained A's my first 
semester, and my second semester as well. That was primarily due [be]cause I set 
aside specific times to study, and do work.  I struggled to handle that with myself 
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because I was like, oh, here I can do anything that I want. No one is going to tell 
me anything besides myself.   

 
 Samuel treated his school day very much like a work day.  With a fixed, 

predetermined schedule for his studies, he did not allow for deviation from that schedule.  

His did not allow for additional hours of free time to affect sleep patterns.  Samuel 

prioritized his coursework.  Samuel cited, 

I would just set certain amount of times to study. And then I would just tell my 
friends, "No, I can't do that right now." … A lot of us kind of want to live 
comfortably. You know, wake up around 10. But [I would] go to bed around nine.  
[One] semester I'd wake up at six or a little bit before six. Do any homework or 
do any readings I need to do before class started.  And then I would stay up until 
around midnight, you know, get whatever I need to do to get done.  

 
 Mark also devoted all of his time to his academics.  In order to help ensure his 

success, he isolated himself from people as much as possible and had very minimal social 

interaction on campus.  Mark, however, took a novel approach to his learning, 

disregarding the academic support and other services offered by the institution.  Mark 

answered, 

"Alright, I am  going to learn everything from textbook," because the textbook 
really did help me.  If I could learn from a textbook, then I don't need the other 
sessions, the other stuff that [the university] provides.  

 
Secondary Research Question Two 

 
 The next secondary research question asked how FTIC Latino males talked about 

the role institutional agents played in their first-year experience.  As mentioned 

previously in this study, the university which served as the setting for this study 

implemented a comprehensive first-year academic enrichment program for first-time 

students which ensured that each student was assigned a specific academic advisor, 

academic coach, career counselor, first-year seminar instructor, and peer mentor.  All 

students were required to enroll in a freshman seminar and, as a requirement for the 
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course, students were mandated to meet with their peer mentor.  Engagement with any of 

the other academic service components provided as a part of the academic enrichment 

program was wholly voluntary for first-time students.      

Institutional Agents and Funds of Knowledge 

The Social Capital Framework (Stanton-Salazar, 1997) submitted that by 

establishing relationships with well-positioned individuals within a university had the 

potential to help students surmount challenges in navigating their college environment.  

These relationships, whether individually or when coalesced into larger networks of 

cooperation, had the ability to share resources and information beneficial to a student’s 

social and academic development.   Stanton-Salazar (1997) proposed that through these 

relationships, institutional agents guided students in their acquisition of funds of 

knowledge, or institutionally-specific and academically-related expertise, which was 

critical to their personal and academic development in college.  All of the participants 

spoke to the positive influence individuals associated with the comprehensive academic 

enrichment program, and the larger institution in general, had on the first year of their 

college experience.    

Academic advisors.  Prior research described academic advisors as professionals 

who supported the development of college students through the creation of an academic 

and life plan rooted in a process of self-discovery (Creamer, 2000).  Each academic 

advisor at the home institution was responsible for a student caseload of approximately 

325students.  With very few exceptions, dependent upon major, first-time students were 

not required to meet with their assigned academic advisors.  Most of the study 

participants agreed that their academic advisors helped them learn about degree 

requirements, curricular offerings, and university policies.   
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 Samuel maintained that he met with his academic advisor face-to-face on two 

separate occasions to speak about course selection but had additional interactions via 

email.  He believed receiving additional information specifically related to course 

registration and course sections would have been beneficial in additional advising 

appointments.  Samuel deemed academic advising to be most beneficial in helping 

maintain proper sequencing for degree requirements.  Samuel exclaimed, 

I think meeting with the [academic] advisor definitely helped me kind of put my 
academic career on the right track. Because I feel like if we were to do that on 
our own, we'd be taking classes randomly. And we wouldn't know exactly, like, 
"Should we be taking this one? Should we not be taking this one?"  

 
 Mark utilized his academic advisor to plan a course schedule each semester that 

placed him in classes that fulfilled core requirements.  He was appreciative of his 

academic advisor’s ability to accurately construct his academic plan.  Mark felt 

comfortable in scheduling advising appointments with his academic advisor as the need 

arose.  Mark stated, 

The advisor that I had really did help me out with what basics I need to do, like 
the core classes I need to do next semester. I just basically let her gear my 
classes, my schedule for next year … every time I needed help with my classes, or 
[had] questions about my classes, or registration, I go to them. They're very open 
about it, and they gave all the resources necessary for me to do what I need to do.  
 

 Benny provided a challenge for his academic advisor because he enrolled in 

college with a large number of earned credit hours.  Benny valued his academic advisor’s 

broad knowledge on course availability and major requirements.  Benny shared, 

[Academic advising] was useful my first semester because I didn't have too many 
core classes, like core curriculum classes I needed to take. [My advisor] was able 
to help me pick a few of the core classes I needed for the spring … plus my one 
pre-requisite class for my major … she was really nice …she actually gave me 
some really good information on how hard it is to get into class, what exactly I 
needed to do to get into [another] major.  [My advisor] had that information. 
That was very useful. 
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 Oscar’s assigned academic advisor was the one person that helped him navigate 

his time on academic probation.  His primary anxiety stemmed from his capacity to raise 

his GPA enough to be situated in good academic standing.  Oscar welcomed the positive 

reinforcement and encouragement he received from his academic advisor during a 

challenging academic period.  Oscar revealed, 

She said, "Don't worry about it so much," she told me, "Just go to class, take 
notes, study,…take your exams" …She told me, "You did amazing in high school." 
But she knew that it's different from high school and college. There's a huge gap 
in the way you study, the way you do this. But she told me, "Just try."  I think 
that's … the one thing that got to me. “Just try.” 

 
 Academic coaches.  Previous literature portrayed academic coaching as the 

mentorship between coach and student that addressed pressing individual concerns, 

whether academic or non-academic in nature, through the employment of academic 

success strategies, the establishment of personal goals, and the creation of academic plans 

(Barnhart & LeMaster, 2013).  Academic coaches at the home institution were graduate 

students, or near-peers, who were responsible for a student caseload of approximately 

325 students each long semester.  First-time students were not required to meet with their 

assigned academic coach. 

 Only three of the study participants acknowledged engagement with an academic 

coach during their personal interviews.  The optional nature of the academic service 

seemed to diminish any interest in meeting with a coach.  At least three of the 

participants expressed confusion as to difference between the various academic services 

offered through the comprehensive academic enrichment program at their institution.  

Mark conflated academic advising and academic coaching.  Although he was aware of 

availability of academic services, Mark was not persuaded to take part.  Mark maintained,  
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I don't think it is a requirement. It's more offered. Here's an opportunity to meet 
with them, if you don't want to, that's fine. I'm not really sure because I was 
confused about that. I wasn't sure what was the difference between a coach and 
an advisor because I thought they were the same.  I thought that was the same 
thing the whole time.  
 

 Oscar rejected the need for academic support just before contradicting himself 

with his next thought.  Oscar reflected, “The coaches help you with skills, right?  Like 

time management and that sort of thing.  [My academic advisor] did set up a meeting 

[with my academic coach], she told me I should e-mail them, but I just never did. I never 

saw the point.  It was more like skills, time management, and stuff like that. It's not that I 

didn't have time management, it's just that I decided not to use my time wisely.” 

 Dan, however, saw some value in his meetings with his academic coach.  He 

recognized the value of a preordained high school schedule early in his college career 

when he struggled in balancing curricular demands in spite of vast expanses of free time.  

Dan noted, 

So, I would have regular meetings with her … that was really helpful because she 
would give me tips how to study, how to take notes properly, how to manage my 
time properly, and that really helped me in the long run … I would dedicate too 
much time to one class but not enough to another, and that would imbalance 
whichever I put more time into, and so [meetings with my academic coach] 
definitely helped me be more successful and manage my time more.  
 

 Career counselors.  Career counselors in higher education settings have 

historically been professional staff tasked with bringing career clarity to students in the 

earliest stages of their postsecondary educational journeys.  Career counselors helped 

ease the anxiety of vocational decisions by helping students with major fit and plans for 

long-term career prospects (Dean, 2006).  Previous research established that career 

counseling positively impacts the career development of those students most at-risk of 

leaving higher education (Owen, et al., 2010).  Career counselors assigned to first-year 
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students at the home institution were responsible for a student caseload of over 1,000 

students.  Students were not required to meet with their assigned career counselor in their 

first-year. 

 Only two of the participants mentioned engaging with career counselors in their 

first year of college.  Samuel noted that he had met with a career counselor to get some 

help in creating a resume and a cover letter for a job opening.  Benny was surprised to 

learn of beneficial services the career office offered, specifically that they managed a 

“career closet” where enrolled students could borrow professional attire for a job 

interview.  Benny also added that he made a point to visit with a career counselor for 

assistance in editing his resume.  “I’ve had a resume since I was 15.  My dad is a 

businessman so, he always made sure that I kept up with my resume.  Going to career 

services helped me pick put better words … helped me format it better, what I could 

leave out, what’s irrelevant.” 

 First-year seminar faculty.  First-year seminars are courses typically designed to 

help promote student success in college (Gardner, 1986).  Previous research submits that 

first-year seminars were created with the purpose of improving rates of student 

persistence and success through by helping students with academic and social transition 

to college (Goodman & Pascarella, 2006).  The first-year seminars offered at the home 

institution were one-hour, credit bearing courses required of all first-time students.  The 

first-year seminar faculty were a mixture of university faculty, staff, and individuals not 

employed by institution and met minimum requirements, an earned master’s degree and 

standard vetting process.  Each faculty member taught one or two sections of the first-

year seminar with no more than 23 students enrolled for each section.  First-year seminar 

faculty were tasked with teaching a semi-uniform curriculum aimed at assisting students 
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with their academic and social assimilation to campus. Every first-time student was 

required to enroll in a first-year seminar.   

 In speaking about their first-year seminar, students indicated that they valued the 

interaction with faculty and the ability to get to know other students in a more intimate 

setting.  Samuel enjoyed the discussions which “pertained to college students” and the 

challenges that they were all facing.  He used the specific example of a class discussion 

addressing the dangers of excessive partying in college which he felt allowed students to 

share their opinions and collectively have an impact on “a [campus] culture…which we 

could decide whether to allow [such dangers] … to persist … or not persist.”   

 Victor viewed the seminar class as a means of building networks.  “One of our 

kids was from California and had absolutely no one … he doesn’t know anything … he 

doesn’t know how to navigate the new place.  But he goes to be with those people [in the 

first-year seminar] once a week and then he could try to branch off … from there.” 

 A number of the participants appreciated being introduced to host of campus 

resources through their first-year seminar class.  Benny revealed that attending the first-

year seminar “expanded his knowledge on resources that were in campus” … things he 

“he didn’t even know he would use”.  He exclaimed, “I didn’t even know colleges 

provided things like this.”   

 Edgar felt that the one hour a week commitment was worth the effort.  He was 

thankful for an introduction to invaluable offices located within the confines of a still 

unfamiliar campus.  Edgar declared, 

I mean it opened your eyes up to a couple of things and everything [the 
university] has to offer because a lot of times you're just a new student and … you 
might not know all the resources you have [on campus], so they really tell you 
like, "Oh, there is a writing center or the health center." All these places [at the 
university] are really useful of if you ever need to use them. 
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 Not only did the first-year seminar introduce students to a wealth of campus 

resources that helped with the navigation of campus but, for Henry, the first-year seminar 

helped nurture relationships between classmates that lasted beyond that first semester.  

Perhaps most importantly, Henry commented that the first-year seminar provided a solid 

foundation for the rest of his college experience.  Henry observed, 

I definitely figured out resources that I didn’t even know the campus had.  It 
really helped me emerge into the life here at [the university]. I know some of the 
people I had in my class, I actually still see them today. I liked my professor. He 
was really helpful as well.  The actual [seminar class] really was informative, and 
it did help to get around [on campus].  

 
 Oscar disclosed that the intervention of his first-year seminar instructor proved to 

be the difference between whether he persisted in college or left higher education 

entirely.  Oscar had an opportunity to make good money working in the oil fields.  He 

contemplated dropping out of school.  He weighed the long-term earning potential of 

working in law enforcement upon graduation against the immediate earning potential of 

leaving college for the oil fields.  Oscar recalled, 

 
I talked to my professor, [be]cause I was thinking about dropping out. And not 
dropping out [be]cause of my academics … but because I had a better 
opportunity. He told me, "Just stick with it. Even if you graduate from here and 
you don't wanna use your degree and you want to go into the oil fields, go right to 
the oil fields. But at least you know you graduated with a degree."  Yeah, he 
opened my eyes. He opened my eyes.  

 
 Dan added that he appreciated the efforts of his first-year seminar instructor on 

his behalf.  “The [seminar instructor] really helped me a lot,” he said.  “She ended up 

being someone that I could talk to about school, about personal problems, and she 

became really close like that during that semester, and she would help me out with the 

planners, how to manage [my] time.  Dan added that it was his instructor that first 
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introduced him to the processes of using campus resources which helped “because I 

didn't know how to access them, and then after I learned about them, how to access them 

… it just became way easier.  She has reached out to me to check up on me, so that's 

something that I really appreciate. It's not a job for them. It's something they wanna do.”  

 Peer mentors.  Previous research submitted that institutions and their students 

benefitted from peer mentoring programs that helped students navigate challenges posed 

by their postsecondary experience (Mee-Lee & Bush, 2003).  The research suggested that 

peers aided students by connecting them to support networks and consequently, a diverse 

set of resources with the potential to improve their integration to campus (Shook & Keup, 

2012).  Peer mentors at the home institution were currently enrolled undergraduate 

students who were employed to help students with their social transition to campus and 

monitor their academic activity.  Each peer mentor was responsible for a student caseload 

of approximately 50 students.  Every first-time student was required to meet with their 

assigned peer mentor three times in the fall semester as a requirement for their first-year 

seminar and two times in the spring semester.  The vast majority of participants 

expressed that the interaction with their peer mentors was perhaps the most beneficial 

aspect of participating in a comprehensive academic enrichment program in their first 

year.  The students almost unanimously viewed their peer mentor as a combination of 

mentor, advisor, and friend.   

 Dan felt incredibly supported because his peer mentor “was always very positive” 

and “would always give positive feedback”.  He was extremely comfortable with his peer 

mentor which, in turn, made him more likely share some of the more personal details of 

his college experience because the peer mentor had lived a very similar existence in his 

first year.  He viewed his peer mentor as an example of student success.  Dan shared, 
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 I see that even though people can struggle a little bit, they can still be okay.  For 
 example, [my per mentor]is a graduate student now, so even though he struggled, 
 he still  graduated. He still made it to graduate school, and that made me feel like 
 wow, I can do that also. I might have a little rough start, but at the end, I can still 
 make it just like he did, so it was a relatable thing that I could go through, and it 
 is relatable because I had a bad first year.  

 
 Mark was able to form a personal bond with his peer mentor.  He acknowledged 

that he “was able to make friends” with his peer mentor.  He recollected that she was 

extremely caring and demonstrated a passion for helping students.  Mark appreciated the 

fact that his peer mentor was there whenever he needed any help or moral support.  Mark 

viewed his peer mentor as a more of a “counselor”.   

 For Edgar, his peer mentor served as a source of motivation.  Edgar mentioned 

that the person he engaged with the most on campus in his first year was his peer mentor. 

His peer mentor constantly checked-in with him and was always sure to ask how he was 

doing.  Edgar noted,  

He’d meet up [with me] at least once a month and he asked me how it’s going …it 
just gives you a little bit extra motivation too because sometimes you need a 
person behind you … to sort of push you and then you just take off from there. 
 

 Henry detailed how his peer mentor would assist in ways that went beyond the 

scope of his social and academic integration.  His peer mentor served as a wealth of 

information, connecting Henry to campus resources that would be of benefit.  Henry 

admitted, 

I know I used my [mentor] a lot. She was really helpful. She helped guide me 
towards different [campus] locations. She would make sure that I knew what I 
was doing, that I was on track with my school, and she would give me links to 
scholarships.  She would give me links to find jobs, and stuff like that. She was 
really helpful. I didn't even really see her as a [mentor]. I saw her more like as a 
friend.  
 

 Additional institutional agents.  Some of the study participants noted that it was 

individuals with no association to the first-year academic enrichment program that 
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proved most indispensable to their first-year experience.  Edgar mentioned that it was his 

older brother that help him best adapt to the fresh challenges of his collegiate 

environment.  He discerned that he benefitted from the college experiences of his big 

brother which was an advantage his brother did not have, a fact that was not lost on 

Edgar.  “He’d always say ‘Oh, you have a test coming up … go start studying’.”  “A lot 

of stuff like financial aid and stuff like that, I definitely learned from my brother.”  Since 

his brother had already built the capacity to more easily navigate campus, he reminded 

Edgar to be mindful of university deadlines and procedures. 

 Samuel was able to build invaluable relationships with university faculty.  He 

shared that one of his professors informed the class that he wanted to get to know his 

students on a more personal level which surprised Samuel because his experience with 

faculty had been that they were reluctant to meet with students.  “He was telling me 

‘You’re one of the top students in my classes.  I really want your input on stuff’… from 

there we started a mentoring relationship … I’m asking for a letter of reference and stuff 

like that.  I felt like if I had a question about how [the university] works or how to do a 

certain thing, I could go to him and ask.” 

 A relationship with his resident assistant (RA) proved to be the most useful to 

Mark.  He commented that his RA just happened to be his neighbor while he lived in a 

residence hall during his first year of college.  Mark “got close to him” due, in large part, 

to proximity.  “Whatever questions I had, he helped me out by providing all of the 

information.  In all honesty, he knew a lot of stuff about [the university] that I didn’t 

know.”  If Mark asked the RA about where something was located or needed insight on a 

particular institutional process “he was like, boom, I got you”.   
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Secondary Research Question Three 

 The final secondary research question asked how FTIC Latino males talked about 

being empowered through their participation in a comprehensive enrichment program.  In 

2011, Stanton-Salazar introduced into his Social Capital Framework the concept of 

empowerment agents.  Empowerment agents were described as individuals well-

positioned within a university who would not only use their institutional knowledge to 

advocate but physically act or intervene on behalf of disadvantage students, working the 

system in the hope of gaining a positive outcome for the students.  Although all 

participants benefitted from engagement with institutional agents, no student described 

any situation where an agent worked against the system to act on their behalf.  Instead, 

they described situations when their engagement with institutional agents made them feel 

as they were empowered to take ownership of their educational journey. 

 Dan believed that the level of his campus engagement proved he belonged.  It has 

encouraged him to stay the course and complete his degree.  “I guess just participating, 

just being involved, makes me feel like I’m doing something right … it makes me feel 

like I’m going towards the right path.  It makes me think that you’re doing the right thing 

…. keep doing what I’m doing and, I should be graduating in a couple of years, so it’s a 

good feeling to know that you’re doing the right thing.  

 Dan came to understand that professors serve as an invaluable resource.  He 

proclaimed that he never visited with faculty at the beginning of his college career.  “I 

never would talk to a professor because how am I going to go … ask for help if I’m going 

to class?  The professor probably thinks I’m not listening … not paying attention …but 

the professor’s here to help … here to teach … and most of them, the majority of them, 

won’t mind helping you out at all.  They encourage us to go to office hours so, now I go 
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to office hours.  I email my professors … I don’t hold back when it comes to academic 

problems.”  Dan learned that by taking the initiative to get to know his professors, each 

professor then took the time to help him better understand class content and improve his 

academic standing. 

 Charlie enrolled in college with the desire to attend medical school.  He 

recognized that earning admission to medical school was a difficult prospect so he 

investigated the possibility to applying into a program that would potentially gain him 

automatic admission into a medical school dependent upon his college academic 

performance.  Still, he knew nothing of the process of applying into or earning a spot in 

the program.  When he received an offer to interview for the program, he visited with a 

career counselor.  The career counselor took the time to review the process with him, 

update all required material, and administered mock interviews to help prepare him to be 

as competitive a candidate in the process as possible.  The career counselor helped 

Charlie navigate through the institutional bureaucracy and coached him to be the best 

version of himself to give him the best opportunity for success.   

 Samuel profited from the reemergence of an old friend who encouraged him to 

seek out colleagues that could advance prospects in his intended field.  One of his old 

high school teachers accepted a position with his major department.  At her urging, 

Samuel visited with some of her faculty associates.  One faculty member, in particular, 

transformed into a “life mentor” who schooled him on his major subject and higher 

education as well.  She urged him to take part in one of her research groups which has 

tremendously enhanced his college experience, even allowing him to serve as an 

instructor in his second year. 
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 A number of the other student participants articulated a variety of ways in which 

their participation in a comprehensive academic enrichment program empowered them in 

the midst of their collegiate journey even if no one particular individual was responsible.  

Instead their feeling of empowerment stemmed from unique experiences related to 

personal engagement with the various academic service components and individuals 

associated with them that resulted in new realizations, attitudes, and intentions that 

buoyed continuing dreams of degree completion.   

 Edgar, for instance, managed his first year through a lot of trial and error even 

with an assigned support system.  Although he learned that utilizing resources was 

important, his experience helped recognize that he learned best in group settings.   Edgar 

said, “I feel like I’m more of a group learner.  I got to study a little bit on my own but, 

sometimes when I don’t understand the concept, I can understand it better with a 

classmate”, seeing how they work through an academic problem.  He learned to 

proactively seek out academic support and create study groups to get the most out of his 

academics.  

 Henry and Oscar understood from their experiences in the academic enrichment 

program that their success required a shift in perspective and attitude.  Henry spent much 

of the first year trying to make friends and fit in on campus.  He now further understands 

that academics are the top priority because of that, he devotes his time to finding mentors 

not friends.  Henry says that he developed a preference for making mentors “because 

although having friends is nice, because after you graduate … [mentors] are willing to 

give you a recommendation letter, [mentors] are willing to put in a good word for you, 

[mentors] can possibly give you a job opportunity.” Although can do this as well, he feels 
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that having mentors establishing relationships with those mentors are more important to 

him. 

 Oscar felt the need to change his “attitude towards school … towards studying … 

towards attendings class … towards finances … a lot of stuff.”  Oscar had an epiphany 

that required a personal shift in philosophy to ensure future success.  He realized “that I 

don’t know everything.  And, if I need help, I should ask for help.”  The adjustment in 

attitude has helped Oscar ask for help in a more-timely manner which, in turn, has 

relieved him of some much unnecessary worry and stress. 

 Through his experience, Samuel was empowered to take charge of his own 

college journey.  Samuel asserted, “Even though I had a support team, I realized that if I 

didn’t take [my college experience] into my own hands, it wasn’t going to happen.”  He 

worked on cutting out the middle men.  [Why] go see your counselor or advisor [about a 

financial aid issue] when I could just go to the financial aid department … or give them a 

call? If I don’t do this, no one’s going to do this so, let me go do it.  I definitely think 

that’s the difference between me and other students.” 

Primary Research Question 

 The primary research question of the study asked how the FTIC Latino males 

spoke, in their own words, about how they made meaning of their experiences integrating 

academically and socially to campus.  The activity of meaning making, according to 

Baxter Magolda (2004), has emphasized the interconnections between three 

developmental dimensions: the cognitive, the intrapersonal, and the interpersonal.  Baxter 

Magolda (2001) has established four phases that elucidate the student journey to self-

authorship.  The first, Following External Formulas, referred to following formulas which 

were controlled by external influences and an inability to find one’s one voice. The 
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second, Crossroads, was initiated when consideration for one’s own needs and 

perspectives was spurred by a general frustration with external formulas.  The third, 

Becoming Author of One’s Own Life, resulted in identifying one’s own needs and 

perspectives in addition to the means of managing relationships with others.  Fourth, 

Internal Formulas, occurred when the external influences became manageable instead of 

controlling.   

 The three central concerns that follow in the form of questions were cited by 

Baxter Magolda (2001) to illustrate the multiple interconnected dimensions of self-

authorship: How do I know?  Who am I?  What relationship do I want?  The first 

question, or how do I know?, referred to the “evolution of assumptions about the nature, 

limits, and certainty of knowledge” (Baxter Magolda, 2001, p. 15).  The second question, 

or who am I?, referred to the to the intrapersonal dimension of self-authorship which 

focused an individual thinks about his/her own identity and self of self.  The third 

question, or what relationship do I want?, represented the interpersonal dimension of self-

authorship which addressed how one makes sense of self and constructs relationships. 

(Baxter Magolda, 2001).   

 Torres and Hernandez (2007) identified additional developmental tasks that 

Latino students endured on their journeys to self-authorship.  In the cognitive dimension, 

the shift from externalized to internalized formulas “was shaped by context and inclusive 

of their individually created amalgamation of cultural values” (Torres & Hernandez, 

2007, p. 561).  In the dimension of intrapersonal development, Latinos students had to 

make meaning of societal images of Latinos, whether positive or negative.  In the 

dimension of interpersonal development, displayed cultural tendencies through the 

relationships they formed with others, whether Latino or not. 



Texas Tech University, Reymundo Ramos, May 2019 

 126 

 For the Latino male participants in this study, the process of making meaning was 

viewed in the context of how they spoke about their experiences integrating both 

academically and socially to campus.  Their academic and social integration was 

individually influenced by the degree to which they became involved in the 

comprehensive academic enrichment offered in the first year.  Interaction with 

institutional agents associated with the program, consequently, shaped the students 

journey to self-authorship.  

 The findings presented for the three secondary questions guiding this study 

revealed that the students had unique experiences transitioning to college in their first 

year.  All of the Latino males who participated in the study agreed that their transition 

from high school to college was challenging in some way and acknowledged the need for 

adjustments to both their academic and social involvement.  With regard to their 

academic integration, the majority of the students spoke to establishing trust with those 

with whom they depended upon for critical information and learning how to successfully 

meet curricular demands.  Although one of the participants mentioned that an academic 

advisor with whom they met did not have all of the most recent information on a major 

they intended to pursue, not one of the students verbalized a general mistrust of the 

knowledge being shared by institutional agents.  They indicated, however, a propensity to 

follow the advice of advisors, coaches, counselors, peer mentors, and faculty.  This fell 

squarely within the parameters established in Baxter Magolda’s (2001) first phase, 

following external formulas.   

 When discussing their social integration, the strongest concerns voiced by the 

Latino male students in the study, at least initially, were related to the lack of familiarity 

with people and places at their institution and their ability to feel comfortable in their new 
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surroundings.  The ability to share their language, culture, and values with other Latinos 

on campus was made clear by almost all of the students.  With more of a shift toward the 

cultivation of their own voices which involved” developing parts of themselves they 

valued, establishing priorities, sifting out beliefs and values that no longer worked, and 

putting pieces of the puzzle of who they were together” (Baxter Magolda, 2009, p. 7), 

students began to transition into the second phase, crossroads. 

Summary 

 Based on preceding research addressing Latino males and the first-year 

experience of the college students, this study assumed that FTIC Latino males would 

speak highly of their participation in a comprehensive academic enrichment program and 

its positive impact on their academic and social integration to campus.  Study participants 

commented on a number of distinct and wide-ranging factors that shaped the first year of 

their college experience. 

 When asked to speak of the influence their participation in a comprehensive 

enrichment program had on their academic and social development in their first year, 

study participants first identified three primary effects associated with the pre-college 

characteristics they possessed: 1) participants acknowledged through their responses that 

their pursuit of a postsecondary education was biased because of their educational 

experience in the p-12 system and the importance given within their family unit; 2)  

participants confirmed that their family’s socio-economic status influenced the why and 

how they pursued a college degree; and, 3) participants admitted that the cultural value 

attached to family informed their motivation to pursue a higher degree. 

 Participants in this study also isolated five areas of their social and academic 

development shaped in varying degrees by their experience in first-year programming: 1) 
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the unfamiliar campus environment; 2) the ability to make connections to people and 

places on campus; 3) the way in which they felt welcomed on campus; 4) the connection 

to campus resources; and, 5) the development of academic skills and habits. 

 The majority of participants in this study confirmed that agents within their 

institution aided in academic pursuits and helped to facilitate social connections on 

campus, dependent upon their unique institutional roles.  In these findings, the students, 

graduate students, and professional staff who were a part of the first-year programming 

worked in a variety of settings including academic advising, academic coaching, career 

services, first-year seminars, and peer mentoring, to ensure that students attained personal 

and academic goals.  In specific cases where institutional agents acted on directly on 

behalf of a student or the student felt deep concern for their personal and academic well-

being on behalf of institutional agents, participants felt empowered in their individual 

postsecondary journey. 
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CHAPTER 5 
 

DISCUSSION, IMPLICATIONS, AND RECOMMENDATIONS 
 

 This study examined the first-year experiences of twelve FTIC Latino males at an 

HSI through their participation in a comprehensive academic enrichment program.  More 

specifically, this study explored how the FTIC Latino males made meaning of their 

academic and social integration to campus through the lens of Astin’s Theory of 

Involvement (1907a, 1907b, 1971, 1995) and I-E-O Model (1985) as well as Stanton’s 

Salazar’s Social Capital Theory (1997, 2011) and Funds of Knowledge (1997).   

 Astin’s Theory of Involvement (1970a, 1970b, 1971,1995) proposed that student 

development was dependent upon the energy that they employed throughout their 

academic experience.  Astin’s theory included five postulates regarding student 

involvement. First, involvement required an investment of both psychosocial and 

physical energy.  Second, involvement was described as a continuous concept where the 

energy supplied varied from student to student.  Third, student involvement had features 

that were both quantitative and qualitative in nature.  That is to say, involvement was 

related to how much time a student devoted to and the importance given to an activity.  

Fourth, the quantity and quality of student involvement was directly proportional to the 

amount of knowledge gained by the student during involvement.  Fifth, the academic 

performance of a student is directly connected to involvement as a student.  The emphasis 

placed by Astin’s Theory of Involvement on the function the energy expended by a 

student and their level of involvement played in their overall development while in 

college proved valuable to this study.  All of the participants were able to demonstrate 
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how their efforts and participation affected personal outcomes in their first year of 

college. 

 Astin’s I-E-O Model (1985) suggested that student outcomes were affected by, 

what he characterized as, inputs and the environment.  The inputs included all of the 

student characteristics and experiences prior to college.  The environment was comprised 

of the sum total of the student’s experiences while in college.  Together they helped 

shape the knowledge, skills attitudes, behaviors, and achievements of a student after 

college.  Astin’s I-E-O Model was essential to this study through its foundational 

affirmation linking student postsecondary outcomes to the sum of their pre-college 

characteristics and all experiences lived while in college.  The participants in this study 

established that their first-year outcomes were influenced by pre-matriculation factors as 

well as their lived experiences post-enrollment. 

 Through his Social Capital Theory, Stanton-Salazar (1997, 2011), advanced the 

importance of institutional agents, or well-positioned individuals within an educational 

organization, in providing institutional support to students that would aid them in 

successfully navigating challenging environments and prove critical in their personal and 

educational development.  The various forms of institutional support were depicted by 

Stanton-Salazar (1997) as funds of knowledge.  The seven designated funds of 

knowledge included: 1) acceptable means of communication within the organization; 2) 

academic expertise specific to subject-area; 3) knowledge of internal organizational 

operations; 4) networking skills in and out of the educational system; 5) academic skills 

and habits; 6) knowledge of job and educational markets; and, 7) problem-solving 

abilities.  Stanton-Salazar (2011) also introduced the concept of empowerment agents or 

individuals within an educational organization who were compelled to utilize their 
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knowledge and resources to act on behalf of a student, commonly working though 

institutional constructs.   

 Stanton-Salazar’s Social Capital Theory (1997, 2011) and Funds of Knowledge 

(1997) were pertinent to this study because of the significance placed on an 

underprivileged student’s ability to build social capital after postsecondary enrollment 

through invaluable interactions with key institutional representatives embedded within 

organizations such as colleges and universities.  These individuals, referenced by 

Stanton-Salazar as institutional or empowerment agents, were notable for their ability to 

utilize resources and impart information in support of students throughout their college-

going experience.  The participants in this study all demonstrated the capacity to increase 

social capital through engagement with individuals associated with their first-year 

academic enrichment program and the resulting acquisition of institutional knowledge. 

 The aforementioned theoretical frameworks guided the overarching research 

question posed by this study, which was informed by the three secondary questions: 

1) How do Latino males, in their own words, make meaning of their experiences 

integrating academically and socially to campus? 

The secondary questions were 

1) How do FTIC Latino males talk about the influence their participation in a 

comprehensive first-year academic enrichment program has had on their 

academic and social development? 

2) How do FTIC Latino males talk about the role institutional agents played in 

their first-year experience? 

3) How do FTIC Latino males talk about being empowered through their 

participation in a comprehensive academic enrichment program? 
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 The previous chapter presented the study findings which were derived from the 

analysis of data collected from face-to-face interviews with students.  Data analysis 

produced a number of themes which helped to answer the primary questions posed by 

this study.  Chapter 5 provides a discussion that expands upon the findings provided in 

the previous chapter.  It also presents implications, or recommendations, for future 

research, policy, and practice.  Finally, it offers suggestions for future research and some 

closing thoughts. 

Key Findings to Research Questions 

 The research questions guiding this study focused on Latino male perceptions of 

their first year in college as they related to their academic and social development.  The 

data collected through face-to-face interviews with individual participants yielded varied 

responses which, ultimately, informed the guiding research questions for this study.  The 

following section first provides a summary of the findings for the three secondary 

research questions prior to addressing the overarching research question for the study.  

Additional context is supplied for the discussion through further consideration of the 

theoretical frameworks and methodology guiding this study. 

 Secondary research question one.  All of the study participants began their 

conversations of post-enrollment experiences by providing insight into their pre-college 

history and how those experiences helped mold the individual characteristics with which 

they arrived upon matriculation.  As Astin (1985) explained, the qualities of that 

individual possessed prior to enrollment, which included such factors as family life, 

socioeconomic status, personal values, predispositions, and identity, were consequential 

to the academic and social development of students in college.  Participants reported that 

their level of educational preparation was largely dependent upon educational 
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opportunities provided by their home school district, relations with teachers, and the 

emphasis of education by parents or guardians.  The majority of students also detailed the 

detrimental effect of living in low socio-economic areas had on their education 

development.  Almost all of the participants commented on the importance of family in 

pursuing higher education and their role in motivating dreams of academic attainment.   

 Secondary research question two.  Participants in this study consistently spoke 

positively of institutional agents and their ability to help them more effortlessly navigate 

their campus environment.  Academic advisors aided in the development of academic 

plans for the participants, guiding the students through institutional and degree 

requirements.  Academic coaches assisted in cultivating strategies and skills critical to 

their academic success.  Career coaches helped stimulate the career development of 

participants.  First-year seminars provided a platform to allow participants familiarize 

themselves with parts of the institution and connect with both people and offices on 

campus.  Peer mentors, for many of the participants, served as sounding boards, ensuring 

they connected with the resources instrumental to their academic and social development. 

 Through the institutional agents, participants were exposed to a plethora of 

important resources which allowed them to better understand the basic requirements for 

personal academic success. This acquired understanding was what Stanton-Salazar 

(1997) characterized as funds of knowledge and participating students spoke to each of 

the seven funds of knowledge identified.  Participants, for example, fostered 

communications skills through constructive engagement with a host of institutional 

agents including academic advisors, academic coaches, peer mentors, and assorted 

faculty.  Students also gained proficiency in specific subject-areas like degree 

requirements from academic advisors, time management skills from academic coaches, or 
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resume-writing guidelines from career counselors.  Academic advisors also helped 

students learn about the importance of institutional policies and procedures.  Study 

participants, through guidance from assorted institutional agents, formed support 

networks with students and organizations in and out of the university.  Career counselors 

assisted students with building skills essential for future professional success.  In sum 

total, their engagement with institutional agents helped participants build the capacity to 

better command any future challenges faced during their collegiate career.    

 The study participants recalled that institutional representatives assisting them by 

navigating their new and unfamiliar surroundings in various ways.  The students 

described being imparted institutional knowledge by representatives of the 

comprehensive academic enrichment program which supported their academic and social 

transition.  At the time of their enrollment, the faculty, professional staff, and student 

staff possessed the power as illustrated by the institutional knowledge they possessed.  By 

sharing that wisdom, the program representatives also distributed some of that power to 

study participants, allowing them to build self-efficacy.  The get the most out of their 

interactions, study participants had to enjoy a modicum of trust in their institutional 

agents and believe that the they were working on behalf of the student to ensure their 

future success.  

 The participants acknowledged, for example, that the professional academic 

advisors helped support their academic development.  Samuel recollected that his advisor 

shared knowledge and helped him navigate the intricacies of his degree plan, ensuring 

that he did not have to attempt to figure things out “on his own”.  Mark found that his 

advisor not only helped him understand the registration process but also served as a 

constant resource, which allowed him to grow and “do what he needed to do” moving 
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forward.  Benny said that his advisor facilitated a change of major by providing “very 

useful” information.  Oscar described that his advisor provided continuous positive 

encouragement and advice on navigating the process of scholastic probation. 

 The first-year seminar faculty, on the other hand, served as conduits to campus 

resources, network formation, and mentorships.  Samuel said his assigned faculty 

member engaged the class in conversations “that pertained to all college students and the 

challenges that they were facing”.  Edgar felt that the faculty helped introduce him to all 

that the university had to offer which, as “a new student”, “he might not know”.  Henry 

observed that “the resources he never knew the campus had … helped him emerge into 

life… “and get around [on campus].  Victor mentioned that he saw the first-year seminar 

as a mechanism for building networks, especially for student who knew absolutely no one 

or did not understand how to navigate the new place. 

 The peer mentors proved to be some of individuals with whom participants 

engaged with the most.  Dan felt extremely comfortable with his peer mentor and viewed 

him as a model for student success.  Mark acknowledged that “he was able to make 

friends” with his peer mentor while Henry viewed his peer mentor as “more of a friend”.  

Edgar appreciated the additional motivation provided by the peer mentor which allowed 

him to step out on his own. 

 Secondary research question three.  Study participants acknowledged feeling 

empowered after engaging with individuals serving in official capacities as a part of the 

academic enrichment program and others outside of the program as well.  For some 

students, the knowledge gained from actively participating in campus academic services 

provided confidence in navigating the unfamiliar campus, the fresh demands of college 

coursework, and sporadic challenges associated with the postsecondary experience.  
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  A deeper understanding of institutional structures and functions allowed some of 

the study participants to increasingly seek proactive solutions to problems posed while 

enrolled.  As students enrolled in college for the first time, their home institution 

presented a myriad of policies and procedures with the potential to disrupt the college 

experience in harsh and unexpected ways.  Students who wished to drop a course, for 

example, had to abide by various institutional deadlines which determined whether a 

student would get reimbursed for tuition dollars paid, if any academic penalty would be 

assessed, or the course could be dropped at all.  A number of study participants indicated 

that they learned to navigate such campus bureaucracy after meeting with an academic 

advisor in their first semester which allowed them to be able to drop a course on their 

own in future semesters.  As Stanton-Salazar (1997) has submitted, the academic advisor 

served as an institutional agent who passed along a particular type of knowledge, in this 

case what has been defined as bureaucratic funds of knowledge, to help the student make 

sense of institutional practices and improved upon their ability to experience life as a 

college student. 

 Primary research question.  Most of the Latino males who participated in the 

study agreed that their transition from high school to college was challenging.  The new 

environment proved challenging because they had to: 1) discover the practices, processes, 

and standards of a unknown institution; 2) learn how to balance the demands on their 

time in and out of the classroom; 3) interact with a diverse set of peers and exacting 

faculty; 4) discover how to subsist without the proximate help of parents; and, 5) work 

through what they desired from their college experience.  The students concurred that 

their participation in one or more of the academic enrichment services provided through 

the academic enrichment program positively influenced their academic and social 
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transition to campus by connecting them to resources and people that could help them 

work through personal challenges.  Through this process of self-discovery, the 

participants spoke of developing skills that would help ensure their long-term success.    

The Lens of Critical Discourse Analysis 

As previously mentioned in chapter three, Critical Discourse Analysis (CDA) has 

been increasingly utilized in educational research because of its ability to help reconcile 

the general philosophy behind educational policies and the social, political, and historical 

contexts from which they arise (Rogers et al., 2016).  The examination of the relationship 

between language and power is at the heart of CDA (Wodak, 2001).  According to 

Fairclough and Wodak (1997):   

CDA sees discourse - language used in speech and writing - as a form of ‘social 

practice’. Describing discourse as social practice implies a dialectical relationship 

between a particular discursive event and the situations(s), institution(s), and 

social structure(s), which frame it: The discursive event is shaped by them, but it 

also shapes them. That is, discourse is socially constitutive - it constitutes 

situations, objects of knowledge, and the social identities of and relationships 

between people and groups of people. It is constitutive both in the sense that it 

helps to sustain and reproduce the social status quo, and in the sense that it 

contributes to transforming it. Since discourse is so socially consequential, it 

gives rise to important issues of power. Discursive practices may have major 

ideological effects - that is, they can help produce and reproduce unequal power 

relations between (for instance) social classes, women and men, and 

ethnic/cultural majorities and minorities through the ways in which they represent 

things and position people (p. 258). 
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 Practitioners and administrators at colleges and universities create, implement, 

and administer programs aimed at assisting populations of students upon enrollment.  

Without an acute understanding of their student populations and their varied needs, 

however, the lived experiences of participants in these programs can be very different 

than what was originally intended.  This study, in part, aimed to analyze the words of 

students who were involved in one such program to see how it influenced their academic 

and social development in the first year of college. The analysis was critical in the sense 

that it examined the words used by students themselves to better understand how 

relations of power were produced and maintained. 

All of the Latino males who participated in the study began to make meaning of 

their college experiences by first reflecting upon pre-college factors that influenced their 

transition to college.  The text, or language, that the majority of students used to describe 

their experiences during this period of time revealed their perspective on issues of social 

standing and power dynamics within the educational system.  Through speaking of their 

lived experiences within their classrooms and their families, numerous students described 

marginalization through their discourse.  

In sharing their pre-college educational experiences, some of participants spoke 

from deficit perspectives.  These young students, with no power, attended complex 

schools that controlled all aspects of their educational experience, serving as the ultimate 

authority in all student outcomes. By considering the students own word’s through the 

context of CDA, the young minority males reveal unequal power relations (Fairclough, 

1995).  Henry and Charlie, for example, both identified as English as a Second Language 

(ESL) students early in their academic experience.  They both spoke about their time in 

elementary school ESL classes in terms of being outsiders who had to assimilate to the 
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educational norms, practices, and expectations of the established organizational system.  

Henry recalled becoming sufficiently proficient in English to be transitioned from an ESL 

classroom to a “regular” classroom, suggesting that being enrolled in a Spanish-speaking 

classroom was somehow abnormal.  Charlie vividly remembered having tremendous 

“anxiety” about speaking English in class for “fear of making a mistake” that could lead 

to ridicule.  The way in which Charlie portrayed his Spanish language dominance in an 

English-speaking establishment suggested that he was viewed as different, forced to 

assimilate into a system that viewed bilingualism as improper. 

 Because the majority of participants grew up in low socio-economic communities 

and households, a number of the students had a lowered sense of self-worth, a fact that 

was crystalized at times by declarations from their own parents.  Henry revealed feelings 

of inferiority in descriptions of his “immigrant parents” who “worked low-tier jobs”.  His 

mother often validated those feelings by continually evoking education as a means of 

“building [himself] up as an individual” and becoming “a better person”.  Nathan also 

expressed that his upbringing and his pre-college identity were things that he needed to 

overcome.  Nathan emphasized that he desired to “become the person that I want to be 

and not the person … I was growing up” and prove that he “could do better”.  Again, 

affirming that somehow the person he was pre-college was not good enough.  By viewing 

such statements through the critical lens of CDA, the discourse has revealed social 

problems and exposed issues of power within their immediate families and surrounding 

communities (Fairclough & Wodak, 1997; Wodak & Meyer, 2009). 

 The words of the participants exposed realizations of living in lower social strata 

and motivations for using higher education as a means of upward social mobility and, 

ultimately, a repayment for the sacrifices made by parents on their behalf.  Henry spoke 
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of “struggles” and life being “not necessarily the easiest all the time”.  Nathan spoke of 

frequently having to move because they “couldn’t afford to pay rent”.  Mark divulged 

that his parents “were not doing well financially”. Their parents did the best that they 

could and worked tirelessly to provide for their children.  Benny explained that his 

mother “at one point was actually working three jobs” but “now she’s only working two 

jobs”.  Henry described how his father “suffered physically” on the job and often came 

home “drenched in sweat”.  A college degree, for almost all of the participants, was a 

means to giving back to their parents and served as the main source of motivation in 

educational pursuits.  Benny stated that he was trying “not to disappoint his parents”.  

Charlie said that seeing his dad “work hard” served as motivation and he was not “letting 

them down”.  Edgar was appreciative of his all of the “hard work” from his mom and the 

unity of his family so, he wanted to graduate “and be able to provide for them”. 

One of the five assumptions about language made by CDA is that language enacts 

identity (Richardson, 2007).  Many of the challenges faced by the students were related to 

issues of identity and power exacerbated by the transition to college.  The commonalities 

in the language used by study participants made references to feeling as an outsider.  

Their identity as a high school student was in the midst of transformation to college 

student.  The physical space that they had known as home was now wholly different.  The 

friends that they relied on were no longer at their side.  The college student experience 

was drastically different from the high school student experience.  The physical space of 

the enrolled institution was unfamiliar.  The norms, practices, and traditions of the 

university were new and unknown.   

 Henry acknowledged feeling out of place upon matriculation because he did not 

“feel at home here” and he did not “have my family here”.  There were a whole new set 
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of tasks that he had to concern himself with such as laundry and grocery purchases.  Dan 

remarked that his first few months were “depressing” because he was used to being in a 

familiar place and did not “know anyone here”.  Edgar acknowledged needing “self-

drive” because he had “all this freedom” and no longer had teachers “bugging” him about 

upcoming deadline and assignments.   

 Some of the students recognized the importance of feeling a part of the campus 

community.  Steve revealed that he liked people and, for him, relationships with people 

“were missing the first year” of college.  Dan felt more at home when he joined the 

marching band “which was a “big community thing”.  Nathan, like most of the other 

students, acknowledged that for him, becoming a part of a Latino community on campus 

was of most value to him.  He felt if he had not joined a campus organization for Latino 

males, he may not have made “those connections” in his first year of college. Coming 

from a predominantly White high school to an HSI made, Charlie finally felt like he 

belonged.  He remarked that it was nice to be a part of clubs that “celebrated [my 

culture]”.  He enjoyed being surrounded by other Latinos that “were driven and as 

focused and had the same goals as me”.  Henry treasured the friendships forged with 

other Latinos who shared “similar values”.  By creating community through campus 

organizations for some, in general, and finding strength in community through their 

Latino identities, in particular, the social power characterized by CDA was realized by 

the individual Latino males functioning as group members (Van Dijk, 2015). 

 Study participants nearly unanimously viewed their participation in a 

comprehensive, first-year academic enrichment program as beneficial to their academic 

and social development.  Samuel, for example, maintained that his academic advisor 

helped his academic career get “on the right track”.  Mark stated that his academic 
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advisor gave him “all the resources necessary” to “do what he needed to do”.  Dan noted 

that his academic coach definitely helped him “be more successful” and “manage his 

time more”.  Interaction with first-year seminar faculty was beneficial to Henry because 

the instructor was “very helpful” and the information provided in class helped him “get 

around” campus.  Oscar recalled that his seminar instructor “opened his eyes” to the 

value of a degree and dissuaded him from dropping out of college. His peer mentor, Dan 

shared, was “relatable” and served as role model.   Henry noted that his peer mentor was 

“really helpful” and that he viewed her “more like a friend” instead of a mentor.  

Learning the policies, procedures, and regulations associated with their university proved 

critical for the study participants.  Dan lacked the understanding of how to access 

resources.  He lamented that the powers that be “didn’t really explain [the process]” of 

accessing resources.  Charlie, on the other hand, quickly discovered how to activate 

academic support.  He immediately signed up for services that would “benefit me in the 

long run” because of “the support from all the people there”. 

 Fairclough (1989) made assumptions that language was a power tool that could 

affect change and create behavior.  With many lacking the social capital to successfully 

navigate the campus environment upon their arrival, participants disclosed that 

engagement with various types of academic services helped them become familiar with 

campus resources, make connections on campus, and feel as if they were a part of the 

institutional community.  According to the students, participation in one or more of the 

academic service components offered by the program helped students develop skills and 

habits essential to their academic success.  The language used by the FTIC Latino males 

indicated that discussions with institutional agents imparted institutional knowledge that 
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empowered them to take command of their educational experiences, which was in line 

with Fairclough’s assumption.  

 Ahmadvand (2011) asserts that “CDA’s success is evaluated in terms of the 

influence that it has on the macro structure of society and the role that it plays in the line 

of changing, amending, and removing social inequalities”.  Upon further consideration of 

the language participants used to describe pre-college and college experiences for this 

study in the context of CDA, students experienced an internal shift in their identity and, 

ultimately, of power.  Prior to college, the vast majority of Latino males in the study 

identified as lower-class citizens, with no social status, and no power. Through 

discussions of the first year in college, however, it was apparent that students took 

advantage of the opportunity afforded them to gain additional knowledge and interact 

with power players on campus in the hope of increasing social mobility and to better 

providing for their families in the future. The words used by the students acknowledged 

the marginalization they experienced and articulated the actions they have taken to bring 

about change to the social inequalities they have faced (Fairclough & Wodak, 1997; 

Wodak & Meyer, 2009). 

Analytic Categories 

 An analysis of the findings which originated from the research questions guiding 

this study resulted in the emergence of a number of themes.  The themes served as the 

catalyst for the creation of four analytic categories which help classify key findings for 

the study.  The four analytic categories include: 1) the past informs the transition to 

college; 2) the importance of institutional agents in building capacity 3) individual effort 

and student outcomes; and, 4) the importance of Latino identity.   
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Analytic Category One: The past informs the transition to college 

 The participants in this study admitted challenges in transitioning from high 

school to college.  Through participation in a comprehensive academic enrichment 

program, they better understood what being a successful student entailed and, more 

importantly, all earned above-average GPAs in their first year of college.  Prior research 

established that students who are male, have parents with lower levels of educational 

attainment and limited income, and who have lived in lower socioeconomic communities 

are negatively impacted in college academic success, persistence, and attainment (i.e. 

Sáenz & Ponjuan, 2016; Fisher, 2007; Ong, Phinney, & Dennis, 2006).  The majority of 

FTIC Latino males who participated in this study shared one or more of these 

characteristics.  Many came from modest or poor backgrounds, were taught in high-

minority population schools with limited educational opportunities and grew-up in 

broken homes with uneducated parents of meager income.  Yet, they met or exceeded 

academic expectations in their first year of college, which conflicts with the suppositions 

of the aforementioned research. 

 These findings were consistent, however, with previous research which 

established that strong high school academic performance was positively correlated with 

strong college academic performance and an increased likelihood of persisting in college, 

particularly in first-generation students and students who enrolled in two-year or four-

year institutions (i.e. Dennis, Phinney, & Chauteco, 2005; Fisher, 2007; Nora, 1987).   

The majority of students who participated in this study graduated in the top quarter of 

their graduating classes and maintained B average GPAs.  The students who graduated 

high school in the top 10% of their graduating class earned the highest first-year college 

GPAs of the group, averaging a 3.53 GPA.  However, the students who graduated outside 
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the top quartile of their graduating class earned a respectable 3.33 GPA on average.  Of 

the participating students in this study, those who graduated outside of the top 10% of 

their graduating class but still within the top quartile earned the lowest first-year GPAs, 

averaging a 2.90 GPA.   

 The study participants, who all expressed their intention to be successful college 

students and attain college degrees, almost universally shared a form of extrinsic 

motivation which propelled them to achieve academically.  The desire to honor their 

parents by obtaining high paying jobs upon graduation and giving back to them because 

of the many sacrifices they endured on their children’s behalf was shared by many of the 

students interviewed mirrors previous research by Villareal and García (2006).  This 

focus on salary and improved social status, considered to be extrinsic forms of 

motivation, has been found to result in lower academic performance and decrease the 

likelihood that Latino students meet their educational goals (Próspero, Russell, & Vohra-

Gupta, 2012). The findings of this study, however, did not support this prior research.  

The findings of this study, instead, revealed that the extrinsic motivations that drove 

participating Latino males were not powerful enough to inspire less-average first-year 

academic performance.  In fact, the coupling of extrinsic incentives and the pervasive 

fear of disappointing their parents resulted in above-average academic performance for 

participating Latino males, at least in their first year of college.  The participants 

developed a self-determination, or grit, which allowed them to overcome challenges 

related to their transition from high school to college.  This resulting grit, also expressed 

in Spanish as ganas, was acknowledged in previous research which established that the 

determination to succeed academically in many Latino males stemmed from a need to 

make family proud of their achievements (Arámbula Ballysingh, 2016). 
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Analytic Category Two: The importance of institutional agents in building capacity 

 The role of institutional agents was pivotal to the social and academic integration 

of participating students to campus in their first year.  Prior research, like that of Stanton-

Salazar (1997, 2011) recognized that campus representatives embedded within the multi-

layered hierarchy of a college or university proved critical to the success of students 

because they bolstered student development, particularly of disadvantaged individuals, by 

imparting beneficial information that helped them learn what they did not know, served 

as a conduit in making valuable connections with individuals and offices that helped 

them cope with the complexities of their college experience, and supported them at one 

of the most challenging times of their college journeys.  Arana, Castañeda-Sound, 

Blanchard, and Aguilar (2011) showed that positive interaction between Latino students 

and institutional representatives at an HSI helped the students persist and achieve 

academic goals in college.     

 The findings in this study were consistent with the basic tenets of Stanton-

Salazar’s Social Capital Theory (1997, 2011) because all of the students participating in 

this study acknowledged that one or more individuals associated with their institution 

assisted in their personal development, whether academic or social, in the first year.  The 

student and professional staff associated with the comprehensive academic enrichment 

program in which they participated worked in collaboration to help study participants 

build interpersonal relationships, build support networks on campus, connect them to 

critical institutional resources dedicated to their success, and cultivate skills and habits 

essential to academic achievement.  Stanton-Salazar (1997) described this assistance in 

terms of students gaining funds of knowledge, or institutional knowledge, from campus 
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representatives that would not only improve their understanding and navigation of 

campus but in navigating the college-going experience itself.   

 The participants described their interactions with faculty and staff, both student 

and professional, in terms consistent with previous literature.  Students reported that the 

academic advisors primarily provided support specific to degree requirements, course 

selection, and long-term educational plans.  Some of them noted, however, that a few of 

their advisors became more mentor-like, assisting them through difficult patches and 

lending a sympathetic ear even beyond their first year.  As mentioned in chapter two, the 

work of Museus and Revello (2010) established that a more holistic approach to aiding 

students of color in a collegiate environment positively impacted their overall academic 

experience.  Study participants recounted that their academic coaches aided in the 

cultivation of academic skills and habits and instructed on strategies for academic 

success.  Hayes (2012) recognized that academic coaching helped students of color build 

their capacity by cultivating skills and behaviors that improved performance in the 

classroom, particularly in the challenging first year.  A couple of the students met with 

career counselors on matters related to occupational prospects.  This mirrored prior 

research which spoke to the lack of importance given to career counseling (Vogt, 2007) 

despite evidence which showed its positive influence on career development and 

likelihood of persistence, especially for those students considered most at-risk (Owens, et 

al., 2010).  A significant portion of the participants also revealed that the faculty-led, 

first-year seminars introduced them to a wealth of resources available on campus.  This 

validated research by Pascarella and Terenzini (2005) that detailed the positive effect of 

first-year seminar participation on a student’s transition to college and academic 

performance in college.  The majority of students cited that their peer mentors offered 
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continual support to help ensure a successful social transition to campus and served more 

like friends that they could turn to whenever the need arose.  This echoed the work of 

Redmond (1990) which revealed the importance of mentorship in achievement by 

minority students in unfamiliar environments.  Although varied in the degree of 

assistance supplied by campus representatives, participants were overwhelmingly 

gratified by their constructive efforts in support of their collegiate endeavors.  It seemed 

as though this “connectivity”, the connections to both people and resources, was integral 

to the social and academic development of the 12 Latino males in this study and, 

ultimately, influential in their above-average, first-year academic performance. 

Analytic Category Three: Individual effort and student outcomes  

 Prior research established that curricular and extracurricular involvement on 

campus proved determinative to student development in college.  The work of Astin 

placed focus on the way in which a student engaged within their environment and its 

effect on their student outcomes.  In his I-E-O Model (1985), Astin recognized that the 

degree to which a student evolves developmentally was a direct result of the traits with 

which a student brings with them to college and everything that a student engages or 

interacts with in college. In his Student Involvement Theory (1970a, 1970b, 1975, 1995), 

Astin framed student development as a product of the amount of energy a student 

invested in their collegiate experience.  He held that the physical and psychological 

energy an individual expended in both the quality and quantity activities at various points 

of their academic experience was directly proportional to the magnitude of their personal 

and intellectual development.  The understanding that a student would determine with 

what they engaged, the degree to which they engaged, how invested they were in that 
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which they were engaged, and what they expected out of their engagement was central to 

Astin’s Theory.   

 This is comparable to the actions of the Latino males in this study.  Although the 

home institution provided a wide-ranging number of support services to assist with the 

transition from high school to college, the study participants were particular about their 

institutional engagement.  The support services in which they participated and the 

individuals with whom they predominantly engaged, including peer mentoring and first-

year seminars, were mandatory in nature.  Their interactions with academic advisors, 

which were primarily transactional in nature, often resulted from an immediate need such 

as assistance with course requirements prior to registration or adding or dropping prior to 

institutional deadlines.  The study participants had the least interaction with academic 

coaches and career counselors because there was a far less obvious reason for utilizing 

their services in the first year.    

 Many of the study participants explained that they limited their campus 

involvement to concentrate on their academics.  They spoke of attending class, retreating 

to their dorm rooms, and not doing much else, with the exception of occasional trips to 

the library.  A few required a strong will to decline social invitations from friends and 

acquaintances.  Once they were able to get a few months or a full semester under their 

belt, the students began to venture out by joining campus organizations or attending 

social gatherings.  The result was a gradual integration into the full campus community 

and academic success in their first year.   

 This mirrored additional research by Arámbula Ballysingh (2016) which showed 

that Latino males in her study customized individual college transition plans which 

included a more nuanced approach to campus involvement.  Many of her subjects 
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consciously delayed curricular and extracurricular engagement to better prepare for the 

social and academic demands of college and, more importantly, devote their time to 

establishing a strong academic foundation by earning the highest GPA possible in their 

first semester. After the semester, they began to explore activities and assume additional 

commitments. 

Analytic Category Four: The importance of the Latino identity 

 Past research has examined student relations in the context of their campus 

environment and how that introduced additional stressors or ameliorated existing 

stressors.  One 2011 study documented the benefits identified from the distinct presence 

of a cultural identity on campus by participating Latino students.  The existence of a 

common cultural heritage aided some students with issues related to their transition to 

college and provided a sense of emotional comfort in others, both of which are supposed 

to positively affect engagement and persistence (Arana, et al., 2011).   

 The participants in this study shared similar sentiments regarding the Latino 

community on their home campus.  As an HSI, the enrolled student population at their 

home institution was comprised of a critical mass of Latino students.  The Latino males 

in this study were content in knowing that they were surrounded by an entire community 

that shared similar values, beliefs, and customs.  The vast majority of students were 

gratified with the opportunity to find a population of peers with whom they could 

converse in Spanish.  Those who joined Latino campus organizations were energized 

through the bonds they formed within the ethnic community.  One of the participants 

confessed that his capacity to make connections with others on campus was enhanced 

because he felt appreciated and validated by the institution at-large.  The prospects for 
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other participants were buoyed by establishing bonds with other Latino males who were 

ambitious, determined, and goal-driven.   

 This corroborated the components of Astin’s I-E-O Model (1985).  The inputs, 

which included pre-enrollment characteristics like identity, had the ability to be 

transformed by the environment, which included all interactions while enrolled in 

college.   Although most of the participants arrived at their home institution identifying as 

Latinos, a couple of the students identified simply as college students.  After their first 

year, the Latino identity of all participants was reinforced or reestablished as they 

interacted with like individuals.  The importance given by participants to increased 

involvement in the Latino community on campus and its role in their overall contentment 

on campus supported the basic premise of Astin’s Student Involvement Theory (1970a, 

1970b, 1975, 1995) which established that the types of involvement and the energies 

invested while in college were strongly correlated to their learning and development.   

Implications for Research, Policy, and Practice 

 This study examined the academic and social integration of Latino males to 

campus through personal experiences and observations of their first-year in college.  The 

study viewed these experiences in the context of their participation in a comprehensive 

academic enrichment program which helped connect them to people and offices on 

campus that increased their knowledge base, helping them more effectively navigate the 

challenges associated with their transition to college.  The 12 Latino males in this study 

explained, in their own words, how their academic and social integration to campus 

benefitted from engagement with campus resources and institutional agents which 

improved upon their first-year experience. 
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 This section offers implications for research, policy, and practice based upon the 

findings of this study.  The implications for research identify possible future 

opportunities for higher education research focused on Latino male success.  The 

implications for policy provide recommendations for potential educational reform.  

Finally, the implications for practice offer suggestions for postsecondary administrators 

who shape educational policies on their campuses. 

Implications for Future Research   

 Since most existing literature related to Latino males focuses on barriers to 

success and methods for ensuring success, future research on individual motivations for 

success and methods for increasing self-efficacy would be of benefit.  This study 

demonstrated that an institution can create a multi-faceted, comprehensive academic 

enrichment program but the individual student must still find the motivation and desire to 

engage with institutional agents and the services offered.  It would be of value to 

specifically investigate what role motivation has played in the success of Latino males 

who graduated from college.   

 Foundational research on student development has established that successful 

college students are effective in integrating both academically and socially to their 

campus.  Academic support services and first-year experience programs have been 

ubiquitous at institutions of higher education.  Many of the services and programs offered 

at colleges and universities, however, have continued to be employed in a manner that 

fails to account for any differences between students in their enrolled population.  

Research focused on the influence of targeted academic support programs on educational 

outcomes of their intended populations would help higher education practitioners design 

more effective interventions. 
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 Finally, with the home institution designated as an HSI, participants in this study 

did not affirm profound advantages from enrolling at an HSI as a Latino male.  Further 

examinations of the role HSIs and MSIs play in the college of attainment of minority 

students and, more specifically Latino males, could greatly enhance the collective 

understanding of Latino male academic achievement.  

Implications for Policy 

 Educational attainment rates for Latino males could be improved through changes 

to policies at the state level.  Legislators, for example, must address issues of equity 

within the state educational system.  The majority of participants in this study discussed 

the lack of educational opportunities in their local school districts and a few took 

umbrage with the quality of instruction they received at various points throughout their P-

12 experience.  Most of the students described a high school experience which required 

little effort to earn a high GPA.  According to the participants, these experiences led to 

heightened challenges in their first year of college because of the increased complexity of 

course content and the pace at which it was delivered.  As previously mentioned in 

chapter two, Gándara and Moreno (2002) established that students in low socio-economic 

communities were often disadvantaged because of substandard instruction offered in their 

schools that resulted from an inability to hire high-quality teachers.  As a consequence, 

Miller (2005) found that many of these Latino students were at a disadvantage in college 

classrooms because of the less-demanding curriculum they completed.  To increase the 

educational fates of Latino males and other underrepresented groups, state governments 

must: 1) deliver school financing that would provide more equitable opportunities for all 

students; and, 2) create incentives that would not only attract a larger number of better 
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qualified individuals into the teaching profession but encourage them to serve in 

underprivileged communities as well.  

 State governments must also address funding issues for colleges and universities 

within their jurisdiction.  The continued rise of college costs has proven prohibitive to 

Latino male enrollment and persisting in college (Gándara & Contreras, 2009).  

Hiltonsmith (2013) divulged that state funding for higher education governments have 

fallen significantly over the last decade while college costs have risen exponentially in 

the last thirty years (Ma, et al., 2015).  This has resulted in students incurring additional 

student loan debts to pay for their postsecondary education.  A renewed commitment by 

state governments to the manner and the extent to which it funds state colleges and 

universities can diminish the financial burden on institutions and, in turn, enrolled 

students.  Without action, states could see continued decreases in college access, 

persistence, and attainment, which traditionally affect Latino males and other students of 

color disproportionately. 

Implications for Practice 

 In addition to making recommendations for research and policy, this study offers 

some recommendations for university administrators or similar representatives 

accountable for institutional practices.  The site for this study, for example, employed an 

academic enrichment program that included five distinct interventions for students: 

academic advising, academic coaching, career counseling, a first-year seminar, and peer 

mentoring.  The comprehensive nature of the program ensured that all FTIC students had, 

in essence, a success team of five individuals that could help ensure a smoothacademic 

and social transition to college.   
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While enrollment in the first-year seminar and engagement with peer mentors 

were required of all FTIC students, involvement with academic advising, academic 

coaching, and career counseling was recommended.  The study participants indicated that 

their participation in the program was highly dependent upon which services they knew 

required their participation and not necessarily which services they deemed the most 

useful. Still, as the previous work of Astin established, study participants revealed that 

they determined how invested they wanted to be in the program, the degree of their 

involvement in the program, and what they wanted to get out of the program.   

 On the administrative side, however, the institution created a massive academic 

enrichment program that proved counterproductive in some ways.  One of the six key 

elements of effective HIPs identified by NSSE (Kuh, 2008) stressed that such 

interventions encouraged students to cultivate meaningful connections to institutional 

agents and other students through continual interactions over an extended period of time.  

The students in this study disclosed that they met with program representatives, whether 

professional or non-professional staff, no more than three times a semester for brief 

periods of time.  The described interactions would not allow for such profound 

relationships to form between institutional agents and FTIC students.  To be more 

impactful on first-year development for Latino males which could improve outcomes 

such college attainment, institutions should consider implementing programs at a smaller 

scale that target specific populations of FTIC students. 

 These programs would be more beneficial to Latino males and other 

underrepresented populations if postsecondary institutions became more intentional in 

crafting support programs with these groups of students in mind.  Oseguera et al. (2009) 

disclosed in chapter two that Latinos have demonstrated greater difficulty in transitioning 
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from high school to college.  To create more impactful interventions, postsecondary 

institutions must learn more about their student populations and be more intentional in 

their efforts, finding innovative ways to target specific segments of students.  Carter 

(2006) showed that interventions targeted at specific segments of the enrolled student 

population are more effective because one-size-fits-all practices do not ensure that the 

needs of all students are being served.  In addition, Oseguera et al. (2009) indicated that 

Latino male educational outcomes would be improved only if colleges and universities 

better understood the unique needs of that population.  As a result, it would be 

recommended that various campus departments, such as admissions, registrar, and first-

year support components, should collaborate to gather and analyze student data, craft 

purposeful interventions, and establish best practices for student programming.  The 

students most at-risk for attrition, including Latino males, would more likely to make 

gains in the areas of academic and social development if the highest levels of colleges 

and universities learned more about their students, were committed to a common goal, 

and worked together in achieving objectives, instead of working independently in siloed 

operations. 

 Institutional financial practices have also continued to plague Latino male 

attainment disproportionately as students have struggle to pay for college or failed to 

enroll in college because of money.  Some of the students in this study revealed concerns 

with money as their families were unable to assist with college expenses and the overall 

cost of college forced them to work significant hours in off-campus positions.  Gándara 

and Contreras (2009) found that a lack of funds and a common misunderstanding of 

financial aid processes often lead Latino students to leave college.  Meanwhile, Contreras 

and Contreras (2015) determined that Latinos were more likely to be gainfully employed 
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and work long hours in college, which resulted in less study time and involvement in 

campus.  Postsecondary institutions could ameliorate some of the angst associated with 

finances through improved communication with Latino students and their families which 

helps them better understand complex financial aid processes.  In addition, students might 

benefit from the incorporation of a financial literacy component into all support 

programming.  Salinas, Jr. and Hidrowoh (2018) have determined that increased financial 

education increases financial literacy and that increased understanding, in turn, improved 

postsecondary affordability for Latino males. 

Conclusion 

 Latino males have struggled to succeed in a system that traditionally fails to 

address their unique needs.  Although an increase in the Latino population has resulted in 

larger postsecondary enrollments, the rates of Latino male persistence and attainment 

rates have continued to lag.  While research has helped identify potential barriers to 

college access and success for Latino males, institutions have attempted to employ 

interventions aimed at furthering the academic and social development of Latino males, 

particularly in the first year.  Colleges and universities have continued to invest 

substantial resources to support students, like many Latino males, who might lack the 

proper role models to persist to graduation. 

 The words of the 12 Latino males in this study revealed transformative 

experiences in their first year that led them from disadvantaged backgrounds to engaged 

college students through a series of uneven, lived experiences.  The participants were 

challenged throughout their transition to college as they became familiar with their new 

environment and learned its customs, practices, and traditions.  The students expressed 

great appreciation for the support offered through a comprehensive academic enrichment 
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program and the positive impact it had on their academic and social development. Their 

engagement with institutional agents helped them to demystify the college-going 

experience.   

Perhaps, most importantly, they realized that it was well within their ability to 

succeed.  The participants, who predominantly hailed from low socio-economic 

communities with few academic role models, were overwhelmingly motivated by the 

sacrifices made by their parents and a fear of disappointing them.  Through strong self-

determination, the majority of the students earned above a 3.0 GPA in the first year.  As 

one of the students expressed, “ I learned a lot from my mistakes, and from then on in  

my freshman year I was like “ponte las pilas”, like put on your battery you know? That’s 

what I did. I learned a lot my freshman year.” The Spanish colloquialism, “ponte las 

pilas”, which has the literal meaning conveyed by the student in addition to getting one’s 

act together, seemed to be encapsulate the attitude and drive shared by the study 

participants which spurred them to achieve academically. 

The twelve young Latino men who participated in this study revealed personal 

challenges in their early years that could have derailed postsecondary aspirations.  

Nevertheless, they applied the knowledge shared by staff, faculty, and students at the 

university and coupled it with the individual motivation to position themselves for 

success.  Their individual stories are proof of the value of hard work. Collectively, they 

serve as testament to the potential of Latino males and their importance to the future of 

higher education. 
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APPENDIX A 

	

Dear	student,	

My	name	is	Rey	Ramos	and	I	am	Ed.D.	student	at	Texas	Tech	University	in	the	School	of	
Education	and	a	staff	member	on	campus.		I	am	conducting	a	research	study	for	my	
dissertation	to	better	understand	how	the	first-year	academic	services	at	your	school	
impact	the	transition	of	Latino	males	to	college.	I	would	like	to	invite	you	to	take	part	in	this	
study	if	you	participated	in	academic	advising,	academic	coaching,	career	counseling,	peer	
mentoring,	and/or	a	freshman	seminar	during	your	first	year	in	college.	This	study	will	
consist	of	a	pre-interview	questionnaire	and	one-on-one	interview,	which	is	expected	to	last	
between	45	to	60	minutes.	As	an	incentive	for	participating,	you	will	receive	a	$20	Amazon	
gift	card	at	the	conclusion	of	the	interview.		

I	have	attached	copies	of	the	pre-interview	questionnaire	and	a	consent	form	as	additional	
sources	of	information	for	your	convenience.		If	you	are	interested	in	participating,	I	ask	
that	you	please	follow	up	with	by	responding	to	rey.ramos@ttu.edu	at	your	first	
opportunity.		

Thank	you	for	your	time	and	consideration.		

Sincerely,	
Rey Ramos	
Ed.D.	Candidate	in	Higher	Education	Administration	
Texas	Tech	University	School	of	Education	
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APPENDIX B 

Pre-Interview Questionnaire  

Legal Name:__________________________  Preferred Name:____________________  

Preferred communication (check all that apply): ☐ Phone Call ☐ Text ☐ Email ☐ Other  

HS GPA:_________  HS Class Rank:______ out of _____ 

Current/Intended major:________________________ 1st year College GPA:_________ 

Ethnicity (Please check one):  

☐ Mexican  ☐ Mexican American ☐ Central American ☐ South American 

☐ Other  (If other, please specify):___________________________________________ 

Mother’s highest level of education:__________________________________________  

Father’s highest level of education:___________________________________________  

Who is the closest person you know who has a college degree?__________________  

Did you grow up in a one or two parent household (please specify): _____________ 

Country where parents were born: mother______________ father__________________ 

Country where you were born:______________________________________________ 

Language(s) you speak:_________________________________________________ 

Language(s) you prefer to speak at home:_____________ at school:________________ 

Number of siblings:__________  Number of siblings in college:____________  

Annual Family Income (Please check one): 

� Under $15,000   
� $15,000-$24,999 
� $25,000-$34,999 
� $35,000-$49,999 
� $50,000-$74,999 
� $75,000-$99,999 
� $1000,000 or over 
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APPENDIX C 
 
Interview Protocol  
 
Introductory Statement 
Thank you for completing the consent form and questionnaire in advance of this meeting. I truly  
appreciate you taking the time to talk with me today.  With your permission, I will now begin the 
interview and start recording. [Start recording—Begin by stating the interview number, date, 
time, and location] 
 
Interview Questions 
1. Let’s begin with some brief personal history. Please tell me about your hometown, family, and 
schooling experiences (prior to arriving on campus) that have helped shape the person you are 
today. 
2. Describe how you engaged with academic enrichment services (members of assigned success 
team) in your first year in college. 
3. How did your participation in this academic enrichment program influence your academic 
experience in the first year?  
4. How did your participation in academic enrichment services influence your ability to get 
involved on campus? 
5. Describe how the support you received through these academic enrichment services impacted 
your first year in college. 
6. Tell me how you interacted with the staff, faculty, and students who are a part of this academic 
enrichment program. 
7. How did the staff, faculty, and students that you interacted with influence your first year of 
college? 
8. What did you learn about yourself during your first year in college? 
9. How did participation in this academic enrichment program influence your ability to navigate 
your college experience? 
10. Is there anything else you would like to tell me about your first-year experience? 
 
Closing Statement 
Thank you for taking the time to meet with me today.  That completes the interview.  I will now 
stop the recording. [Stop recording] 
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APPENDIX D 
Informed Consent Form  
 
You are being asked to participate in a dissertation research project conducted by Rey 
Ramos, a doctoral student in Higher Education Administration at Texas Tech University 
and a staff member at [University]. You have been identified as a participant because you 
have self-identified as Latino male (i.e. Mexican, Mexican American, Central American, 
or South American) student, who has engaged in academic advising, academic coaching, 
career counseling, peer mentoring, and/or a freshman seminar, while enrolled during your 
first year at [University]. 
 
PURPOSE: The purpose of this study is to learn how Latino males talk about 
their academic and social transition to [University] upon participating in first-year student 
academic enrichment program. 
 
PARTICIPATION: You will be asked to complete a demographic questionnaire 
and one-on-one interview. I expect your participation to take no more than one 
hour. The pre-interview questionnaire should take no more than 5 minutes to 
complete and the interview should last between 45-60 minutes. Interviews will 
be conducted on campus at a mutually convenient date and time. 
 
RISKS & BENEFITS: There are minimal risks associated with this study such 
as asking you to talk about your family and academics can make you feel 
uncomfortable. This study requires one hour of your time, which may be an 
inconvenient. Although there may be little to no benefits to you as a 
participant, this research is potentially of benefit to the field of higher education 
by providing a deeper understanding of the Latino male transition to college 
through their own words. 
 
COMPENSATION: You will receive a $20 Amazon gift card for your 
participation in the study including the interview, even if you refuse to answer 
any questions. You will not be eligible for the $20 gift card if you withdraw from 
the study before completing both the pre-interview questionnaire and the 
personal interview. 
 
VOLUNTARY PARTICIPATION: Please understand that participation is 
completely voluntary. Your decision whether or not to participate will in no way 
affect your current or future status at [University]. You have the right 
to refuse to answer any question(s) on the questionnaire or during the 
interview for any reason and/or stop completion of the questionnaire or 
interview, without penalty. You also retain the right to withdraw from the 
research at any time without penalty. You may withdraw from this study at 
any time by notifying the researcher at rey.ramos@ttu.edu or the research 
advisor at hugo.garcia.ttu.edu. 
 
CONFIDENTIALITY: Your individual privacy will be maintained in all 
publications or presentations resulting from this study. Your name will not be 
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used in the final research document. A pseudonym will be assigned to 
maintain confidentiality. The audio recording will be deleted once it has been 
transcribed. In order to preserve the confidentiality of your responses, audio 
recordings will be stored on a password-protected personal computer and will 
not shared with anyone other than the transcriber. All other data related to the 
research study will be kept under lock and key in a file cabinet accessible only 
to the researcher. 
 
Additional questions regarding this research can be directed to me please 
contact me at rey.ramos@ttu.edu . You can also contact my research advisor, 
Hugo Garcia, PhD at hugo.garcia@ttu.edu . The Texas Tech Institutional 
Review Board, which has approved this project, may also be contacted at 
806.742.3905 with any questions. 
 
A signed copy of this consent form will be given to you. 
 
I understand the above information and have had all of my questions about 
participation on this research project answered. I voluntarily consent to 
participate in this research. 
_____ I agree to be audio taped 
_____ I do not agree to be audio taped 
 
Signature of Participant ________________________________ 
Date ____________________ 
Printed Name of Participant _____________________________ 
Email Address: 
__________________________________________________________  

Your email is being requested in order to follow up on any questions that need 
clarification. 

 
 
 
 
 
 

This consent form is valid until December 1, 2019. 
 


