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Abstract 

 The purpose of this study was to identify contributing factors to degree completion for 

Hispanic undergraduate students. Participants were 11 undergraduate students of Hispanic 

background who were juniors or seniors at the time of the study. Participants also included 6 

family members of participating students, as well as 10 faculty members and 7 administrators at 

the university attended by these students. This study used a qualitative approach based on the 

Bronfenbrenner ecological systems model. Findings indicated that contributing factors to degree 

completion for Hispanic undergraduate students included campus support systems, campus 

involvement, and family support. Results also showed that, based on the Bronfenbrenner 

ecological system model, the most prevalent interactions occurred at the microsystem and 

exosystem levels. This study demonstrated that having the perspectives of students, family 

members, faculty members, and administrators provided a more holistic understanding of 

Hispanic students. This study also concluded that research focused on achievement rather than 

failure provided a better understanding of which factors supported degree completion for 

Hispanic undergraduates.  
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Chapter One—Introduction 

 According to the United States Census Bureau (USCB, 2011), Hispanics are the largest 

minority in the United States (50 million individuals) and their numbers continue to increase. 

The USCB (2011) defines a Hispanic person as someone of Cuban, Mexican, Puerto Rican, 

South or Central American, or other Spanish culture or origin, regardless of race. The USCB 

estimates that by the year 2050, the number of Hispanics living in the United States will almost 

triple due to birth and immigration rates, making Hispanics 24.4% of the total U.S. population. 

Moreover, Hispanics are the youngest segment of the population, with a median age of 27.2 

compared to a median age of 36.2 years for the U.S. population as a whole (USCB, 2011). 

Additionally, one Hispanic person out of three is under the age of 18 (Bernstein, 2006). 

 This demographic change could be beneficial not only to Hispanics but to the whole 

nation. A growing number of young Hispanics could mean more participation in the economic, 

political, and social life of the country. Also, more young Hispanics in the workforce could 

translate into less pressure on social support systems for an aging nation. However, if more 

Hispanic youth continue to be unprepared to participate in a postindustrial economy increasingly 

dominated by knowledge-based employment, this demographic trend could be detrimental not 

just for Hispanics but also for everyone else in the United States. Hispanics make up 16% of the 

total labor force in the United States (U.S. Bureau of Labor Statistics, BLS, BLS Reports 1044, 

October 2013) but most Hispanics still live below the poverty line (DeNavas-Walt, Proctor, & 

Smith, 2011; Gabe, 2012). In 2008, the Hispanic family median income was lower than the 

national family median income ($37,913 vs. $50,303 respectively) (USCB, 2009). In addition, 

although Hispanics are at high risk of disease, injury, death, and disability, they still lack access 

to health care and preventive services (The Center for Disease Control, CDC, 2004). 
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Furthermore, according to the Bureau of Justice Statistics (Wolf, 2003), if current incarceration 

rates remain unchanged, approximately one in every six Hispanic men will spend time in prison. 

All of which implies that the improvement of Hispanic education must be a priority if these 

young people are expected to become socioeconomically successful and active participants in the 

well-being of the larger society.  

 Postsecondary Hispanic education should be given special attention because of the 

multiple benefits. As studies have shown, college graduates on average earn more than high 

school graduates and dropouts (Baum, Ma, & Payea, 2010; Carnevale, Rose, & Cheah, 2011; 

Santiago & Cunningham, 2005). Consequently, Hispanic college graduates have the potential to 

improve their individual and familial socioeconomic status. They also have the potential to pave 

the way to postsecondary education for future Hispanic generations. As research has shown, 

children whose parents have college degrees are more likely to attend college themselves 

(Cabrera & La Nasa, 2001; Choy, 2001).  As much research indicates, the success or demise of 

emerging minority communities will significantly depend on the educational attainment of their 

second and third generations (Diaz, 2007; Duany, 2002; García, 1991; Gonzales, 1999; Kimura-

Walsh, Yamamura, Griffin, & Allen, 2008; Suárez-Orozco, 2009). Likewise, as the ties between 

the Latin American diaspora in the United States and its various countries of origin remain 

strong, Hispanic college achievement may have an impact beyond the United States (Diaz, 2007; 

Duany, 2002; García, 1991; Gonzales, 1999; Suárez-Orozco, 2009). Highly educated, 

professional Hispanics could contribute economically to their ancestral communities by way of 

remittances and businesses as well as through their knowledge base (Diaz, 2007; Duany, 2002; 

Gonzales, 1999; Suárez-Orozco, 2009). They could also influence political events in Latin 

American countries (Diaz, 2007; Duany, 2002; Gonzales, 1999; Suárez-Orozco, 2009).  
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 Postsecondary educational achievement among Hispanics should also be of particular 

interest because, despite their increasing college enrollment, Hispanics are less likely to complete 

a  degree in comparison to other major racial and ethnic groups (Astin & Oseguera, 2003; 

Berkner, He, & Cattaldi, 2002; Fry, 2002, 2011). For instance, in 2010 in the United States, only 

13% of Hispanics ages 25–29 years had completed at least a bachelor’s degree (Aud et al., 

2011). In contrast, in the same age group, 53% of Asian Americans, about 39% of Whites, and 

19% of African Americans had obtained a four-year degree (Aud et al., 2011). 

 Most studies on Hispanic college educational achievement have been based on a deficit 

perspective. The deficit perspective involved factors correlated to the lack of academic success 

of Hispanic students (Astin, 1984; Berger, 2002; Padilla, Treviño, Gonzalez, & Treviño, 1997; 

Spady, 1970; Tinto, 1975, 1993, 2000). Research has indicated several reasons for this lack of 

academic success, including lack of adequate preparation for college work, socioeconomic and 

financial factors, a discrepancy between college aspirations and plans for college graduation, 

family issues, and negative campus-climate experiences (Castellanos & Jones, 2003; Chesler, 

Lewis, & Crowfoot, 2005; DeNavas-Walt et al., 2011; Gándara & Contreras, 2009; Naumann, 

Guillaume, & Funder, 2012). 

 Traditional strategies for understanding and promoting Hispanic undergraduate 

persistence have not been the most successful (Padilla et al., 1997). Therefore, it is necessary to 

seek alternative approaches. Perhaps a qualitative approach focused on the contributing factors to 

the educational success of Hispanic undergraduates at a specific institution might prove 

effective. Within this context, this study will focus on Hispanic achievement at the University of 

New Hampshire’s Durham campus. It is assumed that the interactions between students and their 

environments (family, school, work, etc.), as well as the interactions among these environments, 
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influence college completion among Hispanic students. Therefore, this qualitative study will use 

an ecological psychology perspective based on Bronfenbrenner’s ecological system constructs 

(Arana, Castañeda-Sound, Blanchard, & Aguilar, 2011; Hinson, Parsons, & Hinson, 2001; 

Patton, 2002).  The information collected by this study should help identify the needs and 

challenges of Hispanic undergraduates and serve as the basis for initiatives that could improve 

Hispanic college graduation rates. It is also assumed that the information collected by this study 

will contribute to the body of knowledge and literature on the education of Hispanics and also 

assist educators, legislators, and the general public to have a better understanding of the personal, 

familial, and academic experiences and perspectives of Hispanic undergraduates.  

Profile of Hispanic Educational Attainment 

U.S. Hispanic Students at the K-12 level.  

The rapid growth of the Hispanic population has been reflected in its representation 

among public school students (Fry & Gonzales, 2008; Fry& Lopez, 2012). In 2011, Hispanics 

comprised up to 26% of public nursery school enrollments and almost 25% of all public 

kindergarten students (Fry & Lopez, 2012). The most substantial increase occurred at the 

elementary level where, “for the first time, one-quarter (25%) of public elementary school 

children were Hispanic” (Fry & Lopez, 2012, p. 6). At the secondary level, Hispanics made up 

21% of students (Fry & Lopez, 2012). Overall, in 2011, 12.4 million Hispanics made up almost 

25% of all public K-12 school enrollments in the United States (Fry & Lopez, 2012). This trend 

is expected to continue as the Hispanic school-age population is projected to increase by 166% 

by 2050 (Fry & Gonzales, 2008).  

 Geographically, Hispanic students at the K-12 level are predominantly concentrated in 

Southwestern states (Fry, 2009; Fry & Gonzales, 2008). In 2006, for example, 50% of all public 
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school students in California were of Hispanic origin (Fry, 2009; Fry & Gonzales, 2008). 

Similarly, 40% of public school students in Arizona, New Mexico, and Texas were Hispanic 

(Fry, 2009; Fry & Gonzales, 2008). There were also significant Hispanic student populations in 

Nevada, Colorado, Illinois, Florida, and New York (Fry, 2009; Fry & Gonzales, 2008). 

Likewise, in 2006, there were more than half a million Hispanic students enrolled in the public 

schools of the Commonwealth of Puerto Rico (Sable & Hill, 2007).  

 Despite their growing presence in the K-12 system, academic achievement of Hispanic 

public school students remains low (Fry, 2009; Fry & Gonzales, 2008). This issue is partially due 

to high dropout rates at the high school level (Fry, 2009; Fry & Gonzales, 2008). As several 

studies have shown, high school dropout rates have been moving downward for all racial/ethnic 

groups since the 1970s (Chapman, Laird, Ifill, & KewalRamani, 2011; Fry, 2009; Fry & 

Gonzales, 2008). However, Hispanics continue registering the highest dropout rates among all 

major racial/ethnic groups by a significant margin. For example, in 2010, the Hispanic high 

school dropout rate was 15.1% compared to 5.1% for Whites, 8% for African Americans, 4.2% 

for Asian Americans, and 12.4% for Native Americans (Aud et al., 2012). Most researchers 

agree that four factors tend to increase the probability of Hispanic students dropping out of 

school: (a) having a mother who has less than a high school education, (b) living in a family on 

welfare or receiving food stamps, (c) living in a single-parent family, and (d) having parents 

whose primary language is other than English (Hauser, Simmons, & Pager, 2000; Llagas & 

Snyder, 2003; Orfield, 2002).  

New Hampshire Hispanic Students at the K-12 Level. 

 The Hispanic population of the state of New Hampshire has experienced modest 

demographic gains in comparison to Hispanics in other parts of the country, from 1.7% in 2000 
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to 2.9% in 2012 (USCB, 2013). Nevertheless, Hispanic representation in New Hampshire public 

schools somewhat follows the national trends (National Center Educational Statistics, NCES, 

2013; New Hampshire Department of Education, NHDOE, 2013a). For instance, between 2000 

and 2012, Hispanic public school enrollment grew from 2.1% to 4.6%, making Hispanics the 

fastest growing segment of the New Hampshire K-12 student population (NCES 2013; NHDOE, 

2013a). This change was significant, considering that “in 1980 New Hampshire was surpassed as 

the state with the fewest Latinos only by Maine, the Dakotas, and Vermont” (Camayda-Freixas, 

Karush, & Letjer, 2006, p. 172). New Hampshire Hispanic academic achievement also mirrors 

national patterns (NCES 2013; NHDOE, 2013b). For example, in 2011, New Hampshire 

Hispanic high school students graduated at a higher rate than the national Hispanic average 

(73.18% compared to 58%). However, the New Hampshire Hispanic high school graduation rate 

remained the lowest among all major New Hampshire racial/ethnic groups (73.18% for 

Hispanics in comparison to 87.43% for Asian Americans, 86.82% for Whites, and 73.42% for 

African Americans) (NCES 2013; NHDOE, 2013b). Furthermore, although the New Hampshire 

Hispanic dropout rate was lower than the national Hispanic dropout average (2.9% vs. 15.1%), 

New Hampshire Hispanics experienced the highest dropout rate among all major racial/ethnic 

groups in the state (2.9% for Hispanics compared to 1.1% for Asian Americans, 1.1% for 

Whites, and 1.6% for African Americans) (NCES 2013; NHDOE, 2013b). Geographically, the 

majority of New Hampshire Hispanic students at the K-12 level are concentrated in the southern 

part of the state, in particular, in the urban centers of Manchester and Nashua due to their 

proximity to neighboring Massachusetts, and their affordable housing (Camayda-Freixas et al., 

2006; NHDOE, 2013c). Accordingly, in 2012, Nashua and Manchester school districts recorded 

the highest Hispanic enrollment for the state of New Hampshire (17.9% and 13.8% respectively) 
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(NCES 2013; NHDOE, 2013c). The statistical data did not include information on the country of 

origin or their ancestry (NCES 2013; NHDOE, 2013c).   

Hispanic Students at the College Level. 

 Hispanic demographic growth and gains in Hispanic high school completion have 

influenced the Hispanic representation among college students (Aud et al., 2010; Fry, 2011; Fry 

& Lopez, 2012; USCB, 2010). For instance, in 2010, Hispanic college enrollment in the United 

States reached an all-time high (Aud et al., 2010; Fry, 2011; Fry & Lopez, 2012; USCB, 2010). 

An analysis of the population surveys from 1967 to 2010 showed that the number of Hispanic 

students between ages 18–24 years who were enrolled in college rose from 13% in 1972, to 27% 

in 2009, to 32% in 2010 (Aud et al., 2010; Fry, 2011; Fry & Lopez, 2012; USCB, 2010). 

Accordingly, in 2010, 1.8 million Hispanic undergraduates were enrolled at postsecondary 

institutions (Aud et al., 2010; Fry, 2011; Fry & Lopez, 2012; USCB, 2010). Although Hispanic 

college enrollments slowed down in 2011, “Hispanic college enrollment growth accounted for 

nearly three-quarters (74%) of the growth in [all] college student enrollments” for that year (Fry 

& Lopez, 2012, p. 7). For instance, in 2011, 2.1 million Hispanics accounted for 16.5% of all 

college students ages 18–24 in the United States (Fry, 2011; Fry & Lopez, 2012).  

 Hispanic college students have been predominantly concentrated at two-year institutions 

(Aud et al., 2010; Fry, 2011; Fry & Lopez, 2012; USCB, 2010). In 2011, there were about 

908,000 Hispanics enrolled in two-year colleges (Fry, 2011; Fry & Lopez, 2012). In fact,  “in 

2011, Hispanics made up one-quarter (25.2%) of all 18-to-24-year-old students enrolled in two-

year colleges for the first time” (Fry & Lopez, 2012, p. 4). Hispanic college enrollment has also 

increased at four-year institutions (Aud et al., 2010; Fry, 2011; Fry & Lopez, 2012; USCB, 

2010). For example, from 2010 to 2011, Hispanic enrollment at four-year colleges grew 20%. 
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Accordingly, 1.2 million Hispanics made up 13.1% of all students ages 18–24 enrolled at four-

year institutions (Aud et al., 2010; Fry, 2011; Fry & Lopez, 2012; USCB, 2010). This enrollment 

made Hispanics the largest racial/ethnic minority group at two- and four-year colleges and 

universities (Aud et al., 2010; Fry, 2011; Fry & Lopez, 2012; USCB, 2010). 

 During the last four decades, Hispanics have made progress on college completion (Fry, 

2011; Fry & Lopez, 2012; USCB, 2010). For instance, while in 1977 about 20,000 Hispanics 

were awarded a bachelor’s degree, in 2010, 140,000 Hispanics received a bachelor’s degree (Fry, 

2011; Fry & Lopez, 2012; USCB, 2010). Furthermore, in 2010, the number of associate and 

bachelor’s degrees conferred to Hispanics reached a record high of 112,000 and 140,000 

respectively (Aud et al., 2010; Fry, 2011; Fry & Lopez, 2012; USCB, 2010). Despite the increase 

in college enrollment and advances in degree attainment, significant disparities in terms of 

degree completion between Hispanics and other major racial/ethnic groups remained (Astin & 

Oseguera, 2003; Berkner et al., 2002; Fry, 2002, 2011; Fry & Lopez, 2012). As Aud et al. (2011) 

found, only 13% of Hispanic people ages 25–29 had completed at least a bachelor’s degree in 

2010. In comparison, in the same age group, approximately 53% of Asian Americans, 39% of 

Whites, and 19% of African Americans had obtained a four-year degree (Aud et al., 2011). 

Hispanic Undergraduates at New Hampshire Postsecondary Institutions. 

 Hispanic representation at New Hampshire postsecondary institutions remains modest 

(USCB, 2000, 2010; NHDOE, 2012). Accordingly, Hispanics constituted only 2.8% of the New 

Hampshire college student population in 2010 (NHDOE, 2012). Hispanic college enrollments in 

New Hampshire have followed national trends (NHDOE, 2012). From 2000 to 2010, Hispanic 

undergraduate enrollment at New Hampshire two- and four-year public institutions grew 

249.85% (NCES, 2013). However, Hispanic college students attending New Hampshire 
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institutions have distinctive characteristics when compared to other Hispanic college students 

attending institutions elsewhere (NCES, 2013). For instance, while the national trend showed 

that about 50% of all Hispanic undergraduates were more likely to enroll at  two-year colleges 

rather than at four-year institutions, Hispanic college students attending New Hampshire 

institutions were more likely to enroll at four-year institutions rather than at two-year institutions 

(The President’s Advisory Commission on Educational Excellence for Hispanic Americans, 

2000, NCES, 2013). As NCES (2013) recorded, in New Hampshire, there were 494 Hispanic 

students at four-year public institutions and 343 Hispanic students at two-year institutions. 

Currently, there is no literature explaining the reasons for this distinctive feature of Hispanics 

attending four-year institutions in New Hampshire. 

 Hispanic undergraduates at public colleges and universities in New Hampshire showed a 

higher graduation rate than the Hispanic national graduation average (65.5% vs. 47.8%) over a 

six-year completion time frame (NCES, 2013). However, when data was disaggregated, most of 

these institutions had similar or lower graduation rates for Hispanic undergraduates than the 

Hispanic national average (NCES, 2013). Accordingly, for the year 2010, the Hispanic 

graduation rate for UNH-Manchester was 50%, Keene State College was 38.5%, and Plymouth 

State University was 33.3% (NCES, 2013). There was no data available for Granite State 

College (NCES, 2013). The exception to this pattern was UNH-Durham, with a graduation rate 

of 79.6% (NCES, 2013).  

 The case of Hispanic undergraduates at UNH-Durham is unique (NCES, 2013). First, 

among all four-year public institutions in New Hampshire, UNH-Durham has continuously held 

the majority of Hispanic college students (NCES, 2013; UNH, 2013b). For instance, in 2010, 

there were 307 Hispanic undergraduates at UNH-Durham (NCES, 2013; UNH, 2013b). In 
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contrast, Keene State College had 90, Plymouth State University had 39, UNH-Manchester 

enrolled 33, and Granite State College had 25 (NCES, 2013). Second, Hispanic undergraduate 

enrollment at UNH-Durham has grown consistently (NCES, 2013; UNH, 2013b). As statistics 

showed, Hispanic undergraduate enrollment grew from 112 students in 2000 to 307 students at 

UNH in 2010 (NCES, 2013; UNH, 2013b). Third, the Hispanic graduation rate at UNH-Durham 

grew from 54.2% in 2002 to 79.6% in 2010 (Education Trust, 2013b; UNH, 2013b). In fact, in 

2010, within a six-year time frame, the Hispanic graduation rate was both the highest among all 

major racial/ethnic groups at this institution and the highest Hispanic graduation rate when 

compared to similar institutions (Education Trust, 2013b).  

Purpose of the Study  

 The purpose of this exploratory study is to identify contributing factors toward degree 

completion for Hispanic undergraduate students. Contrary to most investigations on student 

retention, the research focus for this study will be on achievement rather than failure. It is 

believed that such focus may provide a better understanding of how academic success occurs 

among Hispanic undergraduates and how such an understanding can increase academic success 

for all students. This qualitative study will use an ecological systems perspective (Patton, 2002). 

As observed by Arana et al. (2011), contributors to college completion emerge from the 

interactions between students and their environments (family, school, work, etc.), as well as from 

the interactions among these environments. Therefore, Bronfenbrenner’s ecological systems 

model (Hinson et al., 2001) is an appropriate theoretical model for this study (Arana et al., 2011).   

Research Question  

 What factors have contributed to the high graduation rate of undergraduate students of 

Hispanic background at a public, four-year university in the state of New Hampshire? 
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Importance of Study 

 This study will contribute to an understanding of factors leading to high graduation rates 

of undergraduate students of Hispanic background. It may help evaluate and improve retention 

programs at predominantly White institutions (PWI) in the state of New Hampshire.   

This study will also contribute to the body of knowledge and literature on the education of 

Hispanics and assist educators, legislators, and the general public to have a better understanding 

of the personal, familial, and academic experiences and perspectives of Hispanic undergraduates 

attending New Hampshire institutions of higher education. 
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Chapter Two—Review of Literature 

 This chapter presents a review of literature related to college attainment of Hispanic 

students. The first section of this chapter discusses general theories and models of college 

student retention and degree completion. The second section reviews studies of the risk factors 

for Hispanic college student attrition. The third section includes studies of factors that facilitate 

college graduation for Hispanic students.  

General Theories and Models of College Retention and Degree Completion  

 In order to understand the phenomenon of college attrition, several theories and models 

on student retention have been proposed (Astin, 1984; Spady, 1970; Tinto, 1975, 1993, 2000, 

2012). The most recognized of these theories are the sociological model of the dropout process 

(Spady, 1970), the social integration model (Tinto, 1975, 1993, 2000, 2012), the development 

theory of student involvement (Astin, 1984), and the general causal model (Pascarella & Wolfle, 

1985).  

 Spady’s (1970) sociological model of the dropout process was one of the first models on 

college student attrition. Based on the sociological work of Durkheim (1951), Spady (1970) 

postulated that when students were unable to integrate socially and normatively into the college 

system, they were at risk of dropping out. In this model, Spady (1970) identified the following 

five independent variables related to college attrition: academic potential, normative congruence, 

grade performance, intellectual development, and friendship.  

 Tinto’s (1975, 1993, 2000, 2012) social integration model is considered a seminal work 

on academic persistence at the post-secondary level. Based on the theories of Durkheim (1951) 

and Spady (1970), Tinto (1975, 1993, 2000, 2012) proposed that when students felt more 

integrated into the social and academic life of the institution, they were more likely to persist. In 
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contrast, students who were unable to establish social connections and felt isolated were more 

likely to leave college, independent of their academic performance. Tinto’s model (1975, 1993, 

2000, 2012) identified five variables relative to college attrition: family background, external 

commitments, informal academic system, formal social system, and an informal social system.  

Several studies have supported and expanded Tinto’s original model (1975) (Pascarella & 

Chapman, 1983; Terenzini, Lorang, & Pascarella, 1981). For instance, Pascarella and Terenzini 

(1977, 1979) used Tinto’s original model to demonstrate that when students and faculty members 

interacted informally, students were more likely to persist and graduate. 

 Astin’s (1984) development theory of student involvement postulated that students who 

were more engaged on campus were more likely to graduate. These environmental factors 

included academic involvement, faculty interaction, and student peer connections. Similarly, 

largely based on the works of Spady (1970) and Tinto’s original model (1975), Pascarella and 

Wolfle’s general causal model (1985) theorized that the quality of interactions of multiple 

variables influenced student retention. These variables included student background, pre-college 

experiences, and campus climate, among others.  

Retention Models and Hispanics  

 Braxton, Hirschy, and McClendon’s reframing of retention. Based on Tintos’ 

integration theory (1975, 1993, 2000), Braxton, Hirschy, and McClendon (2004) proposed a 

model that recognizes the unique needs, challenges, and opportunities of ethnic/racial minorities. 

This model proposes that institutions affirm students’ identities and promote cultural 

incorporation into college life rather than assimilation (Braxton et al., 2004). Accordingly, 

institutions can accomplish these goals by enrolling and maintaining a critical mass of minority 

students (Braxton et al., 2004). They can also provide physical and programmatic spaces for 
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minority students in which institutional commitment to campus diversity is explicit (Braxton et 

al., 2004). These spaces can address the unique needs of minority students and counteract 

potential negative campus-climate experiences (Braxton et al., 2004).  

 The geometric model of student persistence and achievement. Swail, Redd, and Perna 

(2003) proposed a geometric model of student persistence and academic achievement to explain 

minority student retention. This model places retention responsibility less on students’ individual 

behaviors and more on institutional services and practices (Swail et al., 2003). Therefore, the 

Swail, Redd, and Perna (2003) model focuses on the following aspects: financial aid; recruitment 

and admissions; curriculum and instruction; and student services (Swail et al., 2003). In addition, 

the model requires institutions to apply strategies relevant to Hispanics, in particular to Hispanics 

who are first-generation college students and from low-income families (Swail et al., 2003). For 

instance, the model proposes a better dissemination of information to prospective Hispanic 

students (especially on financial aid), more emphasis on non-traditional assessments, and 

additional opportunities for informal student-faculty contact (Swail et al., 2003).  

 Ornelas’ community college retention model. Partially due to their high concentration 

at two-year institutions, Ornelas (2002) developed a student retention model based and focused 

on Hispanics at community colleges. An important feature of this model is the integration of 

transferability to four-year institutions (Ornelas, 2002). This transferability includes the 

following major components: availability of a transfer curriculum and articulation with four-year 

colleges; bridge programs with four-year colleges; and building on the strengths of students, their 

families, and communities (Ornelas, 2002). According to Ornelas’ community college retention 

model, application of these components should make Hispanic transfer from two-year to four-

year institutions a seamless process (Ornelas, 2002).  
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 Rendón’s validation theory. Tinto’s social integration model (1975, 1993, 2000, 2012) 

has been the most influential on retention programs (Braxton et al., 1997; Hurtado & Carter, 

1997; Cabrera & La Nasa, 2001). Nevertheless, several researchers have questioned the 

applicability of Tinto’s model (1975, 1993, 2000) to racial and ethnic minorities due to its 

cultural assimilationist approach (Braxton et al., 1997; Hurtado & Carter, 1997; Pino, College, & 

Ovando, 2005; Rendón, Jalomo, & Nora, 2000).  According to Hurtado and Carter (1997), this 

approach is based on “the assumption that the cultural differences of ethnic groups should be 

diminished and that to be successful, minority students must adopt the values of the dominant 

college environment” (p. 327). Since the dominant college environment at most U.S. 

postsecondary institutions has been shaped by experiences of White students from middle and 

upper socioeconomic backgrounds, critics have argued that Tinto’s model (1975,1993, 2000, 

2012) has failed to consider the needs, challenges, and contributions that racial/ethnic minority 

students bring to campus (Allen,1986; Chesler et al., 2005; Hurtado & Carter, 1997). As a result, 

racial/ethnic minority students have been marginalized and placed at a higher risk of dropping 

out (Chesler et al., 2005; Hurtado & Carter, 1997). Furthermore, multiple studies have 

demonstrated the adverse effects of cultural assimilation for both the dominant and dominated 

cultures (Carr-Ruffino, 2005; Organista, 2007; Ting-Toomey & Chung, 2012).  

 In an attempt to overcome this cultural assimilationist approach, some scholars have 

proposed alternative models (Castellanos & Gloria, 2007; Rendón, 1994; Terenzini et al., 1994). 

For instance, Terenzini et al. (1994) first introduced the concept of validation as a central 

element in students’ successful transition to college among racial/ethnic minorities. Later on, 

Rendón (1994) included this concept in his validation theory. Rendón (1994) defined validation 

as “an enabling, confirming, and supportive process initiated by in- and out-of-class agents that 
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foster academic and interpersonal development” (p. 44). In his model, Rendón (1994) identified 

academic and interpersonal validation both in and out of the classroom.  In-class academic 

validation occurs when faculty members “show genuine concern for students, create learning 

opportunities that empower students, extend opportunities to work individually with students, 

and provide meaningful feedback” (Hurtado, Cuellar, & Guillermo-Wann, 2011, p. 55).  

Interpersonal validation appears as “actions that promote the personal and social adjustment both 

within the curricular and co-curricular contexts of an institution” (Hurtado et al., 2011, p. 55).  

Therefore, the Rendón (1994) model proposes that the process of integration should rely more on 

the institution (faculty, staff, support systems, etc.) and less on the individual student. 

 Although empirical evidence on the effects of validation remains limited, Rendón (2002) 

found several examples of positive academic and interpersonal validation within Puente, a 

community-based program seeking to “prepare the large population of underachieving Latino 

students in California for a college education” (Gándara & Contreras, 2009, p. 278). Forms of 

validation in the Puente program included incorporation of literature from the students’ own 

community (Gándara & Contreras, 2009). It also involved Hispanic community mentors “who 

can communicate with parents and serve as inspirational models of educational accomplishment” 

(Gándara & Contreras, 2009, p. 279). Evaluation of the program has indicated that “Puente 

students applied to and attended four-year colleges at nearly double the rate of non-Puente 

students (43 percent vs. 24 percent)” (Gándara & Contreras, 2009, p. 280). 

 Castellanos and Gloria’s psychosociocultural approach (PSC). Castellanos and Gloria 

(2007) proposed a retention model for Hispanic students based on a psychosociocultural (PSC) 

approach. Based on a theoretical framework for university counselors, the basic tenet of the PSC 

model (2007) is that “increased personal well-being will result in improved skills to negotiate the 
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academic context and ultimately persist until graduation” (Castellanos & Gloria, 2007, p. 383). 

The model developed by Castellanos and Gloria (2007) suggests that university efforts should be 

more focused on the small or intermediary steps building toward academic persistence rather 

than on the end-point of graduation. As Castellanos and Gloria (2007) explained, “It is through 

the monthly, weekly, daily, and even hourly successes that the formulation of Latina/o students’ 

persistence must be focused” (p. 386). Moreover, these efforts should be focused on “the 

psychological (e.g., self-beliefs, attitudes, perceptions), social (e.g., networks, connections, role 

models, mentors), and cultural (e.g., values validation, meaningfulness) dimensions” 

(Castellanos & Gloria, 2007, p. 383). The culture-specific strength approach is an innovative 

feature of this model (Castellanos & Gloria, 2007). Unlike traditional retention models, 

Castellanos’s and Gloria’s PCS model (2007) considers minority cultural values not as a deficit 

but rather as an asset that students bring to the educational process (Castellanos & Gloria, 2007). 

As such, this model proposes building systems that mirror the cultural values of Hispanic 

students (Castellanos & Gloria, 2007).  For instance, since familism is a central component for 

most Hispanics, creating family-like systems in which sibling-like relationships are developed, 

Hispanic students “gain cultural affirmation and specific navigational strategies to negotiate the 

host culture of academia” (Castellanos & Gloria, 2007, p. 387).  Several studies have applied 

aspects of PSC to investigate academic persistence among different minority populations, 

including Hispanic undergraduates (Bordes & Arredondo, 2005; Gloria, 1997; Gloria & Ho, 

2003; Gloria & Robinson-Kurpius, 2001). For example, Bordes and Arredondo (2005) found 

correlations between mentoring (social dimension) and perceptions of comfort (psychological 

dimension) in the university environment for first-year Hispanic college students.  



Running Head: Degree Completion of Hispanic Undergraduates 18 

 

 As the first section of the literature review suggests, programs based on traditional 

retention theories and models have not been effective at addressing the post-secondary 

attainment gap between Hispanic undergraduates and their college peers (Castellanos & Jones, 

2003; Gándara & Contreras, 2009). The review of literature suggests that due to their deficit 

perspective, these programs have failed to consider successful experiences of Hispanic 

undergraduate attainment (Pascarella & Chapman, 1983; Terenzini et al., 1981; Tinto 1975, 

1993, 2000, 2012). The literature also indicates that postsecondary retention theories continue 

evolving, especially, on models related to Hispanics and other racial/ethnic minorities (Bordes & 

Arredondo, 2005; Castellanos & Gloria, 2007; Gándara & Contreras, 2009; Rendón, 2002). 

Lastly, the literature shows that educational researchers and practitioners have begun to develop 

alternative models from an asset perspective in which culture becomes a crucial component of 

Hispanic college success (Bordes & Arredondo, 2005; Castellanos & Gloria, 2007; Gándara & 

Contreras, 2009; Rendón, 2002).   

Risk Factors for Hispanic College Attrition 

Lack of Adequate Academic College Preparation  

 Research has indicated that many Hispanics entering college lack adequate preparation 

for college (DesJardins, Ahlbrug, & McCall, 2002; Castellanos & Jones, 2003; Fry, 2002; 

Greene &Winters, 2005; Schmidt, 2003). As Greene and Winters (2005) reported, “Only 20% of 

Hispanic students left school college-ready, compared with 40% of White students” (p. 1). 

Hispanic students were also less likely to take college entrance examinations, and when they did, 

they were more likely than their non-Hispanic peers to have lower scores (Gándara & Contreras, 

2009; Warburton, Bugarin, & Nuñez, 2001).  
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Lack of college preparation among Hispanics has been related to insufficient preprimary 

experiences despite evidence of the positive effects of early childhood education (Aud et al., 

2012; Bates, Thala, Finlay, & Clancy, 2003; Zigler & Styfco, 1993). In fact, in 2010, only 56% 

of 3 to 5 year old children of Hispanic descent were enrolled in preprimary programs in 

comparison to 70% of Asian Americans, 67% of Whites, and 65% of African Americans of the 

same age (Aud et al., 2012). Fuller, Eggers-Pierola, Holloway, Liang, and Rambaud (1996) 

reported that Hispanic children did not receive preprimary education because fewer programs 

were offered in their neighborhoods. These researchers also found that many Hispanic parents 

did not enroll their children because traditional values, such as respect for elders and authority 

figures, and use of their primary language, were not being taught in preprimary programs (Fuller 

et al., 1996).  

 Familism has also been related to low enrollment of Hispanic children in preprimary 

education. As Buriel and Hurtado-Ortiz (2000) noted, Hispanic mothers often relied on extended 

family and sometimes on neighbors for their childcare needs. This practice was more prevalent 

among native-born parents, especially those of Mexican descent, where family networks grew 

with each generation (Buriel & Hurtado-Ortiz, 2000; Keefe & Padilla, 1987). Similar studies 

confirmed that Hispanic parents rely less on formal childcare arrangements such as childcare 

centers and licensed home care than non-Hispanic parents (Becerra & Chi, 1992; Buriel & 

Hurtado-Ortiz, 2000; West, Hausken, & Collins, 1993). Studies have found that insufficient 

preschool experiences have deprived Hispanic children of opportunities for optimal intellectual 

development, health benefits, and socioemotional adjustment (Bates et al., 2003; Zigler & 

Styfco, 1993). Studies have also suggested that insufficient preschool experiences have increased 

the likelihood of Hispanic children entering kindergarten with lower math and reading skills than 
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those of White students (Reardon & Galindo, 2006). This early childhood achievement gap has 

been linked to negative tracking practices and academic stratification of Hispanics at the 

elementary and high school levels (Gándara & Contreras, 2009).  

 Lack of academic college preparation among Hispanic students has also been associated 

with discrepancies in the quality of K-12 school systems (Castellanos & Jones, 2003). Such 

discrepancies included overcrowding (Castellanos & Jones, 2003; Madrid, 2011; Roscigno, 

1998). As Madrid (2011) remarked, “Due to overcrowded conditions, Latino students are 

attending high schools that are unlikely to prepare them for academic success and subsequent 

enrollment in college” (p. 8). For example, in California during academic year 2005–2006, 35% 

of Hispanic students attended overcrowded schools compared to 17% of White students (Oakes 

et al., 2007). Hispanic students in California were more likely to attend overcrowded schools 

because their schools were more likely to be located in low-income communities with large 

minority populations (Madrid, 2011; Oakes et al., 2007). This discrepancy was also due to high 

Hispanic migration and a birthrate far above the levels for the White population (Orfield, 1996). 

Lack of access to technological equipment has also been related to poor Hispanic college 

preparation (Castellanos & Jones, 2003; Madrid, 2011). This was particularly detrimental for 

Hispanic students because they had much less access to the Internet at home than White students   

(37% vs. 57%) (Wilhelm, Carmen, & Reynolds, 2002). As several researchers concluded, limited 

technology resources reduced Hispanic student development of the information literacy skills 

necessary to complete college applications, apply for financial aid online, and effectively utilize 

informational resources during their first year of college (Castellanos & Jones, 2003; Gándara & 

Contreras, 2009; Venegas, 2007; Wilhelm et al., 2002).  
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 Unequal access to quality curriculum has been another inhibitor of college preparation for 

Hispanic students (Adelman, 1999). As Adelman (1999) stated, “The high school curriculum 

reflects 41 percent of the academic resources students bring to higher education” (p. 21). 

Nonetheless, Hispanics have been less likely to be exposed to high school curricula leading to 

appropriate preparation for college (Kirst & Venezia, 2001; Orfield, 1986; Suro & Singer, 2002; 

Warburton et al., 2001). As Warburton et al. (2001) observed, “The rigor of students’ high 

school curriculum was also related to the number of remedial courses they took during their first 

year of postsecondary education” (p. 1). Lower curricular standards have also been related to 

inadequate Hispanic college preparation (Ream, 2005). Consequently, many Hispanic first-year 

students were at risk of withdrawing because they had the misperception that they were 

adequately prepared for the academic rigors of college when in reality they were not (Boden, 

2011).  

 Lack of a rigorous curriculum was also reflected in the underrepresentation of Hispanics 

in advanced high school courses (Adelman, 1999; Contreras, 2005; Kirst & Bracco, 2004; Kirst 

& Venezia, 2001). Advanced high school courses, such as advanced placement courses (also 

known as AP courses), are especially important for students with college aspirations (Contreras, 

2005). These courses “often provide an environment of high expectations for students, a setting 

where a college-going culture may be fostered” (Contreras, 2005, p. 208). They also played an 

important role in the admission process at selective colleges (Contreras, 2005; Iatarola, Conger, 

& Long, 2011). This was important for Hispanics because those on the path to more selective 

institutions were more “likely to finish a bachelor’s degree than Hispanic college students on the 

less selective college pathway” (Fry, 2004, p. 5). In addition, these courses could “sometimes be 

used toward college credit, thus lowering the total costs of college and time to degree 
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completion” (Iatarola et al., 2011, p. 340), an added value to Hispanic students from low-income 

families (Fry, 2004; Iatarola et al., 2011). Moreover, “extremely high scores on the AP exams 

can qualify students for scholarships and financial aid from colleges and foundations” (Iatarola et 

al., 2011, p. 340). Likewise, Dougherty, Mellor, and Jian (2006) found that earning a high AP 

score was a strong predictor of college completion. Despite all these obvious benefits, only 23% 

of Hispanic students were enrolled in college preparatory courses in comparison to 34% of White 

students (Kirst & Bracco, 2004). 

 Substandard building facilities at the K-12 level have also been associated with 

inadequate college preparation for Hispanics (Berner, 1993; Earthman, 2002; Lewis et al., 2000). 

Since 60% of Hispanic students resided in urban areas of high poverty, they were more likely to 

attend school facilities without basic components such as control of the thermal environment, 

adequate lighting, and good roofs (Earthman, 2002; Lewis et al., 2000). Where these components 

existed, they did not function properly due to poor maintenance practices (Earthman, 2002; 

Lewis et al., 2000). These inadequate and neglected facilities threatened Hispanic students’ 

health and safety (Earthman, 2002; Lewis et al., 2000; Orefield & Lee, 2005). They also had a 

negative impact on student learning (Berner, 1993; Cash 1993; Hines, 1996). As Earthman 

(2002) remarked, “The bridge between a good physical environment and effective student 

learning is quite important” (p. 3). As several studies have shown, students in substandard 

buildings scored significantly lower on standardized tests than students in above standard 

buildings (Berner, 1993; Cash 1993; Hines, 1996). Similarly, studies have indicated that poor 

school facilities decreased teacher effectiveness thus negatively influencing student learning 

(Corcoran, Walker, &White, 1988; Dawson & Parker, 1998; Lowe, 1990). 
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 Poor quality teaching at the K-12 level has been identified as another barrier to Hispanic 

college preparation (Gándara & Contreras, 2009; Goldhaber & Brewer, 1996; Sanders & Horn, 

1998). As Gándara and Contreras (2009) noted, “Perhaps the most essential resource needed by 

Latino students is high-quality, stable teachers who are well trained to address their learning 

needs” (p. 103). However, Hispanic students were less likely to be taught by well-prepared 

teachers (Crosnoe, 2005; Gándara & Contreras, 2009; Peske & Haycock, 2006).  As Crosnoe 

(2005) found, many teachers of Hispanic students were “in the profession, and at their current 

grade level, for shorter periods of time” (p. 296). These findings concurred with those of Peske 

and Haycock (2006), who observed that due to their concentration in high poverty schools with 

large minority populations, Hispanics were twice as likely to be assigned to novice teachers in 

comparison to students in schools with lower poverty rates and fewer minority students. Peske 

and Haycock (2006) also reported, “in secondary schools serving the most minority students, 

almost one in three classes [were] assigned to an out-of-field teacher compared to about one in 

five in low-minority schools” (p. 2). These results were congruent with the findings of the Pew 

Hispanic Center (2002) indicating that in California “about 16 percent of the teachers in schools 

attended by Hispanic students are not fully credentialed, which is twice the percentage for 

schools predominantly attended by white students” (p. 2). Hispanic students were also less likely 

to be taught by teachers with high expectations (McKown & Weinstein, 2008; Rodriguez, 2012). 

As McKown and Weinstein (2008) observed, in high-minority classrooms, teachers held lower 

expectations for African American and Hispanic students. Similarly, in her study of teachers’ 

student expectations at a predominately Hispanic elementary school, Rodriguez (2012) recorded 

teachers’ statements such as “these kids will never go to college … and they’re going to end up 

working minimum wage just like their parents” (p. 27). 
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Remedial Education 

 Hispanics have been overrepresented in remedial education (Bautsch, 2011; Castellanos 

& Jones, 2003; 2003; Schmidt, 2003). As Bautsch (2011) indicated, “Forty-one percent of 

Hispanic students and 42 percent of African-American students require remediation, compared to 

31 percent of white students” (p. 2). Likewise, Castellanos and Jones (2003) commented, “one of 

the most disturbing characteristics prevalent among first-time-in-college Hispanic 

undergraduates is the excessively high representation in remedial courses” (p .62). Two main 

inter-correlated factors explained this phenomenon (Castellanos & Jones, 2003; Santiago & 

Cunningham, 2005; Swail). First, nearly half of all Hispanic undergraduates were first generation 

college students in comparison to approximately one-third of all undergraduates (Santiago & 

Cunningham, 2005). As Warburton et al. (2001) found, “First-generation status was shown to 

have a negative association with students’ academic preparation and persistence” (p. 2). Second, 

Hispanic students had a less rigorous high school curriculum in comparison to their White peers 

(Castellanos & Jones, 2003; Santiago & Cunningham, 2005; Swail et al., 2004). As Warburton et 

al. (2001) observed, “The rigor of students’ high school curriculum was also related to the 

number of remedial courses they took during their first year of postsecondary education” (p. 2).  

 Several studies have found a negative correlation between remedial education and college 

attrition among Hispanics (Adelman, 1999, 2004; Bautsch, 2011; Deil-Amen & Rosenbaum, 

2002; Nora, Rendón, & Cuadraz, 1999). This issue was more prevalent among Hispanic students 

who did not accept the value and utility of remediation courses (Nora et al., 1999). Remedial 

education has also been linked to marginalization and fear of stigmatization, especially among 

racial/ethnic minorities (Deil-Amen, 2011; Nora & Crisp, 2009). For instance, Deil-Amen (2011) 

reported that some students “seem to be greatly affected by a fear of being stigmatized, and they 



Running Head: Degree Completion of Hispanic Undergraduates 25 

 

experience stereotype threat as well, often fearing that they will be the example of the low-

achieving minority student that their peers and instructors expect” (p. 64). Remedial courses 

have also been linked to delays in graduation (Adelman, 2004, 2006; Fry, 2002; Knight, 1994; 

Oklahoma Council on Student Affairs, 1996; Umbricht, 2012). For Hispanics, remediation 

resulted in an extra year on average before graduation (Parsad & Lewis, 2003).  As Umbricht 

(2012) noted, “Hispanic undergraduate students [were] more likely to have an increased time-to-

degree compared with other students” (p. 99).  Furthermore, this combination of remedial 

education and degree prolongation augmented the risk of college attrition among Hispanics (Aud 

et al., 2012; Fry, 2002, 2004).  

Socioeconomic Status and Financial Factors  

 In 2008, the Hispanic family median income was $37,913 compared to the national 

family median income of $50,303 (USCB, 2009). Hispanic families were more likely to live in 

poverty than White families (DeNavas-Walt et al., 2011; Gabe, 2012). As Gabe (2012) found, 

the Hispanic poverty rate was 33% while the White poverty rate was 13% in 2011. The 

combination of low family income and high poverty rate resulted in fewer financial resources for 

Hispanic college students (Santiago & Cunningham, 2005). Hispanic families had less saved for 

the college education of their children (Gallup, 2010). As Gallup (2010) reported, in 2009, “65 

percent of White parents reported saving, compared to 56 percent of African American parents 

and 44 percent of Hispanic parents” (p. 9). Furthermore, “a relatively high proportion of Latino 

undergraduates had expected family contributions (EFCs) of $1,000 or less—42 percent, 

compared to 30 percent of all undergraduates” (Santiago & Cunningham, 2005, p. 5). These 

combined factors increased Hispanic likelihood of dropping out of college (Haveman & 

Smeeding, 2006; Kane, 2004; Long & Riley, 2007). As Adelman reported, only 36% of low-
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income college students graduated in eight years compared to 81% of high-income college 

students.  

 These negative economic factors influenced college choice among Hispanics (Gándara & 

Contreras, 2009; Ornelas, 2002). Hispanics were more likely to attend two-year colleges when 

compared to other major racial or ethnic groups because of affordability (Fry, 2004; Kennen & 

Lopez, 2005; Ornelas, 2002). In fact, Kennen and Lopez (2005) reported instances of Hispanic 

students who originally enrolled at four-year institutions but transferred to two-year colleges due 

to financial difficulties. According to the President’s Advisory Commission on Educational 

Excellence for Hispanic Americans (2000), about 50% of all Hispanic undergraduates attended 

two-year colleges. This concentration at two-year institutions has had an adverse effect on degree 

completion for Hispanics (Fry, 2002).  As Kane and Rouse (1999) observed, “Of all students 

who enroll in a two-year college, over one-half do not complete any degrees … in contrast, 

nearly 60 percent of four-year college entrants complete at least a bachelor's degree” (p. 7). 

Likewise, Fry (2002) found that among Hispanics, 39% of those who began at other than four-

year schools had no degree and were no longer enrolled after three years.  

 Several studies have demonstrated the importance of financial assistance in college 

persistence, especially among low-income minorities (Cabrera, Nora, & Castañeda, 1993; 

Cabrera, Stampen, & Hansen, 1990; Stampen & Cabrera, 1988; Castellanos & Jones, 2003). 

Nonetheless, Hispanics faced multiple challenges in relation to financial assistance (Castellanos 

& Jones, 2003; Gándara & Contreras, 2009; Santiago & Cunningham, 2005). Lack of 

appropriate information was one challenge (Handel, 2008; Porter, 2003). As Porter (2003) found, 

62% of Hispanic families reported that they did not have enough information about financial aid 

compared to 44% of White parents. These findings mirrored those of Tornatzky, Cutler, & Lee 
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(2002) who recorded that more than 50% of all Hispanic parents and 43% of Hispanic young 

adults were unable to name a single source of financial aid. As several studies have shown, this 

lack of appropriate financial information affected Hispanic college enrollment (Commission on 

Future of Higher Education, 2006; De La Rosa, 2006; Handel, 2008; Long & Riley, 2007). It 

also influenced many Hispanic students to attend less selective institutions (Berkner & Chavez, 

1997; Horn, Chen, & Chapman, 2003). As Berkner and Chavez (1997) concluded, Hispanic 

students who did not read information about financial aid were less likely to plan enrollment in 

four-year institutions than those who did read this kind of information.  

 Not applying for financial aid even when eligible was another financial issue for 

Hispanics (American Council of Education, ACE, 2006; Handel, 2008). As ACE (2006) 

reported, for the academic year 2003–2004, the lowest-income students were less likely to have 

applied for aid despite the fact that “they would have likely received aid had they filed an 

application” (p. 1). Some Hispanic students did not apply for financial aid because they believed 

their families could afford to pay for college (ACE, 2006; Carnevale & Rose, 2004; Hersh & 

Merrow, 2005). However, without college financial assistance, low-income families were less 

likely to support college for their children (Carnevale & Rose, 2004). As Gladieux (2004) noted, 

for low-income students, the average cost of attending a public four-year institution represented 

about 60% of the family’s income, compared to 16% for middle income families, and 5% for 

high-income families. The lack of financial aid combined with the financial strains on the family 

budget resulted in a pay-as-you-go strategy among some Hispanic college students (Handel, 

2008). This strategy had the risk of putting students “in a kind of academic holding pattern that 

works against degree completion” (Handel, 2008, p. 10). As several researchers established, 
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financial difficulties were one of the main reasons for Hispanic students dropping out of college 

(Longerbeam, Sedlacek, & Alatorre, 2004; Sanchez, Marder, Berry, & Ross, 1992). 

 Similarly, in order to afford postsecondary education, many low income Hispanic high 

school graduates decided to work one or two years before enrolling in college (Cerna, Pérez, & 

Sáenz, 2009; Fry, 2002). This delay prolonged their education beyond the traditional college age 

(ages 18–24) and increased their risk of dropping out (Cerna et al., 2009; Fry, 2002). Other 

Hispanic students attended part-time classes while working full time to pay for college although 

part-time attendance has been considered a high attrition risk (Cerna et al., 2009; Fry, 2002). For 

instance, Young (1992) found that the number of weekly working hours by Mexican American 

students prolonged their graduation time and increased their chances of withdrawing from 

college. In a comparable study, NECS (2000) concluded that, independent of the program or 

whether it was at a two-year or a four-year institution, part-time students were more likely to 

drop out. 

 Hispanic students also confronted the disparity between their financial need and what 

they actually received (Gándara & Contreras, 2009; Santiago & Cunningham, 2005). As 

Santiago and Cunningham (2005) reported, Hispanics received the lowest financial aid awards of 

any racial/ethnic group. More troublesome was that “this pattern has not changed since 1995–96” 

(Santiago & Cunningham, 2005, p. 1). Furthermore, in the academic year 2003–2004, half of 

Hispanics received grants while less than one-third received loans. However, “the average loan 

amounts Latinos received ($5,620) were higher than the grant amounts they received ($3,810)” 

(Santiago & Cunningham, 2005, p. 1). Hispanics were more likely to receive lower financial 

awards due to their high concentration at low-cost and two-year institutions (Santiago & 

Cunningham, 2005). 
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 A proportion of Hispanic students received minimal financial aid or did not receive any 

financial aid because they were undocumented (Oliverez, Chavez, Soriano, & Tierney, 2006; P. 

Pérez, 2010; W. Pérez, 2009). According to Passel (2001), approximately 44,000 undocumented 

Hispanic students graduate from high school each year. It was estimated that in 2002 between 

7,000 and 13,000 undocumented students enrolled in college; those of Hispanic background were 

the largest group (Passel, 2001). Due to their non-lawful immigration status, these undocumented 

students were ineligible for federal financial assistance (W. Pérez, 2009). They were also 

ineligible for state financial aid in most states (Oliverez et al, 2006; P. Pérez, 2010; W. Pérez, 

2009). Furthermore, the majority of undocumented college students were required to pay out-of-

state tuition rates (Oliverez et al., 2006; P. Pérez, 2010; W. Pérez, 2009). As a result of these 

financial constraints, most undocumented Hispanic college students were concentrated in 

community colleges and were less likely to graduate (Oliverez et al., 2006; P. Pérez, 2010; W. 

Pérez, 2009). 

Educational Aspirations 

 Educational aspirations played an important role in postsecondary enrollment, academic 

persistence, and graduation (Cabrera et al., 1993). As Gándara and Contreras (2009) explained, 

“Students with early, high, and consistent aspirations to go to college are more likely to go than 

those who do not have such aspirations or develop them late in high school” (p. 222).  Pascarella 

(1984) stated, “by far, the best predictor of educational aspirations at the end of the second year 

of college was the level of educational aspiration at entrance to college” (p. 767). Nevertheless, a 

contradiction between Hispanic post-secondary aspirations and their actual plans for degree 

attainment has been found (Gándara & Contreras, 2009; Kao & Tienda, 1998; Swail et al., 2004). 

For instance, Swail et al. (2004) documented that although 73% of Hispanic students reported 
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having high college aspirations, only 55% were planning on getting a bachelor’s degree after 

high school graduation. This contradiction has been correlated to fewer college applications from 

Hispanic students (Schneider, Martinez, & Owens, 2006). Fewer college applications increased 

college attrition among Hispanic students (Schneider et al., 2006). By limiting their chances of 

finding schools that matched their needs and wants, Hispanic applicants became less satisfied 

with their enrollment decisions, and reduced their likelihood of remaining in college (Schneider 

et al., 2006). 

The Role of the Family 

 Researchers from multiple disciplines have concluded that familism is an important 

component of Hispanic culture (Okagaki & Frensch 1998; Oyserman, Coon, & Kemmelmeier 

2002). Several studies have shown that due to the importance of familism, the family could be a 

major barrier to Hispanic academic advancement (Choy, 2001; Desmond& Turley, 2009). 

 Past studies have shown that the level of parental education plays an important role in 

college persistence of Hispanic students (Cabrera & La Nasa, 2000; Choy, 2001; Swail et al., 

2004).  As Swail et al. (2004) remarked, “One of the key precursors to aspiring and enrolling in 

postsecondary education for youth is the educational legacy they are left with by their parents” 

(p. 24). Accordingly, research findings have demonstrated that students whose parents had a 

postsecondary education were more likely to enroll in college (Cabrera & La Nasa, 2000; Choy, 

2001). For instance, in 1999, “82 percent of students whose parents held a bachelor’s degree or 

higher enrolled in college immediately after finishing high school” (Choy, 2001, p. 3). 

Conversely, “rates were much lower for those whose parents had completed high school but not 

college (54 percent) and even lower for those whose parents had less than a high school diploma 

(36 percent)” (Choy, 2001, p. 3). Hispanic parents were less likely to hold a high school diploma 
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or bachelor’s degree (Fry & Gonzales, 2008). As Fry and Gonzales (2008) reported, 66% of 

Hispanic parents had a high school diploma in comparison to 94% of White parents. 

Furthermore, only 14.1% of Hispanic parents had received a bachelor’s degree or higher 

compared to 33.7% of White parents (Swail et al., 2004). 

 Low parental educational attainment among Hispanics had a negative impact on their 

children’s college preparation (Auerbach, 2006; Naumann et al., 2012). Due to their low 

educational attainment, parents were less aware of how poor curricula limited their children’s 

college opportunities (De La Rosa, 2006).  They were also less likely to advocate for their 

children’s placement in advanced and pre-college courses (Gamoran, 1992).  Hispanic parents 

with low educational attainment were also less likely to attend information sessions on college, 

seek out financial aid information, or go on college visits (Choy, 2001). Children of Hispanic 

parents with low academic preparation were also more likely to experience difficulties in college 

access (Auerbach, 2006; Naumann et al., 2012). Even when these parents were supportive, they 

were unable to assist their children during the college selection and admission process (Pérez & 

McDonough, 2008; Schneider et al., 2012). For example, Pérez and McDonough (2008) 

observed that in interactions between Hispanic parents and their college aspiring children, most 

often the children were informing the parents about the college process rather than vice versa. 

This lack of parental knowledge regarding the college-going process was even more critical for 

Hispanic college applicants because they “almost exclusively relied on family and friends when 

making enrollment decisions” (Schneider et al., 2012, p. 390). Low parental educational 

attainment among Hispanics has also been related to lower college expectations (Naumann et al., 

2012). For instance, Naumann et al. (2012) found that while parents of Asian college students 

expected the highest grades possible and specific career paths, parents of Hispanic college 
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students expected their children to remain in school and finish earning a degree, regardless of 

their chosen career path.  

High Ethnic Affiliation 

Ethnic affiliation was a significant component of a sense of belonging among Hispanic 

students (Castillo et al., 2006; Schneider & Ward, 2003). For instance, Castillo et al. (2006) 

found differences in a sense of belonging among Hispanics based on their degree of ethnic 

affiliation. Hispanic students “with a high ethnic identity tended to report a more negative 

perception of the university climate” (Castillo et al., 2006, p. 270) and since “a student’s 

perception of the university environment mediates the relationship between ethnic identity and 

persistence attitudes” (Castillo et al., 2006, p. 270), Hispanic students with a high ethnic identity 

were more likely to drop out of college than Hispanic students with a low ethnic identity 

(Castillo et al., 2006). Castillo et al. (2006) defined Hispanic students with a high ethnic identity 

as those students who scored high in a revised version of the Multigroup Ethnic Identity Measure 

(MEIM-R) (Roberts, Phinney, Masse, Chen, Roberts, & Romero, 1999). Hispanic students with 

a high ethnic identity scored high in sample items such as “I have a clear sense of my ethnic 

background and what it means to me” (Castillo et al., 2006, p. 33). 

Alternatively, Schneider and Ward (2003) measured the degree of ethnic affiliation using 

a modified version of the Luhtanen and Crocker (1992) Collective Self-Esteem Scale. This scale 

assessed how important Hispanic identities were to the self-identity of the participating students 

(Schneider & Ward, 2003). Schneider and Ward (2003) claimed that at institutions in which 

Hispanics were vastly underrepresented, Hispanic students with a high ethnic identity were at a 

higher risk of dropping out. Schneider and Ward (2003) stated that the differences between 

Hispanic students with a high ethnic identity and Hispanic students with a low ethnic identity 
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were due to the degree of college adjustment. Hispanic students with a high ethnic identity were 

less adjusted to college while Hispanic students with a low ethnic identity were able to navigate 

the campus more easily (Schneider & Ward, 2003). Ironically, “highly identified Latinos were 

less adjusted, in part because they perceived lower support than less identified Latinos” 

(Schneider & Ward, 2003, p. 551).  

Negative Campus Climate Experiences 

 Sense of belonging is related to degree completion among Hispanic students (Johnson et 

al., 2007; Strayhorn, 2008). Due to the high level of collectivism in Hispanic culture, Hispanic 

undergraduates yearned to belong to the campus community (Johnson et al., 2007; Strayhorn, 

2008; Ting-Toomey & Chung, 2012). Nonetheless, perceptions of a campus environment hostile 

to ethnic/racial minorities have been documented (Hurtado & Ponjuan, 2005; Miville, Molla, & 

Sedlacek, 1992; Nora & Cabrera 1996; Springer, Terenzini, Pascarella, & Nora, 1995). For 

example, Nora and Cabrera (1996) documented that “minorities reported higher perceptions of 

prejudice and discrimination than did whites” (p. 140). Evidence has also shown an increment of 

hostility against racial minorities on campus (McCormack, 1995; Nora & Cabrera, 1996; Perry, 

2010; Rayburn, Earleywine, & Davison, 2003). Racial/ethnic hostility against campus minorities 

appeared in different forms (Chesler et al., 2005). These forms included racial/ethnic 

stereotyping, exclusion or marginalization, pressure to assimilate, resentment about affirmative 

action, and expressing negative concerns about race (Chesler et al., 2005). Additionally, some 

Hispanic undergraduate students reported racial/ethnic hostility related to their linguistic abilities 

as well as their citizenship/immigrant status (Cabrera & Padilla, 2004; Chesler et al., 2005; 

Oropeza, Varghese, & Kanno, 2010).  
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 Hispanic students suffered stereotyping on both academic and behavioral dimensions 

(Chesler et al., 2005; Cole & Jackson, 2005). This phenomenon was more prevalent among 

Hispanics attending predominantly White institutions (PWI) (Bennett & Okinaka, 1990; 

Castellanos & Jones, 2003). White students perceived their Hispanic peers as less intelligent, 

uneducated, and less productive and competent (Chesler et al., 2005; Cole & Jackson, 2005). 

White students often assumed that Hispanic students had a natural inclination for certain 

academic arenas (Chesler et al., 2005). As a Hispanic student of Mexican descent related, 

“People assumed I would know Spanish, and I didn’t. When they found out I didn’t really know 

it, they said, ‘You’re just Latina on the outside, not the inside.’” (Chesler et al., 2005, p. 102). 

This was a common experience among Hispanic students who were monolingual English-

speakers or heritage language learners (Harklau, 1999; Ricento, 2005). Valdés (2000) defines 

heritage language learners as students of language who are “raised in a home where non-English 

language is spoken, who speak or merely understand the heritage language, and who are to some 

degree bilingual in English and the heritage language” (Valdés, 2000, p.1). Likewise, White 

students often expected certain personal behaviors and cultural styles of their Hispanic peers 

(Chesler et al., 2005). These assumptions were related to their “life experiences, about their 

assumed knowledge of urban, street, or minority culture” (Chesler et al., 2005, p. 103). 

Stereotyping has been related to higher levels of stress and insecurity among Hispanic students 

(Cano & Castillo, 2010; Chesler et al., 2005). Stereotyping has also been connected to personal 

struggles about identity and competence among Hispanic students (Chesler et al., 2005; Hummel 

& Steele, 1996). As Hummel and Steel (1996) noted, questioning students’ academic ability 

based on their race/ethnicity was detrimental to their academic performance.  
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 Hispanic students also experienced instances of campus exclusions or marginalization 

(Chesler et al., 2005). Some Hispanic students reported that some “classmates, instructors or 

other employees of the university treat them as if they were invisible or unworthy of attention” 

(Perry, 2010, p. 267). Hispanic undergraduates also expressed feeling marginalized, alienated, 

isolated, unsupported, and unwelcomed by peers and faculty members (Perry, 2010). The effects 

of marginalization and exclusion have been studied by Carr-Ruffino (2005), who noted that 

“most people who are excluded experience difficulty in coping with feelings of rejection and 

inferiority” (p. 73).  These feelings increased Hispanic students’ risk of attrition (Castellanos & 

Jones, 2003; Chesler et al., 2005; Gándara & Contreras, 2009). 

 Hispanic students also experienced pressure to assimilate (Bourassa, 1991; Chesler et al., 

2005). As Bourassa (1991) explained, “Students of color are often expected to absorb, accept and 

adapt to the dominant white culture” (p. 16). Carr-Ruffino (2005) argued that assimilation is an 

outdated acculturation model with many flaws, including the tenet that the culture of the 

dominant groups is superior while the culture of the minority group is inferior.  Nevertheless, 

cultural assimilation still prevails at U.S. postsecondary institutions partially because of White 

ethnocentrism and colorblind racism (Bonilla-Silva, 2010; Chesler et al., 2005). Holding these 

attitudes leads Whites to treat minority “students’ race or culture as trivial, meaningless, or 

invisible” (Chesler et al., 2005, p. 108) without recognizing White privilege (Bonilla-Silva, 

2010). At the same time, when minority students attempted to validate their race and cultural 

experiences or brought out concerns about race/ethnicity, they were dismissed as racially 

oversensitive (Bonilla-Silva, 2010; Chesler et al., 2005). Furthermore, Hispanic students had to 

wrestle with acculturation pressures from their own ethnic group. Some Hispanic members 

pressured them to conform to the dominant White culture while others pressed them to maintain 
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a particular minority race/ethnic image (Cano & Castillo, 2005; Chesler et al., 2005). Cano and 

Castillo (2005) explained, “it is possible to acculturate behaviorally but not adopt values and 

attitudes of the host culture” (p. 227). These opposite forces caused some Hispanic students to 

experience acculturative stress (Castellanos & Jones, 2003; Chesler et al., 2005; Gándara & 

Contreras, 2009). Acculturative stress has been linked to low academic performance and high 

rates of attrition among Hispanic students (Castellanos & Jones, 2003; Chesler et al., 2005; 

Gándara & Contreras, 2009).  

 According to Gándara and Contreras (2009), affirmative action remains “one of the most 

contentious and politically divisive topics in American society” (p. 36). For instance, Gándara 

and Contreras (2009) reported, “only 44 percent of whites favored affirmative action in 

university admissions, while 63 percent of Latinos and 70 percent of blacks did” (p. 36). 

Controversy over affirmative action has been detrimental to the campus climate for Hispanic 

college students (Duster, 1991; Matlock, Gurin, & Wade-Golden, 2002). As Nuñez (2009) 

pointed out, “Since the mid-1990s, bans on affirmative action policies in several states, including 

California and Washington, have arguably contributed to even less welcoming campus climates, 

particularly in selective public research universities” (p. 47). For instance, Duster (1991) 

reported, “Black, Chicano, and Native American students routinely expressed the feeling of ‘not 

belonging’ at UC Berkeley” (p. 111). Duster (1991) also recorded students’ statements such as “I 

feel like I have Affirmative Action on my forehead” (p. 13), and “there’s no way to convince 

whites we belong here” (p. 13).    

 Disparities among attitudes regarding affirmative action correlate to views on racial 

discrimination (Bonilla-Silva, 2010; Wise, 2005).  While most minorities still believe that racial 

discrimination is a problem in the United States, most Whites think otherwise (Bonilla-Silva, 
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2010; Sax & Arredondo, 1999; Wise, 2005). The assumption that race is no longer a problem is 

the basis for the belief that “affirmative action gives minorities something they have not earned, 

and that these unearned advantages come at the expense of white middle-class Americans who 

deserve the benefits themselves” (Chesler et al., 2005, p. 93). Thus, White students were “less 

likely to study or work with them, leading to exclusion and marginalization” (Chesler et al., 

2005, p. 93). Such negative perceptions were confirmed by Hurtado (1994), who found that 

White students believed Hispanics were admitted into college because of affirmative action. 

Although most forms of White resentment against affirmative action have been subtle, in some 

cases, they have been more overt (Chesler et al., 2005). As a study on student expectations and 

experiences with racial/ethnic diversity at the University of Michigan showed, some minority 

students reported being confronted by White students on their right to be at the institution 

(Matlocket al., 2002).  

 Even though most incidents of campus prejudice and discrimination against Hispanics 

occurred in subtle ways, sometimes these instances were more explicit (Perry, 2010). For 

example, some Hispanic students reported encountering “racial slurs and demonstrations to ‘go 

back where they belong’—which, by implication, is not on the campus” (Perry, 2010, p. 267). 

Likewise, Wessler and Moss (2001) remarked, “from large state universities to small liberal arts 

colleges, students consistently report the widespread use of degrading language and slurs by 

other students directed toward people of color” (p. 5). Sometimes these incidents escalated “from 

mere words to stronger words to threats and, ultimately, to violence” (Wessler & Moss, 2001, p. 

6). Prejudice-based fears have been linked to a decrease in minority academic performance 

(Wessler & Moss, 2001, p. 6). Campus prejudice and discrimination have also resulted in 

physical confrontations (Wessler & Moss, 2001). Occasionally, they have escalated to hate 
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crimes (Rayburn, et al., 2003; Stotzer & Hossellman, 2012).  In fact, colleges have been 

identified as the third most frequent location for all hate crimes, including those against 

Hispanics (Federal Bureau of Investigation, FBI, 2011). Accordingly, in 1998, based on reports 

from 450 colleges and universities from 40 states, the FBI documented 241 campus incidents of 

hate crimes (Wessler & Moss, 2001).  Many of these incidents were racially motivated (Wessler 

& Moss, 2001). Comparably, based on a survey of 411 campuses, the International Association 

of College Law Enforcement Administrators (IACLEA) recorded 334 campus incidents of hate 

crime (Wessler & Moss, 2001).  More than 80% of these incidents were motivated by bias of 

either race or sexual orientation (Wessler & Moss, 2001).  According to Wessler and Moss 

(2001), hate crimes on campus are a significant problem. Moreover, it is believed that the 

problem “is more widespread than any statistics are likely to reveal” (p. 4).  

Negative Interactions with Faculty 

 Several studies have indicated that the number, the kind, and the quality of student 

interactions in class and out of class with faculty members play a crucial role in college academic 

persistence (Hurtado & Carter, 1997; Nora & Cabrera 1996; Nuñez, 2009; Pascarella & Wolfle, 

1985; Patton, Morelon, Whitehead, & Hossler, 2006; Tinto, 1993). These interactions have been 

correlated to student growth in intellectual development, grade point average (GPA), learning, 

educational satisfaction, retention, and academic persistence (Astin, 1993; Cole, 2007; Cole & 

Jackson, 2005; Feldman & Newcomb, 1969; Pascarella & Terenzini, 1991). For minority 

students, “the most important factor contributing to institutional commitment was … academic 

experiences with faculty and academic staff” (Nora & Cabrera, 1996, p. 135). However, minority 

students were less likely to interact with faculty members than White students (Kim, 2010). In 

particular, Asian Americans and Hispanics experienced fewer contacts with faculty members 
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both academically and personally than Whites and African Americans (Kim, 2010). Researchers 

have documented barriers to minority student-faculty interactions (Chesler et al., 2005; Chesler, 

Wilson, & Malani, 1993). Barriers included low academic expectations for minority students, 

absence from the expressed or hidden curriculum, invalid assumptions and generalizations, 

faculty discomfort or caution, and singling out minority students as racial/ethnic experts and 

spokespersons (Chesler et al., 2005; Chesler et al., 1993). 

 Researchers have found that faculty members held low expectations for some minority 

students (Matlock et al., 2002; Rabow, 2002; Strayhorn, 2008; Trujillo, 1986). For instance, 

Trujillo (1986) observed that “non-minority students were asked significantly more complex 

questions by professors, were pushed more to better their responses to professors’ questions, and 

received greater amounts of time during the professors’ response to their questions than did 

minority students” (p. 369). Likewise, Strayhorn (2008) found that “some faculty members … 

ascribe negative stereotypes to Latino students and, thus, come to view them as uneducable, lazy, 

illiterate, and unteachable” (p. 303). Such faculty attitudes put Hispanic college students at risk 

of dropping out (Matlock et al., 2002; Rabow 2002; Strayhorn, 2008; Trujillo, 1986). 

 Researchers have also documented that faculty members often made inaccurate 

assumptions and generalizations about minority students (Chesler et al., 2005; Evans, 2004; 

Scisney-Matlock & Matlock, 2001). Some professors assumed that minority students’ 

backgrounds and life experiences were the same as those of both middle and upper-middle class 

White students (Allen, 1986; Chesler et al., 2005). Other instructors showed misguided 

preconceptions about the socioeconomic and living conditions of minority students (Chesler et 

al., 2005; Scisney-Matlock & Matlock, 2001). For instance, some instructors assumed that “all 

students of color [came] from poor families and that they [were] first in their family to attend 
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college” (Scisney-Matlock & Matlock, 2001, p. 79). Another common assumption was asking 

minority students “about their urban experiences even though the student may have come from a 

suburban community” (Scisney-Matlock & Matlock, 2001, p. 79). Minority students also 

complained that some instructors tended to see non-White students as a single group while 

ignoring “the fact that there is tremendous variation within different racial and ethnic groups” 

(Scisney-Matlock & Matlock, 2001, p. 79). In fact, the 2010 U.S. Census documented 22 

national types of different races among Hispanics (Ennis, Rlos-Vargas, & Albert, 2011). 

 Past studies have indicated that either the course material or the way it was delivered 

excluded minorities (Chesler et al., 1993; Matlock et al., 2002; Rendón, 1994; University 

Committee on Minority Issues, 1989). As Chesler et al. (1993) observed, even “when racially 

diverse content or issues were discussed, they were approached within such a narrow context that 

exclusion was still experienced” (p. 3). As a study on minority issues at Stanford University 

recorded, students felt that “the current courses lack content that will promote an understanding 

of racial and cultural diversity” (University Committee on Minority Issues, 1989, p. 7). 

Similarly, at the University of Michigan, less than half of surveyed students reported being 

exposed to material relating to diverse racial and cultural groups (Matlock et al., 2002). Margolis 

and Romero (1998) argued that the lack of race and ethnicity in the curriculum make these 

themes ipso facto illegitimate and influence the negative behaviors of faculty members. Chesler 

et al. (2005) added that for minority students, “this absence functions as another form of 

exclusion that minimizes their intellectual opportunities and frustrates their desire to find 

themselves in studies of U.S. society and to gain an understanding and appreciation of others” (p. 

113).  
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 Researchers have investigated the discomfort of White faculty members in interracial 

classrooms (Blauner, 1972; Mingle 1978; Katz, 1991). Katz (1991) found that due to their 

upbringing and educational experiences, some White faculty members felt at ease when 

interacting with White students but uncomfortable among minority students. As a result, faculty 

members appeared overly cautious or intimidated around minority students (Chesler et al., 1993; 

Chesler et al., 2005; Katz, 1991). Some minority students have also expressed perceptions of 

faculty members’ preferential treatment toward White students (Chesler et al., 2005). For 

instance, in Hurtado’s study (1994), one in six Hispanic students believed that their White peers 

had received more faculty access and support than minorities. These perceptions caused minority 

students to believe that faculty members did not care if they learn (Chesler et al., 1993; Chesler 

et al., 2005; Katz, 1991). These perceptions also generated a sense of alienation among minority 

students (Chesler et al., 1993; Chesler et al., 2005; Katz, 1991). Faculty members’ discomfort 

has also been linked to fewer student-faculty interactions out of the classroom (Chesler et al., 

1993; Chesler et al., 2005; Katz, 1991). 

 Being singled out as racial/ethnic experts and spokespersons was another minority 

student-faculty issue (Chesler et al., 2005; Crenshaw, 1989). Minority students reported feeling 

uncomfortable when put on the spot regarding themes relating to their own racial/ethnic group or 

about race in general (Chesler et al., 2005; Crenshaw, 1989). Being made the race/ethnic experts 

“escalated a single aspect of their identity, put undue pressure on them for expertise they may not 

have had, and led to stares from white students” (Chesler et al., 2005, p. 115).  

Living Arrangements 

 Multiple studies have correlated living on campus and academic persistence (Borzick, 

2007; Thompson, Samiratedu, & Rafter, 1993; Velez, 1985; Wolfe, 1993). As Borzick (2007) 
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explained, “Living on campus is viewed as the key means whereby youths acquire daily living 

skills, learn time management, and develop personal accountability” (p. 265). Moreover, “living 

on campus often exposes youths to others from different racial/ethnic, socioeconomic, and 

geographic backgrounds. These experiences are believed to complement the lessons learned in 

the classroom, thus enhancing the overall college experience” (Borzick, 2007, p. 265). In the 

case of Hispanics, Hurtado and Ponjuan (2005) found that Hispanics living on campus 

experienced higher levels of academic persistence. According to Fry (2004), “This may be 

because students who live on campus are more socially engaged and integrated into college life, 

fostering a sense of belonging” (p.16). Nevertheless, Hispanic college students were less likely to 

live on campus and more likely to live with their parents (Santiago & Cunningham, 2005). As 

Fry (2004) found, 48.8% of Hispanic students at four-year colleges lived with their parents in 

comparison to non-Hispanic students living with their parents (White 19.2%, African American 

23.2%, and Asian 24.2% respectively).   

 Hispanic college students were more likely to live with their parents because of familism 

(Desmond & Turley, 2009; Fry, 2002, 2004; Santiago & Cunningham, 2005). As Fry (2002) 

remarked, “Close family ties is one characteristic shared by most Latinos regardless of national 

origin or income, and among Latino immigrants this often translates into an expectation that 

children will live with their parents until they marry” (p. 7). As Desmond and Turley (2009) 

observed, “For many students and their parents, the ability to attend a college or university while 

living at home is an important factor in selecting a postsecondary institution” (p. 315). The Pew 

Hispanic Center/Kaiser Family Foundation (2004) also noted that among Hispanic students 

proximity to home was a major factor in their college enrollment decision. Hispanic college 

students were also more likely to live with their parents due to financial concerns (Desmond & 
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Turley, 2009; Fry, 2002, 2004). The combination of increasing tuition costs and the opportunity 

to defray significant college expenses such as rent, utilities, and food make living at home an 

attractive choice for many Hispanic college students (Desmond & Turley, 2009).  

 Several studies have indicated that living at home has been detrimental to Hispanic 

college attainment (Desmond & Turley, 2009; Turley, 2006). Turley (2006) noticed that high 

school students planning to attend college while living at home sought fewer college options and 

“were less likely to apply to college during their senior year of high school” (p. 840). Benitez 

(1998) also observed that Hispanic students were more likely to enroll in associate-level or non-

degree granting programs because of the geographical proximity to their homes. Moreover, 

Hispanic college students who lived at home were more likely to confront family obligations 

such as caring for younger siblings, elderly parents, grandparents, which distracted them from 

their studies and increased their risk of withdrawing (Desmond & Turley, 2009). This situation 

was more prevalent among female Hispanic students (Nora, Cabrera, Hagedorn, & Pascarella, 

1996; Nora & Crisp, 2009). As Nora and Crisp (2009) documented, female Hispanic students 

involved in those types of household activities were 83% more likely to drop out of college.  

Contributing Factors to Hispanic Postsecondary Graduation 

Family Support 

 While multiple studies have emphasized the negative effects of the family on Hispanic 

college achievement, some researchers have documented benefits (Gándara, 1995; Hossler, 

Schmit, & Vesper, 1999; Hossler & Stage, 1992). Gándara (1995) conducted a qualitative study 

with 70 high academic achievers of Hispanic background.  Despite being from low 

socioeconomic homes with low parental educational attainment, these students acquired doctoral 

degrees at highly selective institutions (Gándara, 1995). The predominant theme in the lives of 
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these individuals was that “they had mothers that dreamed out loud of extraordinary futures for 

their children” (Gándara & Contreras, 2009, p. 207). The mothers framed these high aspirations 

by “recounting tales of prodigious success from their own family, which suggested to the 

children that they were not only capable of great achievements but practically owed it to the 

family legacy” (Gándara & Contreras, 2009, p. 207).  

 Studies have indicated that family storytelling is a positive factor for Hispanic 

achievement (Ceja, 2004). As Ceja (2004) observed, disadvantaged parents used storytelling as a 

way to inspire their daughters to attend college. These stories were often personal narratives of 

the hardships parents faced during their childhood and youth due to their lack of education (Ceja, 

2004). Similarly, a study by Kimura-Walsh, Yamamura, Griffin, and Allen (2008) documented 

that despite socioeconomic and educational parental shortcomings, for Hispanic female high 

achievers, “family and parents were a strong source of motivation in shaping students’ college 

aspirations. Parents directly encouraged their children to continue their education often using 

stories of hardship as motivation” (Kimura-Walsh et al., 2008, p. 306). Furthermore, “by 

fulfilling the dreams of their parents, students shared that they hoped to inspire their families” 

(Kimura-Walsh et al., 2008, p. 306). Likewise, Auerbach (2006) found Hispanic parents with 

low socioeconomic status and low educational attainment were successful in enrolling their 

children at four-year colleges by, “teaching respect and correct behavior to their children while 

conveying the message that hard work, studying, and college were steps on the ‘right path’ in 

life” (p. 288). 

 Providing literacy opportunities was another strategy used by less educated parents of 

high achieving Hispanic students (Gándara, 1995). For instance, in Gándara’s study (1995), 

when participants were asked if while growing up they had in their homes (a) an encyclopedia, 
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(b) a dictionary, (c) a daily newspaper, (d) magazine subscriptions, and/or (e) more than 25 

books, 98% of the subjects reported having at least two of the five things, and almost 70% 

reported having an encyclopedia. In addition, “half of the subjects reported that at least one 

parent was an avid reader, a fact that was more than a little surprising in light of the low level of 

formal education of the parents” (Gándara, 1995, p. 41). Rich reading opportunities were 

complemented with a meaningful intellectual environment where “a high premium was placed 

on ideas and information” (Gándara, 1995, p. 41). For instance, “sixty two percent of the subjects 

recounted how discussions of politics, labor organizing, and world events were routine topics in 

their households” (Gándara, 1995, p. 41). Moreover, “several of the parents held strong views on 

social issues, or were well versed in history or literature and shared this love of inquiry and ideas 

with their progeny” (Gándara, 1995, p. 41). In all these cases, it was remarkable that despite their 

disadvantages, these parents were able to improve the social mobility of their children while 

challenging “an elite culture, that of academia, which is among the most difficult for low status 

individuals to penetrate” (Gándara, 1995, p. 55).  

 Several studies have correlated parental encouragement and positive effects on Hispanic 

college graduation (Hurtado, Carter, & Spuler, 1996; Saunders & Serna, 2004). For example, in a 

study on the experiences of a group of first-generation Hispanic college students enrolled at four-

year institutions, Saunders and Serna (2004) found that although students acknowledged that 

“their parents and/or other family members cannot provide them with the necessary information 

and resources to assist them in the process of college attainment and persistence, maintaining 

family relationships is critical as they pursue their academic endeavors” (p. 157). Comparably, 

Hurtado et al. (1996) concluded that Hispanic “students may be better adjusted when they 

maintain independence, but also maintain a supportive relationship with parents” (p. 153). 
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Cabrera and Padilla (2004) also noted that despite their family disadvantages (high poverty, low 

parental education, and undocumented immigration status), parents were instrumental figures in 

the college persistence of Hispanic students at Stanford University. Likewise, Nora and Cabrera 

(1996) documented that for Hispanic undergraduates, their parental support was a crucial factor 

to counter experiences of campus prejudice and discrimination. 

Positive Campus Climate Experiences 

 Connections with other students have been identified as another contributing factor in 

Hispanic postsecondary graduation (Astin, 1993; Pascarella & Terenzini, 2005). Hispanic 

students sought connections with both ethnic and non-ethnic peers (Astin, 1993; Hurtado & 

Carter, 1997; Johnson et al., 2007; Pascarella & Terenzini, 2005). Connections with ethnic peers 

served Hispanic students as sources of cultural familiarity, vehicles of cultural expression and 

advocacy, and as venues for cultural affirmation (Cerezo & Chang, 2013; Hernandez, 2000; 

Museus, 2008; Pizarro, 2005; Yosso, Ceja, Smith, & Solorzano, 2009). As Cerezo and Chang 

(2013) remarked, “Connections with ethnic minority peers may have contributed to participants’ 

positive affiliations with the campus environment, contributing to emotional, psychological 

integration, and thereby allowed students to expend more energy and focus toward achievement” 

(p. 80). For instance, Hernandez (2000) observed that seasoned ethnic peers helped new Hispanic 

students gain a favorable attitude toward college. Pizarro (2005) documented that ethnic peers 

facilitated Hispanic students’ increased self-awareness and academic resiliency. Ethnic peer 

connections also acted as buffers against racial/ethnic campus hostility (Cerezo & Chang, 2013; 

Hernandez, 2000; Museus, 2008; Pizarro, 2005; Yosso et al., 2009). Consequently, developing a 

critical mass of Hispanic college students has been crucial to Hispanic sense of belonging 

(Castellanos & Gloria, 2007). It provides “access to other culturally similar individuals with 
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whom family can be created and different academic relationships can ensue” (Castellanos & 

Gloria, 2007, p. 394). In addition, a critical mass of Hispanic college students had a positive 

effect on campus security. As Stotzer and Hossellman (2012) stated, there has been “a 

relationship between increased Blacks and Latinos and decreased reports of racial/ethnic hate 

crimes” (p. 656).  

 Several studies have demonstrated that multiracial/multiethnic interactions in the 

classroom, at campus multicultural events, and through intergroup dialogue had positive 

outcomes such as “interest in learning about groups other than their own and [perceiving] less, 

not more, division among different racial and ethnic groups” (Whitt, Edison, Pascarella, 

Terenzini, & Nora, 2001, p. 31). As Strayhorn (2008) remarked, “Students who interact with 

diverse peers form a greater sense of belonging or attachment to campus, which, in turn, can 

prevent attrition” (p. 313). Researchers found that “Latino and White students seemed to be the 

most comfortable interacting with other ethnic groups” (Mack et al., 1997, p. 268). However, 

Hispanic students usually had more racially/ethnically diverse networks than Whites and African 

Americans (Massey, Charles, Lundy, & Fischer, 2003). Saenz (2005) correlated Hispanic ability 

to develop positive campus interracial/interethnic connections to their high rate of diverse 

interactions prior to college. Saenz, Ngai, and Hurtado (2007) linked these diverse interactions to 

Hispanic students having more “complex views of racial discrimination, as compared to their 

counterparts with fewer pre-college interactions” (p. 4). Hurtado and Ponjuan (2005) and 

Strayhorn (2008) also found evidence that interactions with diverse peers had a positive impact 

on Hispanic student adjustment and sense of belonging. Similarly, Velásquez (1999) noted that 

Hispanic students’ sense of belonging increased when they socialized with White peers. 
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 A strategy Hispanics used to create campus connections was joining student 

organizations (Hurtado & Carter, 1997; Stearns, Buchmann, & Bonneau, 2009). As several 

studies have shown, involvement in campus clubs and organizations increased students’ sense of 

belonging, especially among first-year students (Berger 1997; Hoffman, Richmond, Morrow, & 

Salomone, 2003; Johnson, et al. 2007). Participation in student organizations has also been 

linked to cognitive, affective, developmental, and academic benefits (Cooper, Healy, & Simpson, 

1994; Gellin, 2003; Huang & Chang, 2004). Due to their collectivistic cultural orientation, 

Hispanic students “were more likely than other racial groups to join fraternities and sororities 

during their first year of college” (Stearns et al., 2009, p. 173). Accordingly, Hispanic students 

who were members of religious organizations and Greek life showed a strong sense of belonging 

(Hurtado & Carter, 1997). These organizations were popular among Hispanics because they 

helped them to “maintain some link with the communities that they were familiar with before 

they entered college” (Hurtado & Carter, 1997, p. 338). At the same time, studies on Hispanic 

membership in racially/ethnically oriented student organizations showed mixed results (Hurtado 

& Carter, 1997). For example, Hurtado and Carter (1997) did not find significant variations of 

the overall sense of belonging between Hispanics who were members of racially/ethnically 

oriented student groups and Hispanic students who were not. Nevertheless, Hurtado and Carter 

(1997) observed that when Hispanic students experienced racial/ethnic incidents, “those who 

belonged to racial/ethnic student organizations had relatively higher levels of a sense of 

belonging with the overall community than did students who were not members of these 

organizations” (p. 335).  

 A sense of community in their residence halls has been a positive experience for Hispanic 

students living on campus (Berger 1997; Hoffmanet al., 2003; Johnson, et al. 2007). As Berger 
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(1997) explained, when students perceived a sense of community in their residence halls, they 

felt a fulfillment of their emotional needs. Likewise, Johnson et al. (2007) noted, “the residence 

hall appears to provide a compelling environment for shaping students’ sense of belonging, 

perhaps through the intimacy and intensity of relationships formed and experiences gained in the 

residence hall” (p. 536).  

Positive Interactions with Faculty 

 Although some minority students have reported negative interactions with faculty 

members, others expressed positive contacts with their professors (Matlock et al., 2002). For 

instance, in the study by Matlock et al. (2002), the majority of minority students communicated 

positive relations with the predominantly White faculty. In the case of Hispanics, 71% of 

surveyed students reported finding at least one teacher who had a strong impact on their 

development (Matlock et al., 2002). Positive interactions among Hispanic students and faculty 

members have also been related to a higher sense of belonging (Nuñez, 2009). As Nuñez (2009) 

documented, faculty interest in students’ development had a strong, direct, and positive effect on 

those students’ sense of belonging, especially among first and third generation Hispanic students. 

Positive effects were lower among second generation Hispanic students because they “had more 

exposure than first-generation students to a hostile context of reception but less time to adapt to 

this context than third-generation students” (Nuñez, 2009, p. 58). Positive interactions between 

Hispanic students and faculty members have also been associated with lower levels of perceived 

discrimination (Pappamihie & Moreno, 2011). As Pappamihie and Moreno (2011) reported, 

when faculty members used culturally responsive teaching, Hispanics were less likely to 

perceive discrimination against them or their families. Positive interactions between Hispanic 

students and faculty members have also been related to high levels of student academic 
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motivation and better use of university resources (Castellanos & Jones, 2003; Lundberg & 

Schreiner, 2004; Rendón, 1994). As Rendón (1994) noted, when faculty members accepted and 

validated the cultural experiences of Hispanic students, they were more engaged during class 

discussions, interacted more efficiently with instructors, and were less likely to drop out of 

college. Alternatively, Lundberg and Schreiner (2004) observed that satisfying faculty 

interactions “contributed more to student learning for students of color than it did for White 

students” (p. 557). Also, critical feedback combined with optimism about their intellectual 

potential motivated African American and Hispanic students to either work harder or work to 

meet faculty members’ expectations (Lundberg & Schreiner, 2004).  

 Faculty interactions with students beyond the classroom have been related to student 

persistence (Pascarella & Terenzini, 1979; Pascarella & Wolfle, 1985; Tinto, 1993). In 

particular, “those which go beyond the mere formalities of academic work to broader intellectual 

and social issues and which are seen by students as warm and rewarding appear to be strongly 

associated with continued persistence” (Tinto, 1993, p. 65). Among the out-of-class contacts, 

mentoring has been shown to be the most beneficial (Harris & Brewer, 1986; M.E. Levin & J.R. 

Levin, 1991). Benefits included receiving academic advice and encouragement, clarifying career 

aspirations, having available professional and personal life role models, developing intellectual 

and critical thinking skills, and gaining access to professional opportunities (Girves, Zepeda & 

Gwathmey, 2005). Likewise, mentoring has been related to continued enrollment, especially 

among students at risk of withdrawing (Bordes & Arredondo, 2005; Gloria, 1997; Gloria & 

Robinson-Kurpius, 2001; Torres & Hernandez, 2009; Torres-Campos et al., 2009). For instance, 

in a longitudinal analysis of Hispanics’ academic persistence, Bordes-Edgar, Arredondo, 

Kurpius, and Rund (2011) observed that “the key social support variable was mentoring, with 
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those who graduated perceiving that they received more mentoring than did those who dropped 

out” (p. 364). Similarly, in a study of 32 Hispanic students participating in a university Faculty 

Mentoring Program (FMP), Santos and Reigadas (2002) found that Hispanic “students 

experienced an increase in college self-efficacy and had better defined academic goals after 

joining the FMP than before participating in the program” (p. 46). 

 Several studies have indicated that mentoring was most effective when mentors and 

mentees shared the same race/ethnicity (Bonner, 2010; Dahlvig, 2010; Frierson, Hargrove, & 

Lewis, 1994; Jacobi, 1991; Lundberg & Schreiner, 2004; Reddick, 2006). As Santos and 

Reigadas (2002) explained, “Students who had same-ethnic mentors perceived their mentors to 

be more helpful … than did students who had ethnic-other mentors” (Santos & Reigadas, 2002,  

p. 46). Furthermore, “There was a significant trend for students with matched ethnic mentors to 

perceive themselves as being more self-efficacious academically than did the nonmatched 

students” (Santos & Reigadas, 2002, p. 46). Lastly, “Students with matched ethnic mentors 

reported greater satisfaction with the FMP than did their nonmatched counterparts” (Santos & 

Reigadas, 2002, p. 46). 

 Ethnic-mentoring matching among Hispanics has been successful for several reasons 

(Castellanos & Jones, 2003; Gloria, 1998; Verdugo, 1995). First, Hispanic mentors have 

overcome “numerous obstacles in acquiring an education and thus are not only exemplars of the 

benefits of an education but also transmitters of this highly esteemed cultural value” (Verdugo, 

1995, p. 678). Second, “The sheer presence of Latina/o faculty who have navigated and 

succeeded within the educational system proves to Latina/o students they can also succeed 

academically” (Castellanos & Jones, 2003, p. 9). Third, Hispanic mentors have facilitated 

Hispanic students access to support systems, to academic and financial opportunities, and 
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believed “in their personal power and confidence within the academic environment” (Gloria, 

1998, p. 3). This evidence has supported “current efforts by some institutions to increase the 

representation of ethnic minority faculty in academia to better match the composition of the 

student body” (p. 47) but availability has remained low. As Snyder and Dillow (2012) found, of 

1.4 million faculty members in degree granting institutions, only 4% were Hispanic. Likewise, 

Verdugo (1995) has warned that before considering Hispanic faculty members as role models, 

institutions needed to address the “ideological and structural factors that relegate them to second-

class status in their own institutions” (p. 682). Otherwise, “The proposal to use Hispanic faculty 

as role models … would only project a negative image of Hispanic faculty to all students, but 

especially to Hispanic students” (Verdugo, 1995, p. 682). As Thile and Matt (1995) remarked, 

“Unless academic institutions are able to promote a continual support system of role models and 

mentors, students who come from disadvantaged backgrounds are significantly less likely to 

sustain the motivation and belief system necessary for academic success” (p. 118).  

Chapter Summary 

 This literature review showed that the gap of postsecondary attainment between 

Hispanics and other major racial/ethnic groups in terms of degree completion remains despite 

increased Hispanic undergraduate enrollment (Astin & Oseguera, 2003; Berkner et al., 2002; 

Fry, 2002, 2011). The literature review pointed out that programs based on traditional retention 

theories and models have not been effective at explaining and addressing the gap of 

postsecondary attainment between Hispanics and their college peers (Castellanos & Jones, 2003; 

Gándara & Contreras, 2009).  The literature also indicated that due to their deficit perspective, 

these programs have failed to consider successful experiences of Hispanic undergraduate 

attainment (Pascarella & Chapman, 1983; Terenzini et al., 1981; Tinto 1975; 1993; 2012).  At 
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the same time, the review of literature recognizes the emergence of alternative retention models 

based on an asset perspective in which particular characteristics of Hispanics are considered for 

their postsecondary success (Bordes & Arredondo, 2005; Castellanos & Gloria, 2007; Gándara & 

Contreras, 2009; Rendon, 2002).   

 The literature identified inadequate academic college preparation; socioeconomic status 

and financial issues; discrepancies between educational aspirations and actual plans to complete 

college; family dynamics; high ethnic affiliation; negative campus climate experiences with 

peers, faculty, and staff; and living at home as major risk factors for Hispanic college attrition 

(Castellanos & Jones, 2003; Chesler et al., 2005; DeNavas-Walt et al., 2011; Gándara & 

Contreras, 2009; Naumann et al., 2012). Researchers have also found family support through 

high expectations; storytelling; literacy; and positive campus-climate experiences with peers and 

faculty members as contributing factors of Hispanic postsecondary graduation (Auerbach, 2006, 

Astin, 1993, Carter, & Spuler, 1996; Ceja, 2004, Gándara, 1995; Hurtado, Saunders & Serna, 

2004).  
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Chapter Three—Research Methodology 

Introduction 

 This chapter describes the research methodology used in the study and is organized in the 

following sections: (a) an overview of the qualitative paradigm, (b) a brief review of the systems 

research method, (c) a synopsis of the Bronfenbrenner ecological systems model, (d) the 

triangulation used, (e) a description of the research setting, (f) the sampling and recruitment of 

study participants, (g) an explanation of how data was collected, (h) a description of steps taken 

in this study to protect the anonymity of participants, (i) the ethical considerations in this 

research, and (j)  a summary of this chapter.   

Overview of the Qualitative Paradigm 

 Qualitative research is grounded in postmodernism; thus, it assumes that there are not 

underlying structures in the domain of social behavior (Fraenkel & Wallen, 2003). As such, “All 

knowledge and truth are products of history, power, and social interest, and hence, cannot … be 

discovered” (Fraenkel & Wallen, 2003, p. 433). Based on this philosophical paradigm, 

qualitative research is defined as an inquiry process of “the quality of relationships, activities, 

situations, or materials” (p. 430). Creswell (2009) refers to qualitative research as “a means for 

exploring and understanding the meaning individuals or groups ascribe to a social or human 

problem” (p. 4). Therefore, “Qualitative researchers are interested in understanding the meaning 

people have constructed, that is, how they make sense of their world and the experiences they 

have in the world” (Merriam, 1998, p. 6). 

 Although multiple qualitative research methods exist, they all share some general 

characteristics (Fraenkel & Wallen, 2003). First, qualitative research investigates an issue in 

depth and detail from the point of view of participants (Frankel & Wallen, 2003; Patton, 2002).  
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Second, qualitative research emphasizes natural settings because “activities can best be 

understood in the actual settings in which they occur … and that human behavior is vastly 

influenced by the setting in which such behavior takes place” (Fraenkel & Wallen, 2003, p. 431). 

Third, data for qualitative research is collected primarily in the form of words rather than 

numbers (Fraenkel & Wallen, 2003; Patton, 2002). As Patton (2002) explained, “Qualitative 

findings grow out of three kinds of data collection: 1) in-depth, open-ended interviews; 2) direct 

observation; and 3) written documents” (p. 4). Fourth, qualitative research focuses on “complex 

interdependencies and systems dynamics that cannot meaningfully be reduced to a few discrete 

variables” (Patton, 2002, p. 41). Fifth, qualitative research pays attention to both the process and 

the product of the investigation, and it follows an inductive analysis of the collected data 

(Frankel & Wallen, 2003; Patton, 2002). Lastly, the personal experiences and insights of the 

researcher are part of the understanding of the investigated phenomenon (Frankel & Wallen, 

2003; Patton, 2002).  

Rationale for a Systems Research Method 

 This qualitative study utilized a systems research methodology. This systems research 

methodology was based on general systems theory (Bertalanffy, 1968; Bowler, 1981; Odum, 

1983). General systems theory emerged in 1937 “as a response to the increasing fragmentation 

and duplication of scientific and technological research and decision making in the first half of 

the 20th century” (Laszlo & Krippner, 1998, p. 4). Biologist Ludwig von Bertalanffy was the 

first to propose a general systems theory although “it was only after World War II that his first 

publications appeared on this subject” (Laszlo & Krippner, 1998, p. 5). During the 1950s, von 

Bertalanffy began collaborating with experts from multiple fields of knowledge (Laszlo & 
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Krippner, 1998). As a result, by the 1960s, general systems theory was widely recognized and 

used in both the hard sciences and the humanities (Laszlo & Krippner, 1998).  

 The basic tenet of general systems theory is the view of the world as a system 

(Bertalanffy, 1968; Bowler 1981; Odum, 1983). As Bowler (1981) stated, “Everything that has 

been analyzed consists of parts that are ‘caused to stand together’ by sets of relations” (p. 2). 

Accordingly, a system is a group of parts that interact according to some sort of process (Odum, 

1983). When the parts of a system interact, they create “a whole that is both greater than and 

different from its parts” (Patton, 2002, p. 120). Hence, a system “cannot validly be divided into 

independent parts as discrete entities of inquiry because the effects of the behavior of the parts on 

the whole depend on what is happening to the other parts” (Patton, 2002, p. 120). Likewise, 

systems theory assumes “that all systems have some basic characteristics in common” (Bowler, 

p. 1981, p. 1). These characteristics include: (a) all systems are formed by multiple components, 

(b) all components in a system exist in relationships among themselves (directly or indirectly), 

(c) all systems exist within an environment, (d) all systems have boundaries, (e) systems can be 

subsystems of larger systems, and (f) each system and its components have qualities or 

properties unique to that system (Bertalanffy, 1968; Bowler, 1981; Odum, 1983). 

 The recognition of general systems theory “as a platform for the study of human behavior 

has led to recent applications in areas of social work, mental health, and the political and 

behavioral sciences” (Laszlo & Krippner, 1998, p. 6). In the particular case of psychology, an 

application that emerged from general systems theory was Bronfenbrenner’s ecological systems 

model (Bertalanffy, 1968; Bowler, 1981; Odum, 1983).  
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Bronfenbrenner Ecological Systems Model 

 Bronfenbrenner applied general systems theory to design a model for the study of human 

development (Bronfenbrenner, 1979, 1994; Miller, Lerner, Schiamberg, & Anderson, 2003; 

Thomas, 2001). Consequently, Bronfenbrenner proposed that human development occurs as a set 

of five systems, “nested one inside the other like Russian dolls” (Milleret al., 2003, p. 85). 

Bronfenbrenner (1979, 1986, 1994) referred to them as the micro-, meso-, exo-, macro-, and 

chrono-systems.  

 A microsystem is “a pattern of activities, roles, and interpersonal relations experienced by 

the developing person in a given setting with particular physical and material characteristics” 

(Bronfenbrenner, 1979, p. 22). In other words, a microsystem is made up of all the settings in 

which developing individuals interact and by which they are directly influenced 

(Bronfenbrenner, 1979, 1994; Thomas, 2001). For example, in the case of a student, the 

microsystems may include family, friends, and school (Bronfenbrenner, 1979, 1994; Thomas, 

2001).   

 The mesosystem refers to “a set of interrelations between two or more settings in which 

the developing person becomes an active participant” (Bronfenbrenner, 1979, p. 209). For 

instance, for a child “the relations among home, school, and neighborhood peer group; for an 

adult, among family, work, and social life” (Bronfenbrenner, 1979, p. 25). Therefore, the 

mesosystem is “a system of microsystems” (Bronfenbrenner, 1979, p. 25). 

 The exosystem refers to “one or more settings that do not involve the developing person 

as an active participant, but in which events occur that affect, or are affected by what happens in 

the setting containing the developing person” (Bronfenbrenner, 1979, p. 25). For example, the 
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type of neighborhood in which a family lives may influence the quality of education a student 

will receive (Miller et al., 2003; Thomas, 2001).  

 The macrosystem is the cultural milieu (Miller et al., 2003; Thomas, 2001). In other 

words, it is “the array of physical conditions, attitudes, practices, and convictions shared 

throughout the society” (Thomas, 2001, p. 95). For instance, the prevalent social attitudes about 

education may affect the learning process of an individual student (Miller et al., 2003; Thomas, 

2001). Although the macrosystem exerts the least direct influence on the individual, this system 

could have a significant impact because it influences all other systems (Miller et al., 2003; 

Thomas, 2001). 

 Lastly, the chronosystem refers to “the change or consistency over time not only in the 

characteristics of the person but also of the environment in which that person lives” 

(Bronfenbrenner, 1994, p. 40). In other words, it is “the patterning of environmental events and 

transitions over the life course, as well as socio-historical circumstances” (Santrock, 2011, p. 47). 

For example, separation from family may be considered a notable life transition for most college 

students (Bronfenbrenner, 1986; Santrock, 2011). Likewise, major socio-historical events such as 

the Great Depression of the 1930s, or the terrorist attacks of September 11, 2001, may have had a 

significant impact on a particular generation of students (Bronfenbrenner, 1986; Santrock, 2011). 

 This study was grounded on the theoretical framework of Bronfenbrenner’s systems 

ecological model because it considered the systems in which the participant students interact 

(such as school, home, neighborhood, etc.); the interactions between individuals (such as 

between participant students and participant faculty members); the interactions between systems 

(for example, interactions between university personnel and the families of student participants); 

and the personal and socio-historical circumstances in which these interactions occurred. As 
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observed by Arana, Castañeda-Sound, Blanchard, and Aguilar (2011), indicators of college 

persistence emerge from the interactions between the students and their environments. 

 This study interpreted these interactions in five levels: The microsystems (family, 

classroom, or other subsystems in the immediate environment in which a student was operating, 

such as a workplace or a student organization); the mesosystem (the interactions between 

microsystems, such as school and family; school and workplace); the exosystem (for instance, 

the type of neighborhood in which the family of the student participant resided); the 

macrosystems (such as the campus climate, as well as other emerging factors such as societal 

views on education, race, language, immigration, etc.); and the chronosystem (such as personal 

transitions and socio-historical events).  

Triangulation  

 The term triangulation was originally taken from land surveying. As Patton (2002) 

explained, “Knowing a single landmark only locates you somewhere along a line in a direction 

from the landmark, whereas with two landmarks … you can take bearings in two directions and 

locate yourself in the intersection” (p. 247). In the particular case of qualitative research, 

triangulation involves “cross-checking using multiple data sources or multiple data-collection 

procedures” (Fraenkel & Wallen, 2003, p. G-8). Therefore, the study included several data 

sources: student participants, family members of student participants, and faculty and university 

administrators of student participants. This research also involved three data procedures: 

interviews, an online survey, and post-interview notes. 

 The current study used triangulation to enhance the validity and reliability of its results. 

Validity means the “appropriateness, meaningfulness, and usefulness of the inferences 

researchers made based on the data they collect” (Fraenkel & Wallen, 2003, p. 463). Reliability 
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refers to “the consistency of these inferences over time, location, and circumstances” (Fraenkel 

& Wallen, 2003, p. 463). Validity and reliability were part of the current study because they 

ensured a high degree of confidence in what the researcher saw or heard during the data 

collection process.    

Setting  

 The research setting for this study was the University of New Hampshire at Durham 

(UNH-Durham, 2012a). UNH is a land grant institution with a Carnegie classification of high 

research activity (UNH, 2012a). UNH-Durham is located in Durham, a city in southeastern New 

Hampshire with approximately 10,345 residents (USCB, 2013). UNH is the largest four-year 

public university in the state of New Hampshire, serving approximately 11,942 undergraduate 

students and 2,257 graduate students through nine colleges and schools (UNH, 2012a).  In 2010, 

undergraduate enrollment consisted mainly of students from the Northeast, with about 59% of 

students from New Hampshire and 22% from Massachusetts (UNH, 2012a). The average 

student/faculty ratio was 18:1 (UNH, 2012). In 2010, the demographic distribution of 

undergraduate students at UNH was 86.2% White, 2.4% Asian, 2.2% Hispanic, 1.6% two or 

more races, 1.5% African American, and 0.4% Native American (Education Trust, 2013a). In 

2010, the six-year graduation rate for all undergraduate students at UNH was 75.2% (Education 

Trust, 2013a). In 2010, the six-year graduation rate based on race/ethnicity was 79.6% for 

Hispanics, 75.3% for Whites, 71.4% for Native Americans, 61.8% for African Americans, and 

61.7% for Asians (Education Trust, 2013a). 
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Sampling and Recruitment of Participants 

 This study conducted sampling and recruitment of four sets of participants: student 

participants; family members of student participants; and selected faculty members and 

administrators who have worked with student participants.  

 Student participants were a purposive sample based on the following criteria: 

Undergraduate students who have self-identified as Hispanic or Latino in the UNH common 

application form and who were juniors or seniors at the UNH-Durham campus at the time of the 

study. Hispanic juniors and seniors were selected for this study because their likelihood of 

graduation was much higher than among Hispanic freshmen or sophomores (Boden, 2011; 

Massey et al., 2003; Torres-Campos et al., 2009). According to the UNH-Office of Institutional 

Research (UNH, 2013h), in the fall of 2012, there were 70 juniors and 67 seniors of Hispanic 

background at UNH. In the fall of 2012, there were 39 female Hispanic juniors and 41 female 

Hispanic seniors (UNH, 2013h). In the fall of 2012, there were 43 juniors of Hispanic 

background and 43 seniors of Hispanic background who were New Hampshire residents (UNH, 

2013h). In comparison, there were 27 juniors and 24 seniors of Hispanic background who were 

not residents of New Hampshire (UNH, 2013h).  

 Originally, the researcher planned to have a sample made up of 30% of the available 

population. However, due to issues of confidentiality, the researcher was not able to have direct 

access to the available student population. Instead, in collaboration with the researcher, the 

Office of Multicultural Student Affairs (OMSA) assisted with the identification and selection of 

the available population. Following the above criteria, the researcher and OMSA identified 11 

student participants. The final sample included four juniors and seven seniors.  Due to the small 
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size of the group of potential student participants, the researcher selected all identified students 

as potential student participants. All 11 students participated in this study.  

 Family participants were a purposive sample based on the following criteria: one parent, 

guardian, or adult family member, male or female, of any race or ethnicity, identified by the 

participating student as a person who played or plays an active role in the education of the 

student participant. As research has suggested, family plays a significant role in the educational 

outcomes of Hispanic undergraduate students (Gándara, 1995; Hossler, Schmit, & Vesper, 

1999). The researcher provided all interviewed students with the selection criteria for potential 

family member participants. All participating students assisted in identifying and providing 

contact information for potential family members. A total of 11 potential family members were 

identified. Six family members participated in the study.  

 Faculty members were also included in this study. Research has indicated that faculty 

members are essential in the academic experiences of Hispanic students (Castellanos & Jones, 

2003; Lundberg & Schreiner, 2004). Potential faculty members for this study were expected to 

be faculty of participating students at UNH. In the fall of 2011, there were a total of 596 full-

time, and 389 part-time faculty members at UNH-Durham (UNH, 2013i). Faculty members 

included professors (full, associate, assistant, or adjunct) as well as instructors, lecturers, clinical 

faculty, and visiting professors (UNH, 2013i).  

 The researcher provided all interviewed students with the selection criterion for potential 

faculty participants. Ten students assisted in identifying 29 potential faculty members by 

providing the full names of the professors who were teaching courses in which students were 

enrolled at the time of the study. One student chose not to identify potential faculty members.  
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Based on the information provided by students, the researcher collected the electronic mail 

addresses of the identified faculty members from the UNH public directory and sent an invitation 

to participate in this study to these addresses. Ten faculty members agreed to participate in this 

study. 

 University administrators were a purposive sample identified by the researcher. The 

selected university administrators were the director of the Office of Multicultural Affairs; the 

vice president for Student and Academic Services; the director of Residential Life; the 

coordinator of the Connect Program; the director of the McNair Scholars Program; the director 

of the Center for Academic Resources (C-FAR); the coordinator of the Rising Scholar Program; 

the associate director of Admissions for diversity; and the director of The President’s 

Commission on the Status of People of Color. These individuals were selected for this study 

because they provided direct and indirect support, advising, and advocacy to Hispanic students at 

UNH (UNH, 2013e, UNH, 2013j, Berger, 1997; Hoffman et al., 2003; UNH, 2010, UNH, 2013c, 

UNH, 2013a, UNH, 2013b, UNH, 2013g, UNH, 2013f). 

 The contact information for the selected administrators was available on the UNH public 

directory. The researcher contacted and directly arranged the interview with the director of 

OMSA. Upon discussions with the director of OMSA, the researcher determined that it would be 

more effective if the director of OMSA initiated the first contact with the identified 

administrators. The researcher provided the director of OMSA the list of the 13 potential 

administrators identified by the researcher. The director of OMSA made the initial contact with 

these potential administrators, and in consultation with the researcher, arranged the dates and 

times of the interviews. Seven administrators participated in this study.  
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 None of the participants in this study were excluded based on their gender, their 

residency status in the state of New Hampshire, national origin, level of education, 

socioeconomic status, academic program, immigration status, language preference, sexual 

orientation, and/or disability status. Potential participants may have included pregnant women. 

Student participants were excluded based on their Hispanic ethnicity or their status as an 

international student. Minors (under age 18) were not involved in this study.  

Data Collection Instruments. 

 Data collections instruments for this study were composed of content packets for 

participating students, family members, and administrators. The data collection instrument used 

for faculty was an online survey.  

 The student packets included a questionnaire of three closed-ended questions related to 

demographic data and 27 open-ended questions related to the students’ background, families, and 

their college experiences (see Appendix A). The student demographic data sought to determine 

the representativeness of the selected sample in comparison to the general Hispanic student 

population as found in the review of literature. The 27 open-ended questions were designed to 

capture the characteristics of and interactions among the micro-, meso-, exo-, macro-, and 

chrono-systems that contributed to Hispanic degree completion from the student participants’ 

perspective.  

 Family packets were composed of 25 open-ended questions about family background, 

perceptions of student participants, and interactions with the university personnel. The questions 

about family background were selected to determine the similarities and differences of the family 

sample in comparison to the Hispanic families found in the review of literature. The remaining 

questions were developed to capture the characteristics of and interactions among the micro-, 
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meso-, exo-, macro-, and chrono-systems that contributed to Hispanic degree completion from 

the family participants’ perspective. English and Spanish versions of these questionnaires were 

available to family members (see Appendices B and C). It was believed that family members 

who spoke English as a second language may have felt more comfortable sharing information in 

Spanish (Hakuta, 1986; Krashen, 1994). 

 Administrator packets consisted of a questionnaire of three closed-ended questions 

related to demographic data and 20 open-ended questions about the administrators’ professional 

backgrounds, their employment functions, their views of the education of Hispanic students at 

UNH-Durham, and their knowledge about support services and resources available to Hispanic 

students at UNH-Durham (see Appendix D). Demographic questions of administrators were 

included in order to determine if the demographic characteristics of the administrators influenced 

degree completion for participating students. The remaining administrator questions were 

designed to record the characteristics of and interactions among the micro-, meso-, exo-, macro-, 

and chrono-systems that contributed to degree completion for Hispanic students from the 

administrators’ perspective.  

 Lastly, the faculty online survey included five closed-ended questions related to 

demographic information and 12 open-ended questions related to faculty members’ personal and 

educational background, and their views of the education of Hispanic students at UNH-Durham 

(see Appendix E). The demographic questions about faculty members were selected in order to 

determine if the participating faculty members in the study were representative of the faculty as 

indicated in the review of literature. The remaining questions of the faculty survey sought to 

capture the characteristics of and interactions among the micro-, meso-, exo-, macro-, and 
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chrono-systems that contributed to Hispanic degree completion from the faculty member’s 

perspective.  

 Other instruments used for this study were an audio recording device, a laptop, a hands-

free land phone, paper, pencils, markers, and sticky notes. 

Data Collection Procedure 

 This study collected data from 11 students and 6 administrators through face-to-face, 

semi-structured interviews. Data was also collected from 6 family members and one 

administrator through over-the-phone interviews. Additionally, 10 faculty members provided 

data through an online survey. With the exception of 3 family members whose interviews were 

in Spanish, all other data collection was conducted in English.  

  The researcher obtained consent from each participant prior to the collection of data. For 

face-to-face, semi-structured interviews, the researcher provided each participant a written 

consent form (see appendices F, G, H, J); if the participant agreed to the terms of the consent 

form, this person signed the consent form and returned it to the researcher. If the person did not 

agree to participate, the interview was discontinued. The researcher kept a signed copy of the 

consent form and provided a copy to each participant. For telephone interviews, the researcher 

read the consent form aloud to each participant. If the participant agreed to the terms of the 

consent form, the researcher asked the participant for a verbal acceptance of the terms, which 

was recorded in an audio device. If the person did not agree to participate, the interview was 

terminated. The researcher saved an audio copy of the verbal consent and provided over-the-

phone participants with an electronic address where they could have access to a copy of the 

consent form. For the online survey, each participant had access to the consent form before 

completing the online survey (see Appendix I). The survey recorded whether or not the 



Running Head: Degree Completion of Hispanic Undergraduates 67 

 

participant agreed to participate in the survey. If the participant agreed, the survey provided 

access to the questionnaire; if the participant disagreed, the survey stopped. Online participants 

had access to an electronic copy of the consent form throughout the survey. 

 After consent was provided in the face-to-face interviews, the researcher provided each 

participant a copy of the questionnaire and kept another copy. These copies were both used as 

guides during the interviews. At the beginning of the interview, the researcher activated the 

audio device and recorded the responses of participants. For the telephone interviews, after 

participants gave consent, the researcher read aloud each item in the questionnaire, and recorded 

the participants’ answers. For the online survey, participants’ responses were recorded and saved 

automatically when the survey was submitted.   

 All student interviews were conducted inside the Memorial Union Building (MUB) at 

UNH-Durham. Seven student interviews were conducted in a meeting room at OMSA, and four 

were conducted in an adjacent room at OMSA. Family members were at their homes at the time 

of their interviews. Administrators were interviewed in their offices or adjacent working areas. 

The researcher transcribed all interviews at a later time.  Since faculty members provided their 

answers online, their physical location at the time of the data collection was undetermined.  

 Each student interview lasted between 20 minutes and one hour, each family member 

interview between 15 minutes and 30 minutes, and each administrator interview between 30 

minutes and one hour. The online survey was distributed one time followed by two weekly 

reminders sent to faculty members who had yet to respond.  The online survey remained open for 

approximately four weeks.  

 The researcher recorded the responses from the face-to-face and telephone interviews 

using an audio recording device. The researcher saved these files on a Universal Serial Bus 
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(USB) drive. The online survey recorded all the responses from the online participants. The 

researcher made copies of these files and also saved them on a USB drive. All data collected for 

this study was secured in a file cabinet in the researcher’s office and was only accessible to the 

researcher. All collected data will be kept for five years after the completion of this study. After 

this term, all collected data will be destroyed. 

Anonymity of Participants  

 Data collection for this study was anonymous, meaning the researcher did not record 

information that could identify participants, including their name, address, phone number, date of 

birth, etc. Instead, each participant was assigned a random code number that was used on each 

questionnaire, consent form, or survey. Participant names appeared only on a list of subjects, and 

were not linked to the code number that was assigned to them. There was no way to link 

participant responses back to individual participants. Moreover, all personal names were 

removed from transcripts.   

Ethical Considerations 

 This study abided by all applicable federal, state, and local laws and regulations 

regarding the use of human subjects in research (Health and Human Services, HHS, 2009). In 

addition, before commencing, the researcher obtained approval for this study from the 

Institutional Review Board (IRB) at Plymouth State University (see Appendix M). Furthermore, 

the researcher received the certificate of completion of the web-based training on the ethical use 

and treatment of human subjects in research from the National Institutes of Health (NIH) (see 

Appendix N).  

 The researcher obtained informed consent from all participants prior to the collection of 

data (see Appendices G and J). English and Spanish versions of consent forms were available to 
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family participants (see Appendices H and I). As Hakimzadeh and Cohn (2007) reported, 

“Nearly all Hispanic adults born in the United States of immigrant parents report they are fluent 

in English. By contrast, only a small minority of their parents describe themselves as skilled 

English speakers” (p. i). Three family participants preferred to use the English version and three 

selected the Spanish version. Since English was the main language of communication at UNH at 

the time of the study, only an English version of this consent form was provided to students, 

faculty members, and administrators.  

 The U.S. Department of Health and Human Services (2009) describes minimal risk to 

human subjects as “the probability and magnitude of harm or discomfort anticipated in the 

research are not greater in and of themselves than those ordinarily encountered in daily living or 

during the performance of routine physical or psychological examination or tests” (p. 11). Based 

on this definition, it is believed that this study was of minimal risk to all participants, including 

those who may have been pregnant or disabled.  However, psychological harm may have existed 

as participants discussed and relived experiences that may have been traumatic. In any case, 

PSU-IRB made the final determination on these assumptions. PSU-IRB assigned the study 

exempt status.  

 The researcher certified that he had no commercial associations that may have posed a 

conflict of interest in connection with this study.    

Chapter Summary 

 This chapter was divided into 10 sections. The first section was an overview of the 

qualitative paradigm explaining that qualitative research is grounded in postmodernism (Fraenkel 

& Wallen, 2003). This overview also showed that all qualitative research methods shared some 

general characteristics. The second section was a description of the systems theory research 
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which explained that the research methodology for this study was based on general systems 

theory, the basic tenet of which is the view of the world as a system. This section provided the 

six principles in which systems theory is based. The section also indicated that an application 

that emerged from general systems theory was Bronfenbrenner’s ecological systems model 

(Bertalanffy, 1968; Bowler, 1981; Odum, 1983).  

 The third section was a synopsis of the Bronfenbrenner ecological systems model 

indicating that Bronfenbrenner applied the general systems theory to design a model for the 

study of human development (Bronfenbrenner, 1979, 1986; 1994; Miller, Lerner, Schiamberg, & 

Anderson, 2003; Thomas, 2001). Accordingly, Bronfenbrenner proposed that human 

development occurs as a set of interactions among five systems: the micro-, meso-, exo-, macro-, 

and chrono-systems. The section explained that this study interpreted these interactions in five 

levels: the microsystems (family, classroom, or other subsystems in the immediate environment 

in which a student is operating, such as a workplace or a student organization); the mesosystem 

(the interactions between microsystems, such as school and family; school and workplace); the 

exosystem (for instance, the type of neighborhood in which the family of the student participant 

resides); the macrosystems (such as the campus climate, as well as other emerging factors such 

as societal views on education, race, language, immigration, etc.); and the chronosystem (such as 

personal transitions and socio-historical events).  

 The fourth section was an explanation of the triangulation methodology used for this 

study. It also described the triangulation employed in this study, which involved three types of 

data collection and a variety of data sources. This section explained that triangulation was used 

to enhance the validity and reliability of the study findings (Fraenkel & Wallen, 2003; Patton, 

2002).  The fifth section was a description of the research setting. This description showed that 
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the setting for this study was the University of New Hampshire located in Durham, New 

Hampshire. The section included some of the student demographics of UNH-Durham. 

Additionally, it showed the six-year graduation rate for all undergraduate students at UNH in 

2010. Finally, this section presented the six-year graduation rate based on race/ethnicity at UNH-

Durham in 2010.  

 The sixth section was related to the sampling and recruitment of participants for this 

study and described the various selection criteria utilized for each set of participants. The section 

indicated 11 Hispanic students, 6 family members, 10 faculty members, and 7 administrators 

participated in the study.    

 The seventh section was a description of how data was collected. The section discussed 

how participants were initially contacted, how their data was collected and stored, and how they 

provided informed consent forms prior to their interviews. This section also included a 

description of the instruments and why the questions to collect the data for this research were 

selected. The eighth section provided a description of how this study sought to protect the 

anonymity of participants, which included assigning a random code number that was used on 

each questionnaire, consent form, or survey, and how this information was stored safely.  

 The ninth section referred to ethical considerations involving this study indicating that 

this study abided by any federal, state, and local laws and regulations applicable to use of human 

subjects in research (Health and Human Services, HHS, 2009), that this study obtained the 

approval from the IRB at Plymouth State University, and that the researcher received the 

certificate of completion of the NHI web-based training on the ethical use and treatment of 

human subjects in research. The section also described the procedure of how the researcher 

obtained informed consent from all participants. It also outlined the contents of the consent. 
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Additionally, this section provided the description of minimal risk to human subjects based on 

U.S. Department of Health and Human Services (2009) guidelines, and explained why it was 

believed that this study was of minimal risk to all participants but that the PSU-IRB made the 

final determination on these assumptions. The section also reported that the researcher certified 

that he had no commercial associations that may have posed a conflict of interest in connection 

with this study. 
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Chapter Four—Data Analysis and Findings   

Introduction 

 Chapter four describes data analysis and the findings of the study. This information is 

divided in the following sections: (a) a synopsis of the data analysis used in this research; (b) the 

findings, which include a demographic description of the participants and themes that emerged 

from the analysis of the results; (c) a description of an outlier found in this study; (d) an 

interaction analysis based on Bronfenbrenner’s ecological system constructs; and (e) a summary 

of this chapter. 

Data Analysis 

 Qualitative data analysis and interpretation is a systematic process in which the 

researcher organizes and synthesizes information obtained from various sources (Fraenkel & 

Wallen, 2003; Patton, 2002; Rossman & Rallis, 2003). These sources are often open-ended data 

that are later organized through some manageable coding scheme (Fraenkel & Wallen, 2003; 

Patton, 2002; Rossman & Rallis, 2003). From this scheme, a coherent and meaningful 

description of the observed phenomenon emerges (Fraenkel & Wallen, 2003; Patton, 2002; 

Rossman & Rallis, 2003). 

 In this current study, all collected data including student, family, and university 

administrator interviews, as well as faculty online surveys followed a five-stage data analysis 

process. The first stage of this data analysis was open-coding (Patton, 2002; Wolfer, 2007). After 

completing the verbatim transcripts of all the interviews, open coding required the researcher to 

conduct a preliminary reading of all collected data and make comments in the margins of the 

material (Patton, 2002; Wolfer, 2007). During this process, the researcher identified “critical 

terms that participants repeat, key events they describe, or different themes that emerge more 
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than once” (Wolfer, 2007, p. 495). These critical terms were selected from the interview 

transcripts and the responses from the online surveys. In other words, the researcher looked “at 

what [was] there and [gave] a name, a label” (Patton, 2002, p. 463). Regarding open coding, 

Wolfer (2007) suggested developing this process through guiding questions such as “what is the 

most compelling aspect about my data? Is there something unusual about my setting or the 

people I am studying? What surprises me the most? Why?” (p. 495).  

The second stage of the data analysis was the identification of open-code themes (Patton, 

2002; Wolfer, 2007).  These open-code themes were identified through a second reading of the 

collected data in which the researcher sought recurring patterns within the code scheme and 

clustered them into broader themes (Patton, 2002). Flick, Kardoff, and Steinke (2004) and 

Wolfer (2007) recommended that the context of the research guides the selection of open-code 

themes. Therefore, the researcher selected open-coded themes based on the two following 

questions: (a) Does this statement contribute to a better understanding of the contributing factors 

for degree completion of Hispanic undergraduates at UNH-Durham?  (b) Does this statement 

describe at least one factor contributing to degree completion of Hispanic undergraduates at 

UNH-Durham? The researcher organized these open-coded themes in a list. As Wolfer (2007) 

explained, “The list will help the researchers [in] being ‘open’ to new themes … also, the list 

will help the researchers organize any of the subthemes into wider ones that may be important 

for the overall message” (p. 496). 

 The third stage of the data analysis was axial coding (Wolfer, 2007). Axial coding 

required “at least one additional review of the data, but this time the researcher is focusing on 

reading and comparing the content within coded themes” (Wolfer, 2007, p. 496). During axial 

coding, similar codes were synthesized into one code, broad codes were subdivided, and some 
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new codes may emerge (Patton, 2007; Wolfer, 2007). Consequently, “Some themes may be 

dropped or new ones made” (Wolfer, 2007, p. 496). As Flick et al. (2004) noted, “It is very 

important in this process of categorization that the descriptive labels are formulated very 

distinctively, so that there is no overlap” (p. 256).  

 The fourth stage of data analysis was selective coding, which involved the identification 

of the codes that were used as “main themes and which will be ancillary of supporting themes” 

(Wolfer, 2007, p. 496). The relevance of these themes was determined by their internal 

homogeneity and their external heterogeneity (Patton, 2002). Internal homogeneity refers to “the 

extent to which the data that belong in a certain category hold together” (Patton, 2002, p. 465). 

External heterogeneity refers to “the extent to which differences among categories are bold and 

clear” (Patton, 2002, p. 465). Once these main themes were identified, the researcher selected 

significant statements from the transcribed interviews and the online survey responses as 

supporting evidence of these themes. The significant statements were sentences or phrases that 

communicated or described factors related to graduation of Hispanic students at UNH-Durham. 

As Flick et al. (2004) explained, “The analytical categories that were established from the 

material in the previous state of the analysis are now applied to the material” (p. 256). The 

researcher used an online tool that illustrated more clearly the interconnections between these 

major themes and their corresponding significant statements.  

 The final stage of the data analysis was a summary narrative describing the relationship 

between major themes and the research questions of the study (Flick et al., 2004; Patton, 2002; 

Wolfer, 2007). During this final stage, the meaning constructed from the analysis of the collected 

material provided a better understanding on the micro-, meso-, exo-, macro-, and chrono-systems 

that facilitated the graduation of Hispanic undergraduates at UNH-Durham.  
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 This study identified an outlier amongst the participants. Outliers are responses that have 

little to do with the questions or the topic of an intended research study (Krysik & Finn, 2013). 

As Sprenkle and Moon (1996) explained, “Participants may respond differently depending on the 

mood, current issues, or misunderstanding” (p. 230). However, “Outliers do not affect the 

results” (p. 230). In fact, “when conducting qualitative research, researchers often specifically 

look for outliers to make the research inclusive and holistic” (Krysik & Finn, 2013, p. 175). 

Therefore, this outlier was included in the final analysis of the data.  

Findings 

 The findings section is divided into two parts. The first part is a demographic description 

of each set of participants in this study. The second part includes the major themes that emerged 

from this study.  

Participants 

 This study included a total of 34 participants. Participants were distributed as 11 students, 

6 family members, 10 faculty members, and 7 administrators. The following is a description of 

some of the demographic characteristics of all participants in this study.  

Demographic characteristics of students. The gender distribution of student 

participants was four males and seven females. Their age distribution was: One was age 20 

years; six age 21 years; three age 22 years; and one age 23 years. The average age per participant 

was 22 years. All 11 participating students were undergraduates at UNH-Durham who self-

identified as of Hispanic or Latino background. Participating students identified their family 

heritage as follows: One Mexican-American, one Peruvian, one Guianese, one Puerto Rican-

Dominican, one Puerto Rican-African American, two Puerto Rican, and four Dominican. Their 

university status was four juniors and six seniors. Four students listed their residential status as 



Running Head: Degree Completion of Hispanic Undergraduates 77 

 

out-of-state, and seven as in-state. Students reported the following majors: One in social work; 

one in equality; two in political science; one in microbiology, two in environmental engineering; 

three in psychology; and one majoring in both psychology and Spanish. One student listed 

minoring in social justice, and one mentioned minoring in race and women’s studies. Nine 

students did not report completing any minors. Four students reported living on campus, and six 

reported living off campus. In addition, two students indicated they were not currently working 

while nine expressed that they were working at one or more jobs. This student sample was 

representative of the review of literature regarding age, residential status, living on- or off-

campus, and employment. However, this student sample represented a broader diversity of 

heritage backgrounds than those in the review of literature. It is important to be aware of the 

similarities and differences between the student sample and the Hispanic undergraduates found 

in the review of literature.  This awareness demonstrates that Hispanic students in the United 

States are not a monolithic mass but rather a diverse group. Hence, any institution seeking to 

increasing Hispanic undergraduate graduation should take these variations into consideration.  

Demographic characteristics of family members. Family member gender distribution 

was reported as follows: two males, and four females. Regarding language, four family members 

mentioned Spanish as the language they used at home, and two identified English as the 

language they used at home.  All six family members were related to participating students. 

These relationships were one grandmother, one sister, one brother, one father, and two mothers. 

Regarding employment, four family members reported being currently employed, one 

unemployed, and one retired. The educational distribution of family participants were reported 

as: one primary school, one bachelor of sociology, one currently in law school, two with two 

years or less of college. One participant did not disclose the educational level. The time of 
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residency in their area was one each at six months, six years, nine years, 11 years, 12 years, and 

20 years. The family sample was representative of the review of literature regarding language 

and employment. However, this family sample indicated a larger educational distribution, and a 

broader family relationship. It is important to be aware of the similarities and differences 

between the family sample in this study and the Hispanic families in the review of literature:  

There are not one but many types of Hispanic families in the United States. Therefore, any 

institution seeking to effectively interact with Hispanic families should be informed of the 

general and particular characteristics of these families.  

Demographic characteristics of faculty. The gender distribution of participating faculty 

members was reported as four males and six females. Their age distribution was one person 

between ages 18–29 years, two between ages 30–39 years, two between ages 60–69 years, two 

between ages 40–49 years, and three between ages 50–59 years. The racial and/or ethnic 

distribution of faculty participants was one Hispanic, one African American, and eight White. 

Participating faculty members identified their teaching positions as follows: one senior lecturer, 

one assistant professor, two associate professors, two professors, and four lecturers. Faculty 

participants stated teaching in the following college or school: one in the College of Health and 

Human Services (CHHS), two in the College of Engineering and Physical Sciences (CEPS), and 

seven in the College of Liberal Arts (COLA). This faculty sample was not representative of the 

review of literature regarding gender distribution. However, this faculty sample was similar to 

the faculty demographics found in the review of literature in relation to age, racial/ethnic 

distribution, and teaching position. As the review of literature noted and the results of this study 

suggested, the low representation of Hispanics in faculty positions is a negative factor for 

Hispanic graduation.  



Running Head: Degree Completion of Hispanic Undergraduates 79 

 

Demographic characteristics of administrators. The gender distribution among 

administrator participants was reported as three males and four females. The age distribution 

among administrator participants was one between ages 18–29 years, three between ages 30–39 

years, two between ages 50–59 years, and one between ages 60–69 years. Administrator 

participants reported their racial and/or ethnic distribution as one African American; one born in 

Korea; one African American, multiracial Black, Swedish, English, Cherokee, and Agawam; one 

Black, African American, Jamaican; Jamaican as ethnic/racial Black; and three White. The time 

of employment at UNH-Durham of administrator participants is indicated in Table 1.  

Time of Employment at UNH-Durham of Administrator Participants 

 

Number of 

Administrators 

 

Time working at UNH-Durham 

1  

1  

2 

1  

1  

1  

 

 1 month 

 2 years 

6 years 

 8 years 

 9 years 

 15 years 

 

 

 

 The review of literature was limited in the demographic composition of administrators 

and their role in Hispanic degree completion. However, as the results of this study suggest, a 

diverse cadre of administrators contributes positively to Hispanic undergraduate graduation at 

PWIs.  
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Emerging Themes 

 

 This qualitative study used an ecological systems perspective to identify the contributing 

factors for degree completion of Hispanic undergraduate students at the UNH-Durham. For this 

purpose, this qualitative study conducted face-to-face, semi-structured interviews of 11 students; 

semi-structured interviews by telephone of 6 family members of student participants; face-to-

face, semi-structured interviews of 6 administrators; one semi-structured interview by telephone 

of one administrator; and an online survey of 10 faculty members. Through these interviews and 

online survey, this study identified several themes interrelated to the interactions between 

students and their environments (family, school, work, etc.), as well as from the interactions 

among these environments. The themes were analyzed and organized based on the category of 

participants: student, family member, faculty member, and administrator. Some of these themes 

had sub-themes. The following section introduces each of these themes and their corresponding 

sub-themes. 

Student Themes 

Five main themes emerged from the student interviews: support systems, the role of the 

family, characteristics of students, campus involvement, and experiences of success.  These 

themes emerged from the analysis of the interview transcripts. 

Theme 1: Support systems. All student participants reported the presence of one or 

more support systems as a reason to seek degree completion. These support systems were both 

formal and informal.  

Formal support systems. Formal support systems included institutional offices, 

programs, and individuals that assisted students academically and/or personally. These 

institutional offices and programs included OMSA, the Connect Program, the McNair Scholars 
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Program, C-FAR, the Math Center, the Writing Center, the Counseling Center, the Career 

Center, the library, Residential Life, the Center for International Education, and the Admissions 

Office. Academic advisors, some faculty members, and some upper-class student mentors were 

also identified as part of this formal support system. Other UNH personnel such as dining 

services and maintenance staff were also included in the formal support system, although their 

involvement was less direct.  Participating students reported that some of the services provided 

by this formal system were an integral component of their personal and academic experience at 

UNH-Durham.  

First-year transition. These services facilitated the students’ transition from high school 

into their first year of college. As one student commented:   

The Connect Program is a brilliant idea, because it brings the minorities in, and 

they can get used to the campus before they have to rush, and in that way you 

make connections. I love the Connect Program. I hope they never get rid of that. I 

think it was awesome.  

This transitional support occurred both at the social and academic levels. At the social level, 

these support services facilitated students’ development of relationships with peers. For instance, 

some students reported that transitional programs such as Connect allowed them to initiate 

contacts that lasted over the years and developed into solid friendships. At the academic level, 

these support services provided opportunities to close any gaps in a student’s knowledge base 

and/or skills competencies. For example, some participants commented that support services 

such as the Math Center helped them to learn subject content that was not provided at their high 

school but was required for some of their current courses.  
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Access to valuable personal and academic experiences. These support services offered 

students access to valuable academic and personal experiences. These academic and personal 

experiences involved connecting with faculty members beyond the classroom, taking advantage 

of multiple programs and co-curricular activities on campus, and developing lifelong learning 

skills such as confidence and self-agency. In some instances, these academic and personal 

experiences included going abroad. This became an opportunity to expand students’ cultural and 

global awareness while giving them a sense of achievement. As a student participant mentioned: 

I would have to say that I went to study abroad this summer in Peru, and we went 

to Machu Picchu and we climbed into the whole thing and it took, I think an hour 

and half. I think it’s the greatest achievement because it’s so profound go to a 

different country and go to one of the most known places, one of the eight 

wonders of the world, and, like, climbing it and being there. Pretty ground 

breaking, I think.  

 

 Support against prejudice. Some students reported experiencing or witnessing incidents 

of prejudice on campus. Students indicated that some of these incidents occurred in the 

classroom, and sometimes they happened out of the classroom. As one participant described: 

My roommate is Dominican, has the heaviest accent on the face of the earth, and 

when she walks, you can tell she is Hispanic … I was with her one day, we were 

walking around the Gables (one of the apartment buildings) and she was talking 

really loud with her accent and some kid walked by. He was “freaking Mexicans 

are everywhere..”  

Students explained that in some cases, these incidents were initiated by a student, in other 

instances by a faculty member. Students reported that formal services such as OMSA, the 
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Connect Program, and the Counseling Center supported them when experiencing or witnessing 

incidents of prejudice. These formal services provided safe spaces where students could express 

their feelings, understand some of the social dynamics happening during these incidents, and 

learn how to process and respond in an intelligent and constructive way to these situations. In 

addition, these support services provided established response protocols and follow-up 

mechanisms for these incidents. Likewise, these services offered support through qualified 

administrators as well as trained students such as upper-class mentors. As a student participant 

related:  

I had one professor that pointed me out in class, you know, ‘[Name of participant] 

is Latina, she has a higher chance of getting pregnant and dropping out of school,’ 

and I was like “Oh my God!” and I was just like “I don’t know what to do, I don’t 

feel a part of the classroom.” I felt out of place. I told them, and my mentors were 

the ones that actually brought me here, you know, “We are here for you, we have 

been in these situations, we know how does it feel like..” 

 

Support in time of personal crisis. Formal services such as OMSA, the Connect Program, 

and the Counseling Center provided participant students support in time of personal crisis. These 

crises involved academic as well as personal challenges. As a student participant explained:  

One of my ex-boyfriends were there and we were in front of a lot of people, and 

we didn’t have a really good connection back then, or at that time, anymore, and 

he was very talkative, and he decided to yell at me in front of everyone, and say 

“You are a cunt, I hate you, and you are a slut.” So that was very, like, it hurt a 

lot, and he is a White person and everyone  at the party was White so I kind of felt 

alienated, and I was crying. I couldn’t handle the situation. I reacted in a way that 
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I probably should [not] have when I left because I was so infuriated that I went on 

a run, at four o’clock in the morning.  

For these crises, the formal services facilitated safe spaces where students found at least one 

administrator with whom they felt comfortable to disclose some of these difficulties. These 

administrators supported these students by meeting with them individually on a regular basis 

while directing them to additional support services. As one of the student participants related:  

I talked to [name of administrator] a lot. He and I met a couple of times a week, 

few times last year, and I began going to the Counseling Center … yeah, that 

really helped me to get through that semester … but a lot of it was because I 

learned … I don’t know, I stopped talking to a lot of people, try to, not really 

focus all this on myself, and I feel [name of administrator] was there to help me a 

lot through that process.  

  

 Made a difference in staying.  For several of the participating students, these services 

made the difference between staying at UNH-Durham and leaving the institution. These support 

services were particularly critical to students during their first and second semesters. This 

support included facilitating social adjustment by offering events and activities where students 

could establish peer connections. It also involved advocating on behalf of students to other 

offices such as Residential Life. On other occasions, this support appeared as having access to an 

administrator who could help students sort out their ambivalence about leaving or staying at the 

institution.  As a student participant commented:  

It was like something was still holding me back from, like, I am done, I am 

leaving. I literally go visit Saint Ans every weekend and I was, like, “Should I go 

here?” Uhmm but, I honestly, I’m trying to think what made me stay … I 
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remember I talked to [name of administrator] a lot, but I don’t know … I think 

when it came time to make the decision, I was, like, I guess I stay. 

 

 Access to career opportunities. These support services also provided participating 

students access to career opportunities. As a student participant explained: 

I feel he wants to make sure more that I exceed career wise. I know that he looks 

out for me. When he meets someone in the professional field that he feels could 

be beneficial for my major, he makes sure to mention me. 

These career opportunities served juniors and seniors to transition into graduate school or into 

the job market by improving their resumes, providing interview training, and facilitating access 

to job fairs and company recruiters.  In addition, these career opportunities provided students 

positive professional field experiences such as attending national conferences. 

 Sense of inclusion. Sense of inclusion means that an individual feels welcomed and 

valued in an organization or system (Barak, 2000). Formal support services gave students a sense 

of inclusion.  This sense of inclusion was offered through physical and human spaces where 

Hispanic students could find peers who shared similar linguistic and cultural backgrounds.  This 

sense of inclusion was also facilitated by offering spaces where students did not feel 

marginalized. As a student participant described: 

I am the only person of color in my major, for my class, so basically every 

interaction I have is with a White person. So where I am, how my personality is, I 

notice that it is a lot different there than it is here at OMSA, and it might be that I 

feel marginalized, or whether it might be … just don’t feel comfortable, where no 

one, usually, not sit next to me in class, and I don’t really have close relationships 
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with anyone in my major and now it is my last year, so it is very uncomfortable at 

times interacting with people in my major.  

 

 Coping with academic stress. These formal support services helped students cope with 

academic stress through structured leisure activities. These activities involved physical exercise 

while connecting with other multicultural students. Additionally, these activities reinforced 

cooperation among the different support offices and programs serving these students. As a 

student participant explained: 

It was during … finals week, and it was ran, I think by DSC [Diversity Support 

Coalition]   so it was like a stress reliever where we were going all to play 

manhunt and so we had all the minorities, just like everyone from Connect, and 

OMSA, like everyone put together. It was like 8, 9 o’clock, and we were playing, 

they called a fishbowl, it is the field so we are gonna play manhunt there, relax 

and play. It was just awesome. It was just a super game with everybody, and it 

was a lot of fun.  

In some instances, these services helped students cope with their stress by talking with an 

available administrator who could serve as mentor or who could listen to their personal and 

academic struggles and direct them to the appropriate resources for assistance.  

 Work/study opportunities. These support services offered some participant students 

work/study opportunities. These opportunities helped students pay for some of their educational 

expenses. In some instances, these opportunities served as vehicles of cultural validation by 

giving student workers the opportunity to organize and manage large multicultural events. 
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Moreover, these work/study programs offered leadership development opportunities. As a 

student participant indicated:  

I work at OMSA as an event coordinator, so I have to coordinate the launching. 

And when the event is happening, I have to be actually at the event to help set up 

and help everybody who’s sponsoring or, you know, the whole process, taking it 

down and a lot of it is committing you … to attend those events.  

 

 Role models. These support services provided role models who shared similar 

backgrounds and exemplified positive behaviors, including locus of control, accessibility, and 

trust. As a student participant remarked, “I think [name of administrator] is a role model. He is so 

calm and patient and knowledgeable. He is the person I wish I could be.” A student identified 

another administrator as a role model because this individual was a person of color and shared 

the same gender and a similar age to the student. A common characteristic of these role models 

was their accessibility to students. This accessibility was physical, emotional, and technological. 

As a student participant explained, “We meet one on one or via e-mail or text or call.”  

 These role models advocated on behalf of students by sometimes serving as an 

intermediary between a student and some of the offices on campus, and/or between the student 

and a faculty member. These role models were also constant motivators. As a student participant 

described, “If you are down, you go talk to them, they pick you back up. Like, ‘you made it here 

already, keep going’ and then they just help you out.” In some instances, students equated these 

administrators to supporting relatives such an older brother or sister, and sometimes as a parental 

figure. These role models also inspired students to excel personally and academically through 

their exemplary behaviors as well as their high expectations. As a student participant related: 
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I got a passion, I have been for four years, I have been president, I am now 

president of two groups, and sometimes me think, why I’m doing this? Why just 

don’t hang up with my friends and go to school? Why can’t I be a normal student, 

not doing all that at UNH? And it’s because [name of administrator], because all 

the work he has done. He’s been doing this for a long time. Yeah, he is my role 

model. 

 

 These role models were also knowledgeable, exhibiting awareness of the backgrounds 

and experiences of Hispanic students, social dynamics, and conflict resolution. As a participant 

student explained: 

I would say [name of administrator] …, just because he knows so much, and he is 

been at UNH so he knows a bunch of incidents that had happened, he knows what 

we go through in the classrooms and with the professors, and even though he’s 

staff, he goes through the same issues with other staff at the university. So he 

explains it to us, so what he is going through, he is just [name of administrator], 

he doesn’t back down. You got that person know, like I have seen him in action, 

like. He is knowledgeable of what he is talking about. A lot of students look at to 

him as a role model. They don’t know what to say, they want to hit a student or a 

staff, he goes [name of administrator], hopping. He knows how to handle a bunch 

of situations that have to do with race and ignorance. 

 

 Other UNH personnel. Some students reported Hispanic staff from the dining services as 

supportive. This support involved sharing similar cultural backgrounds, being welcoming, and 
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having positive interactions with Hispanic students. Some students also commented that the 

maintenance staff was helpful. As a student participant mentioned, “Maintenance is really nice, 

too. They are really nice. I had a couple of times when I needed my car out, and they helped … 

they have shovels and they come out and help me.” 

 Informal support systems. The informal support systems involve individuals who 

assisted participating students directly and indirectly to complete their degree at UNH. These 

informal support systems included UNH friends and an off-campus employer. Some 

participating students reported that some of these informal support systems were essential to 

their personal and academic experience at UNH-Durham. 

 Friendships. Some participants reported having predominantly minority friendships. 

These students correlated their own background and their own racial/ethnic identity to having 

predominantly minority friendships. Some of these minority friendships helped Hispanic 

students during their first-year transition because it provided them with a sense of familiarity 

through the sharing of similar backgrounds. These initial minority friendships also helped 

students to expand their social network. As a student participant communicated: 

I was like “Okay, there are other students that look like me, and I feel like I fit 

more now” so after I had a group of friends, they introduced me to their friends, 

and then, I didn’t want to leave the friends I had, but at first I really didn’t like it. 

For some participating students, friendships with Hispanic peers served as a vehicle of social 

validation. This social validation occurred through collective activities around similar cultural 

elements such as food and music.  

Some student participants reported having a mix of both minority and non-minority 

friendships. These participants indicated being open and relatable to different racial and ethnic 
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groups on campus. Some of these students developed non-minority friendships through affinity 

groups such as sport teams and/or Greek life. As a student participant elaborated: 

I have friends that are like my sisters from my sorority, and then I have a lot of 

Latino friends. It is just because it’s easier … I don’t know, we get along well, 

and I also have … I feel like I have a lot of friends that are, like, minorities. I have 

a lot of Black and Asian friends, then … I don’t know, I get along with a lot of 

different people. 

In some cases, these non-minority friendships existed prior to college arrival, often developed 

during high school through sport activities and/or student clubs.  For some of these students, 

having non-minority friendships was normative. As a student participant remarked: 

A bunch of my friends from [name of town] came here. I think there is 72 people 

from my graduating class here. For me, I feel it’s different, my interactions with 

non-Hispanic students, because it’s, like, the norm for me. All my friends in high 

school were non-Hispanic. 

For some student participants, friendships with non-minority peers served as a vehicle for social 

validation. Non-minority friends validated the culture and identity of Hispanic students by 

visiting the homes of their Hispanic friends, by demonstrating appreciation for Hispanic culture, 

and by avoiding racist comments. As a student participant explained, “He comes into my house, 

he likes my culture, just things like that, that understands, that refuses the word, the N-word.” 

All the above forms of friendship facilitated student campus involvement because they 

served as the initial contact to different campus resources, including various affinity groups. For 

several of the participating students, these friendships made the difference between staying at 

UNH-Durham and leaving the institution. As one student explained: 
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Well, just to know that I am not the only one that goes through it. With some 

friends that I have, like I am going through the same thing. You are not in this by 

yourself. And in ways that they have been able to cope with it, they have been 

able to help me on that. 

 

 In some instances, friends became advocates of Hispanic students facing incidents of 

prejudice. Friends advocated by reporting the incident to campus offices responsible for 

addressing these incidents or by directing the victim to appropriate support services. In some 

cases, this advocacy involved friends speaking up on behalf of the victim and explaining to the 

person who initiated the incident that such behavior was inappropriate. As a student participant 

described:  

Last year when, my professor said, was asking, you know, there was like this 

huge university classroom, people who are from the South raise your hand, people 

who are from Maine or New York, you know, like all these regions, and then at 

the end, he said are there any Mexicans here? And everybody started laughing. 

[Name of friend] was actually in my class, and he talked to the professor, and I 

was, I really didn’t want to talk to the professor, it is kind of hard for me to do 

that. And the professor came to me in middle of the class when everybody was 

doing, like, this was a big lecture class, the auditorium was full, and came up to 

me and, like I had raised my elbow, you know, I am Mexican, and he came up to 

me and “I am sorry about that. I didn’t mean to offend you or anything,” while at 

the same time you are doing it right now because, you know, everybody is turning 

around looking at me. It was like kind of, they don’t really know how to address it 



Running Head: Degree Completion of Hispanic Undergraduates 92 

 

or when it is the right time, so … [name of friend] went and talked to him and the 

next class, he told the whole class that it was wrong the way he said it, and that it 

was inappropriate for them to laugh. 

 

 Off-campus employment. Some students identified their off-campus place of employment 

as supportive. This support came in the form of a flexible work schedule in which students could 

dedicate part of their time to academic activities. As a participant described: 

Well, I work at [name of place] … a shop down near campus, and I really like 

working there. The boss is really nice and I like the other students that work there 

… and I usually, actually, do my homework at work because there is a time I can 

actually do it. So that’s really nice because some works don’t let you do that, so it 

helps me, I guess, a little bit even though I am working. 

 

 Theme 2: The role of the family. Based on the information reported by student 

participants, there was considerable variety among their families. For instance, some families 

were from low socioeconomic status while others were from middle, and middle-upper 

socioeconomic status. Some families were first-generation immigrants while others were second 

and third generation American citizens. At home, some families spoke only Spanish, some only 

spoke English, and some families spoke both. Despite these and other differences, all students 

reported that the support of their families was an important factor on their path to degree 

completion. The following sub-themes describe how families contributed to degree completion 

for participating students.  

 Family educational experiences. All participating students reported having one or more 

relatives with some college or more experience. Some were close relatives such as a mother or a 
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father. In some cases, parents did not have any college experience but other close relatives did. 

Some students reported that their relatives acquired their college experience abroad. Some 

student participants also communicated that relatives with college experience tended to be more 

supportive than relatives without any college education. Relatives with college experience 

supported students by showing empathy and communicating high expectations. As a student 

participant stated: 

Just because, like, they know that I’m set on something that I really want to do, 

and they are helping me so it is not something, like, I can’t afford to do. And they 

raised me telling me, like, “you have to go to college” so they expect me, like, 

finish but my dad’s family is like it is not a big deal. They see it as, as long as you 

get a job, it doesn’t matter if you go to college or not. 

 

Some students mentioned that some of their relatives who had college experience assisted them 

in navigating the college system by sharing their knowledge about college life, showing support, 

and by helping students to keep track of their academic progress.  

 Relatives at UNH. Some student participants reported having relatives who were 

currently enrolled or who have graduated from UNH-Durham and/or UNH-Manchester. Having 

a relative who was currently enrolled at or had graduated from UNH provided some student 

participants with a sense of institutional familiarity. As a student participant indicated, “My sister 

used to go back home and show me the videos of her and her friends hanging out here at UNH, 

and I was like that looks really relaxing. I want to do that.” Having relatives who were currently 

enrolled at or had graduated from UNH also gave these students a sense of identification with the 

institution. As a student participant commented, “My dad loves UNH and my mom likes it, too. 

Both of my older brothers went here, too, so it’s like a family school.” Additionally, having a 



Running Head: Degree Completion of Hispanic Undergraduates 94 

 

relative enrolled at or who had graduated from UNH provided these students access to an already 

established support network. As a student described, “I have known [name of administrator] 

since before I got here because … my brother graduated in 2005. He was really close to [name of 

administrator] so we knew [name of administrator], knew me before I was even in high school.” 

 Family expectations. All student participants reported that one or more family members 

expected them to graduate. Some of their family members expected them to graduate even if 

these family members did not have any college experience. In some instances, family members 

still expected students to graduate although they were unable to assist students to navigate the 

college system. As a student described: 

She wants us to go to college, she is okay with that, and she wants us to graduate, 

because it was something she was not able to do. She couldn’t do the college 

stuff, so she wants us to go, but she doesn’t have, I guess, the proper knowledge 

to help us out. So she wants us to go, and she wants us to graduate, so at the 

beginning and the end she is okay but during, she doesn’t really understand the 

process, which is going on with my sister, because now she is in college.   

 

In some of the cases, student college completion was connected to financial reward or family 

advancement. As a student participant related: 

Yes, because neither one of them went to college so it’s like a set expectation. It’s 

kind of hard because they don’t really know what to expect from college because 

they didn’t do it. They just want me to do well; they have the expectation I do 

better than they did. College was not an option when they were growing up. 
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 Some family members expected students to graduate because the student participant was 

the first on a path to a four-year-college degree. Alternatively, some family members expected 

students to graduate because one or more older siblings had already completed college. 

Likewise, some family members expected students to continue their education beyond 

graduation. As a student commented, “They want me to keep going, without stopping, where I 

would like to take one or two-year break and then get a master’s degree, but they worry I won’t 

go back, if I stop.”  

 Family motivators. All participants indicated that at least one family member was a big 

motivator in their education. Some participants identified their parents as their main motivators. 

The mother was the most frequent motivator but some participants recognized their father as the 

main motivator. At the same time, some students selected another close relative as the principal 

motivator. As a student commented: 

My parents have, like, pushed me to get my education but in terms what I study 

and what I do, I think my brother. He also did [name of major]. I have three 

brothers and I just got really interested in that through him and kind of everything 

he does, I do it too. So he is the one that got me in this field. 

These family motivators contributed to degree completion for students by communicating high 

aspirations for the future of students, often through narratives of their own hardships. As a 

student participant stated:  

Definitely my mom, she pushes me to come to school and do well. She … it was a 

struggle for her to get a job, and she managed to get a job but she knows that if 

she had a degree, she would have gone farther than where she is now. So, she has 
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always told me that “go to college, get your degree, that way you can go farther 

than I did, you can do better.” So she is, like, my big motivator.    

 

 Logistical support. Some family motivators facilitated logistical support to student 

participants by driving students to campus visits, searching for scholarships, and obtaining the 

necessary documentation to apply to college. As a student described: 

My mother, when I was applying to colleges, scholarships and things like that, she 

is the one who took me to everything. She didn’t have a job at that time, so it kind 

of became her job. If she found scholarships for education, she send them to me 

and she did a lot when I was, when I had to get required documents for UNH, so 

she has heavily influenced on, like, me finishing all required to get here. 

 

 Some family motivators were also a constant source of support throughout the lives of 

students. As a student participant noted: 

My grandmother … even at a young age, she was always, like, help us do math, 

when we were kids. She barely made it to, like, fifth grade. When we were 

younger, when we lived in DR [Dominican Republic], so I remember her helping 

me with my math and my English, my reading. 

 

 Some motivators provided encouragement when students struggled with college 

demands. As a student participant described, “I would say my mother, even though she didn’t go 

to college, because she is the one always there when you need someone saying ‘keep going’ even 

though it is hard now, to keep going.”  
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 Geographical proximity to family. All in-state students reported proximity to their 

families as one of the main reasons they decided to attend UNH-Durham. At the same time, out-

of-state students expressed living far away from their families as a difficulty of attending UNH. 

As a student participant mentioned:  

They are very proud that I am where I am because I am the youngest out of three 

siblings, and neither my brother nor my sister went to a four-year college. But I 

think they worry about me a lot because I don’t have any family in this area. They 

are all in those places that I said before, so that’s what usually they think of, more 

worry that I am okay. 

 

 Geographical proximity to family contributed to degree completion for Hispanic students 

by helping students maintain a sense of safety. This sense of safety was even more prominent 

regarding geographic proximity to parents. As a student participant explained: 

I just did, I think it was like my last choice of school, I really didn’t want go here. 

I really wanted to go to school in DC. But right before I decided where I wanted 

to go to school, I got really scared of going so far away from my parents and so I 

just, like, okay, I go to UNH. 

Geographical proximity provided a sense of access to family. As a student participant stated, “It 

is relatively close to where I call home, about an hour. I am a really big family person so I 

figured if something big came up, it wouldn’t be a hassle for me try to find a way home.” It was 

also crucial for some students that their family had quick access to UNH-Durham. As a student 

participant remarked, “It is closer to home so they still can visit us.”  
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 Theme 3: Characteristics of students. Several of the students expressed or embraced 

attitudes, beliefs, and behaviors that facilitated their path to degree completion such as self-

motivation, resilience, connectedness, and becoming a role model.  

 Self-motivation. Greenberg  (2011) defined motivation as “the forces acting on and 

coming from within a person that account, in part, for the willful direction of one’s efforts 

toward the achievement of goals” (p. 11). Hence, self-motivation could be understood as 

motivation obtained from within the individual. Accordingly, several students reported being 

self-motivated. In some instances, this self-motivation emerged when there was a lack of or low 

family support. As a student participant noted, “They expect [me to] finish school because of 

myself, ’cause of my work. I mean they support me and everything but they don’t really push me 

to do it. It is more like self-motivation.” Some participants reported that self-motivation assisted 

them in reaching out to peers, faculty members, and administrators who were essential in their 

academic achievement.  Self-motivation also helped students manage their anxiety. As a student 

participant commented, “I have a little saying, a spell thing: It will work out, it will be okay. 

Sometimes we are planning too far ahead. Just take one day at the time.”   

 Resilience. Wang, Haertal, and Walberg  (1994) defined resilience as “the heightened 

likelihood of success in school and other life accomplishments despite environmental adversities 

brought about by early traits, conditions, and experiences” (p. 46). Therefore, resilience was 

reflected in some students’ willingness to face obstacles until they achieved their academic goals. 

Some of these impediments were institutional. As a student expressed: 

I go to admissions … to get myself into UNH. Had to keep on top of them and 

push for it, and push for it. They were not giving me any information so I 
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basically showed up at least once a week and stuff like that, and talked to 

admissions. 

  Other barriers included prejudice. As a student noted:  

It is kind of motivate yourself basically. If you came, it is how much get up, you 

hope you get up, how many you can take. If you can take hits, you’ll be good, you 

succeed. If you can’t, get out of here, go somewhere else. 

Another common hurdle in which students applied their resilience was finding time to fulfill the 

academic demands while working full-time or being employed in two or three part-time jobs.  

 Connectedness. Lee and Robins (1995) described social connectedness as the ability “to 

maintain feelings of being ‘human among humans’ and to identify with those who may be 

perceived as different from themselves” (p. 233). Accordingly, several student participants 

reported seeking to establish connections with others who shared similar cultural backgrounds 

and/or interests. Alternatively, some students reported seeking to develop connections with 

people of different backgrounds and interests.  In this case, some of these connections were 

established through mutual friends. As a student participant explained: 

I have friends that are like Christian faith. I introduce them to my friends that 

aren’t so that’s how we intermingle. So then, that’s how we, like, we make 

connections and go to different things together. It makes sense. Like, this 

weekend, me and a friend of mine, like, we are not really religious, we went to a 

religious conference because her friend is doing it. 

In addition to developing their own personal connections, Hispanic students sought to create 

interconnections among their friends. In some instances, these interconnections became 

friendships. This capacity to connect with other people, as well as their ability to facilitate 
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connections among individuals, provided students an expanding social network and gave them a 

sense of belonging.  

 Becoming a role model. Several of the participating students expressed that they were 

becoming role models for younger siblings by facilitating institutional access to relatives. As a 

student mentioned, “My sister likes it here. She came and she saw the campus and she wants to 

come here. She’s younger. She is in high school.” Likewise, these students were becoming role 

models by promoting a positive perception of UNH among younger family members. As a 

participant stated: 

I am the first person going to college … my little brothers see, I am their role 

model now. Yeah, like, they have a spare weekend at the school, like they dress 

up like a superhero, and the day they have to dress as a superhero, they wear the 

UNH flag … (laughs) … It almost … it almost made me cry.  

 

 Theme 4: Campus involvement. Data showed that all student participants reported 

being involved at least once in some type of campus organization, including Greek life, and 

student organizations with a religious, political, ethnic/racial, gender-based, or academic 

orientation. Participating students often belonged to more than one of these organizations. 

Belonging to at least one of these organizations was essential for some students to remain on 

their path to degree completion. As a student mentioned, “I feel like, my first two years here I 

wasn’t really involved, but as soon as I got involved more, like everything just got better.”   

 Some students expressed that belonging to one of these organizations gave them the 

opportunity to identify with and relate to individuals like themselves. This sense of identity was 

sometimes reinforced with a sense of collective achievement. As a student explained: 
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I am always thinking what I take out of UNH. What I am taking are the 

experiences, that I did all the social justice where all my close friends are, that it is 

something I like to do. I know in my heart deep that’s what I gonna do, so just 

things like that’s the best experience. 

 

 Campus involvement also gave students a sense of community by providing them with 

welcoming, caring, and safe spaces where they could develop family-like relationships. As a 

participant said, “Mosaico [the Latino/Latina student organization at UNH] … really friendly 

among each other. It’s like a family; there is concern about the others.” In these spaces, students 

found and gave support to each other. Campus involvement also reinforced this sense of 

community by allowing group members to create a shared identity through similar personal and 

academic struggles. As a student participant explained:  

MOS DEF [Men of Strength: Diversity, Education, and Family] is definitely the 

best experience. I don’t have to explain myself. I can express my feelings. There 

are similar struggles we go through, and we work those together, and we also do 

trips together …. It’s being, it’s being like a family to me because sometimes I 

can be distant from my family back home because they don’t really know exactly 

what I am going through, because college wasn’t an option for them. 

 

 In addition, campus involvement offered students opportunities for leadership 

development. These opportunities included leading a group of peers, being in charge of campus-

wide events, and becoming exposed to multiple perspectives. As a participant described: 

I think my best experience here is having going through the MLK [Martin Luther 

King Jr.] Summit, which is a leadership and social justice program. … You meet 
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with a bunch of students, like, of different backgrounds, religion is different, like 

economic class, and they are all different from you, and you talk, like, about your 

experiences at UNH, about different issues. You get to hear, you know, this is 

what I have to deal with here, and this is how I felt, and you learned, you know, 

like this is how I can help you how not feel that way. So that was really nice and I 

made a lot of good friends even though it was a really short program. It was really 

great experience. I really liked it.  

 

 Campus involvement also provided students opportunities for career networking and 

professional development.  As a participant related: 

I am part of NASBE, which is the National Society of Black Engineers. We did 

not do this at the UNH campus but we had a trip to New York, and it was for our 

regional conference, for our organization, and there was like a career fair. We did 

different activities and, like, professional development, activities, stuff like that. 

We learned a lot, learned a lot on the trip. I think I would say that’s one of the 

best experiences I had here, even though it wasn’t on the campus.  

 

 Additionally, campus involvement increased the personal, academic, and professional 

aspirations of some student participants. In some cases, these aspirations expanded through 

interactions between students and minority alumni. As a participant remarked: 

So last year, some took time and went to see a play, Raging Sun. We all went 

together, we dressed up, and then we did a big reunion with undergrads and 

alumni, and we went to eat, and just to see the success of people outside of UNH 

after they graduated, and especially with self-identified minorities was, was 
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powerful, and a lot of them went through the same things I did. I was able to share 

with them things I am struggling. It is good to know that you can be successful 

here. 

 

 Theme 5: Experiencing success. Experiencing success also contributed to degree 

completion for Hispanic students. All student participants reported at least one instance where 

they felt successful at UNH-Durham. The most common experience of success was related to 

academics. For some students, academic success meant exceeding their grade expectations in one 

or more courses at the end of a semester. Some students also experienced academic success 

through research by feeling satisfied with completing an intense scholarly activity. Other 

students felt successful by receiving recognition from peers, faculty members, and 

administrators. As a student participant communicated: 

They had suggested my name to be part of the President’s Commission. I was 

really happy about it … for me being asked to be part of the group was … I felt I 

was able to connect to multiple faculty and staff (laughs), so I felt, I don’t know, I 

felt really great at that time, but also when people come and they say you did such 

a great job at this event, thank you so much for doing this.  

 

In some instances, this recognition came from national organizations such as honor societies. 

Alternatively, some students made some adjustments to feel academically successful. As one 

student participant mentioned, “Once I switched to my major, into psychology, I actually found 

what I wanted to do … and I have been successful in my classes and my grades.”  
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 Some students experienced success through campus involvement by being able to 

accomplish campus-wide projects through their student organizations. As a student participant 

stated: 

We had managed to talk to 3,000 people on campus, and it was, like, how is 

possible that we had talked to so many people on campus. It was such a cool 

moment to realize that. Everybody was, like, excited on campus, something that, 

the semester before people were like, I do not care about this election whatsoever 

and then, the next semester we turned this campus from this apathetic group of 

students who just drink and sleep to, like, they were so excited, they were helping 

us put up posters, they were around campus, that was really cool. 

Being successful at UNH was also related to having a balanced life. This balance represented the 

ability to manage time among academics, work, and social activities.  

Family Member Themes 

Four main themes emerged from the interviews of the family participants: role of the family, 

positive perceptions of students, positive perceptions of student’s friendships, and positive 

perceptions of UNH. These themes emerged from the analysis of the interview transcripts. 

 Theme 1: The role of the family. Family members contributed to degree completion for 

Hispanic students by having high expectations, by offering different forms of encouragement, by 

becoming aware of some of the challenges students faced, and by facilitating different levels of 

financial support.  

 High expectations. All interviewed family members expected students to graduate from 

UNH or another university. Some family participants who were alumni of UNH expected 

students to graduate from UNH. As a family participant explained: 
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I want to say that after a long debate she realized the opportunity she had there. 

Furthermore, she realized I was able to do it and my older brother went, too, so 

there were not reasons why she should pick another school.  

Some family participants expected students to secure employment after graduation while some 

family members expected students to further their education. Some family members expected 

students to further their studies because they considered that students would be better prepared 

with this additional education. They also indicated that students were young enough to pursue 

further education.  

 Encouragement. Several family members encouraged students to take control of their 

learning. As a family participant mentioned, “I told her, all universities are good, there is not a 

bad university. What there is, is bad students, and that’s why I told her, wherever you are, you 

need to do your thing.” Family members also encouraged students to persevere despite the 

hardships students faced. Most family encouragement came from parents but also from other 

relatives. As a family participant commented: 

I mean, he talks to his brothers and sisters, they talk to him, they give him advice, 

but he has all the support from me, you know, from his stepdad, from his brothers. 

We help him a lot, you know, he can talk to me when he is having problems. 

When he is stressed he actually calls me and talks, and tells me what is going on. I 

give him advice, he gets advice from his brothers and sisters. 

 

 Awareness of challenges. Some family members reported being aware of some of the 

challenges students encountered. In cases of academic challenges, family members advised 

students to seek out assistance from support services. Some family members were also aware of 

the financial difficulties some students experienced, including the limited economic support that 
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some families could provide. Likewise, some family members were aware that working while 

studying was a challenge for some students. At the same time, family members with college 

experience recognized that for some students figuring out the financial aid process was difficult.  

 Some family members were aware that some students experienced cultural barriers. As a 

family participant mentioned, “I think if somebody from Puerto Rico sends somebody here, to 

UNH, it’s a little bit of cultural shock, because of the differences in life style.” Family members 

were also aware of the difficulties some students experienced during their transition from high 

school into college. As a family participant stated, “The change of life style from living in … 

with my parents and then having to be on her own, having to learn to grow up by herself.”  

 Financial support. Several family members reported that they supported the students 

financially. In some instances, family members covered the tuition costs and other related 

expenses in combination with government financial aid.  In other cases, family members 

provided limited economic support that was often directed toward immediate expenses such as 

food or textbooks. In yet other cases, economic support was a family collective effort. As a 

family participant mentioned, “I am a single mother, and when they need something that I cannot 

buy for them … a computer or anything else that they need, I have my family, and they help 

me.”  

 Theme 2: Positive perceptions of students. Family contributed to degree completion for 

Hispanic students by having positive perceptions of students’ qualities and by having positive 

perceptions of student’s previous education. Some family members reported positive perceptions 

of students’ qualities, which included determination, emotional maturity, and self-awareness. 

Another positive perception from family participants was students’ resilience. For example, 

when asked if this family member ever considered leaving or dropping out of UNH, a family 
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participant responded, “I know he did one semester off but he did go back and I applauded him 

for that.”  Some family participants regarded student deference to parental guidance as positive. 

As a family participant mentioned, “That’s what I always tell her, and she, she has always 

followed my guidance, always pays attention on what I say, and you know that’s good because in 

that way, she will do better.”  

 Positive perceptions of previous education. Some family participants reported students’ 

pre-college educational experiences as positive. These perceptions were related to the quality of 

the schools that students attended as well as to the academic quality of the students. As a family 

participant remarked, “It was, a good education … he never had any kind of problem. He 

finished elementary school then high school and without any problem.” Other positive 

perceptions involved students’ co-curricular activities prior to college. As a family participant 

mentioned, “He got into a lot of programs, he participated in a lot of programs that they had at 

school. He had a good education.”  

 Theme 3: Positive perceptions of friendships at UNH. Family contributed to degree 

completion for Hispanic students through positive perceptions of the friendships that students 

had at UNH. Some family members stated that students’ friendships were a mixture of minority 

and non-minority peers. Some of these friendships were developed prior to college. As a family 

participant stated, “She has friends that have been able to, that she has been able to travel with 

them, she lives with them, and some have been with her since high school.” 

Family also contributed to degree completion for Hispanic students by having positive 

interactions with the friends of students. Some of these interactions occurred on campus and at 

the homes of the family members. As a family participant explained, “I have shared with them, 



Running Head: Degree Completion of Hispanic Undergraduates 108 

 

we have eaten together, we have gone to … what is it called? To presentations that the university 

has done, I have attended, and they know me and they have visited my house.”  

Some family members indicated that these friendships contributed to the students’ 

emotional maturity, their campus involvement, and leadership qualities. This well-being was 

reflected in a strong group bonding, a sense of a shared identity. As a family participant 

elaborated: 

He got some friends that got their heads on their shoulders—I think most of them 

are a little older than him—you know, helping him with different organizations 

and that kind of thing, and kind of being a leader to him. 

 

 Theme 4: Positive perceptions of UNH. Family participants contributed to degree 

completion for Hispanic students through positive perceptions of UNH. For instance, all family 

participants reported feeling proud of having family members attending UNH. Moreover, family 

members who were UNH alumni communicated great pride in the institution. As a family 

participant expressed, “It has been a while since I’ve got there but I felt proud to be a member of 

the school and alumni.” 

 Another positive perception of UNH from family participants was their feeling of being 

welcomed on campus. Some family participants felt welcomed because of UNH’s family-like 

atmosphere. As a family participant described: 

I feel very fine, happy … sometimes I believe I am at home instead of at the 

university, the environment is like … it feels like family. The times I have visited, 

there is always a lot of parents that are visiting their children, and their 

grandchildren, and so that gives the impression that, like, one was among family.  
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Other family participants experienced this sense of welcoming by interacting with students and 

families at campus events; and by being able to use some of the campus facilities such as the 

dining hall. For family members who were not speakers of English, having access to language 

interpreters provided them a sense of welcoming.  

 Some family members reported having positive perceptions of UNH based on the 

increase in campus diversity. As a family member commented, “They are getting better for what 

I have seen. It is getting a little more diverse, and they are growing the Hispanic population there 

but they still have ways to go.”  

 Geographic proximity to family also contributed to positive perceptions of UNH. In some 

cases, comparisons to the geographic distance of other institutions contributed to a positive 

perception of UNH. As a family participant described: 

I am delighted that [name of member of the family at UNH] is in the University of 

New Hampshire because in that way, I can be closer to her and when she needs 

me, I can be there, or if I need her, she can come to my house. It is not like my 

other daughter that she moved far away, you know. For me to see her, I have to 

take a plane. That is too far away. That is one of the advantages that I like of the 

school. 

 

Some family members who resided in states bordering New Hampshire evaluated the geographic 

proximity to UNH as positive too. However, their perception was less positive than from family 

members who resided in New Hampshire. As an out-of-state family participant remarked, “I 

always wanted him to come to a public school near home, even though New Hampshire is not 

that far but I … he … I guess that was his choice, one of his choices, he got it and he went 

through.” 
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 Some family members had positive perceptions of UNH based on its academic quality. 

As a family participant related, “I think it is a good one, one of the best in New Hampshire, and 

there are programs that are very good for the students and that’s what a parent looks for, 

something good for their children.”  Similarly, positive institutional quality was connected to 

some co-curricular programming that the university offers.  Positive institutional quality was also 

related to the personal growth of students. As a family participant noted, “I have seen how my 

son has grown into a man, you know, become a more responsible person, and I think that’s all 

due to the fact, you know, the education he is getting there.” Some family members had positive 

perceptions of UNH based on the support services offered to multicultural students. As a family 

participant mentioned, “Well, they give it to them every day, where they sleep, what they eat, 

they give them academic help, they give them like work/study.” In addition, family participants 

who were alumni of UNH related institutional quality to positive experiences they had with 

faculty members as well as to the renewal of building infrastructure. 

Faculty Themes 

 Three main themes emerged from the online survey of the faculty participants: positive 

perceptions of Hispanic students; awareness of challenges that Hispanic students faced; and 

awareness of the support services available to Hispanic students. These themes originated from 

the analysis of the online survey.  

 Theme 1: Positive perceptions of Hispanic students. The data from the online survey 

indicated that all faculty participants reported positive perceptions of Hispanic students. These 

perceptions involved the qualities of students; the quality of the interactions between Hispanic 

students and faculty members; and the quality of interactions between Hispanic students and 

their peers.  
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 Some faculty members indicated positive perceptions of students based on their qualities, 

such as determination. As a faculty participant stated, “Only the very determined are willing to 

come here.” Other perceptions involved positive work ethics. As a faculty participant mentioned, 

“Hardworking, good perspective on human dimensions of engineering issues.” Another of the 

personal perceptions was motivation. For example, a faculty participant described Hispanic 

undergraduates as “smart and motivated.” These perceptions also involved academic 

engagement. As a faculty participant commented, “I have found my (few, admittedly) Hispanic 

students to be well-prepared and active participants in class.” Similarly, another faculty member 

noted, “My Hispanic students have always been very engaged with me and seek extra help when 

needed.”  

 Several faculty participants described their interactions with Hispanic students favorably. 

As a faculty participant mentioned, “Good, enjoy the diversity.” Similarly, a faculty participant 

said, “Very positive- but at the same time I am a [name of program] professor and thus my 

immediate colleagues have extensive experience working with Hispanic students.” Likewise, 

some faculty members described the interactions of Hispanic undergraduates and their non-

Hispanic peers positively. For example, a faculty participant described these interactions as 

“collegial, pleasant.” Another faculty member mentioned, “Very positive—I have not heard of 

any negative encounters, at least on the part of my students and colleagues.” Comparably, a 

faculty participant stated, “I have never seen any negative interactions between Hispanic and 

non-Hispanic students.” Alternatively, a faculty participant remarked that in their Spanish 

courses “non-Hispanic students are already interested in Hispanic language and culture and tend 

to be open and friendly toward Hispanic students.” Also, a faculty participant described these 

interactions as “good, but often come from different world perspectives and cultures.” Some 
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faculty participants also reported positive interactions between Hispanic undergraduates and 

other minority students. As a faculty participant said, “In my classrooms, I tend to see that 

Hispanic students are often most friendly with other students of color.” Some faculty members 

reported that these positive interactions between Hispanic students and their minority peers often 

occurred through campus involvement.  

 Theme 2: Awareness of the challenges. Data showed that several faculty participants 

were aware of the challenges Hispanic students faced at UNH-Durham. For instance, faculty 

members acknowledged that being an ethnic minority student in a PWI was difficult. Faculty 

members also reported the low number of ethnic/racial minorities, in particular the low number 

of Hispanics at UNH as a challenge to these students.  Faculty members also acknowledged the 

low number of Hispanic students in science, technology, engineering, and mathematics (STEM) 

disciplines. At the same time, faculty members mentioned that the low number of faculty 

members of Hispanic background was a challenge for Hispanic students. As a faculty participant 

explained, “There are fewer faculty than peers, so seeking out those who ‘get it’ is tougher.”  

 Faculty members indicated stereotyping and being singled out as another challenge for 

Hispanic students. For example, a faculty participant commented, “Faculty sometimes ask them 

for ‘the Hispanic perspective,’ singling them out and putting them on the spot, asking something 

they need not speak knowledgeably of, and which is rarely asked of majority students.” Other 

faculty members mentioned oversimplification of Hispanic identity as another problem. As a 

faculty participant elaborated: 

Being seen as representing a stereotype, encompassing not only their own culture 

but whatever other cultures the other party projects on them (in one case, a 
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student was annoyed at being seen as Mexican, because he was Cuban, and 

viewed Mexicans rather poorly). 

 

 Faculty members reported being a first generation student as a challenging experience for 

some Hispanic students. Similarly, some faculty members correlated this challenge to be 

culturally different. As a faculty participant communicated, “Feeling different, perhaps culturally 

not as savvy the first year or two.” Other faculty members correlated this challenge to the 

immigrant background of some students. As a faculty participant described, “Some are from 

Latin American countries, their families may have moved to the States, others are first generation 

attending college, often Dominican, Puerto Rican.”  

 Faculty participants mentioned being far away from their families as another issue facing 

Hispanic students at UNH. As a faculty participant described, “My non-local Hispanic students 

(like many non-local students) may be seriously homesick—which may be more acute with 

greater cultural (not just geographical) distance.”  

 Faculty members also identified financial difficulties as another burden to Hispanics. 

Some faculty members related the low number of Hispanics to financial difficulties. As a faculty 

participant mentioned “I think recruiting is hard because of high cost/low financial aid.” Faculty 

members also mentioned financial issues when asked about the difficulties that families of 

Hispanic UNH undergraduates had.  

 Theme 3: Awareness of support services. Faculty members contributed to degree 

completion for Hispanic students by being aware of the support services UNH provides. Data 

showed that several faculty members were aware of some of these support services. For example, 

a faculty participant explained that the high graduation rate of Hispanic students was due to 

“Lots of support in a small community.”  
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 Several faculty members reported being aware of support services such as OMSA, C-

FAR, and the Connect Program. As a faculty participant stated, “Hispanic students have equal 

access to all services and support systems at UNH.” Comparably, a faculty participant 

mentioned, “OMSA in addition to resources available to all students.” Some faculty members 

reported student organizations as another support service that UNH offered to Hispanic students. 

For instance, when asked what type of services and support systems were available to Hispanic 

undergraduates at UNH, a faculty member responded “student groups.” Likewise, a faculty 

participant noted, “In addition to MOSAICO, the student organization, Hispanic students have 

equal access to all services and support systems at UNH.” Similarly, another faculty participant 

responded “Connect program Hispanic Club.”  

Administrator Themes 

 Four main themes emerged from the interviews of the administrator participants: personal 

and professional qualities of administrators; awareness of Hispanic students; additional support 

to Hispanic students during the first-year transition; and cooperation among support services.   

 Theme 1: The qualities of administrators. Administrators contributed to degree 

completion for Hispanic students through their personal and professional qualities. These 

qualities involved being from diverse backgrounds, being student-oriented, serving as advocates, 

and being facilitators of resources. 

 Diverse backgrounds. As the data showed, all the participant administrators self-

identified as belonging to a minority group by race, ethnicity, and/or gender. In addition, some 

administrators stated being exposed to diverse racial and ethnic environments. As an 

administrator explained, “Growing up in Southern California, you know, it was second nature, 

we are so used to the diversity… there were Asian and Black people, but it was primarily 
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Caucasian and Hispanic as well.” Likewise, some administrators expressed coming from diverse 

economic backgrounds. As an administrator participant explained, “I was born into a 

sharecropper, all right, born into a sharecropper family.” Some administrators also identified 

themselves as being first generation college students. As a participant described: 

I think that because I am first generation college student, a lot of times, they are 

“really?” so we can talk about that. I can talk about, I didn’t know about the 

FAFSA until I was almost ready to graduate, because as a community college, I 

was taking night courses, so a lot of times we are talking about that because my 

students are first generation college students, there is that connection. 

 

 Student-oriented. Being student-oriented was another administrator quality that 

contributed to degree completion for Hispanic students at UNH.  For instance, all administrator 

participants expressed that what they liked the most at UNH was working with students. As an 

administrator participant mentioned, “I like working with college students because of their 

energy, their optimism, they inspire me.” Some administrators reported having regular and 

meaningful interactions with Hispanic students that often developed into close relationships. In 

some instances, administrators’ student-orientation was extended to family members of students. 

As an administrator participant described: 

I just don’t meet students up on the highways and the byways, I also give them 

my telephone number at home, simply because I know that a lot of Hispanic 

families or multicultural families are not gonna be able to call me during the 

week. So I give them my personal phone, my cell number and I say “if your 

parents need to talk to me, give me a call over the weekend, and I don’t care what 

time you call, just call.” 
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 All participating administrators advocated on behalf of Hispanic students on various 

issues. As a participant noted:   

I am on the recruitment and retention team and weekly or bi-weekly, we really try 

to find out whether there are any holes or gaps with any students. We seek out 

these students, and we, as staff members, make sure that students are not dropping 

out. We try anything imaginable to make sure that that doesn’t happen. If it means 

purchasing books for them, we purchase books; if it means taking them to, not 

just tell them to go to a particular office, if it means holding their hand and taking 

them to the office; if it means advocating for them in that office, financial aid 

office, or with the professor, we will do that, and I think they truly understand our 

commitment so they become really committed.   

 

 All administrators provide academic support to Hispanic students by facilitating access to 

campus resources. For instance, administrators helped Hispanic students get individualized 

tutoring, scholarship search assistance, course selection information, and financial aid literacy 

information through the TRIO/SSS program, a federal grant-based initiative that provides 

“access and success for students who have been traditionally underrepresented in American 

Higher Education” (UNH, 2014). Likewise, administrators supported Hispanic students through 

the Connect Program. As an administrator participant described, “The Connect Program is an 

academic success program for students who are traditionally underrepresented in higher 

education, so first generation students, low income, and multicultural students. So we see a lot of 

Hispanic students that go through this program.”  
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 At the personal level, administrators directed students to the Counseling Center, 

Residential Life, and Career Services.  As an administrator participant mentioned: 

Helping from program to program, from counseling to helping them to seek out 

additional resources like advising, or maybe walking students to the Counseling 

Center, helping students to find their way home or someone who might be going 

on the way home, so it could be stuff like that related to their socio-identity or it 

could just be stuff that is related to them being a college student like, I hate my 

roommate, or I need help applying for graduate school, I need a job, where do I 

seek a job, or how I get an internship? Stuff like that, so it varies.  

 

 Theme 2: Awareness of Hispanic students. As data showed, the participating 

administrators had extensive experience working with diverse populations. For instance, one 

administrator had 15 years of work experience with multicultural students at UNH-Durham. 

Meanwhile, an administrator participant mentioned, “I worked in another school in New York 

and all of my students, mainly students of color, they would come from New York City, the 

Bronx, Brooklyn, Queens, or they would be coming from Albany, Syracuse.” 

  Administrators’ awareness of Hispanic students involved being knowledgeable about the 

diversity within the Hispanic population in terms of race, students’ geographic origins, and 

identity variations. As an administrator participant remarked: 

You have some Hispanic students who, they need like a cultural bridge to their 

own community, and you have some Hispanic students who may be ethnically 

identifiable as Hispanic but they don’t speak Spanish, they may or may not know 

about their Hispanic origins, or history, and they are more comfortable in spaces 

that are predominantly White, and like a student who is coming out of Lynn, or 
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from home communities, so there are students who really, really want to 

culturally connect and there are some students who do not want to be associated, 

and it really varies. There is not really one experience for Hispanic students at 

UNH. 

 

 Administrators’ awareness of Hispanic students was also demonstrated in their 

recognition of individual differences. As an administrator elaborated: 

I really like the way that my work is able to be very intersectional with multiple 

social identities so I look at race, ethnicity, gender identity, class, and beyond, and 

that intersection of personal identities is the most important piece of my work to 

me, that I can really look at students holistically, and not just for one of their 

identities, but it is like holistic, all who they are. 

 

 Administrators were also knowledgeable about the prevalent group values of some 

Hispanic students. For example, some administrators knew that maintaining close relations with 

family was important for some Hispanic students. As an administrator participant noted, “Many 

come here because they want a very good educational experience but they also want to be close 

to home. So many of them play the essential roles in the lives of their families back home.”  

 Administrators were also aware of some of the challenges and needs of Hispanic 

students, including financial difficulties, colorism, and prejudice. As an administrator participant 

related:  

There are micro aggressive and sometimes just the right, they’re outright biased 

comments being made, the “Are you legal?,” the other comments that have 

popped here and there. “Where are you from?,” or a student who is born in 
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Boston is asked where’re you from, “I am from Boston,” “No, where are you 

from?,” “Okay, I am from Roxbury in Boston,” “No, where are you from?”… 

Some of those conversations, students feeling that, well, you are the other, the 

constant other. 

 

 Administrators also demonstrated their awareness by identifying the strengths of 

Hispanic students. One of these strengths was motivation. As an administrator participant noted, 

“The Hispanic undergraduate students that I have worked with at UNH have been really, they 

have been very friendly, very open, very ambitious.” Another administrator commented, “I think 

the students I work with personally and professionally, are highly motivated.” Some 

administrators observed that this motivation was directly related to degree completion. As an 

administrator participant commented: 

Students don’t want to do that five or six year plan because they just don’t have 

the time or the money, so students are pushing more on that year period, and if 

that means summer school or J [January] term , more and more Latinos and 

Latinas are going to do J term and summer school. 

 

 Another strength identified by administrators was Hispanic students’ interest in 

developing connections, especially with peers of a similar cultural background. 

 Several administrators reported campus involvement as another strength of Hispanic 

students. As an administrator participant mentioned, “I would describe them as … college 

students … looking to get involved in as much as they can.” Administrators explained that some 

Hispanic students used campus involvement as a way to build community. This sense of 
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community occurred through affinity groups, such as student organizations. As an administrator 

participant described: 

We are looking at the DSC, the Diverse Student Coalition, you would look at 

Hispanic students on this campus are well connected in all populations, whether is 

the Asian Coalition, which is a student org, Black Student Union, you’ll find that 

they are truly connected as a community, once we go back to that word, 

community. We try to get our students, first generation, majority, and 

multicultural students to literally don’t just come here, build a community while 

you’re here and live within a community and you’ll find that they’re sharing and 

going to each other’s organizations, and each other’s events, and they’re even 

working with each other, so whatever event they’re working, doing it together.  

 

 Some administrators expressed that campus involvement provided Hispanic students 

access to leadership development. In some cases, administrators observed a correlation between 

Hispanic student retention and leadership opportunities. As an administrator remarked: 

If they can maintain those connections with other students, especially if they are 

Latino but also other students in general, then, they stay at UNH and feel, and I 

think that’s where I have seen when students become leaders, like if they can have 

a strong friends’ group, they feel empowered to become leaders.  

 

 In some instances, this leadership involvement occurred not only among students 

themselves but also included students interacting with faculty and staff. 

 Theme 3: Additional support during first-year transition. Administrators contributed 

to degree completion for Hispanic students through their additional support during the first-year 
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transition. As an administrator participant explained, “I always call it building your academic 

house. You need a strong academic foundation; your freshman year is the foundation for the rest 

of your academic career so you want to build a strong academic foundation.”   

 Administrators often recognized the Connect Program as key to the first-year transition of 

Hispanic students. As an administrator participant mentioned: 

I think, also, the Connect Program, which is a first-year transition program for 

students of color, low income students, which catches a lot of students who might 

have some academic adjustment issues, as well as some cultural or transitional 

issues, that program is there to help. 

During their first-year transition, the Connect Program assisted Hispanic students to navigate 

their surroundings and build community with peers, mentors, professors, and administrators. For 

example, Hispanic students in the Connect Program arrived on campus a week earlier than the 

rest of the students, got to know each other, and became familiar with the various services 

available on campus. They also met some of their professors and the deans of the schools. In 

addition, Hispanic students in Connect received mentors in their majors who worked with them 

for at least two years. 

 Administrators also commented on the first-year transition as an opportunity for some 

Hispanic students to overcome some of their academic gaps. As an administrator described: 

The students will tell you, “yes, I came from an under-resourced high school and I 

began to realize between me and some of my classmates, they are talking about 

things we didn’t talk about in my high school.” But our students can get there; we 

just need to work with them to get there incrementally instead of throwing 

everything and the kitchen sink at them that first semester. It is very hard when a 
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student goes away for winter break at the end of their first academic semester on 

campus as freshman, if they go away and they get their grades and those grades 

are not good, they impact their confidence. They return but we want them to leave 

with a good mental and emotional state of mind. 

 

 Theme 4: Cooperation among support services. Administrators expressed a continuous 

cooperation among the different programs, offices, and individuals that provided support 

services for Hispanic students. As an administrator participant remarked, “It is like a good spirit 

of collaboration among different offices that exists.”  

Cooperation among administrators occurred through the sharing of resources and working 

together in combined events. As an administrator participant stated: 

Last Friday night, we invited OMSA to join us for what we call the dining 

etiquette event, where we had a professor from the business school, hospitality, 

specifically, coming, to teach students when they are sitting in a very fancy table 

with all the silverware and plates, to just teach them how to navigate a dinner, if 

they are invited to a banquet or if they are invited by a professor to dinner.  And 

so we invited OMSA, MOS DEF, to come and join us, and we always reach out to 

Connect. We do presentations, McNair does presentations for the Connect 

program, so we do a lot of things. We try to come together. 
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Outliers 

 Data findings identified one participant as an outlier because this person did not 

understand the scope of the study as it was explained to participants. Data showed that this 

participant identified Hispanics as foreign students. As indicated in a previous section, foreign 

students were excluded from this study. Therefore, the understanding and responses of this 

person were not aligned to the subject population in the study. For instance, to the question, “To 

the best of your knowledge, how do you describe the interactions of Hispanic undergraduates 

and the faculty at UNH?” this participant responded “faculty are very accustomed to the needs of 

foreign students thus I have not seen difficulties.” To the question “To the best of your 

knowledge, what are some of the challenges Hispanic undergraduates face at UNH?” this 

participant answered “financial issues as they do not have visas to allow them to work during 

break.” In addition, to the question “To the best of your knowledge, what are some of the 

difficulties families of Hispanic undergraduates at UNH have?” this participant replied “one 

Hispanic student came from a very wealthy family, and invited one of our faculty members to his 

country for a visit. All went extremely well.”  
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Figure 1. Ecological system interrelations that contribute to Hispanic graduation   

 

Ecological Systems Analysis 

 This qualitative study used an ecological psychology perspective based on 

Bronfenbrenner’s ecological system constructs (Arana, Castañeda-Sound, Blanchard, & Aguilar, 

2011; Hinson, Parsons, & Hinson, 2001; Patton, 2002). Data findings showed that the 

interactions between students and their environments (family, school, work, etc.), as well as from 

the interactions among these environments influenced degree completion for these students.  
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 Microsystem interactions are “pattern[s] of activities, roles, and interpersonal relations 

experienced by the developing person in a given setting with particular physical and material 

characteristics” (Bronfenbrenner, 1979, p. 22). These were the most prevalent type of 

interactions observed in this current study. Microsystem interactions that contributed to degree 

completion were peer-to-peer interactions among Hispanic students and their ethnic peers, and/or 

among Hispanic students and other multicultural students. These interactions were often related 

to campus involvement activities. Another set of microsystem interactions that contributed to 

degree completion took place among Hispanic students and family members. These interactions 

occurred regularly and were often related to emotional, logistical, and financial support.  

 Data findings recorded microsystem interactions among Hispanic students and faculty 

members as well. These interactions were often limited to classroom activities. However, in 

some instances, interactions between faculty and students went beyond the classroom. These 

interactions were often co-curricular activities, related to research, and campus involvement. 

Data showed that these co-curricular activities had a positive impact on degree completion. 

Another set of microsystem interactions that contributed to degree completion happened between 

Hispanic students and administrators. These interactions occurred regularly and were often 

related to support services and campus involvement.  

 The mesosystem refers to “a set of interrelations between two or more settings in which 

the developing person becomes an active participant” (Bronfenbrenner, 1979, p. 209). 

Mesosystem interactions that contributed to degree completion occurred between family 

members and friends of Hispanic students. These interactions were limited but often provided 

cultural validation. Another set of mesosystem interactions took place between family members 

and non-faculty personnel of UNH-Durham. These interactions were limited but contributed to a 
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positive perception of the institution. Another set of positive interactions happened between 

school and workplace. In cases of work/study, the interactions between work and academics 

were highly integrated, and often complemented each other. For off-campus employment, 

interactions between school and work were very limited although some work settings indirectly 

support academics. The most important set of mesosystem interactions occurred among support 

services, especially those at the formal level.  These interactions happened regularly and were 

often related to the sharing of information and resources.  

 The exosystem refers to “one or more settings that do not involve the developing person 

as an active participant, but in which events occur that affect, or are affected by what happens in 

the setting containing the developing person” (Bronfenbrenner, 1979, p. 25). Exosystem 

interactions that contributed to degree completion for Hispanic students involved being a second 

and third generation immigrant; being less ethnically, racially, and linguistically identifiable; 

coming from middle and upper socioeconomic backgrounds; having attended a PWI high school; 

having family members who were located in geographical proximity of UNH-Durham; having 

administrators of diverse backgrounds and experiences; and having a relative who graduated 

from UNH. Another exosystem interaction was the increasing availability of housing 

opportunities in Durham and nearby areas.   

 The macrosystem is “the array of physical conditions, attitudes, practices, and 

convictions shared throughout the society” (Thomas, 2001, p. 95). Macrosystem interactions that 

contributed to degree completion for Hispanic students involved the increasing value that some 

Hispanic families gave to college education, the increasing awareness of diversity at UNH-

Durham, and the decrease of overt campus incidents of prejudice.  
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 Last, data findings showed chronosystem interactions, which refer to “the patterning of 

environmental events and transitions over the life course, as well as socio-historical 

circumstances” (Santrock, 2011, p. 47). Chronosystem interactions that contributed to degree 

completion for Hispanic students involved sociocultural views of attending college; the 

increasing value of diversity on PWI campuses; the support during their transition from high 

school into their first year of college; and the graduating student transitioning into graduate 

school and/or into the professional field. 

Chapter Summary  

 

 Chapter four described the data analysis and the findings of the current research. This 

information was organized in the following sections: (a) a synopsis of the data analysis used in 

this research; (b) the findings, which included a demographic description of the participants and 

the themes that emerged from the analysis of the results; (c) a description of outliers found in this 

study; (d) an interaction analysis based on Bronfenbrenner’s ecological system constructs; and 

(e) a summary of this chapter. 

 The qualitative findings of this study were presented in a way that answered the research 

question: What factors have contributed to the high graduation rate of undergraduate students of 

Hispanic background at a public, four-year university in the state of New Hampshire? The data 

findings showed that support systems both at the formal and informal level were pivotal for the 

degree completion of student participants. These support systems contributed to degree 

completion for Hispanic students at UNH-Durham by: 

 Facilitating students’ transition from high school into college by offering social and 

academic support and resources  

 Providing access to meaningful personal and academic experiences  
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 Advocating for students who experienced or witnessed prejudice  

 Supporting students experiencing emotional challenges and directing them to appropriate 

campus resources and qualified professionals 

 Addressing the needs of students at risk of leaving the institution   

 Offering students a sense of inclusion 

 Facilitating activities that helped students cope with academic stress 

 Offering enriching work/study opportunities  

 Providing caring and competent role models  

 Making students feel welcomed and appreciated  

 Serving as vehicles of cultural validation 

 Facilitating campus involvement  

 Being flexible with students’ working time  

 The data findings showed that certain attitudes, beliefs, and behaviors assisted Hispanic 

undergraduates in their degree completion at UNH-Durham. These attitudes, beliefs, and 

behaviors were: 

 Self-motivation 

 Resilience 

 Connectedness 

 Becoming a role model for younger siblings 

 The data findings also indicated that campus involvement contributed to degree 

completion because it provided students: 

 A sense of identity and of community  

 Opportunities for peer support and leadership development 
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 Opportunities for career networking and professional development 

 The data findings also established that experiencing success contributed to degree 

completion. This success occurred through: 

 Academics 

 Research 

 Campus involvement 

 Finding balance between academics and social life 

 The data findings identified the family as another positive factor in degree completion for 

Hispanic students. Families contributed to degree completion for Hispanic students at UNH-

Durham by: 

 Providing financial support 

 Offering encouragement  

 Having a positive image of student’s previous education 

 Having high academic expectations 

 Providing knowledge support about college life 

 Having positive experiences and perceptions of UNH 

 Living in geographical proximity to UNH-Durham 

 The data findings revealed that faculty members contributed to degree completion for 

Hispanic students by: 

 Having positive perceptions of Hispanic students at the personal and academic levels 

 Having positive interactions with Hispanic students 

 Being aware of some of the challenges of Hispanic students  
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 The data findings showed that administrators contributed to degree completion for 

Hispanic students by: 

 Having diverse backgrounds and experiences  

 Being student-oriented 

 Serving as advocates  

 Facilitating access to academic and/or personal resources 

 Being aware of the diversity within the Hispanic population  

 Validating the individual differences of each Hispanic student 

 Being aware of challenges, needs, and strengths of Hispanic students  

 Offering extra support during the first-year transition  

 Having well-articulated student support services 

 Data findings identified that the interactions between students and their environments as 

well as from the interactions among these environments influenced degree completion among 

participating students. Data findings showed that these interactions occurred at the micro-, meso-

exo-, macro, and chronosystem levels. Data indicated that the most prevalent and significant 

were the interactions that took place at the microsystem and exosystem levels.  
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Chapter Five:—Conclusions and Suggestions for Further Research 

Introduction 

 Chapter five is divided in four sections. The first section includes the findings of this 

study in relationship to the review of literature and presents the major findings about each set of 

participants in relation to the research question of this study. The second section includes 

informed recommendations based on the results of this research and the review of literature. The 

third section consists of recommendations for further research. The last section is the conclusion 

on the contributing factors for degree completion for Hispanic undergraduate students found by 

the current study. 

Findings in Relation to the Literature 

 The following section describes the major findings in relation to the review of literature 

and is organized as follows: (a) Major findings about students in relation to the review of 

literature, (b) major findings about family in relation to the review of literature, (c) major 

findings about faculty members in relation to the review of literature, and (d) major findings 

about administrators in relation to the review of literature. Each of these sections and their 

corresponding sub-sections are described below. 

Major Findings About Students in Relation to the Literature.  

 Five major findings about student participants emerged from this study: support systems, 

the role of the family, characteristics of students, campus involvement, and experiences of 

success.   

 Support systems. The findings of this study indicated that all student participants 

reported the presence of one or more support systems as a reason to seek degree completion. 

These support systems were both formal (support services) and informal (friendships). 
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 Formal support services. Findings of this study showed that institutional support services 

with a focus on the first year of college contributed to degree completion for Hispanic students. 

These findings supported the review of literature. For instance, Bordes and Arredondo (2005) 

found correlations between mentoring (social dimension) and perceptions of comfort 

(psychological dimension) in the university environment for first-year Hispanic college students. 

These results also supported Rendón’s (1994) retention model, which proposed that the process 

of student integration into campus life should rely more on the institution (faculty, staff, support 

systems, etc.), and less on the individual student. In addition, findings showed that extra support 

for first-generation college students through programs such as Connect and McNair facilitated 

Hispanic students’ transition from high school into their first-year of college. The 

implementation of these transition programs agreed with the Swail et al. (2003) retention model, 

which postulated that institutions needed to apply strategies relevant to Hispanics, in particular to 

those of first-generation college students. Although Swail et al. (2003) concluded that these 

programs benefited Hispanic undergraduates from low income background, the findings of this 

study showed that these transition programs benefited all Hispanic students independently of 

their college generation and/or socioeconomic level.  

 The results of this study also revealed that formal support services gave students a sense 

of inclusion that was based on a shared appreciation of students’ multiple identities. These 

findings concurred with the reframing retention model posited by Braxton, Hirschy, and 

McClendon (2004), which postulated that physical and programmatic spaces committed to 

campus diversity were essential to retention and graduation of multicultural students. This sense 

of inclusion was also based on friendships that began at these transition programs. In some cases, 

these friendships became meaningful lasting relationships. These results validated findings by 
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Castellanos and Gloria (2007), which showed that some first-year college students of Hispanic 

background sought to develop ethnic-peer friendships.  

 This study found that providing caring and competent role models increased Hispanic 

students’ likelihood of degree completion. These findings partially agreed with some of the 

studies in the review of literature. For example, Harris and Brewer (1986) and M.E. Levin and 

J.R. Levin (1991) identified some faculty members as role models. However, the results of this 

current study found some administrators serving as role models of Hispanic students by 

exemplifying positive behaviors, being accessible, advocating, motivating Hispanic students, and 

by being aware of the challenges, needs, and strengths specific to these students.  

 This study concluded that work/study opportunities contributed to Hispanic students’ 

graduation by helping students cover some of their educational expenses, serving as vehicles of 

cultural validation, and by offering leadership development opportunities. There was no research 

on the role of work/study and Hispanic degree completion. Nevertheless, some studies of the 

review of literature indicated that for many Hispanic students, being employed while attending 

college increased their likelihood of dropping out (Cerna et al., 2009; Fry, 2002). 

 This study determined that formal support services contributed to Hispanic students’ 

degree completion by providing students access to valuable personal and academic experiences; 

supporting students against prejudice, supporting students in time of personal crisis, helping at-

risk-of-withdrawing students persist and stay at the institution, assisting students in coping with 

academic stress, and providing additional support through UNH personnel, such as dining 

services and maintenance. Some of these findings partially supported the review of literature. For 

example, Girves, Zepeda and Gwathmey (2005) found that mentoring programs provided 

students benefits that included receiving academic advice and encouragement; clarifying career 
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aspirations; having available professional and personal life role models; developing intellectual 

and critical thinking skills; and gaining access to professional opportunities. Likewise, Bordes 

and Arredondo (2005), Gloria (1997), and Gloria and Robinson-Kurpius (2001) noted that 

mentoring was related to continued enrollment, especially among students at risk of 

withdrawing.  

 Informal support systems. Findings of this study indicated that informal support systems 

such as friendships contributed to degree completion for Hispanic students at UNH. These results 

were supported by the review of literature. For instance, Astin (1993) and Pascarella and 

Terenzini (2005) found that connections with other students were another contributing factor for 

postsecondary graduation among Hispanic students. This study also revealed that for some 

students, friends made the difference in staying at UNH-Durham. These results concurred with 

Tinto’s (1975, 1993, 2000, 2012) retention model, which proposed that when students felt more 

integrated into the social and academic life of the institution, they were more likely to persist. 

 The results of this study showed that some Hispanic students had predominantly minority 

friendships, especially with ethnic peers. Some of these minority friendships helped Hispanic 

students during their first-year transition because these friendships offered them a sense of 

familiarity that was provided through the sharing of similar backgrounds. These results agreed 

with the review of literature. For instance, Castellanos and Gloria (2007) found that Hispanic 

students “gain cultural affirmation and specific navigational strategies to negotiate the host 

culture of academia” (p. 387) by creating family-like systems in which sibling-like relationships 

were developed.  

 This current study concluded that ethnic friendships among Hispanics served as a vehicle 

for social validation that occurred through similar cultural activities such as food and music. 
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These findings concurred with the review of literature. For instance, Cerezo and Chang (2013) 

observed that connections with ethnic peers served Hispanic students as a source of cultural 

familiarity, vehicles of cultural expression, and venues for cultural affirmation. Findings from 

this study showed that for some Hispanic students, ethnic peer friends became their advocates 

when facing incidents of prejudice. These results supported the findings of Hernandez (2000), 

who observed that ethnic peer connections acted as buffers against racial/ethnic campus hostility.  

 This study found that some Hispanic students had a mix of both minority and non-

minority friendships. These student participants reported being open and relatable to different 

racial and ethnic groups on campus. These results agreed with Whitt, Edison, Pascarella, 

Terenzini, and Nora (2001), who found that multiracial/multiethnic interactions in the classroom, 

at campus multicultural events, and through intergroup dialogue had positive outcomes such as 

“interest in learning about groups other than their own and [perceiving] less, not more, division 

among different racial and ethnic groups” (p. 31).   

 This research determined that some of these non-minority friendships existed prior to 

college. These findings partially supported Saenz (2005), who correlated Hispanic ability to 

develop positive campus interracial/interethnic connections to a high rate of diverse interactions 

prior to college. Moreover, the findings of this study revealed that for some Hispanic students, 

friendships with non-minority peers served as a vehicle for social validation. These results 

partially concurred with Hurtado and Ponjuan (2005), who reported that interactions with diverse 

peers had a positive impact on Hispanic student adjustment and sense of belonging. Meanwhile, 

Strayhorn (2008) found that in comparison to students with less diverse networks, “students who 

interact with diverse peers form a greater sense of belonging or attachment to campus, which, in 

turn, can prevent attrition” (p. 313). It is important to note that the findings of this study did not 
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find any evidence indicating that Hispanic students with more diverse friends had a greater sense 

of campus belonging than those Hispanic students with less diverse friendships.  

 Off-campus employment. As noted earlier, the review of literature indicated that working 

while attending school had a negative impact on Hispanic college retention (Cerna et al., 2009; 

Fry, 2002). However, this current study identified that off-campus employment contributed to 

Hispanic graduation in some instances, such as when it provided a work schedule in which 

students could dedicate part of their time to academic activities.  

 The role of the family. This study found that of the 11 student participants, two 

mentioned that their parents had a bachelor’s degree, and eight students reported that their 

parents held a high school diploma. In addition, two communicated that their parents had two 

years or less of college. However, Choy (2001), Fry and Gonzales (2008), and Swail et al. (2004) 

observed that Hispanic parents were less likely to hold a bachelor’s degree or a high school 

diploma. This discrepancy between the current findings and the review of literature may be 

explained by family populations. In other words, while the families of this research were from a 

variety of college generations and/or economic backgrounds, the families of the studies in the 

review of literature were mainly of first generation students and low socioeconomic background.  

This current study also established that in cases where parents did not have any college 

experience, usually, another relative did.  

 Relatives at UNH. Findings indicated that some participants who had relatives who were 

currently enrolled or had graduated from UNH-Durham and/or UNH-Manchester experienced a 

sense of familiarity and identification with the institution. In addition, results showed that these 

students benefited from an already established support network.  
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 Family expectations. This research found that some family members expected students to 

graduate even if these family members did not have any college experience. In some instances, 

family members still expected students to graduate although they were unable to assist student 

participants in navigating the college system. Saunders and Serna (2004) noted that first-

generation Hispanic students who acknowledged that although “their parents and/or other family 

members cannot provide them with the necessary information and resources to assist them in the 

process of college attainment and persistence, maintaining family relationships is critical as they 

pursue their academic endeavors” (p. 157).  Current results showed that in some cases, family 

members related the student’s college completion to financial reward and family advancement. 

These results partially supported Gándara (1995), who found that less educated Hispanic parents 

were able to improve the social mobility of their children while challenging “an elite culture, that 

of academia, which is among the most difficult for low status individuals to penetrate” (p. 55). 

Findings also indicated that some family members expected students to graduate because one or 

more older siblings had already completed college.  

 Family motivators. This study found that at least one family member was a big motivator 

in the education of student participants, some of whom identified their parents as their main 

motivators. Current results revealed that parents provided encouragement when students 

struggled with college demands and they expressed high aspirations for the future of student 

participants, often through narratives of hardship. These findings supported Kimura-Walsh et al. 

(2008), who documented that some Hispanic parents directly encouraged their children, often 

using stories of hardship. The results also agreed with Ceja (2004) who observed that some 

Hispanic parents motivated students through narratives describing the hardships they 

experienced during their childhood and youth due to their lack of education.  
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 Geographical proximity to family. This research concluded that all in-state students 

reported proximity to their families as one of the main reasons they decided to attend UNH-

Durham. Results indicated that this was also the case for some out-of-state students from 

neighboring states, such as Massachusetts. At the same time, some out-of-state students who 

were not from the New England area expressed that their family was worried about student 

participants being so far away from home. These findings supported a study of the Pew Hispanic 

Center/Kaiser Family Foundation (2004) reporting that Hispanic students’ proximity to home 

was a major factor in their college enrollment decision. Results of this study showed that it was 

important for some students to have quick access to their home community. It was also crucial 

for some students that their family had quick access to UNH-Durham. These results agreed with 

Hurtado et al. (1996) who noted that Hispanic “students may be better adjusted when they 

maintain independence, but also maintain a supportive relationship with parents” (p. 153). 

This study determined that some motivators provided logistical support to participant students 

when applying to college. As Pérez and McDonough (2008) recorded, in interactions between 

Hispanic parents and their college aspiring children, most often the children were informing the 

parents about the college process rather than vice versa. Similarly, Auerbach (2006) determined 

that children of Hispanic parents with low academic preparation were more likely to experience 

difficulties in college access. The discrepancy between this current study and the review of 

literature may be explained by differences among the participating populations. As mentioned 

earlier, while the review of literature was mainly focused on Hispanic families from low income 

background or first generation students, the Hispanic families in this current study were more 

diverse.  
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 Living arrangements. This research found that students were more likely to live off-

campus. These results supported Santiago and Cunningham (2005), who observed that Hispanic 

college students were less likely to live on campus. However, the findings of this study disagreed 

with Santiago and Cunningham (2005) on the topic of with whom off-campus students lived. 

While students in this study were more likely to live with friends and acquaintances, Santiago 

and Cunningham (2005) observed that off-campus students of Hispanic background were more 

likely to live with their parents. This result also disagreed with Fry (2004) who indicated that 

48.8% of Hispanic students at four-year colleges lived with their parents in comparison to non-

Hispanic students living with their parents.   

 Characteristics of students. This study documented attitudes, beliefs, and behaviors that 

facilitated students’ path to degree completion. Some of these attitudes, beliefs, and behaviors 

were self-motivation, resilience, becoming a role model, and connectedness. 

 Self-motivation. This study concluded that several participants were self-motivated. Self-

motivation could be understood as motivation obtained from within the individual (Greenberg, 

2011). Therefore, this current research partially supported Pascarella (1984), who remarked that 

“by far, the best predictor of educational aspirations at the end of the second year of college was 

the level of educational aspiration at entrance to college” (p. 767). This study indicated that some 

students used self-motivation to reach out to peers, faculty members, and administrators. 

Likewise, findings showed that some students used self-motivation to manage their anxiety. 

These findings partially supported Castellanos and Jones (2003), Lundberg and Schreiner (2004), 

and Rendón (1994), who reported that positive interactions between faculty members and 

Hispanic students were correlated to high levels of student academic motivation.  
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 Resilience. Resilience refers to “the heightened likelihood of success in school and other 

life accomplishments despite environmental adversities brought about by early traits, conditions, 

and experiences” (Wang, Haertal, and Walberg, 1994, p. 46). Accordingly, this study concluded 

that some students used resilience to face obstacles such as barriers to institutional access, 

insufficient time to fulfill the demands of college life, and incidents of prejudice. These findings 

supported Pizarro (2005) who noted that ethnic peers facilitated Hispanic students’ resilience.  

 Becoming a role model. This study determined that several of the participating students 

were becoming role models for younger siblings. Student participants were becoming role 

models by facilitating institutional access for younger siblings. Likewise, participants were 

becoming role models by promoting a positive perception of UNH among younger siblings.  

 Connectedness. This study found that several student participants sought to develop 

connections with others. Some of these connections were students who shared similar cultural 

backgrounds and/or interests. These results agreed with Cerezo and Chang (2013), who stated 

that “connections with ethnic minority peers may have contributed to participants’ positive 

affiliations with the campus environment, contributing to emotional, psychological integration, 

and thereby allowed students to expend more energy and focus toward achievement” (p. 80). 

Results also showed that some students sought to develop connections with people of different 

backgrounds and interests.  These findings partially concurred with Mack et al. (1997), who 

remarked that “Latino and White students seemed to be the most comfortable interacting with 

other ethnic groups” (p. 268). These results also partially supported Massey, Charles, Lundy, and 

Fischer (2003), who reported that Hispanic students usually had more racially/ethnically diverse 

networks than Whites and African Americans. Furthermore, this study found that in addition to 
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developing their own personal connections, Hispanic students sought to create interconnections 

among their friends.  

 Campus involvement. This research concluded that campus involvement contributed to 

degree completion for Hispanic students. Results indicated that all student participants expressed 

being involved at least once in some type of campus organization. These results concurred with 

Stearns et al. (2009), who found that Hispanic students “were more likely than other racial 

groups to join fraternities and sororities during their first year of college” (p. 173). Current 

findings established that campus involvement contributed to Hispanic degree completion by 

helping students develop a sense of identity and a sense of community, offering students 

opportunities for leadership development and career networking, and by raising their personal 

and professional aspirations.  

 Sense of identity. This study found that some students expressed that belonging to one of 

these organizations gave them the opportunity to identify with and relate to individuals like 

themselves. These results agreed with Hurtado and Carter (1997), who found that campus 

organizations provided a sense of familiarity when they were similar to organizations in the 

home communities of students.  

 Sense of community. Results showed that campus involvement gave participants a sense 

of community. This sense of community was reflected in the existence of welcoming and safe 

spaces where students developed family-like relationships. This sense of community was also 

supported through a shared identity. These findings supported Castellanos’s and Gloria’s 

psychosociocultural approach (PSC), which proposed that through campus organizations, 

Hispanic students created family-like systems in which sibling-like relationships were 

developed. These findings also concurred with Hoffman, Richmond, Morrow, and Salomone 
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(2003), who determined that involvement on campus organizations increased students’ sense of 

belonging, especially among first-year students.  

 Leadership development. Although the review of literature did not include any research 

related to campus involvement and leadership development, this study found that campus 

involvement provided opportunities for leadership development including leading a group of 

peers, participating in campus-wide events, developing communication skills, and learning how 

to respond effectively to prejudice encountered on campus.  

 Career networking. This study documented that campus involvement provided 

opportunities for career networking and professional development. Career networking occurred 

through some of the support services on campus and through professional organizations. These 

findings partially supported Castellanos and Gloria (2007), who found that campus involvement 

allowed students to “gain cultural affirmation and specific navigational strategies to negotiate the 

host culture of academia” (p. 387). 

 High aspirations. This study found that campus involvement increased the personal, 

academic, and professional aspirations of some student participants. In some cases, these 

aspirations increased through interactions between students and minority alumni. These results 

partially concurred with Astin’s (1984) development theory of student involvement, which 

postulated that students who were more engaged on campus through student peer connections 

were more likely to graduate. 

 Experiencing success. This research concluded that experiencing success contributed to 

degree completion for Hispanic students. Findings showed that all student participants reported 

at least one instance where they felt successful at UNH-Durham. Results showed that students 
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experienced success through: academics, the recognition of peers, positive interactions with 

faculty and staff members, campus involvement and finding balance in their lives.  

 Academic success. Findings indicated that the most common experience of success was 

related to academics. For some students, academic success meant exceeding their grade 

expectations in one or more courses at the end of a semester. Some students also experienced 

academic success through research. Academic success through research meant the satisfaction of 

completing an intense scholarly activity. As Castellanos and Gloria (2007) found, “It is through 

the monthly, weekly, daily, and even hourly successes that the formulation of Latina/o students’ 

persistence must be focused” (p. 386). Likewise, Thile and Matt (1995) concluded that “unless 

academic institutions are able to promote a continual support system of role models and mentors, 

students who come from disadvantaged backgrounds are significantly less likely to sustain the 

motivation and belief system necessary for academic success” (p. 118). 

 Success through recognition. Although the review of literature did not include studies on 

this area, this study showed that some students felt successful by receiving the recognition of 

peers, faculty members, and administrators. This recognition involved communicating 

satisfaction about students’ leadership abilities, and by inviting students to join policy advisory 

groups on campus. In other instances, this recognition came in the form of academic awards 

from national societies.  

 Campus involvement success. The review of literature did not contain studies on the 

relationship of campus involvement and students’ sense of success. However, current results 

revealed that students experienced success through campus involvement. This feeling of success 

often came from being able to accomplish campus wide projects through student organizations.  
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 Success through balance. Although the review of literature did not comprise research on 

this topic, this study found that some students related success to having a balanced life. This 

balance represented the ability to manage time among academics, work, and social activities.  

Major Findings About Family Members in Relation to the Literature.  

Four major findings about family members emerged from this study: role of the family, 

positive perceptions of students, positive perceptions of student’s friendships, and positive 

perceptions of UNH.  These findings in relation to the review of literature are described as 

follows.  

 The role of the family. This study found that family members contributed to degree 

completion for Hispanic students in several ways. Family members contributed to degree 

completion for Hispanic students by having high expectations, by offering different forms of 

encouragement, by becoming aware of some of the challenges students faced, and by facilitating 

different levels of financial support.  

 High expectations. Findings showed that all interviewed family members expected 

students to graduate. Some family participants who were themselves alumni of UNH expected 

students to graduate from UNH. These results partially concurred with Swail et al. (2004), who 

found that “one of the key precursors to aspiring and enrolling in postsecondary education for 

youth is the educational legacy they are left with by their parents” (p. 24). Similarly, Cabrera and 

La Nasa (2000) demonstrated that students whose parents had a postsecondary education were 

more likely to enroll in college. Meanwhile, some family participants expected students to 

further their education because they considered that students would be better prepared with this 

additional education. They also indicated that students were young enough to pursue further 

education. These results partially supported Kimura-Walsh, Yamamura, Griffin, and Allen 
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(2008), who documented that some Hispanic parents directly “encouraged their children to 

continue their education often using stories of hardship as motivation” (p. 306).   

 Encouragement. This study documented that several family members reported that they 

provided continuous encouragement to students. As mentioned previously, some family 

participants encouraged students through storytelling, often using narratives of hardship. This 

result agreed with Ceja (2004), who observed that parental stories of hardship inspired Hispanic 

students to attend and graduate from college. It is important to note that unlike Gándara and 

Contreras (2009), who found that some Hispanic mothers encouraged students to achieve 

academic excellence by “recounting tales of prodigious success from their own family, which 

suggested to the children that they were not only capable of great achievements but practically 

owed it to the family legacy” (p. 207), this study did not find any evidence of this family 

practice.   

 Awareness of challenges. This research determined that some family members were 

aware of academic challenges students faced and advised students to seek out assistance from 

support services. The current findings showed that some students experienced or witnessed at 

least one incident of prejudice on campus. At the same time, these results indicated that none of 

the family participants identified any issues related to prejudice or discrimination against any of 

the student participants. Therefore, these findings disagreed with those of Nora and Cabrera 

(1996), who documented that for Hispanic undergraduates, their parental support was a crucial 

factor to counter experiences of campus prejudice and discrimination.  

 Financial support. This study showed that in some instances, family members from 

middle and upper-middle socioeconomic backgrounds were more likely to cover students’ tuition 

costs and other related expenses in combination with government financial aid. Current findings 
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indicated that in other cases, family members from lower socioeconomic backgrounds provided 

limited economic support. This limited financial support was often directed toward immediate 

expenses such as food or textbooks. These results supported Cabrera, Nora, and Castañeda 

(1993), who demonstrated the importance of financial assistance in college persistence, 

especially among low income minorities.   

 It is important to consider the socioeconomic variety among the families that participated 

in this study. As was indicated in the student section, some of these families were from middle 

and/or upper-middle socioeconomic backgrounds while others were from lower socioeconomic 

levels.  There was evidence, although not conclusive, indicating that families from middle and/or 

upper-middle socioeconomic backgrounds were literate on issues related to college costs and 

financial aid. In contrast, there was evidence, although not conclusive, showing that families 

from low income background were not literate regarding college costs and financial aid. The 

findings of this study in relation to financial support from low income Hispanic families 

supported several studies in the review of literature. For example, Porter (2003) found that 62% 

of Hispanic families reported that they did not have enough information about financial aid 

compared to 44% of White parents. These findings mirrored those of Tornatzky, Cutler, and 

Lee’s (2002), who recorded that more than 50% of all Hispanic parents and 43% of Hispanic 

young adults were unable to name a single source of financial aid.  

 Positive perceptions of students. This study found that family members contributed to 

degree completion for student participants by having positive perceptions of students’ qualities 

and by having positive perceptions of the education students received prior to college. 

 Qualities of students. This study showed that family contributed to degree completion for 

Hispanic students by having positive perceptions of students’ qualities such as determination, 
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emotional maturity, self-awareness, resilience, and showing deference to parental guidance. 

These results partially supported Auerbach (2006), who concluded that the main strategy some 

Hispanic parents used was “teaching respect and correct behavior to their children while 

conveying the message that hard work, studying, and college were steps on the ‘right path’ in 

life” (p. 288). 

 Positive perceptions of students’ previous education. This research showed that some 

family participants reported students’ pre-college educational experiences as positive. Findings 

indicated that these positive perceptions were based on the schools that students attended, on the 

academic quality of the students, and on student involvement in co-curricular activities. 

Although the review of literature did not include family perceptions of students’ previous 

education, the review of literature contained several studies on the pre-college educational 

experiences of Hispanic students. These studies disagreed with the perceptions that family 

participants of this study had on this topic. For example, Greene and Winters (2005) reported 

that “only 20% of Hispanic students left school college-ready, compared with 40% of White 

students” (p. 1). Madrid (2011) stated that “due to overcrowded conditions, Latino students are 

attending high schools that are unlikely to prepare them for academic success and subsequent 

enrollment in college” (p. 8). Similarly, Adelman (1999) concluded that Hispanic students did 

not have access to a quality curriculum that could prepare them for college.  

 Positive perceptions of friendships at UNH. This study found that families contributed 

to degree completion for Hispanic students by having positive perceptions of the friendships that 

students had at UNH. Results indicated that these friendships included a mixture of minority and 

non-minority peers. These findings partially supported Hurtado and Ponjuan (2005) and 

Strayhorn (2008), who found that interactions with diverse peers influenced positively the 



Running Head: Degree Completion of Hispanic Undergraduates 148 

 

adjustment and sense of belonging of student participants. Similarly, these findings partially 

concurred with Velásquez (1999), who observed that Hispanic students’ sense of belonging 

increased when they socialized with White peers. 

This study indicated that some family members felt that these friendships contributed to 

the emotional well-being of students. This well-being was reflected in a strong group bonding 

and a sense of a shared identity. These findings partially agreed with the review of literature. For 

instance, Cooper, Healy, and Simpson (1994) concluded that participation in student 

organizations was linked to cognitive, affective, developmental, and academic benefits.  

 Positive perceptions of UNH. Although the review of literature did not include research 

on this topic, this study revealed that family contributed to degree completion for Hispanic 

students through positive perceptions of UNH. These perceptions included feeling proud of 

having family members attend UNH, feeling welcome on campus, and observing a growth in 

campus diversity. Other positive perceptions were the institutional quality of the university, and 

awareness of student support services.  

 Geographic proximity to family. This study found that geographic proximity to family 

was a contributor to Hispanic students’ degree completion. These results agreed with Fry (2002), 

who noted that “close family ties is one characteristic shared by most Latinos regardless of 

national origin or income” (p. 7). These findings also supported the findings by the Pew Hispanic 

Center/Kaiser Family Foundation (2004) and Hurtado et al. (1996). These results in relationship 

to these studies were already described in the student section under “geographic proximity to 

family.”  

 This study showed that none of the students were living with their parents or family 

members while attending UNH-Durham. This research also indicated that none of the family 
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members expected any of the student participants to live with their parents or any other relative 

while attending UNH-Durham. In fact, results showed that some family members reported not 

living at home as a positive experience for student participants. These findings did not support 

the review of literature in this area. For instance, Fry (2002) stated that family ties among 

Hispanic students (particularly among first generation immigrants) often translated “into an 

expectation that children will live with their parents until they marry” (p. 7). Benitez (1998) 

remarked that Hispanic students were more likely to enroll in associate-level or non-degree 

granting programs because of the geographical proximity to their homes. Furthermore, Nora and 

Crisp (2009) reported that female Hispanic college students lived at home in order to care for 

younger siblings, elderly parents, and/or grandparents. In fact, in this study, there were more 

female students than male students participating and none of them lived with their family nor 

reported any plans to move back home after graduation.    

Major Findings About Faculty in Relation to the Literature.  

 Three main findings about faculty emerged from this study: positive perceptions of 

Hispanic students, awareness of the challenges Hispanic students faced, and awareness of the 

support services available to Hispanic students.  These results in relation to the review of 

literature are discussed in the following section. 

 Positive perceptions of Hispanic students. This study showed that faculty members 

contributed to Hispanic degree completion through positive perceptions of Hispanic students. 

These perceptions involved the quality of the interactions between Hispanic students and faculty 

members, and the quality of interactions between Hispanic students and their peers.  

 Interactions with faculty. This research found that faculty participants had positive 

interactions with Hispanic students. These results supported Matlock et al. (2002), who found 
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that the majority of minority students communicated positive relations with the predominantly 

White faculty. Likewise, Nuñez (2009) observed that faculty interest in students’ development 

had a strong, direct, and positive effect on the students’ sense of belonging, especially among 

first and third generation Hispanic students. The current study also concurred with Rendón 

(1994), who noted that when faculty members accepted and validated the cultural experiences of 

Hispanic students, they were more engaged during class discussions, interacted more efficiently 

with instructors, and were less likely to drop out of college. Similarly, Lundberg and Schreiner 

(2004) noted that satisfying faculty interactions “contributed more to student learning for 

students of color than it did for White students” (p. 557). The current study also agreed with 

Tinto (1975), who concluded that when students and faculty members interacted informally, 

students were more likely to persist and graduate. 

 Interactions with non-Hispanic peers. This study revealed that faculty participants 

described the interactions of Hispanic undergraduates and their non-Hispanic peers positively. 

These results concurred with Whitt, Edison, Pascarella, Terenzini, and Nora (2001); Saenz 

(2005); Hurtado and Ponjuan (2005); Velásquez (1999); and Strayhorn (2008). These findings in 

relation to these studies were already discussed in the informal support systems of the student 

section. 

 Interactions with minority peers. This research found that faculty participants reported 

positive interactions between Hispanic undergraduates and other minority students. These 

findings partially agreed with Cerezo and Chang (2013); Hernandez (2000); Museus (2008); 

Pizarro (2005); and Yosso, Ceja, Smith, and Solorzano (2009). These results in relation to the 

aforementioned studies were already described in the informal support systems of the student 

section. 
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 Awareness of the challenges. This study concluded that UNH faculty members 

contributed to Hispanic degree completion by being aware of some of the challenges Hispanic 

students faced at UNH-Durham. Some of these challenges involved being an ethnic minority in a 

Predominantly White Institution (PWI); and being stereotyped and singled out. The studies of the 

review of literature were divided on these results. On the one hand, Pappamihie and Moreno 

(2011) reported that when faculty members used culturally responsive teaching, Hispanics were 

less likely to perceive discrimination against them or their families. On the other hand, Strayhorn 

(2008) stated that “some faculty members … ascribe negative stereotypes to Latino students and, 

thus, come to view them as uneducable, lazy, illiterate, and unteachable” (p. 303). Similarly, 

Katz (1991) concluded that due to their upbringing and educational experiences, some White 

faculty members felt at ease when interacting with White students but uncomfortable among 

minority students. Chesler et al. (2005) and Crenshaw (1989) also claimed that some White 

faculty members singled out minority students as racial/ethnic experts and spokespersons.  

 Awareness of support services. This research showed that faculty members contributed 

to Hispanic degree completion by being aware of the support services UNH provided to Hispanic 

students. These support services were both formal and informal.  

 Formal support services. This study found that several faculty members were aware of 

the formal support services that UNH offered to Hispanic students, such as OMSA, C-FAR, and 

the Connect Program. The findings partially supported the review of literature on this topic.  For 

example, Girves, Zepeda and Gwathmey (2005) explained that faculty mentoring provided 

benefits such as receiving academic advice and encouragement; clarifying career aspirations; 

having available professional and personal life role models; developing intellectual and critical 

thinking skills; and gaining access to professional opportunities. Bordes-Edgar, Arredondo, 
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Kurpius, and Rund (2011) concluded that “the key social support variable was mentoring, with 

those who graduated perceiving that they received more mentoring than did those who dropped 

out” (p. 364). Similarly, Santos and Reigadas (2002) observed that Hispanic students 

“experienced an increase in college self-efficacy and had better defined academic goals after 

joining the FMP [Faculty Mentoring Program], than before participating in the program” (p. 46). 

 Informal support services. Although the review of literature did not include research 

focused on faculty members’ awareness of informal support services such as student 

organizations, this study found that some faculty members were aware of the informal support 

services that UNH offered to Hispanic students. Therefore, these results partially supported 

Pascarella and Terenzini (1979), Pascarella and Wolfle (1985), and Tinto (1993), who recorded 

that faculty interactions with students beyond the classroom have been related to student 

persistence. As Tinto (1993) explained, “Those which go beyond the mere formalities of 

academic work to broader intellectual and social issues and which are seen by students as warm 

and rewarding appear to be strongly associated with continued persistence” (p. 65). 

Major Findings About Administrators in Relation to the Literature.  

Four main findings about administrator participants emerged from this study: personal 

and professional qualities of administrators, awareness of Hispanic students, additional support 

to Hispanic students during the first-year transition, and cooperation among support services.  

These results in relation to the review of the literature are described in the following section.  

 The qualities of administrators. This study concluded that administrators contributed to 

Hispanic degree completion through their personal and professional qualities. These qualities 

involved being from diverse backgrounds, being student-oriented, serving as advocates, and 

being facilitators of resources. Although the review of literature did not include research directly 
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related to this topic, the current findings supported some studies on faculty interactions with 

students. For example, Santos and Reigadas (2002) noted that “students who had same-ethnic 

mentors perceived their mentors to be more helpful … than did students who had ethnic-other 

mentors” (p. 46). Santos and Reigadas (2002) also mentioned that “students with matched ethnic 

mentors reported greater satisfaction with the FMP than did their nonmatched counterparts” (p. 

46). 

 The current findings on out-of- class interactions between administrators and students 

partially supported the review of literature on faculty and student out-of- class interactions. 

However, it is important to note that unlike faculty members, administrators were in an 

advantageous position in the sense that, by the nature of their work, all their interactions with 

Hispanic students occurred outside of the classroom. As the current study indicated, 

administrators as well as students found these interactions very rewarding. These results partially 

supported Tinto (1993), who explained that the out-of-class contacts between students and 

faculty members that were “beyond the mere formalities of academic work to broader 

intellectual and social issues and which are seen by students as warm and rewarding appear to be 

strongly associated with continued persistence” (p. 65). Likewise, since out-of-class interactions 

between administrators and students did not have the prescribed format and time constrains of a 

regular classroom, they existed in multiple and flexible formats, from the casual hallway 

conversation to working on a research project. 

 Awareness of Hispanic students. The review of literature did not include research 

directly related to administrator awareness of Hispanic students. However, this study found that 

administrators contributed to Hispanic degree completion by being knowledgeable about 

diversity within the Hispanic population. This knowledge involved being educated about the 
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history, similarities, differences, and intergroup dynamics among the various Hispanic 

communities in the United States.  This awareness also included being educated about the 

demographics, the challenges, needs, and strengths of Hispanic students at UNH-Durham.  

 Additional support during first-year transition. This study concluded that 

administrators contributed to Hispanic degree completion through their additional support of 

Hispanic students during the students’ first year at the university. Findings showed that this 

additional support came in the form of the Connect Program, and academic assistance to 

overcome some knowledge gaps from high school.  

 The Connect Program. This research observed that administrators often recognized the 

Connect Program as key to the first-year transition of Hispanic students. Results showed that 

during the first-year transition, the Connect Program assisted Hispanic students to navigate their 

surroundings and build community with peers, mentors, professors, and administrators. These 

results supported Gándara and Contreras (2009), who found that in Puente (a community-based 

transition program), “Students applied to and attended four-year colleges at nearly double the 

rate of non-Puente students (43 percent vs. 24 percent)” (p.  280). Current findings also 

concurred with the Swail et al. (2003) retention model, which required institutions to apply 

strategies relevant to Hispanic students, in particular to those who are first-generation college 

students and from low income families. These results partially agreed with Ornelas (2002), who 

found that bridge programs facilitated Hispanic transfer from two-year to four-year institutions. 

These findings were also in accordance with Bordes and Arredondo (2005) who established 

correlations between mentoring (social dimension), and perceptions of comfort (psychological 

dimension) in the university environment for first-year Hispanic college students.  
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 Overcoming academic gaps. This study showed that administrators felt the first-year 

transition was an opportunity for some Hispanic students to overcome academic gaps. The 

review of literature confirmed that a group of Hispanic students were in need of additional 

academic support during their first year of college. For example, Castellanos and Jones (2003) 

observed that “one of the most disturbing characteristics prevalent among first-time-in-college 

Hispanic undergraduates is the excessively high representation in remedial courses” (p. 62). 

Similarly, Bautsch (2011) recorded that “Forty-one percent of Hispanic students and 42 percent 

of African American students require remediation, compared to 31 percent of white students”  

(p. 2). 

  Cooperation among support services. This research concluded that administrators 

contributed to Hispanic degree completion through their cooperation. Results showed that 

administrators collaborated with each other by sharing resources at the financial and human 

level, by maintaining a constant flow of communication, and by referring students to the 

different offices and programs. Administrators also supported each other by organizing campus 

events together or inviting students from different programs into their own particular events. 

These findings supported Swail et al. (2003), who claimed that the retention responsibility 

should rely less on students’ individual behaviors and more on institutional services and 

practices.  

Informed Recommendations 

 The following are informed recommendations based on the findings of this study and the 

review of literature.  
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The Role of Support Services. 

 The review of literature indicated that institutional support services were essential for 

Hispanic undergraduate graduation. However, these studies did not address two crucial 

components for these institutional services to be highly effective.  

The first component was the quality of the administrators who provided those services. 

As the results of this study showed, highly effective administrators not only had the professional 

qualifications to work with multicultural students but most important, they truly cared about 

students both personally and academically. It is not surprising then that several of the students 

regarded some of these administrators as role models. Additionally, based on the family 

dynamics of some of the participating students, these administrators became parental-like figures 

to some of these students. In these cases, students felt even more committed to excel both 

personally and academically.  

The second component was the spirit of cooperation among administrators, mainly 

among the administrators from OMSA, the Connect Program, McNair, and the Diversity Office 

in Admissions. This spirit of cooperation was reflected in the administrators and staff willingness 

to develop and share resources on behalf of all students they served. This spirit of cooperation 

benefited Hispanic students in two ways. First, Hispanic students were within an integrated 

support service network. For instance, students in the Connect Program learned about OMSA 

and McNair. Likewise, McNair invited students from Connect and OMSA to some of their 

events. Second, this spirit of cooperation among the support services became a positive model of 

human dynamics at the institutional level that some students replicated in their organizations.  
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The Role of Friendships.   

 The review of literature supported the findings of this study regarding the role of 

friendships as an important factor toward degree completion for Hispanic undergraduates. 

However, there is one aspect about friendships that was not addressed by the review of the 

literature or this study. Based on the author’s observations during this research, friendship seems 

to have a different meaning for Hispanic students than for non-Hispanic students. As the results 

of this study showed, some Hispanic students felt a high sense of loyalty and commitment to 

their friends. In turn, these students expected the same level of loyalty and commitment from 

their friends. This may explain the strong bond that some student participants expressed within 

their student organizations, independently of the composition or focus of the group. This may 

also explain that despite their academic demands and heavy work schedules, some Hispanic 

students found time to actively participate in these organizations. Therefore, it is recommended 

that institutions provide human and physical spaces where Hispanic students can foster peer 

friendships and engage in student organizations.  

The review of literature supported the findings regarding the benefits of friendships 

among ethnic and other minority peers. This research provided opportunities for first-hand 

observation of how some of these benefits emerged. For example, at one point a conversation 

between a Jamaican student and two Hispanic students was overheard. The Jamaican student was 

explaining to the Hispanic students about Patois, the Creole language spoken in Jamaica. It was 

clear that a casual conversation such as this provided a transfer of cultural knowledge as well as 

social validation, while reinforcing interracial connections. This experience also supports the 

importance for institutions to have spaces where multicultural students feel welcome, safe, and 

free “to be themselves” as some students reported in this study.   
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The Role of the Family. 

 Most of the review of literature supported the findings of this study on the role of the 

family as a positive factor for degree completion among Hispanics. However, in relationship to 

the family, there were some significant discrepancies between the literature review and the 

findings of this study. The major discrepancy was in the area of family educational attainment. 

As mentioned in the previous section, this discrepancy appeared to be due to the differences 

between the family populations in the review of literature and the families in this research. As 

explained earlier, the review of literature focused on first generation immigrant families from 

low socioeconomic backgrounds. In contrast, this study had a larger spectrum of families that 

included first, second, and more generations living in the United States. It also included different 

socioeconomic levels. The differences between the findings of this study and previous studies 

probably reflected the increasing educational advancement among some Hispanic families. This 

is an encouraging sign because, as some of the studies in the review of literature indicated, there 

is a strong correlation between parental educational attainment and that of their children. It is 

also a sign of hope because there is a strong correlation between educational attainment and 

socioeconomic advancement, as the review of literature documented.  

A family topic not discussed in the final analysis of this study was the limited interaction 

between family members and UNH personnel. This topic was not included in the analysis of this 

study because it did not pertain to the scope of this research. Nevertheless, it should be 

mentioned here briefly. First, the interaction between family members and UNH personnel, 

especially with administrators, seemed quite limited. It was clear that confidentiality compliance 

was a barrier for administrators to developing stronger connections with family members. 

Moreover, based on the telephone interviews, it was apparent that some family members, largely 
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those of first generation students, felt intimidated by the authority figures that university 

administrators represented. Events such as Family Weekend and Homecoming have the potential 

to become productive opportunities to develop stronger relationships between Hispanic families 

and administrators. Stronger relationships between these two groups could be an opportunity to 

develop an additional support network between Hispanic families and administrators, as well as 

among the Hispanic families themselves.    

Geographic proximity to family. The findings of this study regarding geographic 

proximity as a positive factor for degree completion among Hispanic students concurred with the 

review of literature. In fact, being close to family was one of the main reasons why in-state 

students decided to attend UNH-Durham. It is apparent that geographic proximity to family 

combined with the demographic growth of the Hispanic population offers a significant 

opportunity for student recruitment. UNH, as well as other institutions of higher education in 

New Hampshire, could benefit from this opportunity, particularly as the college-age population 

among White New Hampshire residents, who have been UNH’s primary source of students, 

begins to decline.  

 There was a noticeable discrepancy between the review of literature and this study 

regarding findings about Hispanic students’ living arrangements. While studies in the review of 

literature indicated that Hispanic college students were more likely to live with their parents due 

to familism and financial constraints, students in this study did not live with their families. 

Moreover, regardless of familism, finances, socioeconomics, immigrant generation, gender, 

and/or national heritage, the families of this study did not expect students to live with them while 

attending college. This discrepancy may be due to high levels of acculturation among student 

participants in the study, even among students who were first generation immigrants. This 
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discrepancy may also be explained by factors such as having more housing options and/or 

employment opportunities on or near campus. In some cases, having a relative who attended 

college while living away from home may have influenced student living arrangements.  

The Role of Faculty. 

 The findings of this study showed that positive interactions between faculty members and 

Hispanic students contributed to degree completion. Although the faculty survey provided 

valuable information, it would have been more valuable if not for the lack of depth from many of 

the responses. Perhaps a different tool for data gathering, such as face-to-face interviews, might 

have yielded richer data. Furthermore, it would probably have been more helpful to use a sample 

with faculty members who had closer interactions with Hispanic students, such as the mentors 

from the McNair Scholars Program.  

 The one outlier was another suggestive aspect related to faculty. One the one hand, it was 

evident that this faculty member perceived him/herself as supportive of Hispanic students. On 

the other hand, it transpired that this faculty member identified Hispanic undergraduates as 

international students. Considering the long history of Hispanic groups in the United States, such 

Mexican Americans, Cubans, and Puerto Ricans, the lack of historical awareness about minority 

groups in the United States indicated by this outlier may be a contributing factor as to why some 

Hispanic students felt they are seen as “the other” by the predominantly White majority, both at 

the faculty and student level.   

Challenges. 

 The findings of this study concurred with the review of literature indicating that 

awareness of the challenges some Hispanic students faced contributed to degree completion.  
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 Bias and prejudice. Some of the challenges Hispanic students faced were incidents of 

bias and prejudice from peers and faculty. However, based on the student interviews, it seemed 

that the incidents that were most disturbing to Hispanic students were those involving faculty 

members. Incidents with faculty members were probably most disturbing due to the power 

discrepancy between faculty members and students, and because they usually occurred in the 

classroom in front of peers.   

 A related topic was that of prejudice and the role of the family. As the results showed, 

some student participants reported experiencing or witnessing at least one incident of prejudice 

on campus. Nevertheless, none of the family participants identified any issues related to 

prejudice or discrimination against any of the student participants. Three possible reasons for this 

discrepancy may obtain: (a) family members regarded the researcher of this study as an 

institutional representative of UNH and felt that by not discussing this issue with the researcher, 

they were protecting the student, (b) the student participant did not communicate any of these 

incidents to family members in order to protect the family, or (c) the student participant did not 

communicate any of these issues in order to maintain the family’s positive perception of UNH.   

 Paying for College. Although the results of this research indicated the lack of financial 

literacy among some Hispanic parents regarding college, the extent of this lack of knowledge 

among some family participants was greater than expected. As some of the student interviews 

showed, it was very stressful for some of these students to figure out how to cover school 

expenses without the assistance of their families. This included having to decipher the financial 

aid process. At the same time, there were instances in which family members would have been 

more supportive but students chose not to disclose this need to their families. It may be that these 

students did not ask for help from their families because they wanted to affirm their 
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independence and not feel like an additional burden. This combination of family lack of financial 

awareness and students’ aversion to asking for financial assistance resulted in a high attrition 

risk. Institutions could reduce this risk by providing more bilingual information regarding the 

importance of knowing how to pay for college to Hispanic families. Likewise, institutional 

support services could communicate more clearly to students (especially those from low 

socioeconomic backgrounds) that their college education is not only a personal investment but 

also of benefit to the family as a whole; thus, motivating students to involve their families in 

their college financial process.   

  Employment is another aspect of paying for college that bears consideration. Several 

Hispanic students, mainly those from a low income background, worked many hours in order to 

cover certain basic expenses, such as rent, transportation, and college textbooks. Consequently, 

these students were too tired to study properly. Likewise, because of their work schedule, many 

of these students were not able to take advantage of the many co-curricular opportunities the 

university offered. This was not only a paradoxical situation but a disservice to this population. 

Students worked in order to pay for co-curricular opportunities that they could not attend because 

of work—co-curricular activities that have been shown in this study to benefit retention of these 

very students. They also had to limit their social life in order to work. It is not surprising then 

that one of the student participants equated success with not having to work as much in order to 

have more time to study and socialize.    

Recommendations for Further Research 

 This study focused on contributing factors to degree completion for Hispanic students at 

UNH-Durham. This qualitative study used an ecological psychology approach that included the 

perspectives of students, family members, faculty members, and administrators of student 
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participants. Based on the findings of this study, the following are some recommendations for 

future research:  

1. Conduct additional research on the attitudes, beliefs, and behaviors that facilitated students’ 

path to degree completion. This research should integrate the perceptions not only of students 

but also of family, faculty, and administrators. In addition, this research should include the 

role that achieving Hispanic undergraduates have on younger siblings. 

2. Conduct further research on how the family contributes to degree completion for Hispanic 

students. This research should focus on how siblings with college experience contribute to 

degree completion for Hispanic students. This research should include siblings with minimal 

college experience as well as relatives who hold advanced degrees. This research should also 

investigate how degree completion contributions vary between a close family member (a 

parent) and a more distant relative (a cousin). This research should also study the role of a 

relative who is enrolled at or who graduated from the same institution the student is currently 

attending.  

3. Conduct additional research on Hispanic students attending institutions of higher education 

in the state of New Hampshire. As this research found, Hispanic undergraduates enrolled at 

public New Hampshire colleges and universities showed significant differences 

(socioeconomic level, family qualities, and educational attainment, among others) when 

compared to the rest of Hispanic undergraduates in the United States. 

4. Conduct further research on how support services contribute to degree completion for 

Hispanic students. This research should include how support services complement each 

other’s efforts and how they share resources rather than compete for these resources. This 

research should also investigate the characteristics of successful administrators.  
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5. Conduct a longitudinal study seeking to determine if the positive effects of administrators on 

students are lasting and transferable to graduate school and/or the workforce.   

6. Conduct further research on Hispanic students’ high sense of loyalty to their friendships and 

their strong commitment to student organizations. Compare this sense of loyalty and 

commitment to the degree of loyalty and commitment expressed by same-age students from 

other racial/ethnic groups.    

7. Conduct additional research on how campus involvement contributes to degree completion 

for Hispanic students. This research should study how students experience success through 

campus involvement. This research should also include the relationship between campus 

involvement and leadership development as a contributing factor to degree completion for 

Hispanic students.  

8. Conduct further research on how to develop stronger interactions between family and 

administrators. In particular, how to develop and maintain communication channels between 

parents and/or guardians of Hispanic students and key administrators who interact with these 

students on a regular basis within the FERPA confidentiality requirements. 

The Garcia Ecological Graduation Model for Hispanic Undergraduate Students  

On the basis of the data collected, which included the perspectives of Hispanic students 

and their families, and UNH faculty members and administrators, the author proposes the Garcia 

Ecological Graduation Model for Hispanic Undergraduate Students (Figure 2). The model 

illustrates the contributing factors of Hispanic graduation at PWIs as a set of four interrelated 

systems.  
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 System 1: student qualities and experiences. The first system includes positive student 

qualities such as self-motivation and resilience. The student system also includes the personal 

and academic experiences that students accumulate before and during college.  

 System 2: family support. As this study found, independent of their background, family 

support was critical for Hispanic participants. Family support includes factors such as high 

expectations, positive perceptions of students, and geographic proximity.  

 System 3: administrator support. This system is composed of the quality of 

administrators, and the cultural awareness and cooperation exhibited by administrators.  

 System 4: faculty support. This system includes positive perceptions of Hispanic 

students, knowledge of Hispanic student challenges, and awareness of campus support services 

for underrepresented students on the part of faculty members.    

 As this study found, the effectiveness of each system not only depends on the quality and 

integration of its own subsystems but also on its level of interconnection to the other major 

systems. Unlike Bronfenbrenner’s model, the systems in the Garcia model are not nested one 

inside the other; rather, they are interconnected. The stronger the interconnections between these 

systems, the greater the likelihood of graduation for Hispanic students. Likewise, this research 

showed that in some cases, the strength of a system could compensate for the weakness of one or 

more systems. Lastly, it is important to note that these systems exist and are influenced by their 

corresponding institutional and socio-cultural contexts.  
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Figure: 2. Garcia Ecological Graduation Model for Hispanic Undergraduate Students 

Conclusion 

 The purpose of this exploratory study was to identify contributing factors to degree 

completion for Hispanic undergraduate students. As the review of literature revealed, most 

studies on Hispanic student retention and graduation have been focused on failure. Contrarily, 

the research focus for this study was on achievement. As current results showed, this focus 

provided a better understanding of the factors that facilitated degree completion for Hispanic 

undergraduates. Likewise, the review of literature documented that most studies on Hispanic 
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student retention and graduation have been limited in scope. In contrast, this study used a holistic 

approach based on Bronfenbrenner’s ecological systems model. This model provided a broad 

scope that captured results through the perspectives of students, their family members, faculty, 

and administrators.  

As the results of this study demonstrated, contributors to college completion included 

support systems both at the formal and informal level; some students’ attitudes, beliefs, and 

behaviors; campus involvement; experiencing success; and the various roles played by the 

family, the faculty, and the administrators. The study found that these contributing factors did 

not occur in isolation but emerged from the interactions between students and their environments 

as well as from the interactions among these environments. Based on Bronfenbrenner’s 

ecological systems model, the current findings concluded that the most prevalent of these 

interactions were at the microsystem and exosystem levels.   

 This study showed that the microsystem level interactions occurred among Hispanic 

students and their ethnic peers, and/or among Hispanic students and other multicultural students; 

among Hispanic students and family members; among Hispanic students and faculty members; 

and among Hispanic students and administrators. This research determined that the exosystem 

level interactions included being a second or third generation immigrant; being less ethnically, 

racially, or linguistically identifiable; coming from middle and upper socioeconomic 

backgrounds; having attended a PWI high school; having family members who were located in 

geographical proximity of UNH-Durham; having administrators of diverse backgrounds and 

experiences; and having a relative who graduated from UNH. Another exosystem interaction was 

the increasing availability of housing opportunities in Durham and nearby areas.   
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This investigation found some mesosystem interactions that contributed to degree 

completion for Hispanic students. These mesosystem interactions happened between family 

members and friends of Hispanic students; between family members and non-faculty personnel 

of UNH-Durham; and between school and workplace. The most important set of mesosystem 

interactions took place among support services, especially those at the formal level. This study 

also observed macrosystem interactions that contributed to degree completion for Hispanic 

students. These macrosystem interactions involved the increasing value that some Hispanic 

families were giving to college education; the increasing awareness of diversity at UNH-

Durham; and the decrease of overt campus incidents of prejudice. Additionally, this study 

recorded some chronosystem interactions that contributed to degree completion. These 

interactions were the sociocultural views of attending college, the increasing value of diversity 

on PWI campuses, the support during their transition from high school into their first year of 

college, and the graduating student transitioning into graduate school and/or into the professional 

field. 

 As the ecological approach of this study demonstrated, degree completion is a shared 

effort on the parts of the Hispanic students, their families, faculty members, and administrators. 

In order to contribute to this effort, Hispanic students need to take advantage of the available 

institutional support. Hispanic students need to get their families more involved with their 

education by sharing with their families the good, the bad, and the ugly of college life. At the 

same time, Hispanic students could empower their families more by connecting them with their 

college friends, and with supportive faculty and administrators.  

Similarly, to contribute to graduation for Hispanic students, Hispanic families need to ask 

more questions. They need to ask high schools if their children are receiving the necessary 
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education to enter college and be successful during their first year of transition. They need to ask 

community programs for more information about the workings of higher education, especially 

the financial aid process. Likewise, Hispanic families need to ask their children about their 

academic choices, academic progress, and post-graduation goals. Hispanic families also need to 

ask university administrators difficult questions, such as the reasons for inequalities in college 

affordability or the prevalence of prejudice on campus. By asking questions, Hispanic families 

will become more powerful stakeholders in the education of their children.  

This study concluded that the faculty has a major role in the degree completion of 

Hispanic students. Due to their demographic overrepresentation, this research found that White 

faculty members have the greatest impact on Hispanic students at PWIs. In order to contribute to 

the Hispanic graduation effort, White faculty members need to become better educated about the 

history of Hispanic people in the United States, and the diversity among the various Hispanic 

communities in the United States. Likewise, White faculty members need to become aware of 

the challenges, needs, and strengths of Hispanic students in order to overcome stereotyping and 

promote a more positive perception of Hispanic students. Lastly, White faculty members need to 

become better informed about the support services offered to Hispanic students on their campus 

and establish relationships with administrators who support underrepresented student 

populations.  

This study also found that administrators play a major role in Hispanic degree 

completion. This study concluded that in order to contribute, administrators need to have a clear 

profile of the Hispanic student population at their institution and design their support services 

accordingly. Likewise, administrators must reach out and provide extra support to Hispanic 

students during the first year of college. Additionally, administrators need be a “human hub” 
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where Hispanic students can access personal and academic resources. At the same time, 

administrators need to be able to assume the role of a parent-like figure who models positive 

behaviors, mentors, and is ready to advocate for students. Finally, administrators need to develop 

family-like relationships among programs, offices, and individuals that provided support services 

to Hispanic students.  

 It is hoped that the results from this study will help to evaluate and improve retention 

programs at predominantly White institutions (PWI) in the state of New Hampshire. As this 

study indicated, Hispanic college enrollments in New Hampshire grew significantly in the last 

decade, mostly at four-year institutions (NHDOE, 2012). Furthermore, this trend is bound to 

continue as Hispanics are the fastest growing segment of the K–12 student population in New 

Hampshire schools (NCES 2013; NHDOE, 2013a).  

 As this study indicated, this demographic change could be beneficial not only to 

Hispanics but to the whole state. As the review of literature documented, college graduates on 

average earn more than high school graduates and dropouts (Baum, Ma, & Payea, 2010; 

Carnevale, Rose, & Cheah, 2011; Santiago & Cunningham, 2005). Consequently, Hispanic 

college graduates have the potential to improve their individual and familial socioeconomic 

status. They also have the potential to pave the way to postsecondary education for future 

Hispanic generations. At the same time, a growing number of young Hispanics could mean more 

participation in the economic, political, and social life of the state of New Hampshire. In 

addition, more young Hispanic graduates could translate into less pressure on social support 

systems such as social security and Medicare for an aging population. It is also hoped that the 

results of this study will assist educators, administrators, legislators, and the general public to 
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have a better understanding of the personal, familial, and academic experiences and perspectives 

of Hispanic undergraduates attending New Hampshire institutions of higher education. 
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Appendix A 

Code: ___________________________________________ Date: _______________________ 

Student interview questions 

1. How old are you? 

2.  Do you live on-campus or off-campus? 

3. Where were you born? 

4. So far, what is the most important achievement in your life? 

5. Where do most of your relatives live? 

6. Describe how was/is the city/town/country where your family lives/lived while you were 

growing up.  

7. If I were going to meet your family for the first time, what would you tell me about them 

before your family and I met? 

8. How does your family feel about you being a student at UNH? 

9. Does your family expect you to complete college? Why or why not? 

10. Could you tell me about the educational level of some of your family members? 

11. Who among your family members has made a difference in your education? 

12. I would like to interview this person for this study.  Could you tell me how could I get in 

touch with this person? 

13. Why did you enroll at UNH? 

14. Before you decided to enroll at UNH, did you visit other universities or colleges? If you did, 

could you mention some of them? 

15. How are you paying for college?  

16. Are you currently working? If yes, what impact does working have on your college 



Running Head: Degree Completion of Hispanic Undergraduates 213 

 

experience?  

17. At UNH, where do you go when you need help? 

18. What is your work and/or school schedule in a typical day of the week? 

19. To the best of your knowledge, how would you describe the interactions of Hispanic 

undergraduates and their non-Hispanic peers at UNH? 

20. To the best of your knowledge, how would you describe the interactions of Hispanic 

undergraduates and the faculty at UNH? 

21. Do you know any faculty or administrator of racial or ethnic minority background that you 

see as a role model? If you do, could you describe this person for me? 

22. To the best of your knowledge, how would you describe the interactions of Hispanic 

undergraduates and other university personnel at UNH? 

23. Who are your friends at UNH? 

24. What do you and your friends at UNH do for fun? 

25. In what extracurricular activities are you involved (e.g. clubs, fraternities, sports, etc.)? 

26. During the time you have been at UNH, have you ever considered leaving or dropping out? If 

you have, could you tell me why? Also, could you tell me what made you change your mind and 

stay? 

27. Describe for me the best experience you have had at UNH. 

28. Describe for me the worst experience you have had at UNH. 

29. Do you recall any problem you ever have had with any faculty, administrator, or general staff 

at UNH? If you do, could you describe what happened?  

30. Do you recall any problem you ever have had with any student at UNH? 

31. Could you describe a moment you have felt really successful at UNH? 
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32. What does UNH do to help you become successful? 

33. If you could become the next President of UNH, what would you do to increase the number 

of Hispanic students that graduate from UNH? 

34. Could you tell me the names of faculty members in whose courses you are currently 

enrolled? 

35. Is there anything I should have asked that I didn’t? Or is there anything else you would like 

to add or comment? 
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Appendix B 

Family interview questions  

 (English version) 

Code: ___________________________________________ Date: _______________________ 

1. How many people live in your home? 

2. What are their family relationships? (e.g. father, mother, uncles, etc.)  

3. What language is most often spoken at this home? 

4. What do you (and other members of your family) do for a living? 

5. How long have you lived in this area?  

6. What do you like about this area? 

7. What do you dislike about this area? 

8. What does a typical day at this home look like? 

9. Could you tell me a little bit about the educational experiences of some of the members of 

your family?  

10. How do you feel about having a member of your family attending UNH? 

11. What do you expect from the member of your family attending UNH after completing 

college?  

12. How does this family support the college education of the member of your family attending 

UNH? 

13. How would describe the education of that family member before s/he attended college? 

14. Could you tell me why that family member decided to attend UNH?  

15. How does the member of your family attending UNH pay for college? 

16. To the best of your knowledge, could you describe some of the UNH friends of that family 
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member? 

17. During the time this family member has been at UNH, has s/he ever considered leaving or 

dropping out? If s/he has, why has s/he? Also, what made him/her change his/her mind and stay? 

18. To the best of your knowledge, what challenges has this family member experienced as a 

college student at UNH?  

19. To the best of your knowledge, how does UNH help this family member be successful? 

20. How did you feel during your most recent visit to the UNH campus?  

21. Could you tell me what types of communication you have had with UNH personnel?  

22. If I were a Hispanic parent, would you recommend that I send my son/daughter to UNH? 

Why or why not? 

23. Have you ever directly interacted with any of the administrators or faculty members at UNH? 

If you have, could describe some of those interactions? 

24. If you could become the next President of UNH, what would you do to increase the number 

of Hispanic students that graduate from UNH? 

25. Is there anything I should have asked that I didn’t? Or is there anything else you would like 

to add or comment? 
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Appendix C 

Family interview questions  

 (Spanish version) 

Code: ___________________________________________ Date: _______________________ 

1. ¿Cuántas personas viven en este hogar?  

2. ¿Cuál es su parentesco? (por ejemplo, padre, madre, tíos, etc.)  

3. ¿Qué idioma se usa con más frecuencia en este hogar? 

4. ¿Cómo se gana la vida usted (y los otros miembros de su familia)?  

5. ¿Hace cuánto que vive en esta área? 

6. ¿Qué le gusta de esta área? 

7. ¿Qué no le gusta de esta área? 

8. ¿Cómo es un día típico en este hogar? 

9. ¿Podría decirme un poco sobre las experiencias educativas de algunos de los miembros de su 

familia?  

10. ¿Qué le parece que un miembro de esta familia asista a la Universidad de New Hampshire? 

11. ¿Qué espera que pase con este miembro de esta familia después de completar sus estudios 

universitarios?  

12. ¿De qué manera esta familia apoya la educación universitaria de esta persona? 

13. ¿Cómo describiría usted la educación que esta persona tuvo antes de ir a la universidad? 

14. ¿Podría decirme por qué este miembro de esta familia decidió matricularse en la Universidad 

de New Hampshire?  

15. Antes de que este miembro de esta familia decidiera matricularse en la Universidad de New 

Hampshire, ¿visitó esta persona otras universidades? Si lo hizo, ¿podría mencionarme algunas?  
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16. Hasta dónde usted sepa, ¿Cuáles han sido algunas de las dificultades que esta persona ha 

tenido como estudiante de la Universidad de New Hampshire?  

17. ¿Cómo paga esta persona sus estudios universitarios? 

18. Hasta dónde usted sepa, ¿podría describirme algunos de los amigos que este miembro de esta 

familia tiene en la Universidad de New Hampshire? 

19. Durante el tiempo que este miembro de esta familia ha estado en la Universidad de New 

Hampshire, ¿ha considerado esta persona alguna vez irse de la universidad o abandonar sus 

estudios? Si él/ella lo ha hecho, ¿por qué?, y ¿qué hizo que esta persona cambiara de parecer? 

20. Hasta dónde usted sepa, ¿de qué manera la Universidad de New Hampshire ayuda a esta 

persona a tener éxito?  

21.  Si yo fuera un padre de familia hispana, ¿me recomendaría que yo enviara a mi hijo o hija a 

la Universidad de New Hampshire? ¿Por qué sí o por qué no? 

22. ¿Cómo se sintió usted durante su más reciente visita al campus de la Universidad de New 

Hampshire? 

23. ¿Ha interactuado alguna vez directamente con algún administrador o profesor de la 

Universidad de New Hampshire? Si lo ha hecho, ¿podría describirme algunas de esas 

interacciones? 

24. Si usted pudiera convertirse en el próximo presidente de la Universidad de New Hampshire, 

¿qué haría para incrementar el número de estudiantes hispanos que se gradúan dela Universidad 

de New Hampshire? 

25. ¿Hay algo que debía haber preguntado yo y no lo hice? ¿O hay algo más que quisiera usted 

agregar o comentar? 

 



Running Head: Degree Completion of Hispanic Undergraduates 219 

 

Appendix D 

Administrator interview questions 

Code: ___________________________________________ Date: _______________________ 

1. Could please tell me if your age is between: 18-29 (  ), 30-39 (  ), 40-49 (  ), 50-59 (  ),  

60-69 (  ), 70-or higher ()? 

2. What is your ethnic/racial background?  

3. What is your gender?  

4. What is your current position at UNH? 

5. How long have you been working at UNH? 

6. What do you like the most of UNH? 

7. To the best of your knowledge, why do you think Hispanic students choose to attend UNH? 

8. How would you describe the Hispanic undergraduate students at UNH? 

9. How would you describe the campus climate at UNH? 

10. To the best of your knowledge, which are some of the challenges Hispanic students face at 

UNH? 

11. To the best of your knowledge, why do you think the enrollment rate among Hispanics at 

UNH is very high? 

12. To the best of your knowledge, why do you think the graduation rate among Hispanics at 

UNH is very high? 

13. Have you ever interacted with any Hispanic student? If you have, could you describe some of 

those interactions? 

14. Have you ever interacted with any of the parents/relatives of a Hispanic student? If you have, 

could you describe some of those interactions? 
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15. To the best of your knowledge, which are some of the difficulties families of Hispanic 

students at UNH have? 

16. To the best of your knowledge, how do you describe the interactions of UNH personnel 

(faculty, administrators, and general staff) and the families of Hispanic students? 

17. To the best of your knowledge, how do you describe the interactions of Hispanic 

undergraduates and their non-Hispanic peers? 

18. To the best of your knowledge, how do you describe the interactions of Hispanic 

undergraduates and the faculty? 

19. To the best of your knowledge, how do you describe the interactions of Hispanic 

undergraduates and other university personnel? 

20. If I were the parent/guardian of a Hispanic student planning to attend UNH, what would you 

tell me? 

21. To the best of your knowledge, what type of services and support systems does UNH offer to 

Hispanic undergraduates? 

22. If I were an administrator seeking to increase the enrollment and retention of Hispanic 

students at my institution, what would be your best advice? 

23. Is there anything I should have asked that I didn’t? Or is there anything else you would like 

to add or comment? 
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Appendix E 

 Faculty online survey 

Code: ___________________________________________ Date: _______________________ 

Please indicate: 

1. My age is between: 18-29 (  ), 30-39 (  ), 40-49 (  ), 50-59 (  ), 60-69 (  ), 70-or higher (  ).  

2. My ethnic/racial background is _________ 

3. My gender is _______________ 

4. My teaching position at UNH is ____________ 

5. At UNH, I teach at the college of ____________________ and/or the school of 

______________   

6. To the best of your knowledge, why do you think Hispanic students choose to attend UNH? 

7. How would you describe the Hispanic undergraduate students at UNH? 

8. To the best of your knowledge, how do you describe the interactions of Hispanic 

undergraduates and their non-Hispanic peers at UNH? 

9. To the best of your knowledge, how do you describe the interactions of Hispanic 

undergraduates and the faculty at UNH? 

10. To the best of your knowledge, how do you describe the interactions of Hispanic 

undergraduates and other non-faculty personnel? 

11. To the best of your knowledge, what are some of the challenges Hispanics face at UNH? 

12. To the best of your knowledge, what type of services and support systems are available to 

Hispanic undergraduates at UNH? 

13. Have you ever directly interacted with any of the parents/relatives of a Hispanic student? If 

you have, could describe for me some of those interactions? 
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14. To the best of your knowledge, what are some of the difficulties families of Hispanic 

students at UNH have? 

15. To the best of your knowledge, why do you think the graduation rate among Hispanics at 

UNH is very high? 

16. If I were an administrator seeking to increase the enrollment and retention of Hispanic 

students at my institution, what would be your best advice? 

17. Is there anything I should have asked that I didn’t? Or anything else you would like to add or 

comment? 
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Appendix F 

Student interview consent form 

My name is Wilson Garcia. I am a doctoral student at Plymouth State University.  

I am doing a research study for my dissertation.  

The purpose of this study is to find out what helps Hispanic undergraduates graduate from the 

University of New Hampshire.  

I anticipate the number of participants in the study as high as 257. These participants include: 

 Hispanic students 

 Some relatives of the Hispanic students 

 Some of the professors of the Hispanic students 

 Some administrators from the University of New Hampshire 

 

Participants must be at least 18 years old to participate in the study.  

I am interviewing the participants of this study. During your interview, I will ask you questions 

about: 

 Your background  

 Your family 

 Some of your academic experiences at the University of New Hampshire.  

This interview will be between 30 and 45 minutes. But please feel free to talk more on the topic 

or talk about related ideas.  

 

If your interview is done face-to-face, I will record your interview on a recording device. This 

device will be digital.  

If your interview is over the phone, I will use my phone and my computer to record your 

interview.  

I am only recording your interview because I need an accurate transcription of it. 

I will store your interview in a Universal Serial Bus drive. I will lock this drive in a file cabinet 

in my office. I am the only person that will have access to this recording. Once I have transcribed 

your interview, I will code and analyze the contents of your interview. I will save this 

information for five years. After five years, I will destroy this information.  
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I may use some of the results of this research for: 

 My dissertation progress reports 

 My dissertation defense  

 My dissertation publication 

 

There are not expected risks to participants from this study. However neither Plymouth State 

University, nor the University of New Hampshire, nor any government or other agency funding this 

research project will provide special services, free care, or compensation for any potential injuries 

resulting from this research. You, the participant, understand that treatment for such injuries will be 

at your expense and/or paid through your medical plan. 

 

There may be no direct benefits of participating in this study. However, the knowledge received 

may be of value to: 

 Hispanic students 

 Families of Hispanic students 

 Educators of Hispanic students 

 Administrators of Hispanic students  

 Educational researchers 

 Educational policy-makers  

 

There will be no cost to participants to participate in this study. This study will not provide any 

compensation for participating in this research.  

 

Your consent to participate in this research is entirely voluntary, and that your refusal to 

participate will involve no prejudice, penalty or loss of benefits to which you would otherwise be 

entitled. 

 

If you consent to participate in this study, you may refuse to answer any question and/or stop 

your participation in the study at any time without prejudice, penalty, or loss of benefits to which 

you would otherwise be entitled. 

I seek to maintain the confidentiality of all data and records associated with your participation in 

this research. There are, however, rare instances when I am required to share personally-

identifiable information. For example: 

 According to policy, contract, and regulation 

 In response to a complaint about the research, officials at the University of New 

Hampshire, designees of the sponsor(s), and/or regulatory and oversight government 

agencies may access research data 
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I am also required by law to report certain information to government and/or law enforcement 

officials. For example: 

 Child abuse 

 Threatened violence against self or others 

 Communicable diseases  

Further, any communication via the Internet poses minimal risk of a breach of confidentiality. 

This research is anonymous. Anonymous means that: 

 I will not record information about you that could identify you.  

 I will not record your name, address, phone number, date of birth, etc.  

 

If you agree to take part in the study, you will be assigned a random code number that will be 

used on your questionnaire. Your name will appear only on a list of subjects, and will not be 

linked to the code number that is assigned to you. There will be no way to link your responses 

back to you. Therefore, data collection is anonymous.  

If you have any questions about to this study and you want to discuss them, you can contact me: 

 By telephone. My telephone number is 603- 535-2483 

 Electronically. My electronic mail is wagarcia@plymouth.edu 

 

If you have any questions about this research and you want to discuss them, you can also contact 

Doctor Clarissa Uttley. Doctor Uttley supervises my dissertation. Her contact information is: 

 

 By telephone. Her phone number is 603-535-2915 

 Electronically. Her electronic mail is cmuttley@plymouth.edu  

 

If you have any questions about your rights as a research subject, you can contact Doctor Julie 

Simpson. Doctor Simpson works in the office of Research Integrity Services at the University of 

New Hampshire. You can contact her: 

 By telephone. Her phone number is 603-862-2003 

 Electronically. Her electronic address is julie.simpson@unh.edu  

 

If your interview is face-to-face: 

 

 I will offer you a paper copy of this consent form.  

 You may keep this copy for your own reference. 
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If your interview is over the phone or over the internet: 

 I will make a copy of this consent form available on my academic website: 

wagarcia.wikispaces.com  

 You may keep a copy form for your own reference 

If your interview is face to face and you agree to participate in this study, please fill the spaces 

below: 

 

 I, _____________________________________ CONSENT/AGREE to participate in 

this research study. 

   

 Signature of  participant____________________________  

 

 Date_______________________ 

 

If you are completing a phone or over the internet interview please respond:  

 Are you willing to participate in this study? 

_____________________________________________________________________

_____________________________________________________________________ 

 

 Are there any questions about what I have just explained? 

_____________________________________________________________________

_____________________________________________________________________ 
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Appendix G 

Family member consent form 

(English version) 

My name is Wilson Garcia. I am a doctoral student at Plymouth State University.  

I am doing a research study for my dissertation.  

The purpose of this study is to find out what helps Hispanic undergraduates graduate from the 

University of New Hampshire.  

I anticipate the number of participants in the study as high as 257. These participants include: 

 Hispanic students 

 Some relatives of the Hispanic students 

 Some of the professors of the Hispanic students 

 Some administrators from the University of New Hampshire 

 

Participants must be at least 18 years old to participate in the study.  

I am interviewing the participants of this study. During your interview, I will ask you questions 

about: 

 Your background  

 Your family 

 About the person of this family who studies at the University of New Hampshire 

 

This interview will be between 30 and 45 minutes. But please feel free to talk more on the topic 

or talk about related ideas.  

If your interview is face-to-face, I will record your interview on a recording device. This device 

will be digital.  

If your interview is through the internet, I will use a computer to record your interview.  

If your interview is over the phone, I will use my phone and my computer to record your 

interview.  

I am only recording your interview because I need an accurate transcription of it. 

I will store your interview in a Universal Serial Bus drive. I will lock this drive in a file cabinet 

in my office. I am the only person that will have access to this recording. Once I have transcribed 

your interview, I will code and analyze the contents of your interview. I will save this 

information for five years. After five years, I will destroy this information.  
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I may use some of the results of this research for: 

 My dissertation progress reports 

 My dissertation defense  

 My dissertation publication 

 

There are not expected risks to participants from this study. However neither Plymouth State 

University, nor the University of New Hampshire, nor any government or other agency funding this 

research project will provide special services, free care, or compensation for any potential injuries 

resulting from this research. You, the participant, understand that treatment for such injuries will be 

at your expense and/or paid through your medical plan. 

There may be no direct benefits of participating in this study. However, the knowledge received 

may be of value to: 

 Hispanic students 

 Families of Hispanic students 

 Educators of Hispanic students 

 Administrators of Hispanic students  

 Educational researchers 

 Educational policy-makers  

 

There will be no cost to participants to participate in this study. This study will not provide any 

compensation for participating in this research.   

 

Your consent to participate in this research is entirely voluntary, and that your refusal to 

participate will involve no prejudice, penalty or loss of benefits to which you would otherwise be 

entitled.   

If you consent to participate in this study, you may refuse to answer any question and/or stop 

your participation in the study at any time without prejudice, penalty, or loss of benefits to which 

you would otherwise be entitled. 

I seek to maintain the confidentiality of all data and records associated with your participation in 

this research. There are, however, rare instances when I am required to share personally-

identifiable information. For example: 

 According to policy, contract, and regulation 

 In response to a complaint about the research, officials at the University of New 

Hampshire, designees of the sponsor(s), and/or regulatory and oversight government 

agencies may access research data 

 

I am also required by law to report certain information to government and/or law enforcement 

officials. For example: 
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 Child abuse 

 Threatened violence against self or others 

 Communicable diseases  

 

Further, any communication via the Internet poses minimal risk of a breach of confidentiality. 

This research is anonymous. Anonymous means that: 

 

 I will not record information about you that could identify you.  

 I will not record your name, address, phone number, date of birth, etc.  

 

If you agree to take part in the study, you will be assigned a random code number that will be 

used on your questionnaire. Your name will appear only on a list of subjects, and will not be 

linked to the code number that is assigned to you. There will be no way to link your responses 

back to you. Therefore, data collection is anonymous.  

If you have any questions about to this study, you can contact me: 

 By telephone. My telephone number is 603- 535-2483 

 Electronically. My electronic mail is wagarcia@plymouth.edu 

 

If you have any questions about to this research, you can also contact Doctor Clarissa Uttley. 

Doctor Uttley supervises my dissertation. Her contact information is: 

 By telephone. Her phone number is 603-535-2915 

 Electronically. Her electronic mail is cmuttley@plymouth.edu  

 

If you have any question about your rights as a research subject, you can contact Doctor Julie 

Simpson. Doctor Simpson works in the office of Research Integrity Services at the University of 

New Hampshire. You can contact her: 

 

 By telephone. Her phone number is 603-862-2003 

 Electronically. Her electronic address is julie.simpson@unh.edu  

 

If your interview is face-to-face: 

 

 I will offer you a paper copy of this consent form.  

 You may keep this copy for your own reference. 

 

If your interview is over the phone or over the web: 

 I will make a copy of this consent form available on my academic website: 

wagarcia.wikispaces.com  

 You may keep a copy form for your own reference 
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If you are completing a phone interview please respond:  

 Are you willing to participate in this study? 

_____________________________________________________________________

_____________________________________________________________________ 

 Are there any questions about what I have just explained? 

_____________________________________________________________________

_____________________________________________________________________ 
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Appendix H 

Family member interview consent form  

(Spanish version) 

Formulario de consentimiento para miembro de familia 

 

Me llamo Wilson García. Soy un estudiante del programa doctorado en la Universidad Estatal de 

Plymouth. 

Estoy haciendo un estudio de investigación para mi tesis doctoral.  

El propósito de este estudio es saber qué ayuda a graduar a los estudiantes hispanos a nivel de 

licenciatura en la Universidad de Nueva Hampshire.   

Anticipo hasta 257 participantes en este estudio.  Estos participantes incluyen: 

 Universitarios hispanos 

 Algunos parientes de los universitarios hispanos 

 Algunos profesores de los universitarios hispanos  

 Algunos administradores de la Universidad de Nueva Hampshire 

 

Los participantes en este estudio necesitan tener por lo menos 18 años de edad para participar en 

este estudio. 

 

Durante la entrevista, le voy a preguntar a usted sobre: 

 Su origen  

 Su familia 

 Sobre la persona de esta familia que es un estudiante en la Universidad de Nueva 

Hampshire  

 

Esta entrevista durará de 30 a 45 minutos. Pero por favor siéntase libre de hablar sobre el tema o 

sobre ideas relacionadas.  

 

Si su entrevista es por teléfono, grabaré su entrevista mediante mi teléfono y mi computadora. 

Únicamente grabaré su entrevista porque tengo que transcribirla fielmente.  

Almacenaré su entrevista en una unidad de memoria portátil. Guardaré esta unidad bajo llave en 

un gabinete de archivos en mi oficina. Yo seré la única persona con acceso a esta grabación. Una 

vez haya transcrito su entrevista, codificaré y analizaré los contenidos de su entrevista. Guardaré 

esta información por cinco años. Después de cinco años destruiré esta información. 

Es posible que yo use algunos de los resultados de esta investigación para: 
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 Mis reportes de progreso de mi tesis doctoral.  

 La defensa de mi tesis doctoral  

 La publicación  de mi tesis doctoral 

 

Es posible que los participantes en estudio no se beneficien directamente. Sin embargo, el 

conocimiento recibido quizás sea de valor para: 

 Estudiantes hispanos 

 Las familias de estudiantes hispanos 

 Los educadores de estudiantes hispanos 

 Los administradores de estudiantes hispanos 

 Los investigadores en educación 

 Los responsables de políticas educativas 

 

No se espera que haya riesgos para los participantes de esta investigación. Sin embargo, ni la 

Universidad Estatal de Plymouth, ni la Universidad de Nueva Hampshire, ni ninguna  agencia 

del gobierno o agencia que proporcione recursos para este proyecto de investigación 

proporcionará servicios especiales, cuidado gratuito, o compensación por cualquier posible daño  

que resultase de esta investigación. Usted, el participante, comprende que el tratamiento de tales 

daños serían su responsabilidad y/o pagado mediante el plan médico de usted.  

 

La participación en este estudio no involucra ningún costo. Los participantes no recibirán 

ninguna compensación por participar en este estudio. 

 

Su consentimiento para participar en esta investigación es completamente voluntario. Esto 

significa que:  

 Si usted consiente en participar en este estudio, puede negarse a responder cualquiera 

pregunta y/o suspender su participación en este estudio en cualquier momento sin prejuicio, 

penalidad o pérdida de beneficios de los que de otra manera tuviera usted derecho 

 Si usted se niega  a participar, su negación a participar no involucrará ningún prejuicio, 

penalidad o pérdida de beneficios de los que de otra manera tuviera usted derecho 

 

Busco mantener la confidencialidad de toda la información asociada con su participación en esta 

investigación. Hay, sin embargo, ciertas circunstancias cuando se requiere que yo comparta 

información personal. Por ejemplo:  

 

 Según normas, contratos, o reglamentos.  

 En respuesta a una queja sobre esta investigación, funcionarios de la Universidad de 

Nueva Hampshire, designados del patrocinador o patrocinador(es), y/o agencias 

gubernamentales de regulación o supervisión podrían tener acceso a esta información.  
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Por ley, se requiere que yo reporte cierta información a funcionarios gubernamentales y/o a 

funcionarios de la fuerza pública. Por ejemplo: 

 Abuso infantil 

 Amenazas de violencia contra si mismo o contra otras personas 

 Enfermedades contagiosas 

 

Además, cualquiera comunicación vía internet involucra riesgo mínimo de incumplimiento de 

confidencialidad.  

 

Esta investigación es anónima. Anónima significa que: 

 

 No grabaré información suya que lo/la pueda identificar a usted.  

 No grabaré su nombre, dirección, número de teléfono, fecha de nacimiento, etc.  

 

Si usted está de acuerdo en tomar parte en este estudio: 

 

 Se le designará al azar un número de código que se usará en cada uno de los cuestionarios 

 Su nombre solamente aparecerá en una lista de participantes, y no se vinculará  al número 

de código asignado a usted 

 No habrá manera de vincular sus respuestas a usted. Por lo tanto, la recolección de 

información es anónima 

 

Si usted tiene alguna pregunta pertinente a esta investigación y quisiera discutirla, puede 

contactarme: 

 

 Por teléfono. Mi número de teléfono es 603-535-2483 

 Electrónicamente. Mi correo electrónico eswagarcia@plymouth.edu 

 

Si usted tiene alguna pregunta pertinente a esta investigación y quisiera discutirla, puede  

también contactar a la Dra. Clarissa Uttley. La Doctora Uttley es mi supervisora de tesis 

doctoral. Usted puede contactarla: 

 

 Por teléfono. Su número de teléfono es 603-535-2915 

 Electrónicamente. Su correo electrónico es cmuttley@plymouth.edu. 

 

Si usted tiene alguna pregunta sobre sus derechos como participante en esta investigación y 

quisiera discutirla, usted puede contactar a la Doctora Julie Simpson. La Doctora Simpson 

trabaja en la oficina de Servicios de Integridad de Investigación de la Universidad de Nueva 

Hampshire. Usted puede contactarla: 

 

 Por teléfono. Su número de teléfono es 603-862-2003 

 Electrónicamente. Su correo electrónico es julie.simpson@unh.edu 
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Si su entrevista es vía telefónica: 

 Pondré una copia disponible en línea en mi sitio académico: wagarcia.wikispaces.com 

 Usted podrá guardar una copia en sus archivos.  

 

Si su entrevista es por teléfono, por favor responda: 

¿Está usted dispuesto o dispuesta a participar en este estudio? 

______________________________________________________________________________

______________________________________________________________________________  

¿Tiene alguna pregunta sobre lo que le he acabado de explicar? 

______________________________________________________________________________

______________________________________________________________________________ 
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Appendix I 

Faculty electronic consent form 

My name is Wilson Garcia. I am a doctoral student at Plymouth State University.  

I am doing a research study for my dissertation.  

The purpose of this study is to find out what helps Hispanic undergraduates graduate from the 

University of New Hampshire.  

I anticipate the number of participants in the study as high as 257. These participants include: 

 Hispanic students 

 Some relatives of the Hispanic students 

 Some of the professors of the Hispanic students 

 Some administrators from the University of New Hampshire 

 

Participants must be at least 18 years old to participate in the study.  

The purpose of this study is to find out what helps Hispanic undergraduates graduate from the 

University of New Hampshire.  

This is an invitation to participate in this research. I invite you because you teach Hispanic students 

at UNH.    

I will ask you to complete a survey. This is an online survey. This survey will have 17 questions. 

The questions will be about: 

 Your background 

 Your work 

 Hispanic undergraduates at the University of New Hampshire  

 

This survey is designed to take between 15 and 20 minutes to be completed.  

 

When you complete the survey, the online program will ask you to submit your answers. The 

online program will record your answers. I will transfer these answers to a Universal Serial Bus 

drive. I will lock this drive in file cabinet in my office. I am the only person that will have access 

to this drive. I will code and analyze the responses of your survey. 
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I may use some of the results of this survey for: 

 

 My dissertation progress reports 

 My dissertation defense  

 My dissertation publication 

 

I will save this information for five years. After five years, I will destroy this information. 

 

There are not expected risks to participants from this study. However neither Plymouth State 

University, nor the University of New Hampshire, nor any government or other agency funding this 

research project will provide special services, free care, or compensation for any potential injuries 

resulting from this research. You, the participant, understand that treatment for such injuries will be 

at your expense and/or paid through your medical plan. 

There may be no direct benefits of participating in this study. However, the knowledge received 

may be of value to: 

 Hispanic students 

 Families of Hispanic students 

 Educators of Hispanic students 

 Administrators of Hispanic students 

 Educational researchers 

 Educational policy-makers  

 

There will be no cost to participants to participate in this study.  

This study will not provide any compensation for participating in this research.   

Your consent to participate in this research is entirely voluntary, and that your refusal to 

participate will involve no prejudice, penalty or loss of benefits to which you would otherwise be 

entitled. 

If you consent to participate in this study, you may refuse to answer any question and/or stop 

your participation in the study at any time without prejudice, penalty, or loss of benefits to which 

you would otherwise be entitled. 

 

 

 

 



Running Head: Degree Completion of Hispanic Undergraduates 237 

 

I seek to maintain the confidentiality of all data and records associated with your participation in 

this research. There are, however, rare instances when I am required to share personally-

identifiable information. For example: 

 According to policy, contract, and regulation 

 In response to a complaint about the research, officials at the University of New 

Hampshire, designees of the sponsor(s), and/or regulatory and oversight government 

agencies may access research data 

 

I am also required by law to report certain information to government and/or law enforcement 

officials. For example: 

 

 Child abuse 

 Threatened violence against self or others 

 Communicable diseases  

 

Further, any communication via the Internet poses minimal risk of a breach of confidentiality. 

 

This research is anonymous. Anonymous means that: 

 

 I will not record information about you that could identify you 

 I will not record your name, address, phone number, date of birth, etc. 

 

If you agree to take part in the study: 

 

 You will be assigned a random code number that will be used on your survey 

 Your name will appear only on a list of subjects 

 You will not be linked to the code number that is assigned to you  

 There will be no way to link your responses back to you. Therefore, data collection is 

anonymous 

 

If you have any questions about to this study and you want to discuss them, you can contact me: 

 

 By telephone. My telephone number is 603- 535-2483 

 Electronically. My electronic address is wagarcia@plymouth.edu 

 

If you have any questions about to this research and you want to discuss them, you can also 

contact Doctor Clarissa Uttley. Doctor Uttley supervises my dissertation. Her contact 

information is: 

 

 By telephone. Her phone number is 603-535-2915 

 Electronically. Her electronic address is cmuttley@plymouth.edu  
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If you have any question about your rights as a research subject, you can contact Doctor Julie 

Simpson. Doctor Simpson works in the office of Research Integrity Services at the University of 

New Hampshire. You can contact her: 

 By telephone. Her phone number is 603-862-2003 

 Electronically. Her electronic address is julie.simpson@unh.edu  

 

ELECTRONIC CONSENT 

 

Please select your choice below: 

 

Clicking on the agree button below indicates that:  

 

 You have read the above information 

 You agree to participate 

 You are at least 18 years of age  

 

If you do not wish to participate in the research study, please decline participation by clicking on 

the disagree button:  

 Agree 

 Disagree 

 

You may keep a copy of this electronic consent form for your own reference. 
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Appendix J 

Administrator interview consent form 

My name is Wilson Garcia. I am a doctoral student at Plymouth State University.  

I am doing a research study for my dissertation.  

The purpose of this study is to find out what helps Hispanic undergraduates graduate from the 

University of New Hampshire.  

I anticipate the number of participants in the study as high as 257.  

I am doing interviews for this study. I am interviewing: 

 Hispanic students.  

 Some relatives of the Hispanic students 

 Some of the professors of the Hispanic students 

 Some administrators from the University of New Hampshire 

 

Participants must be at least 18 years old to participate in the study.  

 

In the interview, I will ask you questions about: 

 Your background 

 Your work  

 Hispanic undergraduates at the University of New Hampshire.  

 

This interview will be between 30 and 45 minutes long. But please feel free to talk more on the 

topic or talk about related ideas.  

If your interview is face-to-face, I will record your interview on a recording device. This device 

will be digital.  

If your interview is over the phone, I will use my phone and my computer to record your 

interview.  

I am only recording your interview because need an accurate transcription of it.   

I will store your interview in a Universal Serial Bus drive. I will lock this drive in a file cabinet 

in my office. I am the only person that will have access to this recording. Once I have transcribed 

your interview, I will code and analyze the contents of your interview. I will save this 

information for five years. After five years, I will destroy this information.  
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I may use some of the results of this research for: 

 My dissertation progress reports 

 My dissertation defense  

 My dissertation publication 

 

There are not expected risks to participants from this study. There are not expected risks to 

participants from this research. However neither Plymouth State University, nor the University of 

New Hampshire, nor any government or other agency funding this research project will provide 

special services, free care, or compensation for any potential injuries resulting from this research. 

You, the participant, understand that treatment for such injuries will be at your expense and/or paid 

through your medical plan. 

 

There may be no direct benefits of participating in this study. However, the knowledge received 

may be of value to: 

 Hispanic students 

 Families of Hispanic students 

 Educators of Hispanic students 

 Administrators of Hispanic students  

 Educational researchers 

 Educational policy-makers  

 

There will be no cost to participants to participate in this study.  

 

This study will not provide any compensation for participating in this research.   

Your consent to participate in this research is entirely voluntary, and that your refusal to 

participate will involve no prejudice, penalty or loss of benefits to which you would otherwise be 

entitled.   

If you consent to participate in this study, you may refuse to answer any question and/or stop 

your participation in the study at any time without prejudice, penalty, or loss of benefits to which 

you would otherwise be entitled. 

I seek to maintain the confidentiality of all data and records associated with your participation in 

this research. There are, however, rare instances when I am required to share personally-

identifiable information. For example: 

 According to policy, contract, and regulation 

 In response to a complaint about the research, officials at the University of New 

Hampshire, designees of the sponsor(s), and/or regulatory and oversight government 

agencies may access research data 
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I am also required by law to report certain information to government and/or law enforcement 

officials. For example: 

 Child abuse 

 Threatened violence against self or others 

 Communicable diseases  

 

Further, any communication via the Internet poses minimal risk of a breach of confidentiality. 

 

This research is anonymous. Anonymous means that: 

 

 I will not record information about you that could identify you 

 I will not record your name, address, phone number, date of birth, etc. 

 

If you agree to take part in the study: 

 

 You will be assigned a random code number that will be used on your questionnaire. 

 Your name will appear only on a list of subjects 

 You will not be linked to the code number that is assigned to you.  

 There will be no way to link your responses back to you. Therefore, data collection is 

anonymous.  

 

If you have any questions about to this study and you want to discuss them, you can contact me: 

 

 By telephone. My telephone number is 603- 535-2483 

 Electronically. My electronic mail is wagarcia@plymouth.edu 

 

If you have any questions about to this research and you want to discuss them, you can also 

contact Doctor Clarissa Uttley. Doctor Uttley supervises my dissertation. Her contact 

information is: 

 

 By telephone. Her phone number is 603-535-2915 

 Electronically. Her electronic mail is cmuttley@plymouth.edu  

 

If you have any question about your rights as a research subject, you can contact Doctor Julie 

Simpson. Doctor Simpson works in the office of Research Integrity Services at the University of 

New Hampshire. You can contact her: 

 

 By telephone. Her phone number is 603-862-2003 

 Electronically. Her electronic address is julie.simpson@unh.edu  
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If your interview is face to face: 

 

 I will offer you a paper copy of this consent form.  

 You may keep this copy for your own reference. 

 

If your interview is over the phone: 

 

 I will make a copy of this consent form available on my academic website: 

wagarcia.wikispaces.com  

 You may keep a copy for your own reference 

 

If your interview is face to face and you agree to participate in this study, please fill the spaces 

below: 

 

 I, _____________________________________ CONSENT/AGREE to participate in 

this research study. 

   

 Signature of  participant____________________________  

 

 Date_______________________ 

 

If you are completing a phone interview please respond:  

 Are you willing to participate in this study? 

_____________________________________________________________________

_____________________________________________________________________ 

 

 Are there any questions about what I have just explained? 

_____________________________________________________________________

_____________________________________________________________________ 

 

 

 

 

 

 



Running Head: Degree Completion of Hispanic Undergraduates 243 

 

Appendix K 

Post-interview notes form 

As interviewer… 

I observed that the interview: 

______________________________________________________________________________

______________________________________________________________________________ 

______________________________________________________________________________ 

I think that the interview: 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

I noticed that the interviewee (subject): 

______________________________________________________________________________ 

______________________________________________________________________________

______________________________________________________________________________ 

I think that the interviewee (subject) 

______________________________________________________________________________ 

______________________________________________________________________________

______________________________________________________________________________ 
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Appendix L 

NIH Certificate of Completion 

The National Institutes of Health (NIH) Office of Extramural Research certifies that Wilson 

Garcia successfully completed the NIH Web-based training course Protecting Human Research 

Participants.  

Date of completion: 06/26/2011 

Certification Number: 708822 
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Appendix M 

Plymouth State University 

Institutional Review Board 

August 28, 2013  

Dear Professor Garcia: 

On behalf of the Institutional Review Board (IRB) at Plymouth State University, your project 

entitled 

“Contributing Factors for Degree Completion of Hispanic Undergraduates at a Four-year Public 

University” has been granted approval for one year effective August 28, 2013.  

If, during the course of you project you intend to make changes which may significantly affect 

the human subjects involved (particularly methodological changes), you must obtain IRB 

approval prior to implementing these changes.  Any unanticipated problems related to your use 

of human subjects must be promptly reported to the IRB.  The IRB may be contacted through Dr. 

David Mackey, Chair of the IRB.  This is required so that the IRB can update or revise protective 

measures for human subjects as may be necessary.   

You are expected to maintain as an essential part of your project records, any records pertaining 

to the use of humans as subjects in your research.  This includes any information or materials 

conveyed to and received from the subjects as well as any executed forms, data and analysis 

results.  If this is a funded project (federal, state, private, other organization), you should be 

aware that these records are subject to inspection and review by authorized representatives of the 

University, State of New Hampshire, and/or the federal government. 

Please note that IRB approval cannot exceed one year.  If you expect your project to continue 

beyond this approval period, you must submit a request for continuance to the IRB for renewal 

of IRB approval.  IRB approval must be obtained and maintained for the entire term of your 

project or award. 

Please notify the IRB in writing when the project is completed.  We may ask that you provide 

information regarding your experiences with human subjects and with the IRB review process.  

Upon notification we will close our files pertaining to your project.  Any subsequent reactivation 

of the project will require a new IRB application. 



Running Head: Degree Completion of Hispanic Undergraduates 246 

 

Please do not hesitate to contact the IRB if you have any questions or require assistance.  We 

will be happy to assist you in any way we can.  Thank you for your cooperation and efforts 

throughout this review process.  We wish you success in this endeavor. 

Sincerely, 

David Mackey 

David A. Mackey, Chair 

Institutional Review Board 

Plymouth State University 

damackey@plymouth.edu 
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Appendix N 

Definition of terms   

Acculturative stress: It refers to “a collective confusion and anxiety, loss of identity, 

feelings of alienation, and striking out against the larger society” (Organista, 2007, p.7). 

Adjunct: At UNH, it refers to faculty member appointed per course, per semester basis 

with salary. Adjunct faculty “hold academic rank but are not eligible for tenure, fringe benefits, 

sabbatical leaves, or election to the faculty seats in the Faculty Senate” (UNH, 2013b). 

 Advanced placement (AP) courses: College-level courses in a wide variety of subjects 

that students can take while still in high school (The College Board, 2013).  

 Affirmative action: It is defined as “any race- or gender-conscious effort to identify, 

recruit, hire, admit, train, or promote qualified women or people of color for employment, 

education, and contracting opportunities” (Wise, 2005, p.15). 

 Assistant professor: At UNH, it refers to faculty member who has “completed formal 

advanced study appropriate for his or her field and have had successful teaching or other relevant 

experience” (UNH, 2013b). 

Associate professor: At UNH, it refers to faculty member who has “completed formal 

advanced study, have had several years of successful teaching experience or other relevant 

experience, and have shown evidence of professional development and scholarly interest as 

reflected in research or other individual creative effort” (UNH, 2013b). 

Attrition: Departure from “all forms of higher education prior to completion of a degree 

or other credential” (Johnson, 2012, p.2). 
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 Ethnocentrism: In this study, it appeared as White students, faculty, and staff perception 

of themselves as the social normative to which minority students should fit in (Bonilla-Silva, 

2010; Carr-Ruffino, 2005; Chesler et al., 2005).  

 Clinical faculty: At UNH, it refers to a faculty member who has “specialized training 

and experience in a professional field. It is expected that clinical faculty have expertise in three 

areas: direct services to clients, supervision and teaching in a clinical or practice setting, and 

service” (UNH, 2013b). 

 Completion: It is understood as “student success in completing college and earning a 

degree” (Liu, 2011, p.1). 

 Color-blind racism: An attitude that race and ethnicity are irrelevant (Bonilla-Silva, 

2010; Carr-Ruffino, 2005; Chesler, et al., 2005).  

 Colorism: It refers to “distinguishing people with lighter color/hues from darker skin 

colors/hues. The darker skin-toned individuals are considered to be less desirable” (Balcazar, 

Suarez-Balcazar, Taylor-Ritzeler, & Keys, p. 85). 

Cultural responsive teaching: It refers to a “pedagogy that recognizes the importance of 

including student’s cultural identities in all aspects of learning” (Pappamihie & Moreno, 2011, 

p.333). 

 Ethnic identity: It refers to “interpretive ancestral heritage and perceived in group 

communal ties, as well as beliefs about the origins of one’s forebears, and can be based on 

historical origin, race, religion, language, or perceived distinctive traits as a particular group” 

(Ting-Toomey & Chung, 2012, p. 301).   
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 Familism: A social pattern “whereby individual interests, decisions, and actions are 

conditioned by a network of relatives…in many ways … [taking] priority over the individual” 

(Desmond & Turley, 2009, p.314).  

 The Family Educational Rights and Privacy Act (FERPA): It is “a federal law that 

protects the privacy of student education records. The law applies to all schools that receive 

funds under an applicable program of the U.S. Department of Education” (U.S. Department of 

Education, p.1.) 

First-generation: This term refers to students whose parents did not enroll in college and 

whose parents did not graduate from college (Benmayor, 2002; Nuñez, 2011; Saunders & Serna, 

2004; Torres, Reiser, LePeau, Davis, & Ruder, 2006). 

 Grade point average (GPA): This term refers to a mathematical calculation that 

indicates where an average of the student’s grades falls on a scale (NCES, 2011).  

 Graduation rate: It is “the percentage of first-time, full-time freshmen who complete an 

associate’s or bachelor’s degree within three years for associate and six years for bachelor’s” 

(Liu, 2011, p.1). 

 Heritage language learner: Student of language who is “raised in a home where non-

English language is spoken, who speak or merely understand the heritage language, and who are 

to some degree bilingual in English and the heritage language” (Valdés, 2000, p.1). 

Hate crimes: “Crimes that manifest evidence of prejudice based on race, religion, sexual 

orientation, or ethnicity” (U.S. Department of Justice, 2010, p.1). 

 Hispanic: Term employed by the federal and state government agencies to categorize a 

person of Cuban, Mexican, Puerto Rican, South or Central American, or other Spanish culture or 

origin regardless of race (USCB, 2011). 
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 Instructor: At UNH, it refers to faculty member “who has not completed the appropriate 

terminal degree” (UNH, 2013b). 

Latino/a: In this study, this term is used interchangeably with Hispanic. However, when 

reporting on research in other sources, the authors/researchers’ terminology will be used. 

 Lecturer: At UNH, it refers to faculty member “whose primary occupation is teaching 

and appointed for specific periods of one to three years, renewable for up to 7 years for 100% 

appointment….Lecturers are not eligible for tenure, sabbatical leaves” (UNH, 2013b).  

Mentoring: It means a “form of professional socialization wherein a more experienced 

individual acts as a guide, role model, teacher, and patron of a less experienced protégé” 

(LaVant, Anderson, & Tiggs, 1997, p.44). 

 Minority students: Students “who have enrolled in the university whose race, sex-

oppressed ethic status and/or physical condition have rendered their historical presence in 

institutions of higher education a minor one based on their status in American society” 

(Washington, 1996, p.69). 

 Non-traditional student:  A non-traditional student is a person who is “24 years or 

older; a caregiver, financially independent; or somebody with an interrupted sequencing of 

education” (UNH, 2013e) 

Out-of-field teacher: Someone “without a college major or minor – by most accounts, a 

low-bar in terms of demonstrating knowledge of content” (Peske & Haycock, 2006, p.2). 

 Predominantly white institutions (PWI): “Predominantly white institution (PWI) is the 

term used to describe institutions of higher learning in which Whites account for 50% or greater 

of the student enrollment” (Brown & Dancy, 2009, p. 10)  
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 Preprimary programs:  They are “groups or classes that are organized to provide 

educational experiences for children and include kindergarten, preschool, and nursery school 

programs” (Aud et al., 2012). 

Professor: At UNH, it refers to a faculty member who “shall have a background of 

successful teaching and research, marked by the perspective of maturity and experience, or some 

outstanding creative attribute recognizable in the academic world as a special asset to a 

university faculty” (UNH, 2013b). 

Race: A socially constructed category. This means that “notions of racial difference are 

human creations rather than eternal, essential category” (Bonilla-Silva, p.8).  

Reliability: It refers to the consistency of inferences researchers made based on the data 

they collect overt time, location, and circumstances (Fraenkel & Wallen, p. 463). 

Remedial education: It refers to “classes taken on a college campus that are below 

college-level. Students pay tuition and can use financial aid for remedial courses, but they do not 

receive college credit” (Bautsch, 2011, p.1). 

Retention:  It is an “indicator of whether students successfully continue to enroll in 

college each semester/quarter until graduation” (Liu, 2011, p.1).  

 Sense of belonging:  Johnson et al. (2007) identified the construct of sense of belonging 

as students’ fulfillment of their need “to feel that they are an important part of a larger 

community that is valuable, supportive, and affirming” (p. 527).  At the postsecondary level, this 

“sense of belonging reflects the social support that students perceive on campus; it is a feeling of 

connectedness, that one is important to others, that one matters” (Strayhorn, 2008, p. 305).  
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 Social validation: It refers to “the perception of positive feedback from colleagues that 

affirms behaviors that are considered desirable and appropriate” (Smith, L.E. Amiot, C.E., 

Smith, J.R., Callan, V.J., & Terry, D.J., 2013, p 1953). 

Stereotype threat: “Being at risk of confirming, as self-characteristic, a negative 

stereotype about one’s group” (Steele & Aronson, 1995, p.797). 

Traditionally under-represented multicultural students: It refers to “students who 

identify as: American Indian, Alaskan Native, Black or African American, Hispanic/Latino(a), 

Native Hawaiian or other Pacific Islander, Two or More Races as well as low income/first 

generation students” (UNH, 2010).  

Triangulation: Cross-checking of data using multiple data sources or multiple data-

collection procedures (Frankel & Wallen, 2003, G-8) 

 Undocumented student: It is defined as “foreign national who 1) entered the United 

States without inspection or with fraudulent document; or 2) entered legally as a nonimmigrant 

but then violated the terms of his or her status and remained in the United States without 

authorization” (Oliverez, Chavez, Soriano, & Tierney, 2006, p.3). They usually have no role in 

the decision to come to this country because they are usually brought as young children by their 

parents (Oliverez, Chavez, Soriano, & Tierney, 2006, p.3). In addition, they usually “have spent 

many more years in the United States than in their country of origin” (Oliverez, Chavez, Soriano, 

& Tierney, 2006, p.3). 

Validity: It refers to “appropriateness, meaningfulness, and usefulness of the inferences 

researchers made based on the data they collect” (Fraenkel & Wallen, p. 463). 
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Visiting professor: At UNH, it refers to a faculty member who holds “regular faculty 

appointments at other institutions and who contribute to the University’s educational or research 

activities on either a full-time or part-time basis” (UNH, 2013b).  
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