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ABSTRACT
Trevino, Chris D. A mixed-methods study on Latina community college students’
perceptions of barriers to and supports for on-time program completion. Doctor of
Education in Executive Educational Leadership, May 2020, Houston Baptist University,
Houston, Texas.
The purpose of this study was to describe Latina students’ perceptions regarding
barriers to and support for on-time program completion. Also, the researcher describes
Latina community college students’ perceptions regarding recommendations for supports
that may increase on-time program completion. Program completion defined as satisfying
all the academic requirements needed to attain a certificate, degree, or credits required for
transfer to a four-year institution within two years.
In this study, the researcher used a mixed-method approach to explore and more
clearly describe the essence of current enrolled community college Latina participants’
from ages 18 years and older from a southeast Texas community college system. The
method used included demographic questions, Likert scale questions, and open-ended
questions.
The participants identified the primary barriers as (a) balancing work and family,
(b) financial issues, (c) family issues, and (d) anxiety and stress. The main supports
included (a) academic advising, (b) financial resources, (c) family and friends, and (d)
student resources. The participants’ recommendations were (a) tutoring, (b) child care, (c)
academic advising, and (d) financial aid. These findings can assist higher education
institutions in discerning and improving retention and graduation for Latina community
college students.
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PILLAR TWO: RECRUIT FOR NATIONAL INFLUENCE
HBU will develop programs that attract and support first-generation students,
economically disadvantaged students and Hispanic students. This pillar relates to the
topic of A mixed-methods study on Latina community college students’ barriers to and
supports for on-time program completion because Latina’s, in general, need the support
to make difficult decisions on barriers that impede their success in education and life.
HBU is in a diverse, multicultural city and can provide educational value and benefit for
those less fortunate and the first-time-in-their-family college students.
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TOPIC RELATIONSHIP
My topic relates to Executive Educational Leadership because, as a leader, I can
see the underserved population of Latina community college students who face many
barriers to achieving a college degree. Educational leaders and administrators should
take notice that the majority-minority students are Latina’s. The findings will show that
Latina’s face many barriers that impede their educational success. As administrators and
leaders, one should find the means to nurture, mentor, and educate them via special
programs that inform them of the support available throughout the higher education
system. The information provided in this research will enable higher education
administrators to provide a women’s resource center where experts in the fields of
mentorship, counseling, advising, and motivating can provide support for them. Most of
these Latina’s are first-time-in-college and do not know the academic system and its’
functions. This information will create greater motivation and possibility for Latina’s to
reach a higher education degree that no one in their family has been capable of achieving.
When Latina’s begin to educate and graduate, administrators will learn that their special
programs have helped many Hispanic and Latino families achieve the American dream. I
am one of those Latina’s who has achieved the American dream because I received the
support through scholarships, mentorship from professors and colleagues, and education
from Houston Baptist University to enable me to pass it forward.
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CHAPTER I
Introduction
According to Johnson (2007), Latina students’ enrollment in postsecondary institutions in
large numbers has created the most substantial community college enrollment growth in the
nation. Even though student enrollments have increased, retention and graduation rates have
decreased. According to Bound, Lovenheim, and Turner (2010), the students enrolled at lowertiered public universities, and community colleges have decreased completion rates even with an
increase in attendance.
Further investigation confirmed that as of 2005, Latina students constituted the largest
minority group of females in the United States (Cuadraz, 2005). However, Latina students,
according to Storlie, Mostade, & Duenyas (2016), were expected to satisfy family obligations
that conflict with the expectations and values of an American education system. Given that the
role conflicts in Latina students’ lives may affect their program completion, the emphasis of this
dissertation was on the recruitment and retention of Latina students enrolled in community
colleges in Southeast Texas.
Background of the Study
Implementing a program that encourages college graduation for Latina students was of
the highest importance for future advancement. Latinas, according to Fry and Lopez (2012),
were the most distinct minority students who were increasing in numbers at most college
institutions. Studies showed that Latinas were relatively behind in enrolling in higher education
compared to non-Latina students. The National Center for Education Statistics (NCES, 2016)
reported that 78% of Latina high school graduates enrolled in a higher education institution
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compared to 96% of White high school graduates. Furthermore, only 18% of Latina students
graduated from college compared to 46% of White students (NCES, 2016).
Considering that Latinas were the majority of minority students enrolled in higher
education institutions, it was alarming that few completed their academic programs and
graduated (Cuadraz, 2005). Institutions must promote an educational program to assist these
Latina students in achieving the completion of higher educational degrees. Gilroy (2011)
expressed that Latinas who enroll in college at the same rate as their nonLatina counterparts (60
percent), they are less likely to earn a college degree and go on to graduate or professional
school.
Since Latinas form the largest minority group of females (Cuadraz, 2005), expanding
their educational achievement is key to the total success of the Hispanic population (Johnson,
2007). According to Martinez (2015), the relevant disparities and systemic issues facing Latinos
and Latinas have impeded their opportunities for educational attainments, such as scarcity,
language barriers, college-readiness, and lack of cultural awareness and school support. Several
professional Latinas in higher education agreed in their interviews with Stuart (2015) that
graduation rates increased when a mentorship program was in place. Many mentors needed to be
involved in programs to assist Latinas from beginning to end during their higher educational
career. Mentoring generated more students to participate and increase retention, especially if a
mentoring program nurtured a better type of unity among the students and aid a student-centered
learning environment not only in the classroom but outside of it (Barrera, 2014).
Latinas’ roles have generally been confined to the home in connection to the family
(Herrera & Luz, 2010). It seemed that Latinas often were not supported by the family simply
because their obligations were to the family rather than education. According to Sy and Romero
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(2008), the home always took precedence above any other role the Latina student encounters.
Herrera & Luz (2010) shared some light in the fact that if parents did not approve of their
[daughters] leaving home to move away to college, then they settled for second best, which was
attending school within their community. If this was not a possibility, then their academic capital
was pointless, and they settled for a job to offset the family income while they continued to live
at home.
Statement of the Problem
Hispanic and Latino/a were terms that were interchangeable and groups all immigrants of
Cuban, Mexican, Puerto Rican, South or Central America, or other Spanish ethnicity or origin
despite race (U.S. Census Bureau, 2010). Hispanics will account for a 70% increase in
population in Texas between 2010-2050, according to projections (Murdock, Cline, Zey, Jeanty,
& Perez, 2014). According to the THECB (2005), Texas needed to “increase the higher
education participation rate for the Hispanic population of Texas from 3.7 percent to 4.4 percent
(101,600 students) by 2005, to 5.1 percent (120,000 students) by 2010, and 5.7 percent (120,000)
by 2015” (p. 9). This was a problem because of the growth in the Hispanic workforce in Texas,
and the educational needs of the future workforce in Texas. Therefore, the initiative by The
Texas Higher Education Coordinating Board (THECB, 2010) “to close the gaps” in 2015 for
Texas students enrolled in postsecondary education has failed to reach its goal, and Texas faces a
dilemma of reaching the 2030 deadline of a marketable and educated workforce. Texas needs to
improve higher education participation and completion for the Hispanic/Latino population. One
way to do that is to understand the barriers and supports for Latinas in higher education.
Student enrollment in higher education institutions increased to reach the participation
goal. Most of the students who enrolled in higher education were of minority origin throughout
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Texas community colleges. In fact, The Texas Higher Education Coordinating Board’s (2016)
report on community college enrollments between Fall 2000 and Fall 2015 show Hispanics have
surpassed Whites enrollment. Whites 2000 Fall enrollment was at 52.6% (227,361), and
Hispanics 2000 Fall enrollment was at 29.0% (125,222). In 2015, Whites’ Fall enrollment was at
34.2% (239,927), whereas Hispanics’ Fall enrollment was at 42.0% (294,406). Murdock et al.
(2014) predicted that the Texas labor workforce would have substantial growth in minorities and
that Hispanics would account for more than 30% of workers at all education levels. Additionally,
Texas' future job requirements entail higher levels of education to remain competitive (Murdock
et al., 2014).
Statement of the Purpose and Significance
The purpose of this mixed-method study was to describe the perceptions of Latina
students regarding barriers to and support for on-time program completion at a selected
community college center in Southeast Texas. In addition, Latina community college students
provided anecdotal perceptions regarding recommendations for supports that increase on-time
program completion.
Students in higher education institutions tend to make life decisions that affect their
social and economic life. Latinas faced challenges in attending college, yet earning a bachelor’s
degree continues to be an essential opportunity for many to attain because it provided economic
and social mobility (Nuñez, Hoover, Pickett, Stuart-Carruthers, & Vázquez, 2013). It was
imperative to identify barriers that impeded their success in academia. Latina students had
impracticable expectations (Lalla, 2007; Moore, 2007; Zalaquett, 2006) and additional barriers
compared to females of other ethnicities (Kimura-Walsh et al., 2009). Schwartz (2001) agreed
that Latinas faced unique barriers. The Pew Research Center (2009) discussed that the most
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critical reasons noted by Hispanics for not continuing their education were a lack of funds and a
need to support their families. There was a sense of urgency for both Latina students and higher
education institutions to create mutually beneficial processes to increase retention and on-time
completion rates.
Research Questions
Three research questions were addressed to describe Latina community college students’
perceptions of barriers to and supports for on-time program completion. The primary research
questions for the study were:
1) What are the perceptions of Latina community college students regarding barriers
to on-time program completion?
2) What are the perceptions of Latina community college students regarding
supports for on-time program completion?
3) What supports do Latina community college student's recommend to increase
student retention and program completion?
Definition of Terms
60x30TX Higher Education Plan
This educational plan recommended that by 2030, at least 60% of Texans ages 25-34
would have a certificate or degree (Texas Higher Education Coordinating Board, 2018).
Barriers
Barriers are specific institutional characteristics associated negatively with students’
access and attainment in postsecondary education (Davila, 2011).
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Closing the Gaps
This THECB initiative aimed to increase by 50% the number of degrees, certificates and
other identifiable student successes from high-quality programs by 2015 (Texas Higher
Education Coordinating Board, 2018)
Community College
A community college is a higher education institution accredited to award the Associate
of Arts or Associate of Science as the highest degree. Community colleges offer academic,
workforce, and continuing education training (Cohen, Brawer, & Kisker, 2014).
DACA
Deferred Action for Childhood Arrivals was an immigration option for undocumented
immigrants who came to the United States before the age of 16 (“DACA,” 2016).
DREAM Act
The Development, Relief, and Education for Alien Minors Act is proposed legislation
that would allow undocumented immigrant youth who were brought to the country as children to
obtain legal permanent resident status provided that they remained in school through high school
graduation and went on to college or military service (Gonzales, 2009).
First-Generation Students
These are students attending college whose parents have not completed a baccalaureate
education or only have some college experience (Pascarella & Terenzini, 2005).
Hispanic
It was a full ethnic term used to reference persons of Central and South American,
Cuban, Mexican, Puerto Rican, and Spanish descent (Johnson, 2007).
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Latinas
Females who declared that their family has origins in Latin America, excluding Spain
(Alonzo, 2016).
Latino
Latino, or Hispanic, refers to “a person of Cuban, Mexican, Puerto Rican, South or
Central American, or other Spanish culture or origin regardless of race” (U.S. Census, 2010).
On-time Program Completion
On-time program completion is the completion of a community college program within
the traditional two-year time frame (Davila, 2011).
Supports
Supports are specific institutional characteristics associated positively with students’
access and attainment in postsecondary education (Davila, 2011).
THECB
The Texas Higher Education Coordinating Board (THECB) was an agency of the U.S.
state of Texas's government that oversee all public postsecondary education in the state.
Theoretical Framework
The theoretical framework for the study was based on the Framework for College Student
Experiences (Edwards, 2007). Edwards’s framework was based on the work of Tinto (1993) and
Anderson (1985). The framework included the following factors: (a) incoming Latina students;
(b) barriers for on-time completion; (c) supports for on-time completion; (d) academic, financial,
and student involvement; (e) departure decision; and (f) on-time program completion/delays
graduation/do not graduate (Edwards, 2007) (see Appendix D for the letter of permission by
Edwards).
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The models that Edwards (2007) adapted to create the theoretical framework included
Tinto’s Student Integration Model and Anderson’s Force Field Analysis of College Persistence.
Both models supported the development of a framework for investigating the academic,
financial, and student involvement barriers to and supports for on-time program completion.
Tinto’s Student Integration Model
In his Student Integration Model, Tinto (1975) theorized that undergraduate students who
integrated successfully into the college and university environments outperformed those students
who did not integrate successfully. Tinto also observed that students who were engaged both
academically and socially were more likely to succeed in their academic completion. Tinto
asserted that students bring with them particular innate characteristics (i.e., psychological, social,
and environmental), which influenced departure decisions. He also noted that the students’
academic and social assimilation influenced them if institutional and organizational interventions
were made in the early stages of their college experience (Tinto, 1975; 1993).
Tinto’s model includes 5 stages.
Stage 1 included pre-entry attributes that contributed to family background, skills and
abilities, prior schooling, and financial preparation. Stage 2 included goals and commitments as
intention and goals and institutional commitments. Stage 3 included institutional experiences
such as academic performance, faculty/staff interactions, extra-curricular activities, and peer
group interactions. Stage 4 included personal/normative integration, which was academic
interactions, financial integration, and social integration. The last was Stage 5, included
outcomes, which was the departure decision of the student (Tinto, 1975).
In addition to the factors outlined in Tinto’s model, other factors affect college and
university Latina students’ experiences. Anderson’s (1985) model examined these factors, which
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included family and social influences that students encountered before, during, and after college
and provided a new understanding of the students’ experiences (Davila, 2011).
Anderson’s Force Field Model
Anderson (1985) indicated in the Force Field Model that, “…for students to make
successful transitions from high school to college, students must experience a greater magnitude
of forces that push them in a positive direction rather than forces that push them in a negative
direction” (p. 45). In other words, students who encountered situations such as work conflicts,
financial needs, and isolation felt disconnected from family and friends. Additionally,
undergraduate students tended to feel emotionally helpless, hopeless, insecure, and uncertain in
their academic careers without the help of mentors. This insecurity may result in students
experiencing academic, social problems, and low retention (Davila, 2011).
Framework for College Student Experiences
Edwards (2007) stated that her framework adapted and adjusted as she proceeded through
her study to answer her research questions, which addressed the problems of her undergraduate
students’ on-time graduation. She reported that the Framework for College Student Experiences
supported the findings of her study and supported her conclusions. The models of Tinto and
Anderson provided a foundation for Edwards's framework. The diagram below demonstrated the
process incoming Latina students make about their academic education. The framework provided
both barriers and supports Latina’s face depending on the academic assistance, financial
implications, and student involvement they acquired. The outcome depended on their decision
selected whether to continue academically or not. If scholarships were not available to offset the
costs of education, advisors did not guide them, or they were not involved in the social life on
campus, Latina’s delayed graduation, or withdrew.
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Figure 1. Framework for College Student Experiences. Adapted from “Supports for and Barriers to On-time
Graduation as Perceived by African American Students at Historically Black Colleges and Universities and
Historically White Colleges and Universities,” by Edwards (2007) Doctoral dissertation.

Limitations
A limitation of this study was that the method used for self-reporting might not determine
decisively Latina community college students’ perceptions of barriers to and supports for ontime program completion. A second limitation was that the sample of participants might not be
representative of all Latina community college students. Latina students in other regions of the
nation may have different perceptions of barriers to and supports for on-time community college
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program completion based on their circumstances and life experiences; therefore, these results
may not be generalizable to the population of Latina community college students.
Delimitations
Three delimitations were present for this study. First, participants in this study were
selected from one community college center in the same city. They attended a single geographic
location in the Department of Education and the Department of Languages, Philosophy, and
Culture. Second, the instrument used in this study was a self-report measure. Finally, no
observable institutional practices were examined.
Assumptions
Assumptions are conditions that are assumed to be accurate and support the validity of
the study. The general assumptions of this study are that (a) the survey used in this study was
valid, reliable, and valid for the purpose intended; (b) participants understood the survey and
responded objectively and honestly; (c) the data collected reflected the participants’ intentions.
Summary and Organization of the Study
This study is organized into five chapters. Chapter I includes the introduction,
background of the study, statement of the problem, statement of the purpose and significance,
research questions, the definition of terms, theoretical framework, limitations, delimitations,
assumptions, and organization of the study. In Chapter II, the researcher provides a review of
the literature including (a) introduction; (b) barriers to on-time community college program
completion; (c) supports for Latina students’ retention and success in community colleges; (d)
evaluations of Texas community college recruitment and retention initiatives; (e) the role of the
community college in Southeast Texas; (f) plans in higher education to close the gaps by 2015,
and (g) the socioeconomic benefits of Southeast Texas public community colleges. In Chapter
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III, the researcher describes the methodology used in this study, which includes research design,
participants, context and setting, instrumentation, data collection, and data analysis. In Chapter
IV, the researcher provides the findings of the study. In Chapter V, the researcher provides
discussions, implications, recommendations, and conclusions.
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CHAPTER II
REVIEW OF LITERATURE
As discussed in Chapter I, Latinas are now the largest minority group of females in the
United States and are the least likely group of females in the U. S. to complete a bachelor’s
degree (Murdock, 2008). The purpose of this mixed-method study was to describe the
perceptions of Latina community college students regarding barriers to and supports for on-time
program completion. Also, the researcher described their perceptions regarding
recommendations for supports that increased student retention and program completion.
During the early 1900s and the 1950s, the growth of community colleges allowed
opportunities to students enrolled in higher education courses who initially might not have had
access to postsecondary education (Johnson, 2007). Although college enrollment is increasing,
student attrition in higher education is increasingly becoming problematic for many institutions.
These institutions must increase the retention of college students by committing to quality
education and building a solid awareness of the inclusive educational and social community on
campuses (Tinto, 1993).
As discussed in Chapter I, Hispanics make up the most rapidly growing population in the
nation; however, they have the least level of educational attainment among ethnic groups in the
United States and are among the poverty-stricken residents (Hill & Hayes, 2003). Many Latinas
who attended institutions of higher education enrolled in community colleges, but most did not
finish the programs or consider transferring to four-year universities (Fry, 2002; Ornelas, 2002;
Sengupta & Jepsen, 2006). Fry further acknowledged that Hispanics are the least educated racial
or ethnic group (2011). Moreover, students not completing degrees but certificate programs
instead, according to Hernandez (2012), were likely to be females, mature adults, married with
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children and responsibilities, from underprivileged backgrounds, and first-time in college
students. According to Yosso (2006), only 1 of every 100 Latina students who began their
elementary school education eventually enrolled in community college and transferred to fouryear universities.
Low educational attainment translates to poor economic prospects for Hispanic families,
and, in turn, for the nation (Day & Newburger, 2002). There was existing measurable research
that depicted educational paths for Hispanic families and students. For example, there were (a)
several families that lived in Texas and the nation; (b) many families from several countries of
origin; (c) a number of students that successfully or unsuccessfully graduated from high school
and college; (d) and a number of students estimated to enter public school systems within the
next 25 years (American Association of Community Colleges, 2017; National Center for
Education Statistics, 2016). These statistics illustrated a discouraging image of Hispanic
educational attainment in general; however, numbers and percentages failed in revealing the
unmatched personal experiences of individuals.
The researcher investigated barriers to and supports for on-time program completion for
Latina community college students. In the following paragraphs included are barriers and
historical context Latinas faced academically: (a) historical overview of Latina students’
experiences in higher education; (b) barriers to on-time community college program achievement
experienced by Latina students; (c) supports for Latina students’ retention and success at
community college; (d) assessments of Texas community college recruitment and retention
programs; (e) the role of the community college in Texas; (f) plans in higher education strategy
to close the gaps by 2015 plus implement the 60x30TX Higher Education Plan; and (g) the
socioeconomic benefits of Texas public community colleges.
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Historical Overview of Experiences of Hispanics in Higher Education
Awareness of Hispanics in higher education began in the late 1960s during the civil rights
movement. During this time, Chicano and Puerto Rican youth activists called for significant
access to higher education (MacDonald, Botti, & Clark, 2007). These movements called for
“curricular changes that reflected the changing composition of student populations, college
faculty and staff to serve as role models for aspiring scholars, Hispanic culture and research
centers, and financial means to realize these goals” (MacDonald et al., 2007, p. 475).
By the 1980s, college attendance for Hispanic students began to rise, and high school
attrition rates began to decrease (Baker & Velez, 1996; Olivas, 1986). Between 1976 and 1998,
the number of traditional-aged (18-23 years) Hispanic students increased by 165%. The number
of traditional-aged Hispanic students doubled in just eight years, from 400,000 students in 1990
to 800,000 students in 1998 (MacDonald et al., 2007). Similarly, enrollment rose as the increase
in college degrees attained by these students. After the late 1990s, the positive attainments made
by Hispanic students made a turn in the opposite direction (Carnevale, 2003). New and complex
challenges overshadowed the gains made by Hispanic students in higher education in previous
years. Issues involving financial support, generational progress, retention rates, and the
achievement gap between learners became the foci of Hispanic researchers (Carnevale, 2003;
MacDonald et al., 2007).
Over the past decade, the Latino population within the U.S. grew from 35.3 million to
50.5 million, composing 16.3 % of the total U.S. population (Ennis, Ríos-Vargas, & Albert,
2011). More than half of the growth in the total population of the U.S. from 2000 to 2010
attributed to the increase in the Latino population (Ennis et al., 2011). However, while Latinos
constituted a vital portion of the U.S. population, they continued to face barriers in the pursuit of
postsecondary education. Only 37 % of Latino high school completers between the ages of 18
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and 24 enrolled in college, compared to 40 % of Black and 49 % of White high school
completers (Santiago, 2011b). Moreover, only one in ten Latino adults between the ages of 18
and 24 hold a college degree (Brindis, Driscoll, Biggs, & Valderrama, 2002). Hispanics are the
least educated racial/ethnic group, according to Fry (2011), and 13% of 25-29-year-old Hispanic
students were amongst the group not completing a bachelor’s degree. During the 2007-2008
academic year, approximately half of all Latino college students had parents whose highest level
of education was a high school diploma or less (Santiago, 2011). The college enrollment and
achievement gaps for Hispanics need more emphasis on the nation’s degree attainment goals
(Santiago, 2011); more educational opportunities need to be offered to Latinos as a whole. Tinto
further acknowledged that for effective retention, there must be a strong commitment to quality
education and the edifying of a strong sense of inclusivity in the educational and social
community on campuses (1993). Latino students typically experienced several drawbacks to
success in school. Furthermore, any of these obstacles are daunting but to be challenged
concurrently by other barriers, and a lack of social, psychological, and educational support at the
school and community, often limits the possibility of many Latino students (Gándara &
Contreras, 2009).
Among Hispanic students enrolled in community colleges, nearly 50% to 87% aspired to
transfer to four-year institutions to obtain a bachelor’s degree (Bensimon & Riley, 1984;
Rendon, Justiz & Resta, 1988). In agreement with the previous statement, Radford, Berkner,
Wheeless, and Sheperd (2010) added that less than 6% earned a bachelor’s degree within a sixyear enrollment rate. Furthermore, institutional, regional, and national studies indicate low
percentages of Hispanic transfer rates to senior colleges (Abrego, 2008; Castaneda, 2002;
National Center for Education Statistics, 2005). Cataldi et al. (2011) noted that about 35% of

33

Latinos who earned a bachelor’s degree began their education at community colleges and
transferred to a four-year institution.
Texas continued to experience an expansive change in demographics that altered the
educational system and created a crisis for Texas from elementary to higher education. Texas
was facing some critical points that must be addressed in its’ social and economic resources to
achieve a skillful and educated workforce and be competitive nationally and internationally
(Murdock, Cline, Zey, Jeanty, & Perez, 2014). According to Nuñez, Hoover, Pickett, StuartCarruthers, & Vázquez (2013), it is crucial to this country’s collective national interest to educate
Latinos in higher education because most working-age residents are of Latino descent in the
United States. The Texas Higher Education Coordinating Board (THECB) took measures in
2000 to outline a plan for “Closing the Gaps” by 2015. The plan’s goals were to close the gaps
that existed in four major areas. In this plan, the four goals were: Goal one: Close the gaps in
participation; Goal two: Close the gaps in success; Goal three: Close the gaps in excellence; and
Goal four: Close the gaps in research (THECB, 2015). Goal one was to add 500,000 more
students, then the number changed to 630,000. Goal two was to increase by 50% the number of
degrees, certificates, and other student success programs. Goal three was to increase the number
of nationally recognized programs or services at colleges and universities in Texas. Goal four
was to increase by 50% science and engineering research federal funding to Texas institutions to
$1.3 billion. The final progress report showed that most target areas were positive but with a
wide margin while other areas were not met (THECB, 2016). Even though the plan was
successful, it did not reach the goals in some areas. The issue has reached an escalation of large
enrollment of higher ed students in academic institutions, but there were not enough graduates
completing their degrees; therefore, the need to educate and graduate them awaits in Texas.
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According to the U.S. News (2018), Texas ranks 37th nationally in higher education
degrees, with only 34% having achieved a two-year degree in three years or less. The THECB
met in 2014 to strategize a new educational program called 60x30TX Higher Education Plan to
promote new educational goals. The four new goals are essential for the future of Texas to
prosper and compete locally and internationally. The goals were (a) The Overarching Goal:
60x30 - By 2030, at least 60% of Texans ages 25-34 will have a certificate or degree; (b)
Completion Goal – By 2030, at least 550,000 students in that year will complete a certificate,
associates, bachelor’s, or master’s from an institution of higher education in Texas; (c)
Marketable Skills Goal – By 2030, all graduates from Texas public institutions of higher
education will have completed programs with identified marketable skills; and, (d) Student Debt
– By 2030, undergraduate student loan debt will not exceed 60% of first-year wages for
graduates of Texas public institutions (2015). With increased educational demand in Texas, new
challenges rose in how to provide access to undocumented students who have lived in the United
States from a young age but arrived from another country.
The Development, Relief, and Education for Alien Minors Act (DREAM Act)
The DREAM Act has been debated in Congress since its inception in 2001. In 2001, thenGovernor Perry signed the Texas DREAM Act for Texas students who have lived in Texas for the
past three years to receive in-state tuition. Texas students relied heavily on the Dream Act bill for
inspiration and the means to attend college (Gándara & Contreras, 2009). Additionally, these
undocumented students made a life for themselves in this country and been given access to enroll
in higher education and financial assistance (Gándara & Contreras, 2009). They must, however,
have obtained a GED or graduated from an accredited state or private school. The DREAM Act
allows undocumented immigrant youth who were brought to the country as children to obtain
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legal permanent resident status if they remain in school through high school graduation and
attend college or military service (Gonzales, 2009). The DREAM Act would have allowed
students to acquire permanent legal resident status if the following conditions were met: (a) they
entered the United States at the age of 15 years old or younger and were younger than the age of
35 on the date of the bill’s enactment, (b) they remained in the United States for at least five
years before the bill’s enactment, (c) they obtained a high school diploma or comparable to it,
and, (d) they could demonstrate a good moral character (Gonzales, 2009).
Those individuals who met these conditions could apply for a 6-year conditional permanent
legal status that allowed them to work, attend college, or join the military (Gonzales, 2009). If
within the six years, the recipients of the Dream Act completed at least a two-year degree,
attended two years of a four-year college degree, or served in the United States military, they
could change their permanent status and would be eligible to apply for United States citizenship
(Gonzales, 2009). Congress has never passed the DREAM Act.
In 2012, the Obama administration announced that these “Dreamers” (that is their label)
might be considered for the Deferred Action for Childhood Arrivals (DACA) status every two
years subject to renewal. In other words, these students were guaranteed protection from
deportation by the federal government for two years but must reapply for it. The cost of
applying to DACA is $459, and every two years, the price is $459. In 2017, a new president and
administration took office, so Congress’s mission was to legalize the program; however, if it did
not, then President Trump would likely revisit the issue. Meantime, the Dreamers yearned no
deportation issues arise. The future of DACA and the Dreamers was uncertain at this point. No
new applications were accepted, and DACA had placed a hold until further notice. In April 2018,
a federal judge reprimanded the Department of Homeland Security for unlawfully not accepting

36

new applications and were given 90 days to provide a reasonable explanation. Afterward, the
government resumed accepting new applications.
Barriers to On-time Community College Program Completion Experienced by Latina
Students
The Latina/o population in the United States continued to increase in numbers and were
the largest ethnic minority group in the country (U.S. Census Bureau, 2010). Gándara (2015)
stated:
There was one in five women in the U.S who are Latinas. Projections were that by 2060,
Latinas form nearly a third of the female population of the nation. Thus, the future of the
nation was tied to the future of these women and girls. (p. 7)
Gándara (2015) estimated that 19% of Latinas had obtained a college degree compared to 44%
of White women. Latinas in the United States historically have low completion rates in higher
education, even though they showed high enrollment rates. Fry (2011) confirmed that Hispanics
continue to be the least educated ethnic/racial group in the United States.
Similarly, Ryu (2010) explained that Hispanics received 11.6 undergraduate degrees for every
100 Hispanics enrolled in college compared to 16.9 degrees for every 100 Whites and 15.1
degrees for every 100 Asians enrolled in college. Tienda (2009) corroborated that although
Hispanic college graduation rates have increased from 5% to 12% per person ages 25 and over,
the college completion gap has widened between Hispanic and White, Black, and Asian groups.
Fry (2011) explained that one third (32%) of Latinos ages 18 to 24 compared with 38% of
Blacks, 44% of Whites, and 62% of Asians, enroll in a postsecondary setting. In 2008, Ryu
(2010) shared that Hispanic enrollment rates for young Hispanic women were 33% versus 23%
for young Hispanic men. Furthermore, Pew Research Center (2015) continued to show an
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increasing decline in persistence and graduation rates among Hispanics despite an increase in
enrollments. Several reasons have offered for the Latina educational attainment barriers. Latinas
face various barriers when enrolled in institutions of higher education. These barriers included
but were not limited to, the following issues: family challenges, finances, home life, firstgeneration student status, and social and academic integration. A discussion of the topics indepth follows.
Family Challenges:
Latino families had ambitions for their children to receive a college education. Still, they
faced challenges in acting upon them due to factors such as limited knowledge of the U.S.
educational system, language barrier with school personnel, and respect they have toward
education (Fann, Jarsky, & McDonough, 2009). These challenges have prevented Latina
students from pursuing or motivating themselves to achieve higher education.
Often when Latinas bring up the subject of higher education, resistance appears because
they are socialized not to question the authority of their parents (Sy & Brittian, 2008).
Additionally, Sy and Brittian (2008) commented that it is hard for a Latina to pursue an
education because she wants to be there for her family. Gutierrez (2002) argued that when the
female Hispanic college student decided toward academic and social integration, often, she
struggled between two dynamics: the Hispanic cultural view of the woman’s role in the family
and the goal of achieving a degree. Furthermore, without family support, women’s educational
goals can be viewed as separate from the family. A Latina in higher education needed support
from her family. Still, if the family struggled to figure out how to help, then it was vital to obtain
that support from outside the family and campus, according to Alonzo (2016).
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Moreover, many of the Latina/o students are the first in their families to attend college,
so their families are not familiar with what the requirements of time and academic focus entail.
These families often expect their students to continue to support the family, which can cause
Latina/o students to discontinue their studies (Nuñez, Hoover, Pickett, Stuart-Carruthers, &
Vázquez, 2013). Consequently, the family is the primary source for Latinas, but families can
create a guilty and stressful position that negatively influenced their educational path (Rosas &
Hamrick, 2002). This scenario happened to Norma. During her third year of college, Norma
began to forget her Mexican heritage. When she would go home at times, her family accused her
of being too White (Alonzo, 2016). This process was not new for students of color who went
away to college (Jimenez-Silva et al., 2009). The family is recognized as a crucial source of
educational support and encouragement that affected decisions for Latina/os in academic
persistence (Hernandez, 2000). The support of maintaining family relationships was the key to a
successful outcome since the family members shape the Latinas’ personality, cultural, and
community values (Gloria, Castellanos, Lopez, & Rosales, 2005). Given the Latino cultural
importance on the role of the family, compared to other students, Latina/o students placed family
as an integral role in their college experiences (Nuñez et al., 2013). Besides family challenges,
Latinas faced a barrier in achieving academic success due to a lack of finances in the home.
Finances
Hispanics are among the poorest of all United States residents. According to the U.S.
Census Bureau 2017 report, out of the 57 million Hispanics living in the U.S., 19% were living
in poverty. Many families lack the financial means to fund college education for their children.
One-fourth of Latinas live below the poverty line, and over half were near poverty (below 200 %
of the poverty line), that is, have a meager income (DeNavas-Walt, & Proctor, 2014; Shriver,
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2014). In the Hispanic culture, to support the family, they place the burden mostly on the
shoulders of the males, whether they are enrolled in college full or part-time (Davila, 2011).
Ceja (2001) described how it was particularly controversial for Latinas to leave home for
college and have their parents fund their college. The lack of finances is important in their
parents’ decisions. Explanation of financial aid and benefits provides parents a more receptive
response to sending their students to college. Many Latino students come from low-income
families with limited financial aid, and with the rise of higher education increasing, many are not
able to participate in college (Santiago & Brown, 2004). Studies of Latino students have
illustrated that lack of financial funds – whether it was a lack of knowledge of how to acquire
them or lack of funds was a reason for them to forego higher education (Gándara & Contreras,
2009). The estimate of community college students who cannot pay out of pocket tuition and
required financial aid of some kind is projected to nearly double from 366,894 to 781,177, an
increase of almost 113% from 2010 to 2050 (Murdock et al., 2014). Evidence existed that Latino
students selected their first-choice college than White students because of finances (Hurtado et
al., 2008). Researchers have documented that Latino students' lack of financial aid was due to
their lack of knowledge of obtaining it or due to lack of funds, which was a factor impeding their
academic success (Gándara & Contreras, 2009). When Hispanic students were offered financial
support and an understanding of the financial aid application process, this enabled them to access
funding to enroll in college and completed a college degree (Nuñez et al., 2013). Fann et al.
(2009) suggested financial aid workshops in Spanish on U.S. higher education and financial aid
system during the evenings when most Latino families could attend and allowed them to ask
questions in a safe and friendly environment. These workshops provided an opportunity for these

40

families to obtain much-needed education on how to finance their students’ higher education and
continued to help the family at home.
Home Life
Latino students viewed their families and home life differently than the White culture,
and it became evident in their views of higher education. Latino families required more from
their students than any other racial/ethnic background in terms of helping the family members
and supporting the family financially (Nuñez et al., 2013). For this reason, Nuñez et al. (2013)
believed that many Latino students lived at home to commuting to college but were not fully
engaged in social life at the college. Tornatzky, Lee, Mejía, and Tarant (2003) explained in the
case of Latina students that they were more likely than non-Latina students to attend a
postsecondary institution closer to home that is more affordable to contribute to the family life to
feel the emotional attachment and support. Hispanic women who stayed home to serve the
family were criticized “for not living up to saintly, passive, devout, loyal, and virginal
expectations” (Mendez-Negrete, 2000, p. 44).
Latinas, who lacked a college degree, were more than likely to receive lower pay and
usually do not return to school due to family commitments (Alonzo, 2016). According to the
traditional Hispanic culture, a Latina was expected to be a stay-at-home woman and be the
caregiver; she expected to marry and maintain the home and have a man to sustain her (JimenezSilva, Hernandez, Luevanos, Jimenez, & Jimenez, 2009). The reality of leaving home caused
tension and pressure for Latinas to prove they were capable of sustaining themselves without
having a man in their life. They were convincing their parents that education was beneficial, but
this process takes time (Alonzo, 2016). Once that benefit was established, and the Latina
attended an institution of higher education, family obligations did not cease to exist but
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continued to be part of life. If the Latina did not commit to family life, then her family began to
resent her for not contributing to the family, especially since they supported and cared for her
(Nelson, Bridges, Morelon-Quainoo, Williams, & Salinas Holmes, 2007). Latinas were to stay
home and be the caretakers of the family so that the parents could work. If they attended college
and moved away to college, the responsibility fell on someone else in the family (Sy, 2006).
Cruz Hererra (2010) stated: “In spite of familial, cultural, and geographic barriers, professional
Latinas find education as a vehicle to move away from these set standards and prescribed roles”
(p. 29).
First-generation Students
First-generation students are students who attended college whose parents had not
completed a baccalaureate education or only had some college experience (Pascarella &
Terenzini, 2005). Many Latinas are first-generation students who are the first in their families to
enter higher educational institutions. Many community college students arrive in college without
the assistance of family and friends. Most Latinas in the United States currently enrolled in
college were the first in their families to pursue a college education (Arredondo, GallardoCooper, Delgado-Romero, & Zapata, 2014). Gándara and Contreras (2009) agreed that most
Latino college students were the first in their families to attend college. The American
Association of Community Colleges (AACC, 2018) claimed that 36% of first-generation
community college students enrolled, and 24% of Hispanics were in credit courses compared to
47% of White students. The Latina first-generation college students struggled with separating
their traditional roles and values for a higher education career, which affected their career goals
(Hahs-Vaughn, 2004).
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Furthermore, first-generation students’ parents lack the information and knowledge about
the university system to effectively provide guidance and college preparation (Ceballo, 2004).
Immigrant parents typically lack sufficient knowledge about higher education, the process,
schedules, forms, and general logistics involved in getting into and staying in college (Noeth,
2003). First-generation female students likely were mothers with children who came from
financially disadvantaged families and worked long hours (Bui, 2002). Moreover, firstgeneration Hispanic students may not have Hispanic role models in higher education to follow.
Latina students who had at least one or more parents with an earned college degree possessed a
sociological advantage in college than those students who were first-generation college students
(Rendon, 1995).
When Latinas began to feel isolated, they began to distrust the institution and the staff
and faculty who helped. As a result, many Latinas refused assistance and tried to succeed
without support from the institution (Alonzo, 2016). This isolation was a common trait among
first-generation Latinas because they mistrusted the institution of higher education and could not
turn to anyone at home for guidance and express their feelings (Gloria, Castellanos, Lopez, &
Rosales, 2005).
Social and Academic Integration
Research on social integration has shown that the more social and interactions students
had with each other, the faculty, and the institution, the more likely the student continued their
studies and completed their degrees (Astin, 1984; Nora, 1987, Tinto, 1998). Students who
continued both in academic and social integration persisted (Stage, 1989). According to
Anderson (2004), first-generation students who have no parental educational guidance face a
more significant challenge for social and institutional integration. Colleges that provided
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opportunities for social gatherings to engage students with their peers increased the overall
student engagement (Anderson, 2004). Unfortunately, when the female Hispanic college student
decided toward academic and social integration, she often found herself struggling between two
dynamics: the Hispanic cultural view of the woman’s role in the family and the goal of achieving
a higher education degree (Gutierrez, 2002). However, Romano (1999) reported that when
students familiarized themselves with the institutional system and infiltrated it, they began a
more significant commitment to themselves and the institution to complete their academic goals.
Students who made a strong commitment to their educational goals and met with their counselors
and faculty more often and were involved in social activities on campus were successful (Nora,
1987). Students who had a specific educational goal, such as declaring their major, were most
likely to graduate than those who had no goals set (Creason, 1994). Overcoming barriers led
Latinas to empowerment over traditional roles, but it did not come easy. In the following section,
the researcher included the supports for Latina students’ retention and success at community
college, which provided for mentorships and on-time programs.
Supports for Latina Students’ Retention and Success at Community College
Latina students enter higher education institutions to obtain a college degree to fulfill
their dreams of living the American dream. They enter a community college for reasons which
included but were not limited to easy access, part-time options, lower tuition fees, English as a
second language, and developmental course selections, among other reasons (Davila, 2011). The
choices of the goals and offerings at the community college are both a strength and weakness of
the educational institution for Latina students. Research has demonstrated that student retention
is successful when individual systems are implemented; for example, family support,
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mentorships, partnership, and on-time completion programs. These supports are described in the
following paragraphs.
Family Support
Traditionally, Hispanic families had never wavered being a supportive group and the
most important social entity for Hispanic students (Nuñez, Hoover, Pickett, Stuart-Carruthers, &
Vázquez, 2013). Several other scholars have observed that Latino college students described
their families as their primary influence in their development and success in college (Gándara,
1995; Ortiz & Santos, 2009; Torres & Hernández, 2007). Latino students expressed that their
families offered an essential source of support through encouragement and assistance (Nuñez et
al., 2013).
Family support also comes through a spouse or significant other when students live away
from home and have their own family. According to Romano (1999), one of the most crucial
persistence to graduation factors for a Hispanic female student was the help and encouragement
she received from a significant other (Romano, 1999). Latina first-generation college students
needed the support of their families to be successful in academia (Gloria & Castellanos, 2012).
Mentorships
The definition of a mentor was “someone who actively helped, supported, or taught
someone else how to do a job so that she succeeded” (Mendez-Morse, 2004, p. 565). Latina’s
needed mentors to succeed in higher education (Alonzo, 2016). Unfortunately, Latina mentors
were scarce at higher education institutions. They lessened the opportunity for young Latina’s to
see a woman who, like them, came from the same environment and circumstances (Herrera,
2010). Additionally, many first-generation Hispanic students had no role models to pave the way
for them (Johnson, 2007). Herrera (2010) also noted that professional Latina’s who excelled in
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college were determined to achieve their goals, but they did not do it alone. They often
connected to their mentors and sought guidance and advice to follow their paths to achieve
success. In this process, the mentor acts as a leader, role model, coach, and support and brings
the achievements of the student to others in power (Noy & Ray, 2011). The positive mentoring
experience creates a significant groundwork for future mentoring experiences that offer
engagement in academic activities (Zambrana et al., 2015).
For Latinas, role models and mentors in their family and life were of help to them before
they considered going to college to assist in the negotiation and the pressure they felt between
the two cultures (Johnson, 2007). Researchers have documented that institutions that hire
Hispanic faculty and administrators provided role models for these students (Gillette-Karam et
al., 1991). Institutions of higher education realized that family support was the best mentor for
Latinas, and they found ways to involve the family in the Latina’s academic culture (Castillo &
Caver, 2009). For those students who left their own culture to navigate to a new and unknown
educational environment, mentors were supportive and caring and were imperative for student
success (Johnson, 2007). Mentorships were an integral part of retention rates for both
institutions. Similarly, there were other forms of resources Latina students relied on by forming
a partnership for pursuing their higher educational goals.
Partnerships
Latina/o students relied on families for moral support, advice, and financial aid.
Sometimes that was not enough to help them achieve their goal, so some colleges partnered up
with Latino families before the student entered college (Nuñez et al., 2013). One such
partnership was the Puente Program, which focused specifically on Latino high school students
to provide them with the skills and college-ready mentality. Students who met the four
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categories of effort and achievement, such as being high achievers, with high potential, who put
forth a great deal of effort, and had a history of low performance but whose teachers/counselors
believed they were capable, were selected (Gándara & Contreras, 2013). It was an intensive twoyear college-preparatory English curriculum, including writing skills, and mentors for the
students, and it bridged them to a four-year university (Gándara & Contreras, 2013). This
program has been in effect in California for 37 years. Most Puente Programs are in the states of
California, Texas, and Washington.
Newer partnerships that have developed are the Dual Enrollment or Early College
partnerships between high school and community colleges. Dual-enrollment programs allow
students from high school to enroll in college courses while enrolled in high school (Crosta,
2014). Researchers have determined that these courses provide a positive influence because they
assist the students in understanding better some facets of college life (Bailey, Jaggars, & Jenkins,
2015). Dual-enrollment programs allow students to take courses that fulfill their high school
graduation requirements concurrently with college courses as long as the college considers the
student to be college-ready (Bailey et al., 2015). Early College high school students can take
college-level classes and graduate with a two-year college degree, which enables them to transfer
to a four-year college while their peers were graduating high school (Tynan-Wood, 2016). The
Early College concept provided high school students an opportunity to take an organized set of
courses along with orderly support services (Bailey et al., 2015). These Early College students
were earning both a high school degree and a two-year associates degree to transfer toward a
bachelor’s degree (Tynan-Wood, 2016). As such, these schools helped make college doable for
young students who otherwise would not have the opportunities to achieve a higher education
degree (Tynan-Wood, 2016). Building community college partnerships with feeder institutions
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such as high schools allowed the potential for improving education retention and graduation rates
(Bailey et al., 2015). If Latina students had graduated high school and were applying to a
postsecondary setting, they might have considered the Hispanic-Serving Institutions discussed in
the next section.
Hispanic-Serving Institutions
Hispanic-Serving Institutions (HSIs) were a reliable support system. Congress developed
these for accredited, not-for-profit, two-year, and four-year institutions of higher education that
could qualify for Title V funds (Villalpando, 2010). An HSI qualification designation required
the institution an undergraduate student body of at least 25% Hispanic origin and be at least 50%
of low-income status (Villalpando, 2010). Documentation existed, showing HSIs having
successful completion rates (Perrakis & Hagedorn, 2010). Moreover, Gastic and Nieto (2010)
noted that more than half of HSIs were two-year publicly funded community colleges. They also
documented that four-year institutions graduated more Latinos than two-year institutions in
proportion to their campus representation. And that the two-year institutions had higher
economic recovery due to their lower tuitions and fees and flexibility for non-traditional and
part-time students (Gastic & Nieto, 2010). In 2010, there were 311 HSIs in 15 states, and in
Puerto Rico, there were 242 “emerging HSIs” approaching status with 15% and 25% Hispanic
enrollment. Mercer and Stedman (2008) confirmed about half of HSIs were two-year public
institutions, while one quarter were four-year public institutions. Only 14% of four-year HSIs in
the U.S. mainland were considered Carnegie-classified as research or doctoral-granting
institutions. These Carnegie-classified institutions were special-focus institutions that Núñez and
Elizondo (2012) determined that a significant proportion of 30% four-year HSIs emphasized one
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field of studies such as arts, religion, or health. There were other sources available such as the
on-time programs in the next section.
On-time programs
The American Association of Community Colleges (AACC) established a model to
approach student success through a planned, well-defined, consistent, and structured educational
experience. This model was another form of support for college students to gain an education.
The Pathways Model was a national project funded by the Bill and Melinda Gates Foundation.
Community college administrators had worked on designing programs that intentionally
supported services and transitioned adult learners to further their education and into employment
(Maisak, 2017). This pathways model began in 2012 but launched in 2017. Thirty community
colleges participated in this project. They created, planned, and began to implement guided
pathways reforms during their first year of work on this project. There were four areas to address
the pathways model according to AACC, which included: (a) clarifying paths to student end
goals, (b) helped students select a path, (c) guided students through their path, and,( d) ensured
that students were learning (2018). This pathway model provided simple choices for students to
achieve and complete their degree and find employment at the end of their path while providing
accelerated remediation to help an unprepared college student to succeed in college-level courses
(AACC, 2018). This pathway model also ensured the students received adequate support through
the advising process along with incorporating group projects, internships, and other learning
experiences to improve learning and achieved a successful outcome (AACC, 2018).
According to Houston, Eugeni, and Waxman (2006), before this incentive, four of the 30
community colleges joined forces to address two of their significant issues, which were
recruitment and retention of students. Principal heads of these institutions met to plan activities,
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communicate with faculty, and met once a quarter and served as a pipeline for their evaluation
team. Their partnership success was due to their obligation to improve education, excel and
innovate ideas, organize their capabilities, and collaborate relationships (Davila, 2010). The four
southeast Texas community colleges, according to Houston et al. (2006), were as follows: (a)
Parker Community College, (b) Bayou City Community College, (c) Regional Community
College, and (d) Portland Community College. Recruitment of new students and retention of
current students are vital to each of these institutions. The purpose of this incentive by these
community colleges was to retain and graduate their higher ed students. According to Houston et
al. (2006), each of the community colleges initiated incentive programs to improve student
retention, as described in the following section. Parker Community College initiated two
programs to improve student retention by hiring a retention specialist to interview failing
students, refurbished their vacant library building into a student center, and added a recreation
room, meeting rooms, offices, and a café. With this new upgrade, the number of students
increased. Bayou City Community College also developed an online system to serve current and
future students to gain access to student services anywhere, anytime, and anyplace via email,
chat form, or contact method directly to an online advisor (Houston et al., 2006).
Furthermore, Houston et al. (2006) added that Regional Community College offered a
summer program that allowed students an opportunity to improve their mathematics and English
techniques and end remedial classes. This method attracted to the institution underrepresented
students who enrolled, and the institution focused on retention efforts to establish a math lab for
more than 2,000 students in 95 sections of math classes. In addition, a second program they
added included a mentoring program where a couple of students paired with staff or faculty
mentors. Students enjoyed having someone to speak to, and the mentors found positive strategies
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to be non-judgmental towards their mentees (Houston, Eugeni & Waxman, 2006). The final
community college that supported two programs designed to improve recruitment was Portland
Community College. The first program was designed to recruit students and prepared them for
college by having the families from the community close to the campus in attendance. The
second program was a day event for 10th and 11th graders, who were first-generation college
students to attend whose parents had never attended college (Houston, Eugeni, & Waxman,
2006). The idea for all these incentives, which worked effectively, was for these institutions to be
successful and demonstrate progress and self-report to the American Association of Community
Colleges.
Assessments of Texas Community College Recruitment and Retention Programs
The ability of institutions to measure student retention was a challenging course of action
to measure what was the best practice to measure persistence and retention (Hagedorn, 2005).
Students in formal recruitment and retention programs showed progress for future success. For
example, both students from the Regional Community College summer program and Portland
Community College student programs expressed interest and dedication to continuing their
college endeavors (Houston et al., 2006). Some of the institutions focused on their local
neighborhood populations while others reached out to a broader population extending their
region to reach new students. Both of the institution organizers and the students were optimistic
about the future and understood the importance and quality of their education (Houston et al.,
2006). The viewpoint of institutions of higher education was that students needed to accrue
academic achievement during their first year of college to maintain retention and degree
completion (Pascarella & Terenzini, 2005).
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Houston et al. (2006) noted some limitations on the recruitment and retention process
these four community colleges implemented which included (a) limited data; (b) mobility of
participants and technology limitations which included inadequate monitoring of students’
database; (c) limitations of funds given for recruitment used to expand programs on more
campuses, therefore limited scholarships awarded; (d) limited resources for student and staff
recruitment; (e) lack of experimental conditions prevented conclusive findings of the influence of
the programs.
Davila (2011) asserted that the connection for any calculated change over time could be
credited to any conditions outside the scope of the programs. Texas and other states continually
struggled to recruit and retain students while stretching their budgets, increasing student
recruitment and changing the labor-force needs. In contrast, recruitment and retention
approaches became increasingly important. He added that institutions of higher education could
not lose sight of the value of recruiting and retaining programs and implementations that affected
their success (Davila, 2011). An overview of the role of community college is explained in the
next section.
The Role of Community Colleges in Southeast Texas
The growth in community colleges and admissions throughout the twentieth century
corresponded with the divergence of students entering higher education, opening doors to
students from impoverished and blue-collar families, women, minorities, and those with minimal
academic education in secondary schools (Cohen & Brawer, 2008). Community colleges have
been crucial in educating countless numbers of students for several years due to the community
locality and affordability. The purpose of community colleges since their inception were to
imitate the original and liberal arts courses offered by nearby universities to permit the formation
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of expressed agreements, resulting in transferability to baccalaureate programs (Woods, 2013).
The implementations that took place several years back established guidelines to strategize plans
according to the (THECB 2008a). The plan was implemented in 1991 first for the Texas
legislature, who directed THECB to develop a strategic plan for all two-year institutions within
the state and, secondly, mandated closing the achievement gap. Thirdly, the community college
districts grew from 34 to 50 from 1964 to 2007, and finally, unduplicated headcount grew from
38,000 to 56,900 (Cohen & Brawer, 2003).
Institutions were now accountable by federal and state governments as well as the local
businesses, industries, and communities to promote student success and provided an employable
workforce. It was up to the community colleges to partner with the local community and
industrial employers to track performance in college-level courses (Roueche, Roueche, & Ely,
2001). In 1993, the Texas Legislature amended the statute to eliminate the individual submission
of strategic plans by public community/junior colleges and ordered the Coordinating Board and
its workforce to assist in the development of an established strategic plan for all public
community colleges (THECB, 2008).
The role of community colleges in achieving the goals of Closing the Gaps by 2015 was
significant. Colleges enrolled more than one-half of the students in higher education in Texas
(THECB, 2008). In 1964, there were 34 public community/junior college districts. From the
1970s and 1980s, there were periods of advanced development when several community college
districts, several with multiple campuses, were added. Texas now has 50 community college
districts (TACC, 2018). Today, these institutions enroll more than 50% of the students in public
higher education in Texas. Non-duplicated credit headcount enrollment rose from nearly 38,000
in fall 1964 to nearly 569,000 in fall 2007 (THECB, 2008a).

53

Many junior colleges, forerunners to present-day community colleges, were initially
intended to operate as open admission colleges that offered academic courses that led to an
Associate of Arts degree and transfers as the first, two-years of a Baccalaureate degree (AACC,
2007). Comprehensive community colleges now offered educational opportunities for students
through transferable academic courses, technical and workforce education courses, and programs
that led to employment or occupational advancement (THECB, 2008a). The role of community
colleges was tested due to the high demand the state is having to close the gaps in educational
achievement. Paredes (2016), in an address to the state of higher education members, explained
that Texas was able to close the gaps and exceeded the goal of awarding over 600,000 students
with 260,000 certificates and degrees (2016). Even though those numbers seemed impressive,
only 30% of Texas high school students were college-ready, with 12% of Latinos who were
college-ready (Paredes, 2016).
Plans in Higher Education to Close the Gaps by 2015 and Apply the 60x30TX Plan
The plan to close the gaps in education was necessary because students were enrolled but
did not graduate. So, the state of Texas had to take desperate measures to close the gap between
enrollment and graduation. Considering the majority of the higher education students were
Latinas, this was a concern for THECB. Even though the plan was successful, the need to
educate did not reach goals due to large enrollments of students but not enough completions of
degreed students.
According to U.S. News (2018), Texas ranked 37th nationally in higher education
degrees, with only 34% having achieved a two-year degree in three years or less. The THECB
(2015) met in 2014 to strategize a new educational program called 60x30TX to promote new
educational goals. The four new goals are essential for the future of Texas to prosper and
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compete in the world. Texas required changes to the educational system to enable students to
gain degrees and be ready to enter the workforce. The goals required to achieve this goal were:
(a) the overarching goal was 60x30 by 2030, at least 60% of Texans ages 25 – 34 achieved a
certificate or degree; (b) completion goal by 2030, at least 550,000 students in that year
completed a certificate, associates, bachelor’s or master’s from an institution of higher education
in Texas; (c) marketable skills goal by 2030, all graduated from Texas public institutions of
higher education complete programs with identified marketable skills; (d) student debt by 2030,
undergraduate student loan debt cannot exceed 60% of first-year wages for graduates of Texas
public institutions. Some community colleges in southeast Texas were closing the gap in student
success and retention by developing courses in mathematics achieved, reading and writing, and
technology. Some colleges offered courses on the weekends and evenings, distance learning,
shopping centers, and what appealed to the students (Houston et al., 2006).
The Socioeconomic Benefits of Southeast Texas Public Community Colleges
Community colleges provide affordability to students on tuition and fees. Several
students attend community colleges due to them being close in proximity to their homes. So, the
community colleges are vital to achieving a two-year degree at a low-cost for these students. The
THECB (2008a) announced that Texas public community colleges were two-year institutions
with the primary focus to serve the local districts and service areas by offering vocational,
technical, and academic courses as certification programs or a two-year degree. Some of these
options were important for Latinas since many do not stay in school and would rather receive a
certificate to find employment. There are also continuing education, developmental, and
rewarding educational courses available with open-admission policies, which provided
counseling and guidance. The THECB wanted each institution to be consistent with delivering
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excellence in all academic areas like instruction, research, and public service. Within the overall
goal, each Texas public community college provided: (a) two-year technical programs in length
leading to associate degrees or certificates, (b) vocational programs leading to employment in
semi-skilled and skilled occupations, (c) new core curriculum with a field of study for freshman
and sophomore courses in arts and sciences which led to associate and baccalaureate degrees, (d)
personal growth for continued adult education programs for occupational upgrading, (e)
rewarding educational programs designed to fulfill the commitment of an admissions policy
allowing the enrollment of disadvantaged students, (f) counselling and guidance program
designated to assist students in achieving their educational potential,(g) workforce training
programs aimed to meet local and statewide needs, (h) adult literacy and other necessary skills
programs for adults, and; (i) any other objectives as may be issued by the THECB or local
governing boards in the best interest of postsecondary education in Texas (THECB, 2008a).
Texas community colleges were commonly placed by philosophy, structure, and purpose
to primarily meet the educational and workforce training requirements of the citizens they served
in their local districts and their service areas (Davila, 2010). Community colleges bring value to
the community and its’ constituents. The THECB (2008) acknowledged that through shared
efforts that promoted stability and effectiveness, together with independent efforts to meet local
community basics, community colleges are student-centered institutions that share common
values reflected in their commitment to: (a) trust in the value and dignity of the individual, (b)
focus on the exceptional diversity of Texas, (c) envision a community as a place to be fulfilled
and an ambiance to be formed, (d) excel in teaching and learning, (e) establish an open-door
policy to meet the needs of individuals with a varied scope of educational attainment and training
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goals, (f) implement higher benchmarks of professional, ethical procedures, and; (g) successful
stewardship of the public trust and resources.
The priority goal for higher education completion in Texas today supported closing the
achievement gap. Paredes stated that, “the fate of Texas in the 21st century depends on how well
Latino children are educated” (p. 7). The primary goal was to prepare 60% of our students ages
25-34, especially undeserved individuals, to achieve a certificate or higher academic degree by
the year 2030 to change the economy and skilled workforce (THECB, 2015).
Summary
In this chapter, an analysis of the historical overview of the experiences of Latina’s in
higher education was under discussion. The review of the literature indicated the many barriers
that affected student retention and on-time program completion for the Latina community college
campus. This review highlighted first-generation Latina students and demonstrated that retention
for them was different from the general student population. The population of Latina students in
community colleges increased rapidly, and there was an urgency to serve these participants better
mainly because they represented the fastest-growing segment of community college enrollments
(Seidman, 2005). Social and academic integration was a critical factor in student success. From
an institutional policy perspective, students in the first year of college needed to accrue academic
achievement as it showed a substantial influence on successive semester retention and on-time
program completion (Pascarella & Terenzini, 2005).
In Chapter III, the researcher will describe the methodology used in this study. The
sections in the methodology chapter include purpose, research design, context and setting,
participants, instrumentation, data collection, reliability and validity, and data analysis.
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CHAPTER III
METHODOLOGY
Purpose
The purpose of this mixed-method study was to describe Latina community college
students’ perceptions regarding barriers to and supports for on-time program completion. Also,
the researcher describes Latina students' perceptions regarding recommendations for supports
that may increase student retention and program completion. Detailed in this chapter is the
methodology that was used in this study, including research design, selections of participants,
context and setting, instrumentation, validity, reliability, data collection, and data analysis.
Research Design
In this study, the researcher used a mixed-methods approach to explore and more clearly
described the essence of current Latina participants’ barriers to and supports for on-time program
completion. A mixed-methods study developed both quantitative and qualitative components
(Johnson, 2007). Additionally, the researcher explored the perceptions of current Latina
participants regarding other potential factors that increased participation in the on-time programs,
college acceptance, and college graduation of low income, first-generation community college
Latina students in the southeast area of Texas. The researcher gained knowledge as these
participants shared their feelings and described their perceptions and opinions through their selfawareness and experiences. This feedback furnished the researcher with a greater in-depth
meaning of Latina College students based on their experiences and shared stories from their
voices. The research questions were:
1) What are the perceptions of Latina community college students regarding barriers
to on-time program completion?
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2) What are the perceptions of Latina community college students regarding
supports for on-time program completion?
3) What supports do Latina community college student's recommend to increase
student retention and program completion?
The research design for this study was a mixed-methods approach. Miles and Huberman
(1994) proposed using a qualitative-quantitative method to enable the support of an overall
collection of data. The survey featured participant demographic data and Likert-scaled questions
as the quantitative focus. The survey also featured open-ended questions as the qualitative
approach. Creswell (2003) described a qualitative approach using words from a participant who
describes a complex but complete picture of their perspectives in a real-world setting. The
mixed-methods design researcher must be open-minded toward a shifting certainty (Lancy,
1993). Combining methods in research often provided a complete understanding of the variables
in the study and the effects of those features (Johnson, 2007). Furthermore, Mertens (2005)
suggested that by utilizing more than one method within a set research study, the researcher
obtains a better-detailed picture of the complexities of the participants’ experience.
The Latina participants in this study were diverse, and they were enrolled in a community
college with different backgrounds and experiences while at the same time experiencing
common phenomena. The researcher considered the diverse group of Latina students surveyed
in this study and showed the importance of their lived experiences while conducting the inquiry
(Davila, 2011). In this study, the researcher described the perceptions of Latina participants
enrolled in a community college and graduation as they appeared to the participants, free of the
researcher’s biases and beliefs as supported by the work of Gall (Gall & Borg (2006).
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Context and Setting
The researcher chose a southeast community college campus in a large metropolitan city
as the setting for the study based on the following characteristics, for example. First, it was a
well-known international community college system with seven college campuses and several
centers throughout the city. It offered workforce programs with certification completion.
Furthermore, it ranked in the top 15% in the nation for veteran support and enrolled more than
80,000 students in all campuses and centers per semester (TACC, 2018). Additionally, it was
ranked third largest in the nation for the Hispanic population and offered more than 100
programs of study.
Participants
The participants for this study were purposefully selected from a southeast community
college campus, including their centers enrolled at the time of this study. Participants were
composed of a variety of females who identified as Latinas or from Hispanic descent. Many
were first-time in college (FTIC), meaning they were the first in their family to attend college.
The participants were selected from the Department of Languages, Philosophy, and Culture, and
with the Department of Education during the spring, summer, and fall 2019 semesters. The
Latina community college students enrolled during the spring, summer, and fall 2019 semesters
were invited to participate in this survey. The Latinas ranged in ages from 18 and above. The
number of participants in this study is 57 students.
The next section explains the instrument for the study.
Instrumentation
In reviewing the literature, the researcher categorized and associated assessments
currently being used to research students’ college experiences. One instrument that aligned with
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the purpose of the study was a questionnaire used by Davila (2011) Supports for and Barriers to
Program Completion for Hispanic Students Enrolled in Community College Questionnaire. The
survey was created and used by Edwards (2007) to study African-American four-year university
students. Davila (2011) adapted the survey to study male and female Hispanic students in higher
education. The survey centered on the literature regarding student engagement, student on-time
program completion, and students’ perspectives of capable college faculty (Davila, 2011;
Edwards, 2007). Davila’s instrumentation was adapted for the present study. Davila selected
both male and female Hispanics and a higher education institution, whereas the present study
only included Hispanic females attending a two-year community college. The researcher
received permission from Davila to use the questionnaire he used for his dissertation. (See
Appendix E for the letter of permission from Davila).
The distribution of the questionnaire took place in the Department of Languages,
Philosophy, and Culture and the Department of Education during the spring, summer, and fall
2019 semesters. This instrument included demographic questions, Likert scale questions, and
open-ended questions found reliable and valid by Edwards (2007) based on the work of Tinto
(1993) and Anderson (1985). The questionnaire consisted of three parts, including Part I –
Demographic Data, Part II - Open-Ended Questions, and Part III – Concepts of Barriers to and
Supports for On-time Program Completion. Participants needed approximately 15-20 minutes to
complete the survey. The entire survey is part of Appendix A.
Validity
Validity was essential to increase credibility in research. The definition of validity was
the extent to which the instrument measures to what it purports to measure (Mertens, 2005).
Once Edwards’ theoretical framework was modified to examine Latinas’ perceptions, then the
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researcher applied it to this dissertation. Content validity for the instrument was established by
providing either the dean of instruction and another colleague of a Southeast community college
to review the content for accuracy and completion (Davila, 2011). Additionally, the
questionnaire was reviewed by the dissertation chair and committee members. The validity,
according to Morse and Richards (2002), entailed that the results accurately reflect the
phenomenon studied.
Reliability
Reliability is defined by Miles and Huberman (1994) as to whether the process of the
study was reliable, relatively stable over time and across researchers and methods. The theories
of this study remain relatively close to Edwards’ and Davilas’ studies; in terms of the factors
studied, the survey utilized, and the questions asked. The student population surveyed in this
study allowed for a better reliable result of what Latina females at a particular Southeast Texas
community college account as the main factors of barriers and success to on-time program
completion.
Data Collection
Latina college students who currently enrolled in a selected southeast Texas community
college from the Department of Languages, Philosophy, and Culture, along with the Department
of Education, provided the data for this study. The Institutional Review Boards of both Houston
Baptist University and the community college approved this study. All participants signed the
consent form acknowledging informed consent (See Appendix B for adult consent form).
The ages of the Latina participants ranged from 18 and above. The female participants
were from a variety of those who claimed to be Latina or of Hispanic descent. The student
surveys were completed in a preselected classroom in a Southeast Texas community college.
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Another faculty member or dean from the Department of Languages, Philosophy, and Culture,
along with the Department of Education, proctored the surveys.
The identities of the students that consented to participate in this study were concealed
and kept confidential. The consent forms included the survey, so each student understood the
expectations and ethical considerations before responding to the questionnaires. The participants
acknowledged that their responses would be preserved for seven years after completion of this
research study.
The questionnaires contained demographic questions, open-ended questions, and Likert
scaled items. Part I – Demographic data consisted of questions regarding their age, gender, race,
citizenship status, years in attendance at community college, number of programs completed or
enrolled, their goal for attending community college, and parents’ educational level of
attainment. Part II – Open-ended questions consisted of three questions to address students’
perceptions of barriers and supports for on-time program completion and suggestions for
supports for program completion. Open-ended questions were:
1. What barriers to on-time program completion have you encountered while
attending community college?
2. What supports for on-time program completion have you encountered while
attending community college?
3.

What actions or programs do you perceive would provide support for your
program completion at your community college?

Part III – Concepts of barriers to and supports for on-time program completion consisted of
eighteen Likert scaled questions that addressed the perceptions of barriers and supports for ontime program completion regarding usage of several student services and the significance of
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using those services. The students responded to each question on a Likert scale of one to four,
with one representing strongly agree and four representing strongly disagree. The services
included in the survey were academic advising, career counseling, job placement, peer-tutoring,
labs in reading and math, child care, financial aid, a computer lab, and student organizations.
Additionally, there were seven questions measuring time constraints concerning work and
family. Eleven questions concerned students’ perceptions about faculty, including faculty subject
matter, instructional techniques, interaction with students, and faculty mindset toward students.
In the last section, participants were asked for their perceptions regarding the number of
challenges they received from faculty and staff. Challenges such as freely interacting in class,
creating and organizing their ideas while applying the new concepts learned. There were ten
questions relevant to challenges.
The questionnaire served to stimulate the students’ expression on topics concerning
barriers to and supports for on-time program completion. These expressions were experiences
they encountered while attending courses at a southeast community college campus. It included
their suggestions for supports and information on how to enhance student retention and on-time
program completion. The questionnaire allowed students to provide insight into their
experiences and assisted the researcher in understanding their experiences fully.
Researcher Bias
Researchers must ascertain their biases for stakeholders to provide the opportunity to
decide what they think about all of the information that is presented to them (Heath, 1997).
Researcher bias is a significant factor in qualitative research; therefore, the researcher used
reflexivity to minimize bias. With the use of reflexivity, the researcher performed a selfreflection on his/her personal biases and predispositions (Milinki, 1999). This self-reflection was
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implemented using Brown and Irby’s (1997) reflection process, which included the following
steps: describe, analyze, appraise, and transform. Even though the institution employed the
researcher where the study took place, the Dean of Instruction collected and administered the
surveys. The researcher was not involved in the collection or the administration of the surveys.
To analyze the qualitative data, the researcher reviewed the responses given by the participants,
which provided feedback about their experiences. The researcher evaluated the data given by the
participants, placed personal biases aside, and remained open-minded as the data were gathered
and analyzed. Therefore, it was essential to document the participants’ responses verbatim. It
was only through this level of understanding did the researcher proceed energetically with a low
level of bias and influence on the participants in this study.
Data Analysis
In this section, the researcher described the data and analysis procedures utilized to
analyzed the survey containing demographic questions, open-ended questions, and Likert scaled
items. (See Appendix A for survey information.). The Latina community college participants’
responses to the survey were analyzed to address the three research questions to determine
perceptions regarding barriers for college enrollment and on-time program completion.
Moreover, the researcher explored the participants’ perceptions regarding other potential factors
that supported participation in community college enrollment and on-time program completion
in Southeast Texas. The written open-ended responses to the survey were typed and placed in
spreadsheets to show the separate responses by (a) demographic data, (b) non-cognitive factors
including services such as academic services (advising/planning service), tutoring services, skill
labs – writing, math, computer, opportunities for students to interact with faculty outside of class
time, (c) counseling services (career, emotional support, cultural sensitivity), (d) job placement

65

services, (e) financial aid advising, (f) child care services, (g) opportunities for social
assimilation, (h) other potential factors which include essential and external motivations that may
encourage students to enroll in community college and graduate on time, (i) academic
expectations, and; (j) cognitive and personal traits of faculty. The researcher used IBM SPSS
software, printed tables, and reviewed the information. Verbatim responses to open-ended
questions were analyzed. The researcher sorted the data, analyzed, organized, and searched for
patterns and themes. The researcher compared the data and categorized and looked for common
themes to determine the perceptions of Latinas in this study. Explicitly, the researcher coded the
text to determine the perceptions of barriers to and supports for on-time program completion
regarding non-cognitive factors and other potential factors that they considered pivotal in
forecasting college enrollment and undergraduate degree attainment among Latina community
college participants. The researcher followed the procedures suggested by Creswell (2013), for
qualitative research data analysis. He suggested arranging and structuring the data, coding it,
checking or triangulating it, and representing the data. Triangulating is to validating the data
from different sources to find a common theme or perspective (Creswell, 2013).
Summary
In this chapter, the researcher presented a specific methodology for the study. Participants
were purposefully selected and placed in categories based on their participation from the
Department of Languages, Philosophy, and Culture and the Department of Education from a
southeast community college campus. The instrumentation and data collection procedures were
discussed in detail. The areas for discussion were: (a) survey containing demographic questions
and open-ended questions, (b) research design methodology, (c) research design and procedures,
(d) data collection procedures, (e) data analysis procedures, and; (f) demographic data.
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To understand the perceptions of the first-time in college Latina community college
students regarding the barriers and supports and to student success, the researcher followed the
procedures suggested by Creswell (2013) for qualitative research data analysis.
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CHAPTER IV
FINDINGS
Introduction
The primary purpose of this mixed-method study was to identify characteristics and impacts
describing Latina community college students’ perceptions regarding barriers to and supports for
on-time program completion. This study provided findings from both quantitative and qualitative
research. Likewise, the Likert scaled items on the survey questionnaire were analyzed by
calculating frequencies and percentages of the data. The study focused on 57 Hispanic/Latina
community college females (45 Hispanics and 12 Latinas) from one southeast Texas community
college system. The three research questions of this mixed-method study were:
•

What are the perceptions of Latina community college students regarding barriers to ontime program completion?

•

What are the perceptions of Latina community college students regarding supports for
on-time program completion?

•

What supports do Latina community college student's recommend to increase student
retention and program completion?
The questionnaire includes demographic data details regarding (a) participants age; (b)

the identity of race, (c) citizenship, (d) years of attendance, (e) identify as first-generation, (f)
purposes for attending college, and; (g) parents' education level. (See Appendix A for
demographic information.). There were three additional questions on the questionnaire provided
to the participants for additional responses about their experiences regarding barriers
encountered and supports obtained at their community college campus. The following details
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provided the quantitative findings from the data surveyed. The qualitative findings will follow
later in the chapter.
Quantitative Analysis
General Findings
Age of Participants: Table 1 showed participants’ responses to the demographic content
about their ages. The majority of the participants were young community college females. In this
study, most of the Hispanic participants ranged from ages 18 – 24 years (81%) (Table 1). In the
next category of the Hispanic participants, their ages were 25-30 (10%), and the remainder of the
participants' ages ranged between each from 31-50 (2% each category).
Table 1
Frequencies and Percentages of Responses Regarding Age

Frequency

Percent

Valid Percent

Cumulative Percent

18-24 years of age

46

80.7

80.7

80.7

25-30 years of age

6

10.5

10.5

91.2

31-35 years of age

1

1.8

1.8

93.0

36-40 years of age

1

1.8

1.8

94.7

41-45 years of age

2

3.5

3.5

98.2

46-50 years of age

1

1.8

1.8

100.0

57

100.0

100.0

Total

Race of Participants: In the questionnaire, the participants were asked to relate to a race. The
findings in this study demonstrated that most participants related to being Hispanic – 47 (79%)
versus Latina – 10 (21%) (Table 2). Table 2 shows the results of the findings.
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Table 2
Frequencies and Percentages of Responses Regarding Race
Frequency

Percent

Valid Percent

Cumulative Percent

Hispanic

47

82.5

82.5

82.5

Latin/Latina

10

17.5

17.5

100.0

Total

57

100.0

100.0

Citizenship Status: The participants were asked in the questionnaire of their citizenship status.
The majority of the participants responded to being U.S. Citizens (77%). Some responded they
were Documented Immigrants, which make up 14%, while 5% responded they were
Undocumented Immigrants. A small number of almost 4% decided not to respond (Table 3). The
findings are shown in Table 3.
Table 3
Frequencies and Percentages of Responses Regarding Citizenship Status

Frequency

Percent

Valid Percent

44

77.2

80.0

80.0

Documented Immigrant

8

14.0

14.5

94.5

Undocumented Immigrant

3

5.3

5.5

100.0

55

96.5

100.0

2

3.5

57

100.0

US Citizen

Total
Missing
Total

System

Cumulative Percent

Years of Community College Attendance: Based on the literature review, many Latina’s
attend college but do not graduate. For on-time program completion, community college students
were required to complete their degree in two years. The researcher asked each participant to
acknowledge the time spent so far in college. In these findings, the majority of the participants –
27 (47%) acknowledged that they were in their first year of community college. Approximately
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14 (25%) responded it was their second year. Around eight (14%) responded to the third year of
attendance. Around five (9%) participants responded they had attended four years of college.
One participant (2%) responded to six years of attendance, and two participants (4%) did not
respond (Table 4). The findings are shown in Table 4.
Table 4
Frequencies and Percentages of Responses Regarding Years of Community College Attendance

Frequency Percent

Cumulative Percent

1.00 “Year”

27

47.4

49.1

49.1

2.00 “Years”

14

24.6

25.5

74.5

3.00 “Years”

8

14.0

14.5

89.1

4.00 “Years”

5

8.8

9.1

98.2

6.00 “Years”

1

1.8

1.8

100.0

55

96.5

100.0

2

3.5

57

100.0

Total
Missing

Valid Percent

System

Total

Completion of a community college program: Even though most of the Latinas were in a
community college, studies have shown that many do not complete their education. This
demographic data was asked to ascertain how many were beginning college or near completion.
The majority of the participants, 49 (86%), responded No to completion of a community college
program, while seven (14%) responded Yes, and one did not respond (Table 5). The results are
shown in Table 5.
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Table 5
Frequencies and Percentages of Responses Regarding Completion of a Community College
Program
Frequency Percent

Missing

Valid Percent

Cumulative Percent

1.00 “Yes”

7

12.3

12.5

12.5

2.00 “No”

49

86.0

87.5

100.0

Total

56

98.2

100.0

1

1.8

57

100.0

System

Total

First-Generation Students: Surveys have shown Latinas in the United States currently
enrolled in college were the first in their families to pursue a college education. In this study,
the participants were mostly first-generation. As shown in Table 6, 35 of the participants (61%)
were first-generation students. The other 22 participants (39%) were not first-generation
students.
Table 6
Frequencies and Percentages of Responses Regarding First-Generation

Frequency

Percent

Valid Percent

Cumulative Percent

No

22

38.6

38.6

38.6

Yes

35

61.4

61.4

100.0

Total

57

100.0

100.0

Reasons or Goals for attending college: In this research, the researcher wanted to find out why
the participants enrolled in a community college. Did they aspire to transfer to a four-year
institution to obtain a bachelor’s degree, or were they there for other reasons? As indicated in
Table 7, the results showed that 48 of the participants (84%) aimed to obtain an Associate
degree. There were 49 participants (86%) who responded they would transfer to a four-year

72

college or university. About 25 of the participants (nearly 44%) responded to acquire job skills,
which was another reason for attending college. Lastly, 36 of the participants (63%) wanted to
do it for self-improvement, and 8 of the participants (14%) wanted a career change (See Table
7).
Table 7
Frequencies and Percentages of Responses Regarding Reasons for Attending College
Cases
Valid
N

Missing
Percent

N

Total

Percent

N

Percent

Associates Degree

48

84.2%

9

15.8%

57

100.0%

Transfer

49

86.0%

8

14.0%

57

100.0%

Job Skills

25

43.9%

32

56.1%

57

100.0%

Self-Improvement

36

63.2%

21

36.8%

57

100.0%

Change Careers

8

14.0%

49

86.0%

57

100.0%

Parents’ Level of Education: Several studies have indicated that Latina’s were first in their
families to have college-level education since their parents did not even have a high school
diploma. It was no surprise to see the results from this questionnaire in Table 8 for fathers’ level
of education. Findings showed that 36 (63%) of the participants’ fathers did not finish high
school. The findings in Table 8 also showed that one father (1.8%) had completed a GED, eight
(14%) fathers had graduated from high school, and six (10.5%) fathers attended college but did
not complete. Very few fathers attended college and completed, one with an AA and two with
BA/BS. Three participants did not respond.
Participantsmothers had higher levels of educational attainment. As shown in Table 9, 33
(58%) participants’ mothers did not finish high school, three (5%) completed a GED, and seven
(12%) graduated high schools. There were six (10.5%) whose mothers had attended college but
did not complete, and five (9%) whose mothers had completed an AA degree. It was surprising
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to see two mothers who reached a master’s or a doctorate. One participant did not respond.
Latinas face an uphill battle when no role model is available in their family.
Table 8
Frequencies and Percentages of Father’s Education Level
Cumulative
Frequency
Did not finish high school

Percent

Valid Percent

Percent

36

63.2

66.7

66.7

Completed a GED

1

1.8

1.9

68.5

Graduated from high school

8

14.0

14.8

83.3

Attended college but did not

6

10.5

11.1

94.4

AA, AS

1

1.8

1.9

96.3

BA, BS

2

3.5

3.7

100.0

54

94.7

100.0

3

5.3

57

100.0

complete

Total
Missing

System

Total

Table 9
Frequencies and Percentages of Mother’s Education Level
Cumulative
Frequency
Did not finish high school

Percent

Valid Percent

Percent

33

57.9

58.9

58.9

Completed a GED

3

5.3

5.4

64.3

Graduated from high school

7

12.3

12.5

76.8

Attended college but did not

6

10.5

10.7

87.5

AA, AS

5

8.8

8.9

96.4

MA, MEd

1

1.8

1.8

98.2

MD, JD, PhD

1

1.8

1.8

100.0

56

98.2

100.0

1

1.8

57

100.0

complete

Total
Missing
Total

System
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Research Questions One and Two Analyzed
This section of the questionnaire was for participants regarding their information on
barriers to and supports for on-time program completion. Research question one and two
concentrated on the participants' barriers and supports. Most of the participants responded to the
questions that were focused on student engagement. Student engagement concepts were either a
barrier or a support mechanism to the participants and identified in the following four
classifications: (a) Support for Learners, (b) Competing Priorities, (c) Community College
Faculty, and; (d) Academic Challenges.
The first classification related to support for learners on different services a community
college offers. These services were made available to all participants; the researcher aspired to
investigate how the services were utilized and how often. Questions 14 and 15 were about
academic advising and planning services, while questions 16 and 17 were about career
counseling services. Questions 18 and 19 were about job placement services, and questions 20
and 21 were about peer or other tutoring services. Questions 22 and 23 were about skill labs,
such as writing, math, and computer, and questions 24 and 25 were about child care services.
Questions 26 and 27 were about financial aid advising services, and questions 28 and 29 were
about computer lab services, and questions 30 and 31 were about student organization services.
Classification 1: Support for Learners
Support for learners was a form of a commitment attempt for students to engage in
college campus activities the moment they arrived on campus. It was a form of interaction with
the college campus staff. The participants’ responded to the questions in this area and
determined if they perceived them as barriers or supports for their on-time program completion.
The responses indicated their usage of the services and their opinions on the importance of these
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services. Furthermore, the responses were documented on a Likert scaled instrument from very
important, somewhat important, important, and not important or from often, occasionally,
rarely, and never.
Support for Learners – Academic Advising/Planning Services
Table 10 shows responses for Question 14 in the questionnaire. The participants were
asked, “I use academic advising/planning services.” This question was an academic
advising/planning services question. The responses were rarely, occasionally, or often. The
findings in Table 10 showed that seven (12%) rarely used the services, 25 (44%) used them
occasionally, and 24 (42%) used them often. Table 11 shows responses for Question 15 in the
questionnaire. The participants were asked, “Academic Advising/Planning Services are…” The
responses were not important, somewhat important, important, or very important. One (2%)
participant replied with somewhat important. Another 19 (33%) responded with important, while
the majority, 37 (65%), replied very important. These numbers were surprising because the
participants realized the urgency of staying connected to their advisors for better planning and
guidance toward their completion (Table 11).
Table 10
Frequencies and Percentages of Responses Regarding Academic Advising/Planning Services
Usage

Frequency
2.00 “rarely”

Missing
Total

Percent

Valid Percent

Cumulative Percent

7

12.3

12.5

12.5

3.00 “occasionally”

25

43.9

44.6

57.1

4.00 “often”

24

42.1

42.9

100.0

Total

56

98.2

100.0

1

1.8

57

100.0

System
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Table 11
Frequencies and Percentages of Responses Regarding the Importance of Academic
Advising/Planning Services

Cumulative
Frequency

Percent

Valid Percent

1

1.8

1.8

1.8

3.00 “important”

19

33.3

33.3

35.1

4.00 “very important”

37

64.9

64.9

100.0

Total

57

100.0

100.0

2.00 “some what important”

Percent

Support for Learners – Career Counseling Services
Questions 16 and 17 were the focus of career counseling services. Question 16 asked, “I
use career counseling services” The participants' responded to the career counseling services
question in Table 12 by answering never, rarely, occasionally, or often. Ten participants (18%)
replied never, while 18 of the participants (32%) answered rarely do they utilize the service. In
contrast, 16 (28%) occasionally utilized the service, and 13 (23%) responded with often utilizing
the service (Table 12). In continuation of career counseling services, Question 17 was utilized to
ask the participants, “Career Counseling services are…” The responses were not important,
somewhat important, important, and very important. Participants’ responses to the question are
shown in Table 13, with one (2%) replying not important and eight (14%) replying somewhat
important. While on the other hand, 23 (40%) replied important and 25 (44%) replied that career
counseling services are very important (Table 13).
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Table 12
Frequencies and Percentages of Responses Regarding Career Counseling Services Usage

Frequency

Percent

Valid Percent

Cumulative Percent

1.00 “never”

10

17.5

17.5

17.5

2.00 “rarely”

18

31.6

31.6

49.1

3.00 “occasionally”

16

28.1

28.1

77.2

4.00 “often”

13

22.8

22.8

100.0

Total

57

100.0

100.0

Table 13
Frequencies and Percentages of Responses Regarding the Importance of Career Counseling
Services

Frequency

Percent

Valid Percent

Cumulative Percent

1.00 “not important”

1

1.8

1.8

1.8

2.00 “some what important”

8

14.0

14.0

15.8

3.00 “important”

23

40.4

40.4

56.1

4.00 “very important”

25

43.9

43.9

100.0

Total

57

100.0

100.0

Support for Learners – Job Placement Services
There were some services that Latinas did not know were offered at the community
college. Job placement was one of those services. The participants were asked in Question 18, “I
use job placement assistance services.” The participants' response choices were never, rarely,
occasionally, and often. Table 14 shows that approximately 30 (53%) responded to never
utilizing the services, and 16 (28%) rarely utilized the service. However, five participants
responded with occasionally using the job placement service, and five more responded with often
utilizing it (Table 14). Table 15 shows the participants’ responses to. Question 19 asked, “Job
placement services are...” The responses to this question were not important, somewhat
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important, important, and very important. One (2%) participant responded not important, and
ten (18%) responded somewhat important (Table 15). On the contrary, 33 (58%) replied
important, and 13 (23%) replied very important to the importance of job placement services
(Table 15).
Table 14
Frequencies and Percentages of Responses Regarding Job Placement Services Usage

Frequency

Valid Percent

Cumulative Percent

1.00 “never”

30

52.6

53.6

53.6

2.00 “rarely”

16

28.1

28.6

82.1

3.00 “occasionally”

5

8.8

8.9

91.1

4.00 “often”

5

8.8

8.9

100.0

56

98.2

100.0

1

1.8

57

100.0

Total
Missing

Percent

System

Total

Table 15
Frequencies and Percentages of Responses Regarding the Importance of Job Placement Services

Frequency
1.00 “not important”

Percent

Valid Percent

Cumulative Percent

1

1.8

1.8

1.8

2.00 “some what important”

10

17.5

17.5

19.3

3.00 “important”

33

57.9

57.9

77.2

4.00 “very important”

13

22.8

22.8

100.0

Total

57

100.0

100.0

Support for Learners – Peer Tutoring Services
Tutoring services were very important to many of the participants, mainly because they
needed help with homework and understanding the concepts. Question 20 in the questionnaire
asked, “I use peer or other tutoring services.” The responses were as follows: never, rarely,
occasionally, and often. The participants’ answers appeared in Table 16. Regarding support for
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learners through peer tutoring services, nine (16%) never actually used the services and 15 (26%)
rarely did. In contrast, 20 (35%) occasionally utilized it, while another 13 (23%) often used the
service. Question 21 asked the participants, “Peer or other tutoring services are...” The
responses given were not important, somewhat important, important, and very important. Table
17 shows the responses given by the participants. Six (11%) indicated that tutoring services were
somewhat important were for them; 20 (35%) replied that they were important to them, and 30
(53%) indicated that they were very important.
Table 16
Frequencies and Percentages of Responses Regarding Support for Learners – Peer Tutoring
Services

Frequency Percent

Valid Percent

Cumulative Percent

1.00 “never”

9

15.8

15.8

15.8

2.00 “rarely”

15

26.3

26.3

42.1

3.00 “occasionally”

20

35.1

35.1

77.2

4.00 “often”

13

22.8

22.8

100.0

Total

57

100.0

100.0

Table 17
Frequencies and Percentages of Responses Regarding the Importance of Support for Learners –
Peer Tutoring Services

Frequency

Percent

Valid Percent

6

10.5

10.7

10.7

3.00 “important”

20

35.1

35.7

46.4

4.00 “very important”

30

52.6

53.6

100.0

Total

56

98.2

100.0

1

1.8

57

100.0

2.00 “some what important”

Missing
Total

System
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Cumulative Percent

Support for Learners – Skill Labs
Skill labs were essential to the participants because many lacked the skills to write or
analyze math problems. The participants answered Question 22, “I use skill labs (writing, math,
etc.) services.” The responses available were never, rarely, occasionally, and often.
As shown in Table 18, five (9%) never used the labs, 13 (23%) rarely used them, 26 (46%)
occasionally did use the skill labs, and 12 (21%) often utilized the labs. When the participants
were asked, “Skill labs (writing, math, etc.) services are…” the responses available were not
important, somewhat important, important, and very important. The participants responded
(shown in Table 19) with 3 (5%) selecting somewhat important, while 23 (40%) felt the labs
were important. The majority, 30 (53%), felt they were very important. These labs were essential
for the Latinas to continue getting assistance with their homework.
Table 18
Frequencies and Percentages of Responses Regarding Support for Learners – Skill Labs

Frequency Percent

Missing
Total

Valid Percent

Cumulative Percent

1.00 “never”

5

8.8

8.9

8.9

2.00 “rarely”

13

22.8

23.2

32.1

3.00 “occasionally”

26

45.6

46.4

78.6

4.00 “often”

12

21.1

21.4

100.0

Total

56

98.2

100.0

1

1.8

57

100.0

System
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Table 19
Frequencies and Percentages of Responses Regarding the Importance of Support for Learners –
Skill Labs

Frequency
2.00 “some what important”

Missing

Percent

Valid Percent

Cumulative Percent

3

5.3

5.4

5.4

3.00 “important”

23

40.4

41.1

46.4

4.00 “very important”

30

52.6

53.6

100.0

Total

56

98.2

100.0

1

1.8

57

100.0

System

Total

Support for Learners – Child Care Services
Studies have shown that Latina’s come from single-parent families and lack the support
and funds for childcare. Question 24 asked, “I use child care services.” The participants’
answered the questions regarding child care services with never, rarely, occasionally, or often.
Table 20 shows there were astonishing results with 46 (81%) implied never using the services, 3
(5%) rarely used the services, but one (2%) used it occasionally, and six (11%) used it often.
Table 21 was utilized to answer Question 25, “Child care services are…” The responses
available were not important, somewhat important, important, and very important. The findings
in Table 21 show that two participants (4%) felt that child care services were not important, and
three participants (5%) responded somewhat important. Still, 20 (35%) responded important, and
31 (54%) felt child care services were very important.
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Table 20
Frequencies and Percentages of Responses Regarding Support for Learners – Child care
services

Frequency Percent

Cumulative Percent

1.00 “never”

46

80.7

82.1

82.1

2.00 “rarely”

3

5.3

5.4

87.5

3.00 “occasionally”

1

1.8

1.8

89.3

4.00 “often”

6

10.5

10.7

100.0

56

98.2

100.0

1

1.8

57

100.0

Total
Missing

Valid Percent

System

Total

Table 21
Frequencies and Percentages of Responses Regarding the importance of Support for Learners –
Child Care Services.

Frequency

Missing
Total

Percent

Valid Percent

Cumulative Percent

1.00 “not important”

2

3.5

3.6

3.6

2.00 “some what important”

3

5.3

5.4

8.9

3.00 “important”

20

35.1

35.7

44.6

4.00 “very important”

31

54.4

55.4

100.0

Total

56

98.2

100.0

1

1.8

57

100.0

System

Support for Learners – Financial Aid Advising Services
One of the many resources Latinas needed throughout their college experience was
financial aid. This service was essential for them to continue toward graduation. Latina’s were
one of the most poverty-stricken groups in higher education and relied on financial assistance.
Question 26 asked the participants, “I use financial aid advising services.” The selected
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responses available were never, rarely, occasionally, and often. Table 22 shows responses from
the participants. There were eight (14%) who replied never using the services, and five (9%)
participants replied rarely. In contrast, there were 21 (37%) who occasionally used the services,
and 22 (39%) used it often. There was one participant that did not respond. For Question 27, the
participants were asked, “Financial aid services are.” Their choice responses were not important,
somewhat important, important, and very important. It was not surprising the majority of the
participants responded to the importance of financial aid advising services as important (6, 11%)
or replied very important (50, 88%). One participant did not respond. Results were placed in
Table 23.
Table 22
Frequencies and Percentages of Responses Regarding Support for Learners – Financial Aid
Advising Services.

Frequency

Missing
Total

Percent

Valid Percent

Cumulative Percent

1.00 “never”

8

14.0

14.3

14.3

2.00 “rarely”

5

8.8

8.9

23.2

3.00 “occasionally”

21

36.8

37.5

60.7

4.00 “often”

22

38.6

39.3

100.0

Total

56

98.2

100.0

1

1.8

57

100.0

System
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Table 23
Frequencies and Percentages of Responses Regarding the Importance of Support for Learners –
Financial Aid Advising Services.

Frequency
3.00 “important”

Missing

Percent

Valid Percent

Cumulative Percent

6

10.5

10.7

10.7

4.00 “very important”

50

87.7

89.3

100.0

Total

56

98.2

100.0

1

1.8

57

100.0

System

Total

Support for Learners – Computer Lab Services
Some Latinas do not have reliable internet service at home or even a computer at home.
Computer lab services were critical at the college campuses they attended. These services were
relied upon by many of the participants. Question 28 asked, “I use computer lab services.” Their
choice of responses were never, rarely, occasionally, and often. The findings from this question
are shown in Table 24. Five (9%) replied that they never used the service, and nine (16%) replied
they rarely used it. The responses from the majority of the participants were not surprising, with
24 (42%) responding occasionally, and 18 (32%) responding often (Table 24). One participant
did not respond. Question 29 asked the participants, “Computer lab services are.” Their choices
to respond were not important, somewhat important, important, and very important. The findings
are shown in Table 25 with two participants (4%) responding somewhat important, 16 (28%)
responding that computer lab services were important, and 39 (68%) participants responding
with very important.
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Table 24
Frequencies and Percentages of Responses Regarding Support for Learners – Computer Lab
Services

Frequency Percent

Missing

Valid Percent Cumulative Percent

1.00 “never”

5

8.8

8.9

8.9

2.00 “rarely”

9

15.8

16.1

25.0

3.00 “occasionally”

24

42.1

42.9

67.9

4.00 “often”

18

31.6

32.1

100.0

Total

56

98.2

100.0

1

1.8

57

100.0

System

Total

Table 25
Frequencies and Percentages of Responses Regarding the Importance of Support for Learners –
Computer Lab Services

Cumulative
Frequency Percent
2.00 “some what important”

Valid Percent

Percent

2

3.5

3.5

3.5

3.00 “important”

16

28.1

28.1

31.6

4.00 “very important”

39

68.4

68.4

100.0

Total

57

100.0

100.0

Support for Learners – Student Organization Services
On most occasions, Latina’s did not participate in student organizations, since they left to
assist the family at home or had to work. They did not have time to socialize. Question 30 asked
the participants, “I use student organization services.” Their responses were made available as
never, rarely, occasionally, and often. It was not surprising to view the results as never used the
services for 12 participants (21%) and rarely for 20 participants (35%), the most frequent
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answer. Both answers of occasionally and often were given by 12 participants from each
category (21%) (See Table 26). One participant did not respond. For Question 31, the
participants were asked, “Student Organization Services are.” Once again, the answers were not
important, somewhat important, important, and very important. As shown in Table 27, nine
participants (16%) felt that student organization services were somewhat important, and
important, and very important each were selected by 24 participants (42%). Yet, the participants
did not report participating in student organization services in Question 30.
Table 26
Frequencies and Percentages of Responses Regarding Support for Learners – Student
Organization Services

Frequency

Missing

Percent

Valid Percent

Cumulative Percent

1.00 “never”

12

21.1

21.4

21.4

2.00 “rarely”

20

35.1

35.7

57.1

3.00 “occasionally”

12

21.1

21.4

78.6

4.00 “often”

12

21.1

21.4

100.0

Total

56

98.2

100.0

1

1.8

57

100.0

System

Total

Table 27
Frequencies and Percentages of Responses Regarding the Importance of Support for Learners –
Student Organization Services

Frequency Percent
2.00 “some what important”

Valid Percent Cumulative Percent

9

15.8

15.8

15.8

3.00 “important”

24

42.1

42.1

57.9

4.00 “very important”

24

42.1

42.1

100.0

Total

57

100.0

100.0
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Additional Responses on Support for Learners
The participants had an opportunity to respond in an additional space located on the
questionnaire that they felt was very important about Support for Learners. This space allowed
them to write any additional explanations in their own words what they felt was important for
support for on-time program completion. The researcher wanted to grasp their lived experiences
on what supports Latinas required to be successful in a community college setting. This
information was valuable because is vital for administrators in higher education who aspire to
evaluate and activate an on-time program. These were the supports Latinas could benefit for
enrollment, retention, and completion of a two-year degree, which most of their family members
had not accomplished. The majority of the participants who responded selected the following
services as their most essential supports: (a) scholarships and financial aid, (b) academic advising
and career counseling, (c) computer lab services, (d) childcare, and (e) tutoring. The following
were some of the responses participants voiced concerning supports. Each response was a direct
quotation, including all spelling, punctuation, and grammar.
Participant 8: “Academic advising & Career Counseling are really important to map and
plan out college classes. Tutoring is important because it helps students to improve
themselves, with extra practice hours. Financial is important because it helps the student
know how much finacial help will receive to see their final cost debt. Computer labs are
super important because all work from classes are turned in by electrocial device, so if
you don't have a computer this is a big help.
Participant 20: “Since I am home with my kids, they take up most of my time. My
husband works a lot so a lot of the child care falls on me. I am only enrolled part-time
since I feel like a full load might be a little overwhelming for both me and the kids.”
Participant 22: “Using the free help the school's offer such as, tutoring, counsling and
learning labs are very important because the school provides them for students to succeed
and have less barriers. Financial aid is also very improtant because it's extra help you can
use if you don't have enough to pay for school.”
All participant responses related to supports for learners were placed in (Appendix F).
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Classification 2: Competing Priorities
Competing priorities signified an obligation to family and work, which constrained time
spent on education and campus. The competing priorities included but were not limited to: (a)
time limitations spent in a community college, (b) amount of hours working while attending
college, and; (c) amount of hours devoted to caring for dependents. Latinas divided their time
between family, work, and school. Many times, the family was the top priority over education.
This topic caused tension for Latinas in higher education and a barrier to progressing.
The results centered on the participants’ responses regarding the priorities they balanced
between family, work, and school. The results in the next paragraphs describe the priorities
Latina’s battled daily. The participants responded to the questions, which required them to
indicate the time limitations involving responsibilities with the three competing priorities stated
above. The questions used a Likert scale with responses in categories of strongly disagree,
disagree, agree, and strongly agree.
The participants replied to questions regarding competing priorities from time spent in a
community college campus, work hours, and hours devoted to the family, and their responses are
reflected in Table 28. Question 33 asked participants, “I am enrolled in community college
classes fulltime.” The participants were split between 20 (35%) who answered disagree and 20
(35%) who responded strongly disagree (Table 28). One participant (2%) responded strongly
disagree, and on the opposite side, 16 responded (28%) they agree to be enrolled full-time.
Question 34 asked, “I am enrolled in community college classes part-time.” There were
participants from both sides who indicated that 19 (33%) of them replied they strongly disagree
while 11 (19%) responded with strongly agree that they are enrolled part-time (Table 28). In
contrast, nine (16%) participants disagree, and 17 (30%) replied agree with being enrolled part-
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time (Table 28). Question 35 asked, “I work less than 20 hours per week while attending
classes.” There were 16 participants (28%) who replied strongly agree, 14 participants (25%)
replied disagree, 15 (26%) responded with agree, and 12 (21%) strongly agree who worked less
than 20 hours per week (Table 28). Question 36 in the competing priorities also was about
working schedules. This time the work schedules were about, “I work more than 20 hours per
week while attending classes.” The responses were almost identical to the previous responses
about working less than 20 hours. About 15 (26%) responded strongly agree, 12 (25%)
participants responded disagree, 14 (25%) replied they agree, and the last group 16 (28%)
strongly agree they worked more than 20 hours per week (Table 28). Another schedule question
Question 37 asked was, “I work 40 hours per week while attending classes”. The participants
seemed tilted to one side of the scale because 24 (42%) strongly disagree, and 18 (32%)
disagree. In contrast, seven (12%) replied agree and seven (12%) replied strongly agree that
they worked 40 hours per week. This was a heavy load for many Latina’s to balance family,
work, and school. The last two questions on competing priorities were about caring for
dependents. Question 38 asked participants, “I spend less than 11 hours per week caring for
dependents while attending classes.” This question was surprisingly shifted toward the left side
of the scale. Twenty (35%) participants responded strongly disagree, and 18 (32%) responded
disagree. The other side of the pendulum showed 12 participants (21%), and six (11%)
responded respectively with agree and strongly disagree (Table 28). Question 39 asked, “I spend
11 or more hours per week caring for dependents while attending classes.” There were 17
participants (30%) who replied strongly disagree, and 14 participants (25%) who disagree with
that question. Twelve (21%) participants agree with the question, and 13 (23%) responded with
strongly agree (Table 28).
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Table 28
Frequencies and Percentages of Responses Regarding Competing Priorities - Time Spent in a
Community College Campus, Work Hours, and Hours Devoted to the Family
Competing PrioritiesTime at work, with family,
and at campus

Strongly
Disagree
n
%

Disagree
n
%

n

%

Strongly
Agree
n
%

33. I am enrolled in
community college
classes fulltime.

1

2

20

35

16

28

20

35

34. I am enrolled in
community college
classes part-time

19

33

9

16

17

30

11

19

35. I work less than 20
hours per week while
attending classes.

16

28

14

25

15

26

12

21

36. I work more than 20
hours per week while
attending classes.

15

26

12

25

14

25

16

28

37. I work 40 hours per
week while attending
classes.

24

42

18

32

7

12

7

12

20

35

18

32

12

21

6

11

17

30

14

25

12

21

13

23

38. I spend less than 11
hours per week caring
for dependents while
attending classes.
39. I spend 11 or more
hours per week caring
for dependents while
attending classes.

Agree

Additional Responses on Competing Priorities
Participants had an opportunity to respond in a space located on the questionnaire
expressing what they felt was very important about Competing Priorities. This space allowed
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them to write any additional explanations in their own words how they felt these competing
priorities were affecting on-time program completion. The participants felt balancing family,
work, and school were barriers they had to hurdle through every day. The majority of the
participants who responded selected the following competing priorities: (a) balance work and
school, (b) work less than 20 hours, (c) being a full-time student, and (d) working more than 20
hours. The following were a select few participants’ responses.
Each response was a direct quotation, including all spelling, punctuation, and grammar.
Participant 8: “Being a full time student, gives you alot of work, making it difficult to
balance life priorities & college.
Participant 21: “Working more than 20 hrs is important to me because I need the money
to pay my bills, insurance, classes and daycare fees. Spending more than 11 hours a week
with my daugher is crucial. I'm currently the only parent in her life.”
Participant 36: “It is important for me to be enrolled full time. I have a family, I am
making the sacrify sleeping late to study and waking up early to start my day. I get up at
5 am and sleep at 12pm. Therefore, I want to take this opportunity that my family is
giving me by helping me in anyway they can.”
All participants’ responses related to competing priorities were placed in (Appendix G).
Classification 3: Traits of Community College Faculty
The researcher investigated how the participants connected with the faculty on their
campus. The findings resulted in all positive reactions amongst the majority of the participants.
The student’s perceptions of intellectual and personal traits of community college faculty
included but is not limited to the following traits: (a) faculty’s knowledge, (b) instructional
strategies, (c) communication skill, (d) flexibility, (e) organizational skills, (f) positive attitudes,
(g) fairness, (h) manners, and; (i) mentoring skills.
The participants responded to questions regarding the students’ perceptions of intellectual
and personal traits of community college faculty and considered whether the professors in their
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community college displayed positive traits. Participants rated faculty’s knowledge of the subject
matter, instructional strategies, and sympathy to students' academic and personal needs. Overall,
participants felt that faculty exhibited strong communication skills, were adaptable, organized,
had positive attitudes, and were mentors (Table 29). The participants' responses were Likertscale table in categories ranging from strongly disagree, disagree, agree, and strongly agree.
Findings from Questions 41 through 50 were placed in Table 29. Question 41 asked if the
professors were knowledgeable in the class, and the majority of the participants responded with
agree, and strongly agree 32 (56%). Question 42 asked, “Professors in my classes employ
instructional strategies which match my learning style.” Only one (2%) disagreed with the
question, while 28 (49%) agreed, and 28 (49%) strongly agreed. This reaction was another
positive attitude. Question 43 asked, “Professors in my classes are sympathetic regarding
students’ academic and personal needs.” Only six (11%) participants disagreed, while 27 (47%)
both agreed and strongly agreed. Question 44 asked, “Professors in my classes exhibit strong
communication skills.” Two (4%) responded with disagree, 21 (37%) responded positively with
agree, and 24 (42%) responded with strongly agree. Question 45 asked about the flexibility of
the professors. Only three participants (5%) replied they disagreed. Twenty-four participants
(42%) replied they agreed, 20 participants (35%) responded that they strongly agreed. The next
question, Question 46, asked how organized the professors were. One (2%) disagreed, while 28
(49%) agreed, and 18 (32%) strongly agreed. Question 47 asked about the positive attitude the
professor displayed in class. The positive reactions were that 19 (33%) agreed, and 28 (49%)
strongly agreed. Question 48 asked about fairness from the professor. Twenty-two (39%)
agreed, and 25 (44%) strongly agreed on their professors being fair. Question 49 asked about
how respectful their professors were. One responded (2%) with disagreement, while 13 (23%)

93

agreed, and 33 (58%) strongly agreed. The last question on personal traits for community
college faculty dealt with professors mentoring students. One participant (2%) strongly
disagreed, four (7%) disagreed, 23 (40%) agreed, and 19 (33%) strongly agreed with their
professors mentoring students. Overall, the responses were positive about the community college
faculty and the connection the participants had with them. The overall positive atmosphere
described in the students’ overwhelmingly positive responses in the data was exceptional
towards faculty.
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Table 29
Frequencies and Percentages of Responses Regarding Students’ Perceptions of Intellectual and
Personal Traits of Community College Faculty
Intellectual and
Personal Traits of
Community College
Faculty

Strongly
Disagree
n
%

Disagree
n
%

41. Professors in my
classes are
knowledgeable.

0

0

0

0

25

44

32

56

42. Professors in my
classes employ
instructional strategies
which match my
learning style.

0

0

1

2

28

49

28

49

0

0

6

11

27

47

24

42

0

0

2

4

21

37

24

42

45. Professors in my
classes are flexible.

0

0

3

5

24

42

20

35

46. Professors in my
classes are organized.

0

0

1

2

28

49

18

32

43. Professors in my
classes are
sympathetic
regarding students'
academic and
personal needs.
44. Professors in my
classes exhibit strong
communication skills.
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Agree
n
%

Strongly
Agree
n
%

Table 29 (continued).
Intellectual and
Personal Traits of
Community College
Faculty

Strongly
Disagree
n
%

Disagree
n
%

0

0

0

0

19

33

28

49

48. Professors in my
classes are fair.

0

0

0

0

22

39

25

44

49. Professors in my
classes are respectful.

0

0

1

2

13

23

33

58

1

2

4

7

23

40

19

33

47. Professors in my
classes exhibit
positive attitudes.

50. Professors in my
classes mentor
students.

Agree
n
%

Strongly
Agree
n
%

Additional Responses on Community College Faculty
Participants had an opportunity to respond in a space located on the questionnaire to
express what they felt was very important about Community College Faculty. This space allowed
them to write any additional explanations in their own words about the impact of community
college faculty for on-time program completion. The majority of the participants who responded
selected the following faculty intellectual and personal traits of community college faculty to by
expressing how faculty were helping students and had a good relationship with faculty. They
also had good communication with faculty plus faculty had different learning styles, and were
knowledgeable. The following were their responses. Each response was a direct quotation,
including all spelling, punctuation, and grammar.
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Participant 2: “If you have a good relationship with your teachers, it will help you and I
feel like thats very important.
Participant 8: “All of my college teachers are really nice & share import information with
the students. They show that they care, and listen to their students. They interact with
their students and guide them through their course.”
Participant 25: “Good and understanding professors are awesome they truly make a
change in the students life. When they make activities/labs they make class easier.”
All participants responses related to community college faculty were placed in (Appendix H).
Classification 4: Academic Challenge
The researcher identified academic challenge as the last area of student engagement
concepts for on-time completion. The idea was to research the participants' abilities, strengths
and weaknesses, and analytical experiences. Academic Challenge was defined as high academic
expectations for students, which included but was not limited to the following areas of
encouragement for students: (a) encouragement to assimilate ideas or concepts from other
courses when completing assignments or in class discussions, (b) encouragement to include
diverse perspectives (different races, religions, genders, etc.) in class discussions or assignments,
and; (c) encouragement to examine the strengths and weaknesses of personal views on a topic or
issue. The questions used a Likert scale in categories ranging from strongly disagree, disagree,
agree, and strongly agree. The responses from Questions 52 through 61 were placed in Table
30. Question 52 asked the question, “I am encouraged to put together ideas or concepts from
different courses when completing assignments or during class discussion.” The participants
responded with one (2%) who indicated strongly disagreed, and four (7%) who replied they
disagreed. There were 33 (58%) participants who agreed, and 19 (33%) who strongly agreed
too. Question 53 asked, “I am encouraged to include diverse perspectives (different races,
religions, genders, etc.) in class discussions or assignments.” The responses were positive for the
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most part, with only three (5%) who strongly disagreed and three (5%) who disagreed with
different perspectives. In contrast, 22 (39%) agreed, and 29 (51%) strongly agreed that they
were encouraged to include diverse perspectives.
In continuation with high academic expectations, question 54 was comprised of
encouraging the participants’ strengths and weaknesses in their views on a topic or issue. There
was only one (2%) who disagreed, 27 (47%) who agreed, and 29 (51%) who strongly agreed
that they were encouraged to examine their strengths and weakness on a topic or issue of their
own. Question 55 encouraged participants to better understand someone else’s views by
imagining how an issue looked from other’s perspectives. Two of the participants (4%) replied
they disagreed, 17 (30%) replied they agreed, and 29 (51%) answered they strongly agreed that
they were encouraged to examine issues from others’ perspectives. Participants in Question 56
felt they learned something that changed their viewpoint about an issue or concept. Most had a
positive outlook with three (5%) who reacted with a disagree response, 18 (32%) with an agree
response, and 26 (46%) with a strongly agreed response. Question 57 encouraged them to
analyze the basic elements of an idea, theory, or experience. There were only two answers as a
response – 26 (46%) responded in agreement, and 22 (39%) responded strongly agreed that they
were encouraged to analyze basic elements of ideas. Question 58 encouraged participants to
synthesize and organize ideas, information, or experiences in new ways. One of the participants
(2%) disagreed, 25 (44%) agreed, and 22 (39%) strongly agreed that they were encouraged to
organize their ideas and information in new ways. In Question 59, they are encouraged to make
judgments about the value or soundness of information, arguments, or methods. There were two
(4%) who were in disagreement, but 20 (35%) were in agreement, and 25 (44%) were strongly in
agreement. Question 60 encouraged them to apply theories or concepts to practical problems or
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in new situations. Three (5%) were in disagreement, 21 (37%) agreed, and 24 (42%) strongly
agreed about applying theories. The last Question 61 encouraged the participants to use
information they had read or heard to perform a new skill. Two answers were given. Seventeen
(30%) were in agreement, and 31 (54%) replied strongly agreed.
Table 30
Frequencies and Percentages of Responses to High Academic Expectations
High Academic
Expectations

Strongly
Disagree
n
%

Disagree
n
%

n

%

Strongly
Agree
n
%

52. I am encouraged
to put together ideas
or concepts from
different courses when
completing assignments
or during class
discussion.

1

2

4

7

33

58

19

33

53. I am encouraged to
include diverse
perspectives (different
races, religions,
genders, etc.) in class
discussions or
assignments.

3

5

3

5

22

39

29

51

99

Agree

Table 30 (continued).
High Academic
Expectations

54. I am encouraged to
examine the strengths
and weaknesses of my
own views on a topic
or issue.
55. I am encouraged to
try to better understand
someone else's views
by imagining how an
issue looks from other's
perspectives.
56. I learned something
that changed my
viewpoint about an issue
or concept.
57. I am encouraged to
analyze the basic
elements of an idea,
theory, or experience.
58. I am encouraged to
synthesize and organize
ideas, information, or
experiences in new ways.
59. I am encouraged to
make judgements about
the value or soundness of
information, arguments,
or methods.

Strongly
Disagree
n
%

Disagree
n
%

n

%

Strongly
Agree
n
%

0

0

1

2

27

47

29

51

0

0

2

4

17

30

29

51

0

0

3

5

18

32

26

46

0

0

0

0

26

46

22

39

0

0

1

2

25

44

22

39

0

0

2

4

20

35

25

44

100

Agree

Table 30 (continued).
High Academic
Expectations

60. I am encouraged to
apply theories or
concepts to practical
problems or in new
situations.
61. I am encouraged to
use information I have
read or heard to perform
a new skill.

Strongly
Disagree
n
%

Disagree
n
%

n

%

0

0

3

5

21

37

24

42

0

0

0

0

17

30

31

54

Agree

Strongly
Agree
n
%

Additional Responses on Academic Challenge
Participants had an opportunity to respond in a space located on the questionnaire to
epress what they felt was very important about Academic Challenge. This space allowed them to
write any additional explanations in their own words expressing what they felt concerning
academic challenges for on-time program completion. The majority of the participants who
responded selected the following ideas or concepts from different courses: (a) gain new
perspectives, (b) be open-minded, and (c) learn new skills or concepts. The following were their
responses. Each response was a direct quotation, including all spelling, punctuation, and
grammar.
Participant 8: “For all of my classes I've had assignment that forced me to step out of
comfort zone and at the end of the assignment helped me see things differently. I have
grown more intellectually, and confidently. I interact more & this will help me when I
have an interview or job.”
Participant 21: “I think it is always important to keep an open mind when learning new
things. I'm always willing to look at things from different perspectives in order to
understand them better.”
Participant 53: “Thinking and reasoning play a big part in class discussions. We're always
encouraged to state our opinions and listen to others.”
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All participants' responses related to academic challenge were placed in (Appendix I).
Qualitative Analysis - Open-Ended Responses
In order to fully grasp the perspectives of barriers and supports, the participants shared in
their own words their experiences based on the open-ended questions asked on the questionnaire.
The open-ended questions were as follows:
1. What barriers to on-time program completion have you encountered while attending
community college? (Open-ended question 1)
2. What supports for on-time program completion have you encountered while attending
community college? (Open-ended question 2)
3. What actions or programs do you perceive would provide support for your program at
your community college? (Open-ended question 3)
The participants’ responded and generated the following results:
Open-Ended Question One
The first open-ended question helped the researcher gain information on themes Latina
community college students faced against related to barriers. Several themes that appeared that
related to the barriers encountered in a community college were: (a) time management, (b)
financial issues, (c) family issues, (d) balancing work and school, and (e) anxiety and stress. The
following examples demonstrated the barriers participants experienced. Each response was a
direct quotation, including all spelling, punctuation, and grammar.
Participant 4: “One of my barriers was time. I had to work and manage myself to be a
wife at the same time being in college.”
Participant 19: “Being a single mom and having to balance work, school, and mom life
alone. My parents did not attend college or anybody in my family so I have no college
background to get advice from.”
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Participant 20: “Not having the proper resources or knowledge in the American College
system. Financial strains. Having a family and not having enough time to complete a
degree.”
All participants' responses were placed in (Appendix J as Open-Ended Question One).
Open-Ended Question Number Two
The second open-ended question was on supports Latina’s required for on-time
completion. The researcher required additional data about the supports these participants felt
were crucial for their completion of a degree. The results of the open-ended question number
two, which related to Research Question Two, presented the themes on supports. Several themes
that appeared based on the responses from the participants were: (a) advisor’s/counselor’s help,
(b) professor’s help, (c) family and friends’ support, (d) financial aid and FAFSA, (e)
scholarships, and (f) tutoring. The following examples demonstrate the supports these
participants experienced. Each response is a direct quotation, including all spelling, punctuation,
and grammar.
Participant 13: “The main support would be the academic advising. It always helps me to
try and stay on track with my classes.”
Participant 28: “I have tutoring that I have available in all of the campuses I've attend to.
They also have alot of programs to choose from.”
Participant 42: “Financial aid, scholarships, campus assistance, have supported me for
on-time program completion. Easy access to internet computer libraries, book, etc.”
All participants’ responses were placed in (Appendix K on Open-Ended Question Number Two).
Open-ended Question Three
The purpose of open-ended question three was for the collection of information of
supports the researcher had not received. The Latina community college participants provided
additional recommendations for supports toward completion. The results of the open-ended
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question number three, which relates to Research Question Three, included several themes.
These themes related to the actions or programs participants perceive provided support at a
community college. Participants perceived the following supports would help them to achieve
on-time program completion: (a) advisors support, (b) availability of resources, (c) tutorials, (d)
financial aid and FAFSA, and (e) childcare. The following examples demonstrate the supports
experienced by these participants in their own words, using a direct quotation, including all
spelling, punctuation, and grammar.
Participant 6: “Child care would play a major role in helping women finish school.”
Participant 10: “Support programs that will contribute to a completion in a degree
program can be related to fair programs that inform necessary requirements; as well as
guidance from counselors who are very helpful in providing the tools as well as the
advice.”
Participant 20: “It has to start with high school. Sometimes immigrant parents don't know
what resources are out there due to language barriers. More hands on counceling for
students who have no idea how college works or how to pay for it.”
All the participants’ responses were placed in (Appendix L for Open-ended Question Three).
Summary
In summation of the overall barriers, Latina community college students identified
barriers to on-time program completion to address Research Question One. The main barriers to
on-time program completion included time management and trying to balance work and school.
Also, financial issues were a hardship for them due to a lack of funds or waiting on financial aid.
Likewise, family issues added to their anxiety and caused stress. In their central support themes
for on-time program completion to address Research Question Two, the majority of participants
identified with the assistance from advisors and counselors, as well as the help from their
professors. Family and friends’ support was crucial for these participants. The assistance from
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financial aid and FAFSA, including scholarships, was assistance they depended on every
semester. Tutoring was a top priority for them to succeed and graduate.
To further research the participants’ perceptions regarding their barriers and supports to
on-time program completion, Likert scale questions were asked on the questionnaire based on
student involvement. The classifications of student involvement were in four classifications:
1. Support for learners – a form of a commitment attempt for students to engage in college
campus activities and interact with college campus staff the moment they arrived on campus.
2. Competing priorities – signified an obligation to family and work, which restricted time
constraints spent on education and campus.
3. Community college faculty –the student’s perceptions of intellectual and personal traits of
community college faculty.
4. Academic challenge - high academic expectations for students.
Classification One addressed all the student services in Support for Learners that were
offered to students at a community college campus. Of the nine services available, participants
utilized only five of the free services. The participants slightly took advantage of these free
support services between (35% - 44%) “occasionally,” which included academic advising,
tutoring, skill labs, and computer lab services. The one service which was not surprising they
“often” utilized (39%) was financial aid advising services. The services the participants “never”
or “rarely” partook ranging from (32% - 81%) were counseling services, student organization
services, job placement services, and child care services.
Classification Two addressed all the competing priorities challenging the time spent
between work, school, and family. There were 35% of the participants who indicated they were
full-time students, while 33% of the participants claimed to be part-time. The results of the
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questionnaire also revealed that 42% of the participants worked 40 hours per week while
attending a community college, 35% “strongly disagreed” that they take less than 11 hours
caring for a dependent.
Classification Three addressed community college faculty regarding the students’
perceptions of intellectual and personal traits of community college faculty. The majority of the
participants classified the professors “agreeing” (40% - 49%) that they employed instructional
strategies that matched the students learning style, were sympathetic, were flexible, organized,
and mentored students. The findings also classified the professors in a positive light of “strongly
agreeing” (42% - 58%) that professors were knowledgeable, exhibited strong communication
skills, had positive attitudes,were fair, and were respectful.
Classification Four addressed academic challenges regarding high academic expectations
for students. The majority of the participants selected either “agree” or “strongly agree” with
receiving encouragement and learning new skills and being open-minded. Nearly half of the
participants (44% - 58%) “agreed” that they were encouraged to put together ideas or concepts
from different courses, to analyze the basic elements of an idea, theory, or experience, and
synthesize and organize ideas, information, or experiences in new ways. Whereas, nearly half of
the participants “strongly agreed” (42% - 51%) that they were encouraged to include diverse
perspectives in class discussions or assignments, examine strengths and weaknesses of their own
views on a topic or issue, and tried to understand someone else’s views better. They also learned
something that changed their views about an issue; were encouraged to make judgments about
the value or soundness of information; arguments; or method; and applied theories or concepts to
practical problems or in new situations.
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The answers to Research Question Three were in an open-ended question that coincides
with this research question. The question was, “What actions or programs do you perceive would
provide support for your program completion at your community college?” The participants'
responses to this question related that they relied on the support of their advisors. They also
relied on all the available resources that the community college offered for free to them,
including tutorials and financial aid. Childcare was not offered in most of the community
colleges but was needed by several of the participants.
In Chapter V, the researcher addressed discussion, recommendations, and conclusions of
the final findings from this study relating to Latina community college students' perception of
barriers to and supports for on-time program completion.
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CHAPTER V
DISCUSSION, RECOMMENDATIONS, AND CONCLUSIONS
Discussion
The purpose of this mixed-method study was to research Latina community college
students’ perceptions regarding barriers to and supports for on-time program completion.
Additionally, participants in this study reflected in their own words on their recommendations
regarding supports that sustained retention and graduation from a community college. This study
was enhanced by the lived experiences Latinas shared with the researcher through the
questionnaires they completed. In this study, there were three research questions asked:
•

What are the perceptions of Latina community college students regarding barriers to ontime program completion?

•

What are the perceptions of Latina community college students regarding supports for
on-time program completion?

•

What supports do Latina community college student's recommend to increase student
retention and program completion?

The central focus was on exploring Latinas barriers and supports to accomplish their overall goal
of graduation with a college degree.
Retracing the premise of this study, Latina’s were now considered the largest minority
group of females in the United States. They were the least likely group of females in the U. S. to
complete a bachelor’s degree (Murdock, 2008). Hill and Hayes (2003) revealed that the
Hispanics were the most rapidly growing population in the nation, were among the povertystricken residents, and had the least level of educational attainment among ethnic groups in the
United States. Another factor of cited problems regarded the increased higher education
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enrollment, especially among Latinas, because student attrition became a concern for several
institutions. Fry (2011) further acknowledged that Hispanics were the least educated ethnic
group. Furthermore, Hispanics between the ages of 25-29 years old had not completed a
bachelor’s degree (2011). Also, projections showed that by 2060 Latina’s would form nearly a
third of the female population of the nation, and the future of the nation would be tied to the
future of these women (Gándara, 2015). De Loera (2018) concurred that Chicanas/Latinas
continued to be the largest growing population in the United States and failing to support them
would result in the collapse of the nation by 2060 when they would represent one-third of the
entire population. Moreover, Texas expansion in demographics would not alter the educational
crisis and would face critical points in its social and economic resources if it does not achieve a
skillful and educated workforce in a competitive world (Murdock, Cline, Zey, Jeanty, & Perez,
2014). Texas needs to improve higher education participation and completion for the
Hispanic/Latino population. One way to do that was to understand the barriers and supports for
Latinas in higher education.
Higher education institutions such as community college had the task of providing means
to combat the barriers these Latina students were facing. Barriers were specific institutional
characteristics associated negatively with students’ access and attainment in postsecondary
education (Davila, 2011). These barriers were obstacles that impeded their accomplishment of a
college degree. Latina’s in the United States historically had low completion rates in higher
education, even though they showed high enrollment rates. Pew Research Center (2015)
confirmed that there was an increased decline in persistence and graduation rates among
Hispanics despite the increased enrollments. The researcher at the beginning of the study
analyzed the barriers that hindered Latinas educational attainment as family challenges, finances,
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home life, first-generation students, and social and academic integration. The findings identified
similar barriers with some exceptions. Specific themes were identified in Research Question One
from questions answered from open-ended question one in the questionnaire (see Appendix J for
Open-Ended Question One).
Research Question One
Research Question One emphasized the barriers that Latina community college students
faced when attending their higher education courses. Many Latinas enrolled in a community
college near their homes, but they were the least likely to continue their education or to graduate.
Participants answered research question one via the open-ended question number one found in
the questionnaire. The themes that presented themselves were more than one. These were the
themes that appeared that related to the barriers encountered in a community college and delayed
on-time program completion: (a) balancing work and family, (b) financial issues, (c) family
issues, and (d) anxiety and stress. The following paragraphs revealed the reasons the participants
felt these were their barriers that impeded their on-time completion. Each response is a direct
quotation, including all spelling, punctuation, and grammar.
Balancing Work and Family
One form of response regarded barriers to on-time completion was from open-ended
question one. The results supported the necessity of focused attention on balancing work and
family as a barrier Latina community college students faced as a reason for not completing their
college degree on time. It had been a challenging ordeal for many of them to juggle many life
situations. Some noted participants’ responded on barriers related to managing work and college
while raising a family was emphasized. The participants responded in direct quotes, including all
spelling, punctuation, and grammar as follows:
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Participant 4: One of my barriers was time. I had to work and manage myself to be a wife
at the same time being in college.
Participant 15: Working full-time, all homeworks from classes piles up together and
causes stress.
Participant 19: Being a single mom and having to balance work, school, and mom life
alone. My parents did not attend college or anybody in my family so I have no college
background to get advice from.
Participant 38: The barriers I have encountered are that are keeping up with work and
maintain good grades.
The majority of these participants were first-time in college students, and education has
not been a family priority, so an emphasis on dedicating time to it is minimal. There was a
limited time for the participants to spend on schoolwork. According to De Loera (2018), there
were many barriers Latinas faced that called for a further inclusive understanding of what
precisely first-generation Chicanas/Latinas experienced in higher education while balancing the
hardships of higher education and their ethnicity. Additionally, the financial situations in their
homes limited their time on campus and impeded their education.
Financial Issues
The barriers reviewed from the first open-ended question showed that one barrier
that repeated itself was the lack of funds or financial aid. Vélez (2018) recalled that family was
highly valued in the Hispanic culture, and many Hispanic students delayed their educational
aspirations to financially support their families. Several participants responded that they had to
work to pay for college or support their families. Krogstad and Fry (2015) also stated, about half
of dependent Hispanics enrolled in two- or four-year colleges have family incomes below
$40,000, compared with 23% of white students. Some of the participants responded in direct
quotes, including all spelling, punctuation, and grammar as follows:
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Participant 12: My mom can no longer work, so I help my dad pay the bill. Since I am a
DACA student financial aid is not really a choice. I have to pay my books, tuition, supplies out of
pocket.
Participant 13: The main barrier that I have encountered would be money. I pay out of
pocket for all of my classes, books etc. & at times it can be a lot especially when I cover all of my
other personal expenses.
Participant 21: While attending community college, I have encountered trouble with
paying the classes on my own and knowing what steps to take.
Latina students did not have the experience of prior sources and were not sure how to
maneuver themselves in academia. Most came from poverty-stricken families and lacked the
finances to pursue a higher degree.
Family Issues
Family issues were usually a common thread among every culture but especially for
Latinas in this study. In this culture, familia (family) was a stronghold and a close-knit
community, but it could be a barrier too. When some of the family issues from the participants’
responses were reviewed, they responded to the open-ended questions, and each response was a
direct quotation, including all spelling, punctuation, and grammar as follows:
Participant 2: Most of my barriers come from family situations that occur. Their is
allways something new going on.
Participant 5: Having family issues as well work issues.
Participant 42: …lack of family support.
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Anxiety and Stress
Life’s struggles and the distractions they bring can unbalance people and impede their
progress. Normalcy for Latinas in a community college would be to concentrate on their
academic studies. But in most cases, reality results in them assisting family either by caring for
their siblings or working outside their homes to offset family expenses. So, a common barrier
among Latinas was balancing work, family, and college, which caused them anxiety and stress. It
seemed that they had too much to take care of and that the issues they faced could get
complicated or hard to handle. Vélez (2018) explained that cultural values would challenge,
especially the Latina, who felt stress and pressured to remain home and fulfill family obligations.
Álvarez de Dávila et al. (2016), expressed their view that the cultural values also hindered
Latina's study time, afterschool activities and field trips, gathering with other students, or merely
not acquiring a college goal or ambition attended at a postsecondary educational institution.
These barriers caused tension for them and led them to decide whether to continue their
academic ambitions or drop out altogether. They responded to the open-ended questions as
follows. Each response was a direct quotation, including all spelling, punctuation, and grammar.
Participant 15: Working full-time, all homeworks from classes piles up together and
causes stress.
Participant 17: While attending class and working at Lone Star it is a struggle, but I
make it work but it does get stressful at time.
Participant 54: In my first year of attending community college was a very pleasant
experience. By far the only barriers I have encountered a great amount of pressure in my
responsibilities as a student. As the amount of assignments rise in my courses I’m taking.
I find myself very stressed. But I am confident that I will go through it.
The researcher presumed the barriers that affected Latina community college students
included family challenges, finances, home life, first-generation issues, and social and academic
integration issues. The findings resulted in what the participants disclosed from their lived
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experiences as they struggled with family challenges (issues), financial issues (finances),
balancing work and family, and much anxiety and stress.
Research Question Two
Latina students entered higher education institutions and pursued college degrees to
achieve the American dream that perhaps their parents were not able to fulfill. They attended
local community colleges for reasons that included but were not limited to easy access, part-time
options, lower tuition fees, English as a second language, and developmental course selections,
among other reasons (Davila, 2011). At first, they anticipated that this journey was comfortable
and attainable until they began to hit roadblocks. Despite the barriers that impeded Latinas
educational attainment, some support was available to them. Support was found in specific
institutional characteristics associated positively with students’ access and attainment in
postsecondary education (Davila, 2011). The support items the researcher had acknowledged in
Chapter 2 were family support, mentorships, and partnerships. However, it was through themes
such as academic advising, financial resources, and family and friends, and tutoring that these
participants expressed would lead to their retention and future graduation. These were the
primary support findings from this study from open-ended question two, which Edwards (2007)
attributed to student success (See Appendix K for open-ended question two). The following
paragraphs revealed the reasons the participants felt these were the support they required for ontime completion. Each response is a direct quotation, including all spelling, punctuation, and
grammar.
Academic Advising
The participants in this study responded to open-ended question two, which coincided
with Research Question Two. Nearly half the participants (44%) acknowledged that academic
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advising had been a supportive resource for them, and (65%) felt academic advising was
essential. Rios (2017) noted that intrusive advising had recently been described as proactive
advising because the advisor established a relationship with the student and encouraged them to
receive advisement. It also sought to connect students with the campus population and helped
them steer numerous student support services. The expressed responses were a direct quotation,
including all spelling, punctuation, and grammar.
Participant 2: The support from my advisers and some of my teachers as well as the
people I surround myself with really help me.
Participant 13: The main support would be the academic advising. It always helps me to
try and stay on track with my classes.
Participant 40: The supports that I have encountered was the advisors here they have
helped me out and guided me to take the right classes.
These types of comments were crucial for retention for these Latinas. The Academic
Advising services department usually visited with students often during semesters. This support
was vital because the advisors were one of the first connections students made when they entered
the campus. Academic advisors often were the first connection encountered by community
college students (Hernandez, 2016). Advisors were able to provide student retention,
continuation, and graduation goals.
Financial Resources
Any potential of financial assistance such as scholarships, FAFSA, or grants were
necessary for Hispanics but especially for Hispanic females. These participants came from lowincome homes, single-parent homes, or single-income families. Higher education was not a
priority but a luxury for Hispanic families. Financial aid programs provided support for students
to help meet the costs of obtaining a college education (Vélez, 2018). Otherwise, Goldrick-Rab,
Kelchen, Harris & Benson (2016) commented that financial aid proved it was an essential
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outlook for students deciding whether to return to college and once there, whether to continue
attending. The following responses some of the participants projected from this study tell their
story of need. The expressed responses were a direct quotation, including all spelling,
punctuation, and grammar.
Participant 6: …Also a scholarship being awarded to help pay for school.
Participant 42: Financial aid, scholarships, campus assistance, have supported me for
on-time program completion.
Participant 57: Financial aid services. Mrs. Pricila Valenzuela took me all the way thru
my two years college and help me or direct me to be part of the studywork project.
These were a few of the reasons why 86% of the participants remained in college without
completing a degree.
Family and Friends
Several studies have recognized a positive relationship between parental support,
family involvement and higher Hispanic student achievement (Ramos & Taylor, 2017). Students
usually followed other friends to a higher educational institution to stayed close to home and the
environment they recognized. Astoundingly, Hispanic parents desired a progressive education
and an improved life for the next generations, yet lacked ideas on how to develop the condition
under this conventional society isolation (Gándara & Mordechay, 2017).
Nevertheless, the family continued to support their educational attainment even with the
unknown.
Participant 17: I feel like my friends and family make me feel better while I have
everything going on. It means a lot to me to have my family with me.
Participant 19: I do have support of my grandparents to assist with my children while I
attend school.
Participant 50: My family is a big support because they encourage me to go to school and
also the communities in schools program show us support in case we face difficulties.
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Tutoring
Many higher education institutions offered an abundance of student resources to engage
students to remain on campus. The more involved the students were on campus, the longer the
students overcame attrition. This combination of integration proposed the students could
influence interaction outside the classroom by becoming involved in student resources. Even
though there were several student resources available such as computer lab services, peer and
tutoring services, mentorships, library services, career counseling, job placement assistance, and
student organizations. The main one that appealed to the participants from the open-ended two
responses, tutoring stood out. A few of the responses from participants in this study include
direct quotation, including all spelling, punctuation, and grammar as follows:
Participant 9: I can help from tutors, teachers, work with friends.
Participant 28: I have tutoring that I have available in all of the campuses I’ve attend to.
They also have a lot of programs to choose from.
Even though the researcher had selected three support systems such as family,
mentorships, and partnerships, the findings resulted in four themes Latina’s required for on-time
completion such as academic advising, financial funding, family and friend support, and tutoring.
Research Question Three
There were many efforts by several college campuses and universities that uncovered the
ambiguities of retention and graduation for students on their campuses. Higher education
institutions were now liable by federal and state entities as well as the local businesses,
industries, and communities that provided an employable workforce. Texas had 34% of the adult
population with a two-year degree and ranked 37th among degreed states (U.S. News, 2018). The
statistics on the numbers of uneducated adults were overwhelming, and academic institutions had
an arduous road ahead of them to educate students enrolled in their campuses. Community
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colleges were local academic institutions that many Latinas attended because it was close to
home. The participants in this study provided answers to Research Question Three from the third
open-ended question found in the questionnaire. The participants also had an opportunity to add
comments in the space provided after Support for Learners Likert scaled questions. The question
read, “What actions or programs do you perceive would provide support for your program
completion at your community college?” The findings resulted from the responses from these
participants included themes such as tutoring, childcare, and academic advising as to their top
choices. It was surprising that financial aid was not among their choices on the third open-ended
question, but they included it in the extra space available for additional comments. So, financial
aid was necessary support for Latinas to complete their degree.
Tutoring
Community colleges were local higher education institutions, affordable, and provided
many resources four-year universities offered. The participants in this study claimed that tutoring
was a support service they felt enhanced their on-time program completion. Research showed
that Latinas came mostly from uneducated homes and needed assistance in their education.
Latina students usually experienced many disadvantages to succeed in school. Moreover, any of
these obstacles were intimidating. Still, they challenged alongside other barriers, and a deficient
social, psychological, and educational support at the school and community could and reduced
the possibility for many Latino students (Gándara & Contreras, 2009). The following responses
came from the participants' own written words expressing their reasons for the importance of
tutoring services. Each response was a direct quotation, including all spelling, punctuation, and
grammar.
Participant 5: Being in TRIO as well going to tutorials.
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Participant 32: Tutoring if needed.
Participant 40: As well going to tutoring would be a good program for me just so if you need
help on writing essays that in most classes you do.
The participants provided this need, and this was a student resource vital for student success.
Child Care
Learning from previous studies that many Latinas came from single-parent homes.
Several students could not stay on campus because they had responsibilities at home with caring
for a child/children, siblings, or loved ones. Child care was an absolute necessity for adult
students to continue attending higher education. Cantu (2019) explained in his article that even
universities were struggling to offer efficient services that could sustain students from dropping
out. Unfortunately, its child care center was closed in 2012 due to low demand. These duties
could be demanding and time consuming for a woman to fulfill. It was daunting for her to
maintain the home, rear the children, and complete an education. This service was why the
results of the question returned with a few participants who responded in a direct quotation,
including all spelling, punctuation, and grammar as follows:
Participant 6: Child care would play a major role in helping women finish school.
Participant 7: I would say to add a child care center here at the victory location.
Participant 57: The first one could be create any kind of association with the county and
provide childcare services. It is very important for mothers want to be out of the public
assistance and go back to school, to have help to keep their children safe.
These were reasons enough for higher education institutions to find an alternative to cater
to this service for all women. It would be advantageous for everyone involved to work together
on achieving this complex dilemma.
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Academic Advising
Academic advising was one of the first college departments that students visited and
connected with a person face-to-face. This department was crucial to every academic institution
and should have staff who cared to assist every student and directed them to achieve their degree
in the swiftest time possible. First-year college students had elevated attrition rates according to
(Rios, 2017), and the research on the influence of intrusive advising on retention and student
success would substantiate as academic support. Johnson (2017) mentioned that the majority of
the participants approved that having at least one Spanish speaking advisor available on campus
would mitigate many problems directly related to the misperception that was often the gateway
to misunderstanding for Hispanic students on campus. The majority of students enrolled in
community colleges and universities were first-time in college and Hispanic females. These
students did not know how to maneuver their way around the educational system because they
lacked knowledge. Due to this inadequacy, the advisor’s job offered the best advice and direction
for advising the student for on-time program completion. It was resolved that the responsibility
of counselors providing direction and advising Hispanic students was critical for college students
(Vélez, 2018). Participants responded in direct quotation, including all spelling, punctuation, and
grammar as follows:
Participant 3: Actions I believed have helped is talking to your advisor.
Participant 10: …guidance from counselors who are very helpful in providing the tools as
well as the advice.
Participant 23: The number one programs that would support me would be the advising
academy to guide me through my college carreer.
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This statement entailed the right reason for administrators to pay close attention and offer
caring and knowledgeable advisors. These responses presented an affirmation that students
needed to continue visiting with advisors.
Financial Aid
The participants felt it was imperative for support to complete on-time program
completion was financial aid. This study confirmed that a majority of Latinas relied on financial
assistance to continue their educational endeavor. Higher education hindrances for several
students were financial issues (Kang, 2019). It was no secret that most Latinas were povertystricken and did not have the financial resources to pursue a college degree. Out of the 57 million
Hispanics living in the U.S., 19% were living in poverty (U.S. Census Bureau, 2017). Latinas
relied on community colleges and universities to afford them the means of scholarships, grants,
or financial aid for continuation to achieve a degree. Many could not remain in school without
this much-needed support. Participants responded in direct quotation, including all spelling,
punctuation, and grammar as follows:
Participant 21: I believe if I at least got some help from FASFA it would help pay off my
classes without taking out any loans.
Participant 26: financial aid
The continued expansion of Latinas enrollment into higher education institutions would
not diminish the constant funding required to sustain the pace of growth.
Implications for Practice
Based on the findings in this dissertation, the establishment of Women’s Centers in
colleges would provide essential connections for Latinas searching for a resourceful area to
congregate. These centers could offer many resources, staff, specialized courses, and
organizations to enhance their college experience. The centers could also provide qualified
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mentors to guide them through incoming adversities. The institution’s faculty represented should
be diverse, equivalent to the student population. Maas (2019) reported Deborah Santiago
speaking to members of Al Día media that more ethnically receptive professors to assist Latinas
were needed. Latinas could demand to see faculty and staff from their own culture. A Spanish
speaking advisor would assist, especially students with limited English skills, to resolve the
registration difficulties, providing a sense of guidance and acknowledgment that all students seek
(Johnson, 2017).
Included in these centers, advisors could support their direction of courses required to
achieve on-time graduation. Since these are Latinas, employing organizations such as Latin
American Student Organization (LASO), could offer them social integration for school
involvement and making connections. Puente Program could be another organization established
for academic integration, bridging the student through academic development, advanced writing
instruction, mentorship, and leadership. Other options for implications would be to offer
specialized classes such as Mexican American Studies. This option could be an additional form
of opportunity for Latinas to take pride in their heritage. These centers could provide unique
experiences to Latinas who would likely take advantage of the possibilities.
Recommendations for Future Research
The research completed in this dissertation investigated essential real-life situations
causing barriers for many Latinas enrolled in community college campuses across the United
States. Community colleges offered the ideal location for many Latinas who could not afford to
leave their families and gained access to higher education. The support community colleges
would offer to further the education of many Latinas and their families would be essential. If
institutions of higher education truly desired the increased Latino enrollment and attainment
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McGuire reported Deborah Santiago speaking to members of Al Día media forum, then the
institutions need to develop a trusting relationship with the Latino community (2017).
Institutional leaders, in attempting to adequately prepare Hispanics for the American or
international economy would setback their educational successes if they ignored their barriers,
hence leading to continual inadequacies in several aspects of the workforce (Vélez, 2018).
The following recommendations could encourage future research:
1. Examine community college students' recommendations on programs that enhanced ontime program completion.
2. Examine what other support not noted in this study provide a new perspective for on-time
program completion.
3. Explore options for DACA students who faced barriers in achieving financial assistance
for attending a community college.
4. Explore options to engage Latinas into academic and social integration.
5. Examine what resources were available for first-time in college students and their
families, increasing their awareness of the supports available.
6. Explore ways to increase awareness of a systemic program to graduate Latinas.
7. Explore to undertake and educate the high population of Hispanic females facing barriers
but would be ready to join the global market.
8. Explore other community college avenues that supported Latinas that overcame adversity
and barriers to complete a degree.
9. Examine community colleges that implemented supportive resources for retention and
graduation for Latinas.
10. Educate Hispanic parents about the value of higher education.
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These recommendations might seem insignificant to the average person, but they are
significantly crucial to the Latina’s who aspire to achieve academic enrichment and attainment.
Conclusion
The significance of the study presented a real privation for Latina’s pursuing a higher
education degree. The undertaking of educating 60% of Texans by the year 2030 must be
adhered to by educators and administrators in higher education institutions. The research
completed in this study provided information about barriers and supports Latina’s faced in a
community college towards on-time program completion. There were a few barriers that were
referred to by the participants. The supports from the researcher’s point of view seemed like an
obvious choice. Still, the results represented a different outlook and provided valuable insight.
The support items mentioned by the participants in their responses would be a source for
policymakers to acknowledge. If higher education institutions would address the
recommendations presented by these Latinas, more retention and completion rates would
increase, and an educated workforce would be available to be employed. If institutional leaders
provided equality and equity toward Latina’s education, it would replace barriers with
completion rates.
Community colleges would be the first to see many local students who entered their
campuses adjacent to the locality of the students’ homes. Community colleges made a lasting
impression for the retention of the students from the beginning of their academic career to their
completion. As the diverse nation continually expands, and the Hispanic population increases,
community colleges are the instruments by which students of color seek academic and workforce
experiences. Community colleges include opportunities for students by making programs
accessible to them and by persuading them to continue until they complete their degrees or
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workforce certificates. The Texas community college's primary future goal is to educate 60% of
the students' ages 25-34, especially underserved individuals, to at least achieve a certificate or
higher education degree by the year 2030 to change the economy and skilled workforce
(THECB, 2015).
The responses from the participants in this study indicated that eliminating barriers that
impeded their success to on-time program completion influenced the supports they required to
achieve that success. The recommendations they provided helped gain new knowledge for future
research and served as a tool for administrators to implement changes and demand for increased
efforts for student success among Latinas. Academic advisors were the connection most Latinas
depended on and felt were the primary source for them to acquire accurate information to pursue
a degree on a timely basis. Likewise, the support from financial aid was imperative for their
academic achievement and allowed them affordability and opportunities to accomplish
something no one in their family had achieved. The resources a community college furnished
these underserved Latinas was a basic necessity most people take for granted. Community
colleges were the primary source Latina’s encountered as first-time in college students. They
received the necessary skills that enhanced their learning capabilities and prepared them for the
competitive and global world ready to accept them.
In conclusion, as a Latina, as a professional educator, and a first-generation student, this
study afforded me the privilege to research a longing desire to ameliorate an ethnic group’s
hardship of achieving a college degree. It is heartbreaking to grasp the Latinas tribulations of
overcoming barriers that should not exist. The destruction of these barriers requires all of us in
the educational system to stand up and fight for a suitable academic system. We have to do our
due diligence to assist the Latinas to reach their educational attainment. We cannot grasp what
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these Latinas confront daily in their lives unless we have walked in their shoes. So, I end with
this quote from Christian D. Larson (n.d.) for all Latinas, “Believe in yourself and all that you
are. Know that there is something inside you that is greater than any obstacle.”
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APPENDIX A
Barriers to and Supports for On-time Program Completion for Latina Students
Enrolled in Community College Questionnaire
I am requesting your participation in my study, Latina Community College Students’
Perceptions of Barriers to and Supports from On-time Program Completion, which is the topic
of my dissertation for the Doctor of Education Degree in Executive Educational Leadership from
Houston Baptist University.
Your participation in completing this questionnaire is voluntary. The purpose of my study
is to describe Latina community college students’ perceptions regarding barriers to and supports
from on-time program completion. In addition, I will describe Latina community college
students’ perceptions regarding recommendations for supports that may increase student
retention and program completion.
The information collected will be held strictly confidential and no identifiers will be
linked to you. The data collected may be published or presented as a compilation of data from
several respondents. No specific identifiers of participants will appear on any report. Your
participation is greatly appreciated.

Chris D. Treviño, MLA,
Doctoral Student, Cohort 2, Executive Educational Leadership, Houston Baptist
University
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Part I - Demographic Data
Please mark an X for the answers that best describe you:
1. Gender:
____Male
____Female
2. Age:

3. Race:

4. Citizenship Status:

____18-24

____25-30

____31-35

____36-40

____41-45

____46-50

____51-55

____older than 55

____African American (Non-Hispanic)

____American Indian (People of the First Nations

____Asian

____Bi-racial/Multi-racial

____Hispanic

____Latin/Latina

____U.S. Citizen

____Pacific Islander

____Documented Immigrant

____Undocumented Immigrant

5. Years of Community College Attendance: ____1____2____3____4____5____more than 5
6. Have you completed a community college program? ____Yes

____No

If yes, name the program __________________________________
7. Name of program that you are currently enrolled ________________________________________________
7a. Enrolled Face-to-Face ____________ or Online _____________
8. Are you the first in your family to attend college: ____Yes

____No

9. Indicate which of the following are your reasons/goals for attending this college.
Primary Goal

Secondary Goal

Not a Goal

Complete a certificate program

____

____

____

Obtain an associate degree

____

____

____

Transfer to a four-year college or university

____

____

____

Obtain or update job-related skills

____

____

____

Self-improvement/personal enjoyment

____

____

____

Change careers

____

____

____
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10. Parents' level of education.
Father

Mother

Guardian

Attended college but did not complete degree

____

____

____

Completed an associate degree (A.A., A.S., etc.)

____

____

____

Completed a bachelor’s degree (B.A., B.S., etc.)

____

____

____

Completed a master’s degree (M.A, M.Ed., etc.)

____

____

____

Completed a doctoral degree (Ph.D., Ed.D.)

____

____

____

Completed a professional degree (M.D., J.D.,etc.)

____

____

____

Graduated from high school

____

____

____

Completed a GED

____

____

____

Did not finish high school

____

____

____

Part II - Open-ended Questions
Please answer the following questions in as much depth as you feel comfortable. Please use the back of the survey for
additional comments.
11. What barriers to on-time program completion have you encountered while attending community college?
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
12. What supports for on-time program completion have you encountered while attending community college?
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
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13. What actions or programs do you perceive would provide support for your program completion at your
community college?
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
Part III - Concepts of Barriers to and Supports from On-time Program Completion
Using a Likert Scale (1-4), please circle the number that represents how the concepts of barriers to and supports to ontime program completion best describes your community college.
SUPPORT FOR LEARNERS - engagement efforts that capture students from the moment of their first interactions
with campus personnel.
14. I use academic advising/planning services:
1

2

3

often

occasionally

rarely

4
never

15. Academic advising/planning services are:
1
very important

2
somewhat important

3

4

important not important

16. I use career counseling services:
1

2

often

occasionally

3
rarely

4
never

17. Career counseling services are:
1
very important

2
somewhat important

3

4

important not important

18. I use job placement assistance services:
1
often

2
occasionally

3
rarely

4
never

19. Job placement services are:
1
very important

2
somewhat important
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3

4

important not important

20. I use peer or other tutoring services:
1

2

often

occasionally

3
rarely

4
never

21. Peer or other tutoring services are:
1
very important

2
somewhat important

3

4

important not important

22. I use skill labs (writing, math, etc.) services:
1

2

3

often

occasionally

rarely

4
never

23. Skill labs (writing, math, etc.) services are:
1
very important

2
somewhat important

3

4

important not important

24. I use child care services:
1

2

3

often

occasionally

rarely

4
never

25. Child care services are:
1
very important

2
somewhat important

3

4

important not important

26. I use financial aid advising services:
1

2

3

often

occasionally

rarely

4
never

27. Financial aid advising services are:
1
very important

2
somewhat important

3

4

important not important

28. I use computer lab services:
1

2

3

often

occasionally

rarely
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4
never

29. Computer lab services are:
1
very important

2

3

somewhat important

4

important not important

30. I use student organization services:
1

2

3

4

often

occasionally

rarely

never

31. Student organization services are:
1
very important

2

3

somewhat important

4

important not important

32. Use this space to explain any of the responses in this section that you feel are very important.

______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
COMPETING PRIORITIES - commitments to work and family which limits time spent on campus.
33. I am enrolled in community college classes fulltime.
1
2
3
4
strongly agree

agree

disagree

2

3

agree

disagree

2

3

agree

disagree

strongly disagree

34. I am enrolled in community college classes part-time.
1
strongly agree

4
strongly disagree

35. I work less than 20 hours per week while attending classes.
1
strongly agree
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4
strongly disagree

36. I work more than 20 hours per week while attending classes.
1
strongly agree

2

3

agree

disagree

2

3

agree

disagree

4
strongly disagree

37. I work 40 hours per week while attending classes.
1
strongly agree

4
strongly disagree

38. I spend less than 11 hours per week caring for dependents while attending classes.
1
strongly agree

2

3

agree

disagree

2

3

agree

disagree

4
strongly disagree

39. I spend 11 or more per week caring for dependents while attending classes.
1
strongly agree

4
strongly disagree

40. Use this space to explain any of the responses in this section that you feel are very important.
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
COMMUNITY COLLEGE FACULTY - students' perceptions of intellectual and personal traits of community
college faculty.
41. Professors in my classes are knowledgeable.
1
strongly agree

2

3

agree

disagree

4
strongly disagree

42. Professors in my classes employ instructional strategies which match my learning style.
1
strongly agree
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2

3

agree

disagree

4
strongly disagree

43. Professors in my classes are sympathetic regarding students' academic and personal needs.
1
strongly agree

2

3

agree

disagree

2

3

agree

disagree

2

3

agree

disagree

2

3

agree

disagree

2

3

agree

disagree

2

3

agree

disagree

2

3

agree

disagree

2

3

agree

disagree

2

3

agree

disagree

4
strongly disagree

44. Professors in my classes exhibit strong communication skills.
1
strongly agree

4
strongly disagree

45. Professors in my classes are flexible.
1
strongly agree

4
strongly disagree

46. Professors in my classes are organized.
1
strongly agree

4
strongly disagree

47. Professors in my classes exhibit strong communication skills.
1
strongly agree

4
strongly disagree

48. Professors in my classes exhibit positive attitudes.
1
strongly agree

4
strongly disagree

49. Professors in my classes are fair.
1
strongly agree

4
strongly disagree

50. Professors in my classes are respectful.
1
strongly agree

4
strongly disagree

51. Professors in my classes mentor students.
1
strongly agree
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4
strongly disagree

52. Use this space to explain any of the responses in this section that you feel are very important.

______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
ACADEMIC CHALLENGE - high academic expectations for students.
53. I am encouraged to put together ideas or concepts from different courses when completing assignments or during
class discussion.
1
2
3
4
strongly agree

agree

disagree

strongly disagree

54. I am encouraged to include diverse perspectives (different races, religions, genders, etc.) in class discussions or
assignments.
1
strongly agree

2

3

agree

disagree

4
strongly disagree

55. I am encouraged to examine the strengths and weaknesses of my own views on a topic or issue.
1
strongly agree

2

3

agree

disagree

4
strongly disagree

56. I am encouraged to try to better understand someone else's views by imagining how an issue looks from others'
perspectives.
1
strongly agree

2

3

agree

disagree

2

3

agree

disagree

4
strongly disagree

57. I learned something that changed my viewpoint about an issue or concept.
1
strongly agree

4
strongly disagree

58. I am encouraged to analyze the basic elements of an idea, theory, or experience.
1
strongly agree
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2

3

agree

disagree

4
strongly disagree

59. I am encouraged to synthesize and organize ideas, information, or experiences in new ways.
1
strongly agree

2

3

agree

disagree

4
strongly disagree

60. I am encouraged to make judgments about the value or soundness of information, arguments, or methods.
1
strongly agree

2

3

agree

disagree

4
strongly disagree

61. I am encouraged to apply theories or concepts to practical problems or in new situations.
1
strongly agree

2

3

agree

disagree

4
strongly disagree

62. I am encouraged to use information I have read or heard to perform a new skill.
1
strongly agree

2

3

agree

disagree

4
strongly disagree

63. Use this space to explain any of the responses in this section that you feel are very important.

______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________

Thank you for participating in this study. Please note that the return of this survey signifies informed consent on the
part of the respondent.
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Appendix B
Houston Baptist University
Department of Educational Leadership
College of Education
ADULT SUBJECT CONSENT FORM
Primary Investigator: Chris D. Treviño
Email: trevinocd1@hbu.edu
Student Researcher(s):
Title of Project: LATINA COMMUNITY COLLEGE STUDENTS’ PERCEPTIONS OF
BARRIERS TO AND SUPPORTS FOR ON-TIME PROGRAM COMPLETION
I acknowledge that on (date), I was informed by (name) of (institution or department) of
a project having to do with the following:
I am fully aware of the nature and extent of my participation in this project and the
possible risks involved or arising from it. I understand that I may withdraw my participation in
this project at any time without prejudice or penalty of any kind. I hereby agree to participate in
the project.
Printed name: ____________________________________________________________
Signature:
_______________________________________________________________________
Address: ________________________________________________________________
Date: _____________________
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APPENDIX C
COLLABORATIVE INSTITUTIONAL TRAINING INITIATIVE CERTIFICATE
(CITI)
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APPENDIX D
LETTER OF PERMISSION TO USE SURVEY INSTRUMENT
BY JENNIFER EDWARDS
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APPENDIX E
LETTER OF PERMISSION TO USE SURVEY INSTRUMENT AND THEORETICAL
FRAMEWORK BY ABEL DAVILA
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APPENDIX F
ADDITIONAL RESPONSES ON SUPPORT FOR LEARNERS
Participant 2: “I feel like one of the most important resource are computer lab services. Most of
my HW is online as well as my books. Not many students have computers.”
Participant 4: “Childcare is really important to be provided in colleges to help parents have the
opportunity to get a degree.
Participant 6: “Childcare is really important to be provided in colleges to help parents have the
opportunity to get a degree.”
Participant 8: “Academic advising & Career Counseling are really important to map and plan out
college classes. Tutoring is important because it helps students to improve themselves, with extra
practice hours. Financial is important because it helps the student know how much finacial help
will receive to see their final cost debt. Computer labs are super important because all work from
classes are turned in by electrocial device, so if you don't have a computer this is a big help.
Participant 11: “I feel like computer lab services is really important becasue a lot of people don't
have the computers at home & to finish homework you mostly need a computer.”
Participant 16: “Financial aid services are important because it helps studens understand what
financial aid helps with and what the benefits are.
Participant 17: “I feel like having financial aid as a student helps so much. A lot of people cant
afford to pay for there classes but being given financial aid helps the students so much. And it
makes the students want to try and do good in school, because education is everything.”
Participant 20: “Since I am home with my kids, they take up most of my time. My husband
works a lot so a lot of the child care falls on me. I am only enrolled part-time since I feel like a
full load might be a little overwhelming for both me and the kids.”
Participant 21: “The reason I feel that chid care services are important is because I would not
have anyone to help me with my daughter while I attend class. Financial aid is important to me
becasue I struggle keeping up with paying bills, incusrnace, school, and day care fees.”
Participant 22: “Using the free help the school's offer such as, tutoring, counsling and learning
labs are very important because the school provides them for students to succeed and have less
barriers. Financial aid is also very improtant because it's extra help you can use if you don't have
enough to pay for school.”
Participant 23: “The most important source that I use very often it's the Academic Advising
because it's where they help me plan my schedule to finish my carreer faster.”
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Participant 25: “Tutoring is very important to get extra support on matters that a student might
not understand.”
Participant 26: “I think financial aid is very important becasue it helps alot for students to get a
work study or getting to save money for clases.”
Participant 27: “Child care services help gorwing mothers a lot with their studying. Computer
labs help kids who don't have the money to own or have a laptop. Financial aid is just something
blessed to have.”
Participant 28: “I think that tutoring, advising is very important becasue I feel that it is
neccessary to be succesful in college and its a great guide.”
Participant 29: “What I think is very important is financia aid, academic advising, and career
counseling because those are the resources that can help the students.”
Participant 31: “Resources such as skill labs, child care services, finicial aid services, and
computer lab services are very important for students. With these resources, students are able to
access easier methods for studying and learning about the college process.”
Participant 32: “Financial aid mainly has helped me being that I couldn't be able to afford
without.”
Participant 33: “Financial aid mainly has helped me being that I couldn't be able to afford
without.”
Participant 34: “computer services because they allow you to complete your work. Childcare
becasue it allows you to continue your education.”
Participant 35: “I think academic planning/advising are very important to students. It let you see
a propective in what are you going to do in the future.”
Participant 36: “I thing financial aid is really important, I can use any money will help for child
care. The advisor has been important for me, they explain better the way I can schedule my
classes.”
Participant 38: “I feel that financail and academic advising are very important.”
Participant 39: “Counseling services, tutoring services, child care, and financial aid services are
very important. All the services are very important when are working together. Without one of
these, the students cannot going to reach to the sucess.”
Participant 42: “As a mother, child care services are very important to me. B/c I know that I have
somewhere to drop my son while I study w/o having to worry about wether or not he is ok.
Financial aid is also a big help for me b/c it covers the cost of my school & what I work for I can
bring on providing for my son.”
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Participant 43: “Financial aid services are very important because it can help others who are
financially not stable, still go to school and get a carreer.”
Participant 44: “I believe academic advising, financial aid and computer lab services are the most
important. An individual needs to be sure what degree or career fits them, they need to know
about scholarships or grants in case they can't afford school. Computer are always necessary in
school.”
Participant 45: “Financial aid is really important as well as computer labs.”
Participant 48: “Using services like financial aid advising is vital to be able to pay for college.”
Participant 50: “What I feel that are very important is academic advising, tutoring services,
financial aid and computer lab services because they are resources we often need.”
Participant 52: “I think computer lab services and library are very important, maybe we need a
big space for it.”
Participant 55: “Tutoring and career counseling. One helpls you to pass your classes the other
gives you a better life.”
Participant 56: “The peer tutoring is very important because many studetns use it before and after
class which in my personal experience I love it becasue many time I didn't feel comfortable
asking the teacher, the tutors help me alot.”
Participant 57: “Well I had no printer or other services providing by the computer lab. Child care
it is crucial for a mother trying to compleate her education. Unfortunatelly most of colleges
campus did not have this service. Advisers and Financial SErvices are very important cause they
are the diference between to continue persued our dreams or just keep going in a zigzag way
going no where.”
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APPENDIX G
ADDITIONAL RESPONSES ON COMPETING PRIORITIES
Participant 2: “Its very important to manage work with your class work.”
Participant 4: “It is important to have a balanced time between work and extra things that you
may have while going through college. Because sometimes it is required to have extra time to
study a specific material so you will not be behind.”
Participant 8: “Being a full time student, gives you alot of work, making it difficult to balance
life priorities & college.
Participant 11: “I feel like there's a certain amount of hours that students should work if they're
full time studetns, they'll get stressed & probably drop classes.”
Participant 16: “Working 20 hours a week and enrolled into college as fullt ime student is very
difficult but with managing time and being organized helps alot.”
Participant 19: “To balance work hours and school hours can be doable with the right tools.”
Participant 20: “Since I am home with my kids, they take up most of my time. My husband
works a lot so a lot of the child care falls on me. I am only enrolled part-time since I feel like a
full load might be a little overwhelming for both me and the kids.”
Participant 21: “Working more than 20 hrs is important to me because I need the money to pay
my bills, insurance, classes and daycare fees. Spending more than 11 hours a week with my
daugher is crucial. I'm currently the only parent in her life.”
Participant 22: “My mom work night shifts since 2007 right after she had my little sister, and my
father was not living with us, so I grew up having to care for her. I still care for her, I try to help
my mother as much as possible.”
Participant 23: “I believe that the less you work the more you focus in school and the faster you
finish with your college experience.”
Participant 25: “Being a full time student its like an extra job and can sometimes become
stressful.”
Participant 27: “I work at a restaurant for 35-40 hrs a week.”
Participant 29: “I think that it important to have time to work on your class work.”
Participant 31: “I am enrolled as a full-time student which is very important because I need to
divide or manage time within an effective manner.”
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Participant 32: “Part time classes help being hat I still have to work in order to support myself.”
Participant 33: “enrolled in community college classes part-time work more than 20 hours per
week.”
Participant 35: “I think whats important is to attend college ful time that way you can be
finished.”
Participant 36: “It is important for me to be enrolled full time. I have a family, I am making the
sacrify sleeping late to study and waking up early to start my day. I get up at 5 am and sleep at
12pm. Therefore, I want to take this opportunity that my family is giving me by helping me in
anyway they can.”
Participant 39: “Enrolled in community college while working in a part time or full time is very
hard. However, is very very important to do both a the same time.
Participant 42: “I can not enroll to school full time b/c I only make so much $ a month to pay for
daycare and tuition.
Participant 43: “I am enrolled in acommunity college full-time to finish school and get my
degree faster.”
Participant 44: “If a student is in school they shouldn't over work.”
Participant 45: “Going to school part time and part time work.”
Participant 46: “I work a little more than 20 hours a week to cover my every day to day needs.”
Participant 50: “Enrolling in community college classes full-time working reasonable hours and
caring for dependents is important.”
Participant 51: “They are all very important because they help balance out one's shool life with
personal ife.”
Participant 52: “I think a student who has to take care of her/his family should not have many
hours and who also works. I work 35 hours per week, and I sometimes feel really tired with full
time but the good thing is that I have no kids.”
Participant 55: “Being able to work with my job schedule or to find a job that will work with my
school schedule.”
Participant 56: “I am a mother of 4 and a wife of a blind amn, so as you see sometimes is very
complicated to compleate assignments or handle a full time curriculum. But I always bealive
there is always a way, even if you have to take some of those hours from you sleep time and
finish homework or compleate assignments. Everything is possible if you work hard.”
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APPENDIX H
ADDITIONAL RESPONSES ON INTELLECTUAL AND PERSONAL TRAITS OF
COMMUNITY COLLEGE FACULTY
Participant 2: “If you have a good relationship with your teachers, it will help you and I feel like
thats very important.
Participant 4: “Professor need good communication with students because it will prevent any
misunderstanding about class material as well outside of school. Sometimes their events in our
lives that we cannot stop them from happening and without good communicatin professors will
not know what is happening. It will stop them from happening and without good communication
professors will not know what is happening. It will stop them from helping you in any form that
they can.”
Participant 5: “That if the professors are helping everyway that I don't understand they help me
understand it.”
Participant 8: “All of my college teachers are really nice & share import information with the
students. They show that they care, and listen to their students. They interact with their students
and guide them through their course.”
Participant 11: “I really like how lately all of my professor are really nice & care for our neess
when in times of personal or academic help.”
Participant 12: “Everybody learns differently, others have too many problems at home and
sometimes professors forget that.”
Participant 16: “Professors are sympatheic and understands students needs because with this it is
all about communication with your pforessor and explain to them what is going on in your life.”
Participant 17: “I feel like the professors here have a lot of knowledge. And leave us student's
with a lot of information.”
Participant 19: “Having professor to communicate and being able to meet with is as well helpful.
Especially with online classes. Being able to meet occasionally and touch bases on assignments
helps a students confidence and understanding of assignments.”
Participant 20: “i have had a great experience at Lonestar all the years I have attended. All of my
proffesors have been very understanding and incredibly knowlegble.I guess that's why I have
such a hard time making the leap to apply to a bigger university.”
Participant 21: “Most of the professors I have had at lonestar college have been helpful when
needed and I've like I can come to them with questions.”
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Participant 23: “When the professors are understandable things get easier and make the
classes/students to open up and participate in class.”
Participant 25: “Good and understanding professors are awesome they truly make a change in the
students life. When they make activities/labs they make class easier.”
Participant 28: “I feel like it is important that professors are understanding of a students life.
They could have kids with disability and have alot of doctors appointments and aren't able to
juggle school althoug they want to. Sometimes they are the breadwinners of the household and
have to work 40+ hours a week. Also be very patient becasue school is to learn it doesn't mean
that you automatically know something.”
Participant 29: “I think it's important to have professor try to match the studetns learning. My
proffesors are very flexible but some are not but it always important to have a good grades in our
classes.”
Participant 30: “The following section is very important because there's a reason why the student
is enrolled in clases b/c they're motivated, and the professors Ive had, should empathy and are
very understanding.”
Participant 31: “Professors are well-rounded and provide students with sufficient information at
lectures. In addition, they encourage students to seek help and express positive attitudes.
Participant 32: “The professors understand that not everybody can just focus on school so they
provide reasonalbe amounts of work. Sometime I feel they don't realize we don't always
understand the books explination so rather than saying "read the book" they should just help
explain.
Participant 33: “Professors in my class are knowledgeable, flexible, organized, fair, respectful,
and have positive attitudes.”
Participant 35: “It's very important that teachers knowladge studetns way to learn.”
Participant 36: “My proffesor had been very helpful. They explain me things well. I do not have
any complains.”
Participant 39: “I think is fundamental a good attitude of the professors. When you are student
need that someone encourage you to be better. I think a good professor is who teach you in your
learning style.”
Participant 40: “I'ts important from the responses in this section because it shows that the
professors that I have are doing a good job, they are very helplful, and are accomodating and
caring if you need something.”
Participant 43: “Professors in my classroom are very respectful and always have a postive
attitude towards u. Also, the way they teach is very great.”
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Participant 44: “I think everything in this particular section is important, since it has everything
to do with students encountering with professors and their school work.”
Participant 45: “Professors being flexible with the students.”
Participant 46: “My professor are very flexible and understanding.”
Participant 50: “Everything is important because the teachers matter a lot in a students learning
environment, they should put some effort in teaching.”
Participant 51: “These are all important because they show how skilled a professor is and
whether or not they're doing a good job and helping others succeed.”
Participant 52: “Lone Star has great teachers.”
Participant 53: “The professors at Lonestar college are very caring to their students.”
Participant 54: “The teaching style of are of my teachers are great. But we might need to be
taught a few more strategies for our learning style become easier.”
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APPENDIX I
ADDITIONAL RESPONSES ON ACADEMIC CHALLENGE
Participant 4: “It helps because sometimes the new skill or concepts may help fix any situation
that we may encounter, which before we might not had an idea how to fix it.”
Participant 5: “That is imporant to get other point of view. To see in a bigger perseptive.”
Participant 8: “For all of my classes I've had assignment that forced me to step out of comfort
zone and at the end of the assignment helped me see things differently. I have grown more
intellectually, and confidently. I interact more & this will help me when I have an interview or
job.”
Participant 11: when youre in class discussions I believe that you should be able to think about
every other religion, race, & gender.”
Participant 16: “It is important to put together ideas and cocepts from different courses.”
Participant 17: “I feel like when it comes to learning there is no limit. We can open our meinds
and learn NB w ting everyday. We just have to be willing to try and do it. And we all learn from
our ...”
Participant 19: “Given the opportunity to learn new skills can help growth in life. As well as to
see opportunities from different views.”
Participant 20: “I always enjoy learning new things. I think as a person, specially as a parent you
have to have different views on the world. It's incredible what you learn about other cultures
when you just open yourself up to the idea. I appreciate this class because it makes me proud of
my heritage.”
Participant 21: “I think it is always important to keep an open mind when learning new things.
I'm always willing to look at things from different perspecitves in order to understand them
better.”
Participant 22: “I am highly encouraged to participate, analyze, judge in a productive peer review
way. It is for practice and help.”
Participant 23: “There's a lot of new things that we practice/learn in class that we aren't going to
be taught at any other palce other than school.”
Participant 25: “I'm able to put myself in others shoes therefor understand them better. I also
apply what I learn in previous classes into other classes.”
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Participant 28: “It is important to learn about others and never look down on them because they
are different than you! Also to learn about yourself more and use that for other things in your
life.”
Participant 30: “One of the following responses are very important to me because it gives me an
understanding of how the situation has to be handled.”
Participant 31: “Professors encourage student to apply and connect different lectures, theories
and concepts in order for students to explore new methods of understandings.”
Participant 35: “ It's very important to examine the strenghts and weaknesses of my own views.”
Participant 36: “There is so many resorces in campus that can be use for aid for the classes. I
learn something new everyday by navigating the college website and by my proffessor pointing
out some of the help I can get from the college website.”
Participant 39: “I think one of the most important things are share your ideas to other people.
Also, understand, hear and respect the ideas of others.”
Participant 40: “In one of the responses it had made a statement saying that " I encourage to
examine my strenghts and weaknesses of my own view points", I had put I strongly agree just
becasue I have learned for me of my strengths and weaknesses in some aspects when it comes to
different view points, so is important because you are learning more about yourself.”
Participant 43: “I am encourage to use information I have read or heard to perform a new skill.”
Participant 44: “Including diverse perspectives are important because you have to be aware & be
open minded of others beliefs and cultures.”
Participant 45: “Encourage yourself to learn and know more skills.”
Participant 46: “My teachers are good at showing us to view others point of view.”
Participant 51: “They are all important because they help us expand our knowledge and improve
interactions with others.”
Participant 53: “Thinking and reasoning play a big part in class discussions. We're always
encouraged to state our opinions and listen to others.”
Participant 54: “They all are because it allows and helps you to see the world, life itself in a new
exciting way that fills your heart and mind with wisdom.”
Participant 56: “Its easy to show our own prospective but, sometimes we need to see other point
of views. Also putting new ideas into school project can inhance one's knowledge and seeing
things and learning new ideas.”
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Participants 57: “All those good profesors are always educated and help us to understand others
customs and believes. Educate instead of judge and obtain the knowledge before to open our
mouth and spread ignorance.”
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APPENDIX J
OPEN-ENDED QUESTION ONE
Participant 2: “Most of my barriers come from family situations that occur. Their is allways
something new going on.”
Participant 3: “Barriers I have encountered mostly had to deal with my mental health. Such as
having the motivation to continue higher education. Especially being the first in my family. It
has been a lot of pressure.”
Participant 4: “One of my barriers was time. I had to work and manage myself to be a wife at the
same time being in college.”
Participant 5: “Having family issues as well work issues.”
Participant 6: “Having another child. Having to balance work and school, that's why I have taken
longer to graduate.”
Participant 7: “One barrier I've encountered was balancing out schoolwork and work.
Participant 8: “To finish all assignments on time & to get to class on time. Also because I'm used
to paper assignment, I forget to check my email for homework is making me stressed about
finishing assignment before due dates.”
Participant 9: “I guess you can say? time, have positive attitude.”
Participant 12: “My mom can no longer work, so I help my dad pay the bill. Since I am a DACA
student financial aid is not really a choice. I have to pay my books, tuition, supplies out of
pocket.”
Participant 13: “The main barrier that I have encountered would be money. I pay out of pocket
for all of my classes, books etc. & at times it can be a lot especially when I cover all of my other
personal expenses.”
Participant 15: “working full-time, all homeworks from classes piles up together and causes
stress.”
Participant 17: “While attending class and working at Lone STar it is a strugle, but I make it
work but it does get stressful at time.”
Participant 19: “Being a single mom and having to balance work, school, and mom life alone.
My parents did not attend college or anybody in my family so I have no college background to
get advice from.”
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Participant 20: “Not having the proper resources or knowledge in the American College system.
Financial strains. Having a family and not having enough time to complete a degree.”
Participant 21: “While attending community college, I have encountered trouble with paying the
classes on my own and knowing what steps to take.”
Participant 22: “Not having enough money. Not qualifying for financial aid. Having a full time
job.”
Participant 26: “My barriers is time management, I choose to procastinate most of the time.”
Participant 27: “Time management might be only problem because I procrasinate to much and
my communication skills.”
Participant 30: “Personal issues/job”
Participants 31: “Personal issues such as depression and anxiety act as barriers to fulfill potential
in academic life. In regards to advisors, sometimes meetings are delayed or they are not
organized. This causes anxiety and prevents me to talk or ask for advice.”
Participant 33: “Time management”
Participant 34: “Time management - I often find myself with little or no time to take more
classes.”
Participant 35: “Financial aid”
Participant 38: “The barriers I have encountered are that are keeping up with work and maintaing
good grades.”
Participant 40: “One of the barriers that I have had was tuitions due to the fact that I didn't
qualify for financial aid, but for loans and that wasn't someting I wanted to do for community
college. Anotehr one was being able to balance out my school work and job just becasue it is my
1st semester.”
Participant 41: “I have encountered with financial problems”
Participant 42: “Financial, lack of family support”
Participant 47: “Not being able to balance school and work.”
Participant 50: “Having to work and attend college at the same time.”
Participant 51: “A barrier of mine has been not having enough money.”
Participant 53: “Barriers I encountered is just handeling work and school, the hours in wich I
attend.”
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Participant 54: “In my first year of attending community college was a very pleasant experience.
By far the only barriers I have encountered a great amount of pressure in my responsibilities as a
student. As the amount of assignments rise in my courses im taking. I find myself very stressed.
But I am confident that I will go through it.”
Participant 55: “FAFSA”
Participant 56: “I had to travel fro a couple of reasons and also had to work while trying to finish
school.”
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APPENDIX K
OPEN-ENDED QUESTION TWO
Participant 2: “The support from my advisers and some of my teachers as well as the people I
surround myself with really help me.”
Participant 6: “Child care being available so I can attend college. Also a scholarship being
awarded to help pay for school.”
Participant 7: “Supports I've encountered was tutoring and administrators that actually want to
help.”
Participant 9: “I can help from tutors, teachers, work with friends.”
Participant 10: “I have benefited by speaking with college advisors, student staff as well from
help from the campus CIS who bring a variety of benefits for students who are struggling.”
Participant 13: “The main support would be the academic advising. It always helps me to try and
stay on track with my classes.”
Participant 17: “I feel like my friends and family make me feel better while I have everything
going on. It means a lot to me to have my family with me.”
Participant 19: “I do have support of my grandparents to assist with my children while I attend
school.”
Participant 20: “My husband is very understanding my passion to finish my degree. Attending
regular canceling at the college to keep myself motivated to finish.”
Participant 21: “The first couple of years attending community college I recieved fasfa.”
Participant 25: “The center for leadership, Academic and student success has always been a great
support in everyting: Scholarships, advicing and building relationships.”
Participant 26: “I have supports from academic advisors and proffesors.”
Participant 28: “I have tutoring that I have available in all of the campuses I've attend to. They
also have alot of programs to choose from.”
Participant 29: “The supports that I have received for on-time program completion is my
professors/instructors, my advisors and also my family they have supported me through
everything.”
Participant 31: “Professors are willing to guide me and push me further in my academics and
personal skills.”
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Participant 32: “Supports from family and friends.”
Participant 33: “support from family and friends”
Participant 34: “family support and friends.”
Participant 35: “My family is very supportive.”
Participant 36: “I used advising for my classes.”
Participant 38: “The supports I have encountered are that all my professor are always there to
help me also my family supports me a lot.”
Participant 39: “Counseling services, Community college programs, student life.”
Participant 40: “The supports that I have encountered was the advisors here they have helped me
out and guided me to take the right classes. As well the teachers that I have been good at when it
comes to the work that needs to get done.”
Participant 41: “Counseling assistance.”
Participant 42: “Financial aid, scholarships, campus assistance, have supported me for on-time
program completion. Easy access to internet computer libraries, book, etc.”
Participant 43: “Financial aid”
Participant 45: “A support that I had while attending a community college will be the suport of
my family.”
Participant 46: “I found coming to Victory is the best thing I did. My teacehrs really take our
weakness and help us inprove it.”
Participant 47: “Friends who have already started college help me to stay on track.”
Participant 48: “My family has been the biggest support to complete college. They've always
wanted what's best for me and since they never even finished college or high school they want
me to.”
Participant 49: “I have my family support and the faculty in campus all ways support me.”
Participant 50: “My family is a big support because they encourage me to go to school and also
the communities in schools program show us support in case we face difficulties.”
Participant 52: “My teachers support and fanancial aid.”
Participant 55: “Great professors and councilors.”
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Participant 56: “My parents and my church have encaraged me to continue my studies.”
Participant 57: “Financial aid services, Mrs. Pricila Valenzuela took me all the way thru my two
years college and help me or direct me to be part of the studywork project.”
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APPENDIX L
OPEN-ENDED QUESTION THREE
Participant 3: “Actions I believed have helped is talking to your advisor. Also using the resources
provided on campus.”
Participant 5: “Being in TRIO as well going to tutorials.”
Participant 6: “Child care would play a major role in helping women finish school.”
Participant 7: “I would say to add a child care center here at the victory location. Not only that
but I would like to see a dance team here as well.”
Participant 8: “EDUC is a program that will help me because it showed me all of what LSCVictory had to offer. All the student resources, and great tips to manage our college classes.”
Participant 10: “Support programs that will contribute to a completion in a degree program can
be related to fair programs that inform necessary requirements; as well as guidance from
counselors who are very helpful in providing the tools as well as the advice.”
Participant 15: “counseling”
Participant 20: “It has to start with high school. Sometimes immigrant parents don't know what
resources are out there due to language barriers. More hands on counceling for students who
have no idea how college works or how to pay for it.”
Participant 21: “I believe if I at least got some help from fasfa it would help pay off my classes
without taking out any loans.”
Participant 22: “More groups/programs that are dedicated to help low income families. Also,
more programs in school that provide jobs for students attending their school.”
Participant 23: “The number one programs that would support me would be the advising
academy to guide me through my college carreer.”
Participant 26: “financial aid, and class”
Participant 28: “I think that more on hands programs. Better advising office that actually care
and have more knowledge.”
Participant 32: “Tutoring if needed.”
Participant 35: “I think better advising.”
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Participant 36: “Advisor, I always visit this area to make sure I am going the right pad for my
classes.”
Participant 37: “Better academic advisors. Mentors, and advisor who sticks with you until you
graduate like in universities.”
Participant 40: “The programs or actions I would take is to be more involved at the college. As
well going to tutoring would be a good program for me just so if you need help on writing essays
that in most classes you do.”
Participant 44: “Economics, money-saving/financing programs would support my courses for my
degree.”
Participant 48: “Im going to seek advising when needed and finish all of my classwork and do
my best to keep my grades up.”
Participant 57: “The first one could be create any kind of association with the county and provide
childcare services. It is very important for mothers which wand to be out of the public assistance
and go back to school, to have help to keep their children safe.”
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