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Abstract
of
COMMUNITY COLLEGE PUENTE’S INFLUENCE ON CALIFORNIA’S
MEXICAN-AMERICAN STUDENTS:
COUNTERING THE STATISTICS
by

Miguel P. Molina

Using a social justice and equity perspective, this qualitative research study
focused on the California community college Puente project as a best practice and its
influence’s related to transfer for Mexican-American students. The Puente project
founded in 1981 by Patricia McGrath and Felix Galaviz is a three-component
intervention consisting of writing, counseling, and mentoring. The two-semester long
Puente program, supplemented by concurrent enrollments in career and transfer courses
uses Latino cultural literature as class readings, as well as a team of Latino role models to
help students persist and transfer. Puente programs are provided in 62 out of 112
California community colleges (CCC) (Puente, 2013). A policy report indicated that over
a million future jobs with a minimum of a bachelor’s degree will need to be filled in
California (Johnson & Sengupta, 2009). This fact, coupled with a forecasted demographic
growth that the Latino population will reach 43% by the year 2025 (Johnson & Sengupta,
2009). These predictions are magnified by the majority of Latino high school graduates
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choosing to enter community college as their first choice of a higher education pathway
at 69.4% (College Campaign for Opportunity, 2013). Latinos are the ethnic majority at
38.9% in California community colleges in 2014 (CCLC, 2014). The crisis is that Latinos
are also among the lowest academic performers in key milestones for transfer and degree
completion success (Moore & Shulock, 2010). The research on Puente provided a best
practice needed to aid in CCC reform to help Latinos persist, transfer and complete their
degrees.
The purpose of this research was that it studied how the Puente project influenced
Mexican-American students in their acquisition of “college capital” used to persist in
community college, successfully transfer to a four-year university, and complete their
bachelors’ degrees. The study further researched how Puente helped Mexican-American
students to both balance and navigate between the cultural crossroads of two worlds: the
academic world and their home communities. The research used theoretical frameworks
of critical race theory (CRT) (Delgado & Stefancic, 2012) and Latino critical race theory
(LatCrit) (Solórzano & Delgado Bernal, 2001), funds of knowledge (Moll, Amanti, Neff
& González, 1992), and community cultural wealths (Yosso, 2005). This unique research
study provided Mexican-American students who were success stories and had completed
the year-long Puente program, transferred to a four-year university and earned their
bachelor’s degrees. This research was unique because for every 100 Mexican-Americans
entering schooling only 8 reached the level of a bachelor’s degree completion (Yosso &
Solórzano, 2006). A phenomenological method of one to one interviews was utilized so
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that this research could provide reflective narratives of six Mexican-American Puente
project alumni. The students were from a diverse urban, metropolitan community college
in the Sacramento, California area. The findings from the research showed how the
Puente program through its comprehensive services served as an entry point for campus
resources and services. Puente also provided Latino role models, cultural pedagogy, a
home/family setting, high standards for writing, road maps for transfer and degree
requirements, and an element of care for these participants. Another layer of findings
showed how the Puente interviewees brought with them to the community college
experience inner motivations fueled by lifelong messages from their parents and funds of
knowledge (Moll, Amanti, Neff & González, 1992).
Puente, by capitalizing on these two layers, structured a schooling environment
that promoted cultural validation and a sense of belonging (Rendón, 2000). This
structuring helped the Puente students to become empowered and persist, while gaining
the self-confidence and motivations (college capital) to transfer and complete their
bachelor’s degrees. These findings resulted in the researcher’s creation of a college
capital model, and policy and recommendations regarding individual, institutional and
future research were included.
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Chapter 1
INTRODUCTION

How will the next generation of educators committed to equity and social justice
improve the community college transfer readiness of Chicano/Mexican-American
students that are part of a historic demographic shift in California? To address such a
challenge, this study sought out community college best practice programs that serve
Chicano/Mexican-Americans, which led to Puente in California. Over 33 years, Puente
helped participants transfer to four-year universities (Puente, 2013). Presently, Puente
serves 62 out of 112 California community colleges (Puente, 2013). This study
investigates how the Puente project has influenced the higher education trajectory of
Chicano/Mexican-American participants aiming to transfer to four-year universities.

The Bridge of Community College Transfer – Puente
Puente is a California community college multi-faceted intervention founded in
1981 to help Chicano/Mexican-American students complete community college and
transfer to four-year universities (McGrath and Galaviz, 1996, p. 27). In English Puente
means “bridge”. Its individual letters are not an acronym. Puente is a metaphor (Bolman
& Deal, 2008) symbolizing a bridge between educational systems: community colleges,
four-year universities, and high schools (McGrath and Galaviz, 1996, p. 27). Puente
consists of two strands: a community college program and a high school program. The
program has aided well over 400,000 high school and community college underserved

2
Chicano/Mexican-American students (Puente, 2013). This study focuses solely on the
community college strand and, in the spirit of the Puente founders, it is rooted in an
equity and social justice perspective, focusing on the community college experiences of
Chicano/Mexican-Americans and their readiness to transfer to four-year universities
(McGrath & Galaviz, 1996, p. 27). Chapter 2 provides more detail and background
information about the Puente project community college strand through a review of the
literature. Puente may be considered a timely intervention as California begins to
experience a predicted historic demographic shift both in its overall population and
schooling systems.

Interchangeable Use of Labels to Identify this Diverse Population
For this study, the researcher uses the population labels of Chicano/MexicanAmericans, Latinos and Hispanics interchangeably. An explanation for the use of
interchangeable population terms is provided in the operational definitions section found
in Chapter 1.

California’s Growing Latino Population
From a human resources perspective (Bolman & Deal, 2008), Latinos have long
been the center of a predicted ethnic population growth and shift in California (Callan,
2009; Douglass, 2010; Gándara & Contreras, 2009; Geiser & Atkinson, 2010; Johnson &
Sengupta, 2009; Moore & Shulock, 2010; Sengupta & Jepsen, 2006). For example, the
Public Policy Institute of California (PPIC) had predicted that Latinos, who in 2006 were
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one third of California’s population, would increase to 43% of California’s population by
the year 2025 (Johnson & Sengupta, 2009, p. 7). An early indicator that such a forecast
was getting closer to reality is noted in Table 1.1, where the 2012 Latino population
increased to 38.2%, just below the white population of 39.2 % (Pew Research Center,
2013; The Campaign for College Opportunity, 2013).

Table 1.1
California’s Population by Ethnicity
Ethnicity

Percentage

White

39.2%

Latino

38.2%

Asian

13.3%

Black

5.7%

Other

3.7%

Note: U.S. Census Bureau, 2012 American Community Survey, 1-year estimates, DP05:
Demographic and Housing Estimates. (As cited in: the Campaign for College
Opportunity, 2013). (Note: Due to rounding, figures may not sum to 100).

K-12 Demographic Shift
More evidence of a demographic shift emerged in the fall of 2011, when Latinos
emerged as the largest ethnic 1st grade class in California schools, comprising 51 % of
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students (Pew Research Center, 2012). By 2013, 51% of all California children in K-12
were Latino (Pew Research Center, 2013). In 2012, of all Latino high school students
who graduated nationally, seven out of ten enrolled in college, a rate higher than that of
whites (Fry & Taylor, 2012). In 2012, dropout rates in California for Latinos in high
schools had decreased from 18.3% in 2011 to 16.2% (CA. Dept. of Education, 2013).
Latinos coming out of high school show a preference to enter the California community
colleges first. In fall of 2012, Latino high school seniors entered community colleges in
larger percentages, and this higher education pathway is considered the largest preparer
of the future workforce in California.

Table 1.2
California Higher Education Latino Enrollment
First-Time Freshman Latino Enrollment
Fall 2012

Total Undergraduate Enrollment
Fall 2012

171,017
System

899,172
Percentage

System

Percentage

CCC

69.4%

CCC

68.1%

CSU

13.6%

CSU

13.9%

For Profit

8.4%

For Profit

10.3%

UC

5.1%

UC

4.2%

AICCU

3.5%

AICCU

3.6%

5
Note: Author’s calculations from California Community Colleges Chancellors office,
California State University Analytic Studies, University of California Accountability
Report, U.S. Department of Education. (As cited in: The Campaign for College
Opportunity, 2013). (Note: For-profit data is for fall 2011, latest available. Due to
rounding, figures may not sum up to 100).

Though demographic growth and persistence rates show signs of improvement in
K-12, the lack of academic preparedness and the diverse socio-economic challenges
Latinos bring to higher education should not be ignored. As Latinos leave high schools,
they often lack the academic readiness of having completed the minimum A-G college
preparatory courses used by the University of California (UC) and the California State
University (CSU) systems. Students experience the inequalities of schooling that do not
always ready them for higher education (Oakes, 1985).

California Community College Social Context and Demographics
In 2012-2013, a historical demographic shift took place in California’s
community colleges. During that academic year Latinos became the largest ethnic group
in the 112 California community colleges, comprising 38.9% of the student population
versus 31% for whites. Table 1.3 illustrates this shift (CCLC, 2014).
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Table 1.3
Students by Ethnicity, 2012-2013 California Community Colleges (CCC’s)
Ethnictity

CCC’s

California Population

African American

7.3%

5.8%

Native American

0.5%

1%

Asian

10.8%

12.8%

Filipino

3.1%

**

Hispanic

38.9%

37.6%

Pacific Islander

0.5%

0%

White

31%

40.1%

Multi-Ethnicity

3.5%

1.3%

Unknown/
Non-Respondent

4.4%

---

Note: Filipinos are included with Asians in California population data. Demographic data
is from 2010.

Even more important, the growth within higher education for Latinos in the last
12 years, illustrated in Table 1.4, shows how that enrollment has increased by nearly 30%
(The Campaign for College Opportunity, 2013) from 94,301 students in the fall of 2000
to 118,727 students in fall of 2012.

7
Table 1.4
Latino Higher Education Enrollment Percentages in California for First Time Freshmen
System

Fall 2000

Fall 2012

CCC

94,301

118,727

CSU

8,135

23,046

UC

3,594

8,747

Note: California Community Colleges Chancellor’s Office. Student Enrollment Status
Summary Report. Fall 2000, 2012; CSU Analytic Studies. System wide first-time
freshmen from California high schools, by ethnicity. Fall, 2000, Fall, 2012; UC Office of
the President, Department of Institutional Research. Accountability report (2013).
Racial/ethnic distribution of new undergraduates. Fall 2000, 2012. (As cited in: The
Campaign for College Opportunity, 2013)

As Chicano/Mexican-American students leave high school and enter community
colleges, they bring with them experiences of barriers and hardships that may have kept
them from achieving at levels comparable to their white peers. Community colleges have
not made adequate adjustments to the increasing diversity and needs of these students.
From both a critical race theory (CRT) and Latino critical race theory (LatCrit)
perspective, higher education marginalizes such students (Solórzano & Delgado Bernal,
2001). Schooling practices experienced by Latinos appear with a level of intentionality to
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favor the dominant group in power - whites, and as CRT and LatCrit reminds, that
education is not neutral:
Education either functions as an instrument which is used to facilitate integration
of the younger generation into the logic of the present system and brings about
conformity or it becomes the practice of freedom, the means by which men and
women deal critically and creatively with reality and discover how to participate
in the transformation of their world (Friere, 1993, p. 53).
Some examples of the experienced intentionality include how Latinos are blocked
from advantages or opportunities they witness white peers accessing. Schooling
personnel (teachers and counselors) not representative of the Latino demographic
percentages in schools marginalize these students. Latinos experience being criticized for
speaking Spanish and are stripped of linguistic advantages because the language spoken
in their homes differ from the language spoken in the classrooms. Schooling has not
adjusted to bilingual students to take advantage of their linguistic strengths, outside of a
limited number of two-way immersion programs in K-8. For example, as Latino students
leave high school and enter college, a small percentage of Chicano/Mexican-American
students have taken advanced placement (AP) exams in foreign language. With passing
scores of either a three, four, or five, the AP exams offer college units and meet general
education requirements before they even begin community college if there was more
support to guide them with such strategies. A good number of the Chicano/MexicanAmerican students come from immigrant, migrant, and undocumented experiences, as
well as other resident scenarios such as, refugees, victims of war or violent crimes. These
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diverse groups of students are often not informed of programs, legislation, and financial
support that could aid their transition into higher education. Substantial portions of
Latinos come from low socio-economic status and are very dependent on financial aid
and scholarships. Workshops with vital information are provided in English by schools.
This is problematic when a large percentage of parents are Spanish-speaking and cannot
fully understand the full range of resources they may access to support their children’s
dream of a higher education degree. Latinos come to community colleges with limited
cultural experience of higher education often being the first in their families to attend
college. Race and racism serve as a barrier with a negative impact on the schooling
experiences of Latinos. These barriers have an impact on how Chicano/MexicanAmericans prepare for, enter, and eventually perform in college.
Further, one must consider how Chicano/Mexican-Americans experience
schooling pedagogy, first in high school and then in college. Latinos encounter
instruction and curricula that come from predominantly Eurocentric traditions,
representing majority views and influences that rarely offer a material about the
contributions and cultural heritage of Mexican-Americans in the history of the United
States (Delgado Bernal, 2002). This disconnect leads to Chicano/Mexican-American
students rarely being provided opportunities to read authors from their same ethnic
background or to share their own stories about culture, families, or traditions. Many of
these students do not get the opportunity to learn about positive Latino role models.
Chicanos/Mexican-Americans are rarely asked to write and/or take tests on subjects that
they are most familiar with. Structurally and socially, this instruction is fully accepted as
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the norm and favors a majority, but leaves little room for inclusiveness, equity, and
creative strategies that make students of color feel welcome and validated (Delgado
Bernal, 2002; Delgado & Stefancic, 2012; Solórzano & Delgado Bernal, 2001). Further,
the institutional agents who guide, advise, and teach such students are rarely MexicanAmerican (Stanton-Salazar, 2010). There are levels of social and cultural disconnect
between education and Chicano/Mexican-Americans that ignore finding ways to improve
conditions for this population of students. These issues deserve more attention for finding
ways to improve the higher education trajectories of Chicano/Mexican-Americans.
Chicano/Mexican-Americans most affected by the social and cultural disconnect
are from both urban and rural backgrounds, range from being immigrant to second or
third generation, are from low-income or poverty, yet often work to help support their
families, and enter college less than full time (The Campaign for College Opportunity,
2013). Many of these same students’ parents have not attended college and cannot offer
the social and cultural capital to foster college success. Students that are privileged and
come from middle to upper income families can more readily access higher education
resources (Bourdieu & Passeron, 1990). To worsen matters, there is a perspective that
accepts such barriers as deficits that can never be overcome (Delgado Bernal, 2002;
Yosso, 2005). Each deficit thinking usually blames the students or their families,
assuming the students not only have inadequate capital, but also that Latino parents do
not care about their children’s education (Yosso, 2005). As a result, the teaching and
schooling Latinos face is reflective of what Friere (1970) called “the banking method”
where students are more often taught to memorize and to repeat back what was learned in
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tests than expected to be critical thinkers. This type of rote memorizing does not bridge
learning in the classroom with real world experiences. It does not provide practical
experience that Chicano/Mexican-American students will need outside of the classroom
and in future careers. These experiences marginalize students and offer little hope if such
practices continue (Solórzano & Delgado Bernal, 2001).
However, there exists a more empowering and liberating perspective to schooling
that says despite the barriers, these students enter with various cultural wealth and
experiences that have not been fully been taken advantage of in schooling and that may
aid Chicano/Mexican-Americans in meeting the challenges of transfer and degree
completion (Rendón, 2002; Yosso, 2005). Such perspectives serve as the “counterstories”
to those who practice from a deficit model discourse (Delgado & Stefancic, 2012). The
Puente project effort originates from these positive perspectives.
This dissertation study does appear to be timely as research on Latinos, on the
California Community Colleges (CCC’s), and on the California Master Plan share similar
concerns about this demographic change being counted with continued poor higher
education performances (Bensimon & Dowd, 2009; Callan, 2009; Douglass, 2010;
Gándara, Alvarado, Driscoll & Orfield, 2012; Geiser & Atkinson, 2010; Johnson &
Sengupta, 2009; Moore & Shulock, 2010; Sengupta, & Jepsen, 2006). Recent
longitudinal research warns how Latinos are among the lowest performing ethnic group
within the California community colleges (Moore & Shulock, 2010). Figure 1.1 collects
data that shows Latinos were among the lowest ethnic groups in meeting academic
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achievement milestones representing persistence, degree completion, and readiness to
transfer to four-year universities (Moore & Shulock, 2010, p. 4).

Figure 1.1. Milestones of success for community college transfers. Students can be
double-counted in the certificate, associate degree, and transfer measures (Moore &
Shulock, 2010)

Crisis in the Workplace
As the Latino ethnic group continues its demographic growth, the future of
California’s economy becomes dependent on a workforce for which half of its needed
workers require nothing less than a bachelor’s degree (Johnson & Sengupta, 2009). If
Latinos are to be the largest human resource portion of this future workforce with
bachelor’s degrees, California relies on how community colleges make structural
improvements to retain and help Latino students complete their degrees and prepare to
transfer to four-year universities (Bolman & Deal, 2008). The questions then becomes
what will those improvements be and what best practices can guide such improvements?

13
The time has now presented itself for researchers to begin to search for answers to these
issues in order to improve the current and future educational status of Latinos in
California. Table 1.5 shows how Latinos have fared poorly on degree completions, for
adults 25 or older, and are among the lowest in associate’s degree and bachelor’s degree
completions compared to whites and African-Americans (The Campaign for College
Opportunity, 2013).

Table 1.5
Adult Degree Completions by Ethnicity in California, 25 Years and Older, 2011
California

Latino

White

African
American

API

BA or
higher

30.3

10.7

39.3

23.0

47.9

Associate
Degree

7.7

5.3

9.0

9.3

7.4

Some
College, no
degree

22.1

17.9

25.6

32.0

15.3

High
diploma or
equivalent

21.1

24.6

20.0

24.3

15.1

No high
school
diploma or
equivalent

18.9

41.5

6.1

11.4

14.3
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Note: U.S. Census Bureau, 2011 American Community Survey 1-Year Estimates, PUMS.
(As cited in: The Campaign for College Opportunity, 2013). Note: API = Asian/Pacific
Islander

What are the consequences if we do not effectively embrace such a large portion
of the population and help them to earn their degrees and transfer to four-year
universities? A large portion of the Latino population will then not be able to contribute
to our workforce needs, having a devastating impact on the economy of California
(Gándara & Contreras, 2009; Johnson & Sengupta, 2009; The Campaign for College
Opportunity, 2013). Further, the retirement system of this state can only improved if
more Latinos are fully educated and able to contribute more taxes. If changes do not
occur, Latinos will become more dependent on social and health systems funded by
taxpayers (Hayes-Bautista, Schink, & Chapa, 1988). Latinos well represented within our
prison system, will become a further burden on the dollars of the taxpayers. A research
organization within the state of California called Campaign for College Opportunity
(2013) echoes such conclusions:
Like any segment of our student population, when Latinos go to college and
complete a certificate or degree, California wins. In fact, for every dollar
California invests in a student who completes college, it receives $4.80. The
return on such an investment is a combination of taxes on increased earnings, and
a decrease in state expenditures on social services and incarceration (pg. 2).
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With the goal of improving schooling conditions for Chicano/Mexican-Americans
in community college as they enter and ready for transfer, this researcher’s next
introduces a qualitative study utilizing former Puente alumnus who have graduated with
bachelor’s degree, to reflect upon their experiences and inform what strategies may be
useful for educators to utilize to create needed reform.

Nature of the Study
Purpose of the Study
The purpose of this study is to increase our understanding of Puente’s influence
on California Chicano/Mexican-American community college student persistence,
transfer to four-year universities, and bachelor’s degree completion. This understanding
is derived from cataloging the perceptions, lived experiences, and voices of six former
Puente project participants. The participants will all have completed a two-semester
community college Puente program, will all have transferred to a state university, and
will all have completed their bachelor’s degrees.
No similar study involving Puente students with bachelor’s degrees has been
done. This study appears to fill in a gap of limited studies on Puente that offer student
reflections about how they experienced community college and transfer. The study comes
at a time when educational leaders must decide how best to educate the largest
demographic in California higher education particularly in light of economic forecasts
that emphasize a bachelor’s degree to fulfill growing workplace needs (Johnson &
Sengupta, 2009).
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Research Questions
The research questions are as follows:
1.

How is the Puente project influencing Mexican-American students in the
acquisition of “college capital” needed to persist in community college,
successfully transfer to a four-year university, and complete their bachelor‘s
degrees?
Sub-question: What specific elements within the Puente effort may have
influenced the higher education trajectory of the Mexican-American participants?

2.

How did Puente help Mexican-American students to both balance and navigate
between the cultural crossroads of two worlds: the academic world and their home
communities?
Sub-question: What were some of the outcomes of such influences?

Research Design
The research design comes from the paradigms of human and social sciences that
help us to understand phenomena (Creswell, 2007). The qualitative methodology
constructs a reality based on how the six informants experienced higher education as
Chicano/Mexican-Americans while in a two-semester Puente program, transferring to a
four-year state university, and then graduating with a bachelor’s degree. The study aims
to examine underlying experiences to discover what helped these students overcome
barriers to transfer and earning their degrees. The approach is called the “essence” or
“essential invariant structure” of a phenomenon (Creswell, 2007, p. 62).
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An analysis of the experiences of the former participants of Puente will illustrate
how such an effort influences their higher education trajectory. A qualitative analysis of
the reflections of the six participants allows the researcher to look for common
experiences that may have been most responsible for influencing student persistence,
transfer readiness and degree completions (Creswell, 2007). The qualitative approach
evolves from phenomenology. The phenomenological method, which draws from
philosophy, psychology, and education, allows one to interpret the common shared
reflections of study participants that lived in the same context and are best able to
describe the essence of the experience (Creswell, 2007, Miles & Huberman, 1994, Patton,
1990). The research study seeks to acquire insight and understanding about Puente’s
strategies and practices, as informed by the voices of its former participants as they
reflect on what may or may not have helped them transfer and earn bachelor’s degrees.
Another goal of the research is to help inform how community colleges evolve to
improve academic persistence, transfer rates, and degree completion of
Chicano/Mexican-American students.
The dissertation uses (one-to-one) interviews to capture the phenomenological
explanations for the six students’ successful trajectories through higher education. Such
methods allow the researcher to investigate the inner motivations and decisions that help
explain why Chicano/Mexican-American students were not only able to transfer, but also
able to complete their bachelor’s degrees. Since this topic is under-researched, it deserves
to be heard. This research paradigm allows a researcher from the same ethnic background
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to capture student responses better than someone from outside of the culture who may not
have similar entry or trust.

Theoretical Framework
Critical race theory (CRT) and Latino critical race theory (LatCrit). The
theoretical frameworks guiding this study are from critical race theory (CRT) and Latino
critical race theory (LatCrit). CRT comes from a broad literature base of critical theory in
law, sociology, history, ethnic studies, and women studies (Yosso, 2005, p. 71).
According to Solórzano & Yosso (2001), “CRT challenges the dominant discourse on
race and racism as it relates to education by examining how educational theory and
practice are used to subordinate certain racial groups and ethnic groups” (pg. 2). Further
influenced by the traditions of critical legal studies and radical feminism, CRT and
LatCrit originated in the 1970’s with a group of lawyers, activists and legal scholars
collaborating over frustrations with civil rights momentum had stalled (Delgado &
Stefancic, 2012). Their frustration was how individuals were using color-blind
interpretations of the law and practicing from meritocracy and individuality perspectives
(Parker & Lynn, 2002, p. 5).
As Parker and Lynn (2002) note “critical race scholars, many of whom had been
strongly influenced by civil rights law and critical legal studies law, began to take up
seriously the question of race and racism in the law by calling for a complete
reinterpretation of civil rights law with regard to its ineffectiveness in addressing racial
injustices” (p. 4). Further, Parker and Lynn (2002) explain, “the ways CRT, a legal theory
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of race and racism, were designed to uncover how race and racism operate in law and
society, can also be used as a tool through which to define, expose and address
educational problems” (p. 2). CRT founders Derrick Bell (1988) and Richard Delgado
(1989) did not see race or prejudice as something that can be intentionally removed, but
instead saw it as more of an institutionalized historical and ideological phenomenon that
shapes the American legal system and the ways people think about law, racial categories
and privilege (Harris, 1993). Racism is seen as part of everyday life and is resisted
through a variety of strategies including storytelling, narratives and biographies that offer
a creative way to inform the experience of racism (Delgado & Stefancic, 2012).
Storytelling, narratives and biographies led to many more developments within the
critical race community: LatCrit, feminist critical race theory (FemCrit), queer critical
race theory (QueerCrit), Native-American critical race theory (TribalCrit), AsianAmerican critical race theory (AsianCrit), African-American critical race theory
(BlackCrit) and White critical race theory (WhiteCrit) (Delgado Bernal, 2002; Delgado &
Stefancic 2012; Solórzano & Bernal, 2001). Together, this scholarship opposes being
treated different because of race, gender, class, and sexual orientation. CRT scholars
often use a term from social science called “microaggressions,” which are dispiriting
interactions that mar the experiences of women and people of color, such as small acts of
racism, consciously or unconsciously done (Delgado & Stefancic, 2012, p. 167). The
theories look at how groups within society are privileged and empowered while other
groups are marginalized and oppressed (Delgado & Stefancic, 2012).
Delgado and Stefancic (2012) provide five tenets that drive CRT:
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•

Racism is ordinary, not aberrational – ‘normal science’: first, the way society
does normal business, common everyday experiences of people of color in this
country, and second, most would agree that our system of white-over-color
ascendancy serves important purposes, both psychic and material for the
dominant group (p. 7);

•

The second feature sometimes called interest convergence or material
determinism adds another dimension, because racism advances the interests of
both white elites (materially) and working class Caucasians (psychically), as large
segments of the society have little incentive to eradicate it (p. 8);

•

The third theme ‘the social construction thesis’ holds that race and races are
products of social thought and relations, and are not objective, inherent or fixed,
nor correspond to no biological or genetic reality, and races are categories that
society invents, manipulates, and eradicates when it is convenient (p. 8);

•

Differential racialization – the ways dominant society racializes different minority
groups at different times in response to the shifting needs such as the labor
market” (pg. 9). “Closely related is the idea that each race has its own origins and
ever evolving history – is the notion of inter-sectionality and anti-essentialism, no
person has a single, easily stated, unitary identity (p. 10);

•

A fifth element concerns the notion of a unique voice of color; coexisting in
somewhat uneasy tension with anti-essentialism, the voice-of-color thesis holds
that because of their different histories and experiences with oppression, Black,
American Indian, Asian, and Latino/a writers and thinkers are able to
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communicate to their White counterparts matters that the Whites are unlikely to
know” (p. 10); “Minority status brings a presumed competence to speak about
race and racism – ‘legal storytelling’ is an example of such” (p. 10). “Legal
storytelling is a movement which urges black and brown writers to recount their
experiences with racism and the legal system and to apply their own unique
perspectives to assess law’s master narratives” (p. 10).
LatCrit theory, though very related to CRT (Valdes, 1996), differs in that it
addresses even more unique experiences common to Latinos particularly language,
immigration, ethnicity, culture, identity, phenotype and sexuality (Solórzano & Delgado
Bernal, 2001, p. 311). As Solórzano and Delgado Bernal (2001) note, “LatCrit theory is
conceived as an insubordination and anti-essentialist project that attempts to link theory
with practice, scholarship with teaching, and the academy with the community” (p. 312).
LatCrit is not seen as separate from CRT but more of a branch of such scholars that share
many of the foundational CRT premises but showcases them with more unique
perspectives (Solórzano & Delgado Bernal, 2001: Valdes, 1996). Both share a focus on
group inequality, cultural identity, sexual differences and acknowledge racism as part of
the structure while also giving creative voice about t how to change the structure
(Delgado Bernal, 2002).
Solórzano & Delgado Bernal (2001) offer five themes that form the basic
perspectives, research methods and pedagogy of a CRT and LatCrit framework in
education:
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•

The centrality of race and racism and inter-sectionality with other forms of
insubordination, view race and racism in intersection with other forms of
insubordination such as gender and class discrimination (p. 313);

•

The challenge to dominant ideology – that challenges the traditional claims of the
educational system to objectivity, meritocracy, color-blindness, race neutrality
and equal opportunity (p. 313);

•

The commitment to social justice – envisioning an agenda that leads (a) the
elimination of racism, sexism, and poverty and (b) the empowering of
underrepresented minority groups”. “Critical race researchers acknowledge that
educational institutions operate in contradictory ways with their potential to
oppress and marginalize coexisting with their potential to emancipate and
empower (p. 313);

•

The centrality of experiential knowledge – a CRT and LatCrit framework
recognizes that experiential knowledge of students of color are legitimate,
appropriate, and critical to understanding, analyzing, and teaching about racial
insubordination in the field of education (p. 313);

•

The interdisciplinary perspective – a CRT and LatCrit framework in education
challenges ahistoricism and the unidisciplinary focus of most analyses and insists
on analyzing race and racism in education by placing them in historical and
contemporary context using interdisciplinary methods (p. 13).
CRT and LatCrit provide a means to show how race as well as other intersections

of immigration, language, culture, ethnicity, gender and class discrimination play a
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significant role in how study participants experience higher education and how the Puente
project may have a positive or negative influence (Solórzano & Delgado Bernal, 2001, p.
311). Research literature on how race is used to empower, will be expanded upon in this
chapter and in Chapter 2. This research speaks to the concepts of community wealth and
cultural validation, and looking at how race is handled in the education of
Chicano/Mexican-Americans in higher education (Rendón, 2002; Yosso, 2005).
This study starts with the belief that all Chicano/Mexican-American children enter
the educational pipeline with a “potential” that is a balance of psychological, academic,
social, cultural, linguistic and motivational traits. This potential can be influenced by
traumatic events, environmental and parental influences, socio-economic influences and
racial influences. Most Chicano/Mexican-American children have historically shown to
be resilient, adaptive, and persistent following the cultural norms and expectations of
schooling. However, it is clear that many Mexican-American students face a barrage of
social, economic, racial, structural, academic and psychological barriers at key points in
the educational pipeline, too often leading to dropping out (Fine, 1991).

Uneven level playing field. Schooling has traditionally been structured to favor
one dominant group and Latinos students begin the journey into higher education with an
uneven level playing field. Higher education was structured to favor those possessing
certain types of capital/assets: social (social networks and connections); cultural
(education and language); and economic (money and other material possessions)
(Bourdieu & Passeron, 1990). Such capital is often inherited and provides resources and
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opportunities to build skills, character, emotional balance and an overall readiness for
educational achievement (Bourdieu & Passeron, 1990). This type of capital were
considered the norm and dismisses other types of assets or capital students of color bring
to schooling while seeing whites as culturally rich and students of color communities as
culturally poor (Yosso, 2005, p. 76). This type of capital viewed by CRT and LatCrit
scholars as serving dominant groups by maintaining power because access to higher
education is limited (Yosso, 2005). Access to higher education had improves assets for
social mobility (Bourdieu & Passeron, 1990). These advantages were considered part of
social hierarchical structures and inherent, where privileged with substantial assets could
hand down capital to offspring (Bourdieu & Passeron, 1990). Whereas those rose in
middle or lower levels of the hierarchal structures, could only through schooling improve
their chances of having a productive and secure future (Bourdieu & Passeron, 1990).

Cultural wealths Latinos bring to schooling. Chicano/Mexican-Americans offer
another form of capital? Are Chicano/Mexican-American students bringing their own
unique set of cultural strengths from their homes and communities that too often go
ignored or are unrecognized by predominantly White educators (Yosso, 2005)? Tara
Yosso’s (2005) work on capital, which clearly opposes deficit thinking and seeks to
empower, she identifies six forms of capital that “communities of color” nurture as
“cultural wealths” (p. 77):
•

Aspirational capital – the ability to maintain hopes and dreams for the future, even
in the face of real and perceived barriers – the resiliency is evidenced in those
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who are allow themselves and their children to dream of possibilities beyond their
current circumstances (p. 77);
•

Linguistic capital – includes the intellectual and social skills attained through
communication experiences in more than one language and/or style – reflects the
idea that students of color arrive at school with multiple language and
communication skills (p. 78);

•

Familial capital – refers to those cultural knowledges nurtured among familia
(kin), that carry a sense of community history, memory, and cultural intuition –
from our kinship ties we learn the importance of maintaining a healthy connection
to our community and its resources (p. 79);

•

Social capital – can be understood as networks of people and community
resources – these key people provide instrumental and emotional support to
navigate through society’s institutions (p. 79);

•

Navigational capital – refers to skills of maneuvering through social institutions –
this infers the ability to maneuver institutions not created with communities of
color in mind (p. 80);

•

Resistant capital – refers to those knowledges and skills fostered through
oppositional behavior that challenges inequality (p. 80).

Yosso (2005) clearly emphasizes “these forms of capitals draw on the knowledge
students of color bring with them from their homes and communities into the classroom”
(p. 82).
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Are Puente participants provided schooling strategies influencing how
Chicano/Mexican-American students become empowered once they gain information that
provides them knowledge about how college works and how to complete bachelor’s
degrees (Solórzano & Bernal, 2001)? This study is informed by the ways
Chicano/Mexican American students share Puente’s strategies and guidance to complete
bachelor’s degrees. Further, the study also investigates how the Puente project may help
Mexican-American students balance their college experience across two worlds: a
cultural one based on home and community (Moll, Amanti, Neff & González, 1992) and
an academic one based on the California community college norms and expectations.
These two worlds carry differing social and cultural expectations, responsibilities and
behaviors that influence inclusiveness or exclusiveness as Latinos pursue degree goals.
The ability to both manage college expectations while navigating the cultural world of
home and community in order to earn the bachelor’s degree is the basis for defining term
“college capital.”
In an effort to build on the foundations of social and cultural capital (Bourdieu &
Passeron, 1990), as well as community wealth (Yosso, 2005), this study uses the term
“college capital” to capture the experiences, understandings, and, competencies that
students of color experience when navigating the cultural landscapes of school and home.
Chicano/Mexican-American students must navigate many layers of social-cultural,
financial, and academic influence while developing the confidence to stay in college and
finish their degrees. This is a complex test. These skills include the ability to manage and
interact within the existing college with its diversity of students, faculty and staff. These
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relations also include those interactions from home, including with their parents, siblings,
relatives and other community members. There are financial challenges with learning
how to finance college through a variety of financial resources: financial aid,
scholarships, part-time work, and paid internships. There are academic procedural
challenges: study skills, time management, assessment tests, applications and deadlines,
registration for classes, professor office hours, as well as graduation forms and degree
requirements, and then forms for transfer. There are cultural self-challenges students of
color experience when learning about their own culture extensively for the first time.
These students define their own self-identity as both a student and a student of color. The
Chicano/Mexican-American students must learn how to utilize campus resources, be
oriented and advised, to participating in support programs, tutoring, and mentoring. The
students must learn to use career, employment, and health and wellness services. There
are even some political challenges as these Chicano/Mexican-Americans reach the age
where they can now vote. In college these students experience the intersections of gender
roles, sexual orientation, class, immigration and residency, and social issues all around
them. If not managed, these influences could result in a student leaving the campus and
not completing their degree, and/or failing academically. Chicano/Mexican-American
students who succeed build their “college capital”. These students feel empowered to
reach the final goal of transfer and then degree completion. This type of capital comes
with a “moment” of self-realization allowing students to act upon those moments to
succeed in community college.
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How is college capital different from social and cultural capital (Bourdieu &
Passeron, 1990) and community wealth (Yosso, 2005)? First, college capital is separate
from these terms and builds another layer of explanation upon them. Social and cultural
capitals are often inherent with those in power that also have economic capital (Bourdieu
& Passeron, 1990). Chicano/Mexican-Americans frequently do not come from family
backgrounds that afford privileged upbringing or experiences that ready them for college.
Some Chicano/Mexican-American students are able to develop social capital as noted by
programs and institutional agents (Stanton-Salazar, 1997). As the students manage the
higher education system, they begin to develop networks of support and find
opportunities to develop economically through internships and student employment,
which may lead to secure financial careers. Some students are fortunate to expand into
the world of higher education leadership, as well as community and campus involvement,
through student organizations, mentors and other programs. Students are e pulled by
familial and vocational responsibilities or by the hardship of commuting and never come
close to campus involvement, despite coming to class and doing their studies. With
community wealth many students bring strengths synonymous with earlier mentioned
capitals. However, the Chicano/Mexican-American students must still develop this last
layer of inner strength that allows them to create self-empowerment that helps manage
the complexities of college and of their family/community cultures in order to transfer
and finish their degrees. “College capital” is a unique term that further informs the
college going and degree completion experience.
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Funds of knowledge and higher education. The experiences of the Puente
project’s Chicano/Mexican-American alumni inform this study’s observation of the ways
community college counselors; faculty and administrators prepare students for transfer
and degree completion. This research may also provide emerging insights to the
discussion of improving recruitment, access, instruction, retention, graduation and
transfer rates of Chicano/Mexican-American students. Chicano/Mexican-American
students likely bring with them language, traditions and learned behavior from their
homes, carrying with them the funds of knowledge illustrated by “work ethic” and
“family responsibilities” (Moll, Amanti, Neff & González, 1992). Funds of knowledge
originate from the work of Professor Luis Moll, who through anthropology and
psychology provided a unique qualitative ethnographic research opportunity for teachers
to inform them about children’s knowledges that exist within their households and
communities and are often not tapped in schooling (Moll, Amanti, Neff & González,
1992). Moll and his team define “funds of knowledge as historically accumulated and
culturally developed bodies of knowledges and skills essential for households and
individual functioning and well being” (p. 2). The researchers general concern was “how
households use funds of knowledge in dealing with changing and often difficult social
and economic circumstances” (p. 2). In general, such studies bring to light how
knowledge is not from only one dominant point of view. Instead knowledge relies on
reciprocity. Reciprocity is when teachers also learn about their students and create
pedagogy that links with the everyday lives and communities of these students (p. 2).
Two key items are of note: 1) under such a perspective, students are not seen as passive
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learners as is often the case in classrooms, and 2) students are not repositories that learn
by rote (the banking method) (Friere, 1990). “Learning is motivated by the students’
interests and questions which contrasts with more current classroom practices knowledge
is obtained by students and not solely imposed by adults” (p. 3). This mirrors what Moll
calls “mutual trust (confianza in Spanish)” with adults in that students share learning with
those they trust and believe care about them (p. 3). Such an exchange provides “serious
obligations based on the assumptions of confianza, which are re-established or confirmed
with every exchange and leads to the development of long term relationships (Moll,
Amanti, Neff & González, 1992, p. 3). The funds of knowledge framework appear to
have some relationship to the cultural validation practices and shared learning
experiences within the Puente project (Rendón, 2002).
Chicano/Mexican-American students encounter adults that either help them or
add to the challenge of believing they can do the academic work. Stanton-Salazar (1997)
calls such individuals, “institutional agents”. They can range from teachers, coaches,
counselors or schooling personnel that may or may not serve as a safety net to keep
students on track. This study seeks insight that can best inform and lead to positive
recommendations to improve the readiness of Chicano/Mexican-Americans for transfer
to four-year universities.

Operational Definitions
Puente. Puente, founded in 1981 by an English instructor and counselor at a
community college in California, is a two-semester intervention for Chicano/Mexican-
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American students, first assessed in the pre-college level English. Puente uses Latino
culture and writings to motivate these students to improve their writing and study skills.
Puente students focus on three components they experience, writing, counseling and
mentoring. The writing component includes a pre-college level English writing course
followed by a college level English composition course. The counseling component
involves a counselor to support the classroom teaching as a role model to guide the
students to campus resources as well as degree and transfer requirements. In mentoring
component each Puente participant is assigned a professional community mentor to serve
as both a role model and a career resource. The mentor participates in the classroom as a
guest speaker and another layer of adult support. Students participating in Puente also
attend a regional student conference and are provided the opportunity for college field
trips. Puente students are also supported by a second layer of courses that are taken
concurrently and focus on career and transfer information.

Population labels. For this study, the researcher uses the population labels of
Chicano/Mexican-Americans, Latinos, and Hispanics interchangeably. Due to the
diversity of Latino culture, few issues come with the kind of challenges or controversies
as labeling this ethnic and cultural group. When researching individuals from a
demographic group unforeseen politics may accompany the final choice of a label. This
researcher identifies himself as a Chicano/Mexican-American, having been born in
California with Mexican origins; politically chose the label Chicano to represent a selfidentity. It is acknowledged that room exists for controversy when labeling the students
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as Chicano/Mexican-Americans. The label is based on the origins of the Puente project,
which focused on second and third generation Mexican-Americans (McGrath and
Galaviz, 1996, p. 27). The controversy comes from the labels not fully acknowledging
the diversity within an ethnic group, be it from immigration and residency status, gender,
socio-economic levels, mixed marriages, number of parents, sexual orientation and self
identity. Such diversity does not allow labeling terms to be perfect in any way.
Another reason for this study’s emphasis on the label Chicano/Mexican-American
is that census data identifies Mexican-American as the largest demographic group among
the Hispanic population in California. In 2010, Mexican-Americans make up nearly 83%
of the entire Hispanic Population in California (U.S. Census Bureau, 2010). The label
Hispanic is the most used term found when researching population trends and data for
this ethnic group. For research studies focused on Mexican-Americans, the label Latinos
most often accompanies such references. These labels Hispanics and Latinos share
generalized paths of origin that can vary and are not static. Both demographic terms
(Hispanics and Latinos) differ in origin: Hispanics are thought of as those individuals
who come from Spanish or European ancestries whereas Latinos are thought of as
individuals who come from Latin American or American ancestries. Even the label white
was once used to identify Latinos, originating from early United States census labeling;
the terminology since evolved to the current use of Hispanic. Similarly, those individuals
labeled as Mexican-Americans were most often thought of as being born in the United
States, but with Mexican ancestry.
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The label Chicano has most often been utilized by Mexican-Americans, who felt
their country of origin/ancestry – Mexico, did not always see such individuals as fully
Mexican, while the country where they now resided – in the United States did not see
them as fully American. Chicanos chose this term to best represent their self-identity and
empowerment by choosing the labels themselves. The use of the classification of
“Chicano/Mexican-Americans”, which is first based on direct experiences with Puente
when having served as an evaluator and later, as a college presenter for a number of
community college Puente programs. The use of the classification is also supported
further by 30 years of experience as a California state university admissions counselor
and associate director of admissions. Within such roles, the researcher was afforded
opportunities to recruit, advise, and admit thousands of Latino students. This researcher
also provided teaching instruction in order to orient and prepare regional Puente students
academically towards their bachelor degree goals. From these two experiences, the belief
is that most participants within the Puente project have been predominantly second and
third generation Chicano/Mexican-Americans. This opinion was also supported within
pre-dissertation interviews of a few local Puente project counselors, who echoed that the
majority of the participants over the years were second and third generation
Chicano/Mexican-Americans. Therefore, throughout this dissertation, the researcher will
be utilizing the terms Latinos, Hispanics, Chicanos, Mexican-Americans, and Spanishspeaking families interchangeably. However, in the end, my focus is solely on the
participants in Puente who are second and third generation Chicano/Mexican-Americans.
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Second and third generation Chicano/Mexican-Americans. Latinos are often
grouped together as students from either from Mexican, Cuban, or South American
descent. However, in this dissertation the focus both in terms of participants and this
research, will center on Latino students, who are specifically second and third generation
Chicano/Mexican-American. The researcher is doing such since the predominance of
literature focuses on second and third generation students and the Puente project centered
on such individuals in its origins (McGrath & Galaviz, 1996).

College capital. “College Capital” is a term this researcher utilizes that notes not
only having the academic tools and guides, general subject knowledge, use of resources
and services, but also emphasizes the act of utilizing such knowledge to persist, graduate
and transfer, and then succeed to the completion of the bachelor’s degree. What makes
this capital unique is that it includes the dual balancing of the cultural world that students
of color like the Chicano/Mexican-Americans come from, with the academic world and
its norms, expectations, and culture. It builds from discussions on social capital and
cultural capital (Bourdieu & Passerson, 1990), and social capital through institutional
agents (Stanton-Salazar, 2009), as well as cultural wealths (Yosso, 2005). Yet, such terms
did not appear to fully capture the complex lived college experiences of
Chicano/Mexican-American students, nor the moment when students believe they can
manage both worlds and believe they now can transfer and finish their degree goals. This
researcher believes the term college capital gives another layer to the capitals such
students develop alongside of the cultural wealths students bring to higher education. It
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expands a view of how students not only develop the academic knowledge, figure out
how to navigate college and resources, and balance multiple cultures, but then have a new
confidence and level of empowerment to act upon such learned skills and cultural
understandings to persist, transfer, and complete their degrees.

Funds of knowledge. Funds of knowledge is a theoretical framework based on
the works of Moll and his researchers which helped to improve pedagogy used by
teachers, by having them first participate in a ethnographic study of their students and
their homes and communities, and then collaborate with other researchers their findings
(Moll, Amanti, Neff & González, 1992). Moll and his research team defined funds of
knowledge as “historically accumulated and culturally developed bodies of knowledges
and skills essential for households and individual functioning and well being” (p. 2).
Examples of such funds of knowledge included work ethic and family responsibilities.
Teachers were provided insights to how students show interest within their homes and
communities and were not passive learners and ask questions (p. 2). They also learned
how students build mutual trust or confianza with adults who care about them which turn
into long term relationships (p. 2). Then teachers would reshape their instruction that was
more in context and relative to the students’ lives and communities in order to keep them
engaged and learning. Last, teachers experienced reciprocity where they learned as much
from the children as the children learned from them (p. 3)
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A–G courses. A–G courses are a set of college preparatory courses used by the
University of California (UC) and California State University (CSU) systems of higher
education as minimum subjects preparation for admissions directly into their universities
from their high school applicants. These 15 year-long subjects consists of: social sciences
(world history and U.S. history) – 2 years; English – 4 years; math (algebra I, geometry,
algebra II) – 3 years; Laboratory Science (Biology and Chemistry) – 2 years; language
other than English – 2 years; visual performing arts – 1 year; and electives – 1 year.

Limitations
Such a small sample of six Chicano/Mexican-American graduates from a
California State University, who participated in a Puente project from one of the Los Rios
Community Colleges in Sacramento, Chicano/Mexican-American students cannot fully
represent the experiences and opinions of such a large and diverse population. However,
generalizability is not the goal of phenomenological research. So lack of generalizability
is just an inherent limitation of phenomenological research of all kinds. This researcher’s
personal involvement and research as a Chicano/Mexican-American and as a university
counselor and Associate Director of Admissions make findings and emerging themes of
importance, as information gained may differ from someone from another ethnic group
who would not have had the same access or was familiar with such a program. Some
more limitations are that the information may be indirect in that it relies on memory and
information that is filtered through the views of interviewees. This study also provides
information in a designated “place” rather than the natural field setting. My presence may
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bias participants’ responses as well, especially if they are familiar with my background,
and there is also danger in that they will answer in a way where they may not be equally
articulate.

Significance
Previous research on Puente Project. Prior research on the Puente project is
limited and most is related to the Puente project’s focus on the high school strand and its
initial outcomes (Bial, 2001; Cazden, 2002; Cooper, 2002; Gándara, 2002, Gándara,
Mejorado, Gutierrez & Molina, 1998; Gándara & Moreno, 2002). Research related
specifically to the Puente project within the California Community Colleges (CCC) is
generally narrowed down to only one specific CCC campus and such studies range from
quantitative studies to qualitative studies. One quantitative study focused on how Puente
students performed on academic measures like grade point average and units completed
compared to the rest of the community college (Moreno, 2000). A second quantitative
study provided academic performance comparisons from Puente to non-Puente samples
(Ramirez, 2012). Within the realm of qualitative studies, one notable research study
focused on “cultural validation” theory and how Latino students had validating learning
experiences and were treated as capable learners using their culture, while linking
learning to their everyday lives and culture (Rendón, 2002). Another recent qualitative
study focused on the role of key institutional agents within Puente and their value on how
students were engaged in community colleges (Mapeso, 2012). What is clearly missing
from research on the Puente project is hearing the actual voices of Chicano/Mexican-
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American students and how they were influenced during their community college
tenures. This research seeks to find out how the voices of these Puente participants speak
to how they experienced learning in their classes. The researcher is also seeking a better
understanding how these Puente students became motivated and acted upon information
they were being provided. This researcher would also like to learn how these students
were informed and able to utilize key advising tools, resources, campus services, and
social networks, to persist in college, transfer, and complete their degrees. This
dissertation research effort seeks to fill such a gap and contribute to the body of research
on Chicano/Mexican-Americans community college students.
The significance of this dissertation study relies on first determining if a
community college best practice, the Puente project, provides identifiable benefits that
may have shaped the empowerment of Chicano/Mexican-American students and had
notable influence on their higher education trajectory. It would be significant because it
would add recommendations to the continuing discourse on how educators might shape
basic skills and English curriculum, mentoring and advising, as well as hiring, to improve
persistence, transfer, and degree outcomes for students of color and most notably Latinos.
It would be of interest to learn how the Puente project may have been empowering
students through their basic skill courses and college level English composition courses.
If it is determined that Puente empowers students, it appears vital to break down which
strategies were most effectively used to create motivation and confidence in writing
skills: motivating students to find resources to improve writing skills and giving these
students the confidence that they can write at the college level. Using qualitative methods

39
allows this researcher to learn from the former participants to show how Puente may or
may not have made a difference in keeping them persistent, directed, supported, and
motivated toward transfer to four-year universities. This researcher also hopes to find
how these participants were engaged in their experiences, shaped as learners, and readied
for academic challenges.
The researcher believes other Latino scholars will benefit from such research. The
privilege to be given cultural entry to carefully note any emerging findings, from this
researcher’s own Latino lens, about other Latinos, makes this opportunity by itself,
empowering. The study will be a timely addition to the research base on Latino
community college students in terms of persistence, transfer, and degree completion. It
further adds to the limited research base on completion rates of Mexican-Americans in
the academic development of basic skills like English. Far too many Mexican-American
graduating high school students, as they enter higher education with passing grades in
four years of English preparation, experience a loss in confidence when their placement
test scores put them in levels of basic skills well below the expected college level. Some
students never regain the confidence that they can write and drop out of college. Since the
Puente project is having success moving similar students through the level of basic skills
to college level in two semesters, this is quite remarkable and should be noted, as it could
affect a policy change.
If the Puente project is further validated by this dissertation, then the question
becomes can the program be expanded to more Chicano/Mexican-American students in
order to curb the impending crisis to increase their number of degree completions to meet
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forecasted job demands? Such a population of students who are succeeding should no
longer remain invisible to policy makers and community college administrators at a time
of a demographic shift. The study could further influence how educators orient, advise,
support, direct, and transfer Chicano/Mexican-American students to four-year
universities. Such a study will also influence future research on how programs like
Puente serve as examples of innovative retention and transfer efforts and may also be
adaptable to other ethnic groups or community college students. It may also influence
research on earlier prevention within high schools that could help support at-risk
populations.

Recent Puente development of inclusion. It is also important to note that though
Puente originated with predominantly Chicano/Mexican-American students, it has since
evolved to include all Latinos, including immigrants, undocumented or AB 540 students,
Puerto Ricans, Dominicans, Cubans, and Central and South Americans. Further, Puente
has even more recently included students from all other ethnic backgrounds, including
Whites, as a result of Proposition 209, which in 1996 signaled the end of affirmative
action. Puente has since adjusted and has become quite inclusive and accepting of all
individuals who want to enter the Puente experience. Such students are choosing to enroll
in Puente despite its Chicano/Mexican-American majority of participants and its
instructional focus on Latino topics and authors. Puente appears to have readied for a
forecasted Latino population growth that was already beginning to take shape in 2014.
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Conclusion
The researcher’s personal interest in such a research topic initiates through a
direct relationship with Puente that began 20 years ago. In 1993, this researcher served as
a member of the evaluation study of the Puente high school strand while enrolled in
graduate studies at the University of California, Davis. This direct access as one of the
evaluators allowed an opportunity to witness firsthand the origins of the Puente projects’
high school efforts. This access afforded the opportunity to see if the Puente high school
program could replicate the early successes of the Puente’s California community
colleges’ (CCC) strand that originated in 1981 (Puente, 2013; McGrath & Galaviz, 1996;
Galaviz & McGrath, 1985). During this early evaluation access, “insider” privilege to
learn how Puente provided staff training/personal development to their high school
English teachers and counselors during their summer institutes was witnessed firsthand.
These Puente institutes were held every summer for one week at the University of
California, Berkeley. As part of the evaluation, the charge was to help select and follow,
as well as document the experiences of a cohort of Puente high school students for four
years (Gándara, Mejorado, Gutierrez & Molina, 1998). More importantly, an opportunity
had unfolded for this researcher to learn a great deal about how the Puente project with its
two strands that was to set itself on a journey that has now lasted over 30 years (Puente,
2013).
This dissertation allows through the use of critical race theory and Latino critical
race theory, funds of knowledge, as well as the qualitative methods of interviews and
phenomenology, to assess how an intervention like the community college Puente project

42
serves students. The study investigates how the participants progressed through the
community college experience and readied for transfer to four-year universities so that
those who have earned degrees then quickly become part of a needed future workforce.
With equity and social justice guiding the research effort, and informants who have
already experienced and lived the trajectory, such a study offers this researcher a chance
to provide findings that get to possibly speak about current and relevant concepts of
college capital, validation, community wealth, race, transfer readiness, milestones of
success, home and school, as well as funds of knowledge. Chapter 2 offers an analysis of
related studies and historical connections to Chicano/Mexican-Americans and the Puente
project.
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Chapter 2
LITERATURE REVIEW

This review of the literature provides an overview of research studies that
supports and directs my study on Chicano/Mexican-Americans and their readiness to
transfer from the California community colleges to four-year universities. To support the
need for such a study this overview examines the origins of the Puente project, a
condensed history of schooling and Chicano/Mexican-Americans in California, a review
of the related research on the Puente project and a review of related special programs
serving students of color in California’s community colleges.
This review begins from the premise that the Puente project has served as an
example of a best practice for improving the outcomes of Mexican-American community
college students in California for many years and is worthy of research focus. To frame
that premise, this literature review is divided into four thematic sections related to Puente.
First, an overview of the history of the Puente project is provided that describes its
services and how it became a best practice program. Second, a brief California historical
analysis of schooling and Chicano/Mexican-Americans is provided. This history is done
to improve understanding of the origins of the politics and discriminating schooling
practices that promoted the formation of Puente. The purpose is solely to show that the
program may be reversing earlier discriminatory schooling practices. Third, related
community college studies on the Puente Project are provided to show the research gap
that the study seeks to fill. Last, a comparative review is conducted on the shared
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practices of special community college programs like Puente and others (i.e. Extended
Opportunity Program and Services and Umoja), noting each one’s uniqueness and how
they compare to the Puente effort. This literature review serves as a foundation for
upcoming qualitative one-to-one interviews conducted as part of the study. Those
reflections by former Puente participant’s voices, who have now earned a bachelor’s
degree after having completed the Puente project will both inform research findings and
recommendations and may possibly add to the current literature on Chicano/MexicanAmericans in community college.

Puente
The origins of the community college Puente project in California appear to come
from a series of timely interactions between a faculty member and a counselor from
student services collaborating on how to solve the drop out problems of
Chicano/Mexican-Americans within their community college. That beginning led to onsite support to fund both research on the problem and a pilot an effort to attempt to
address the issue, followed by outside research to see if such an effort can replicated and
expanded. Table 2.1 offers a brief historical timeline of the community college Puente
project origins and its evolution over 30 years into its more recent version (Puente, 2013).
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Table 2.1
Puente Timeline
Year

Event

1981

Puente founded by Patricia McGrath and Felix Galaviz at Chabot College.

1984

Puente receives funding from Bank of America to pilot its program in four
community colleges (Chabot College, Ohlone College, Evergreen Valley
College and Sacramento City College).

1985

Puente becomes co-sponsored by the California Community Colleges and
the University of California, with monies from the fund for student
success, allocated by the California legislature. 1992 – Puente is awarded
a planning grant by the Pew Charitable Trusts to develop a pilot of its
model for high schools.

1992

Puente is awarded a planning grant by the Pew Charitable Trusts to
develop a pilot of its model for high schools.

1993

With funds from the DeWitt Wallace – Reader’s Digest Fund, Puente
launches its high school pilot in 18 high schools over four years.

1998

Professor Patricia Gándara of UC Davis submits a final report of a fouryear independent evaluation of the high school programs; Puente is also
honored with the prestigious Innovations in American Government
Award.

1999

Puente expands from 18 to 31 High Schools.

2002

Puente expands to 21 more community colleges.

2004

Puente is chosen as one of six model programs to help policy-makers to
improve college access and success by Pathways to College Network.

2009

Puente is honored by Excelencia in Education for its work at the
community college level.

2012

Puente expands to three community college districts representing five
colleges in the state of Texas.
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The Puente Founders
In an effort to stem the tide of Mexican-American students dropping out at their
community college, the founders of Puente decided to create a intervention model to
improve persistence and transfer to four-year universities (McGrath & Galaviz, 1996, p.
27). The founders, Patricia McGrath, a community college English instructor, and Felix
Galaviz, a community college counselor, were both employed at Chabot community
college in Hayward in the San Francisco Bay Area. The founders were concerned
reversing the reality that more than 50% of Mexican-American students were dropping
out from their community college, many within the first three weeks of the semester
(McGrath & Galaviz, 1996, p. 27). Together, they collaborated to conduct drop-out
research of more than 2,000 Spanish-surnamed students. The initial findings from the
study were threefold: (1) the majority of the students never spoke to counselors and most
avoided taking English writing and math courses; (2) the majority of the students were
not progressing in basic skills pre-college level courses in English and math, and as a
result, were never able to ready themselves to transfer; and (3) most students were not
familiar with the community college process and the requirements to earn a degree
because they were often the first in their families to attend college (McGrath & Galaviz,
1996, p. 27). To combat such findings, the founders strategized on how to improve
writing skills (writing component), offer students community role models (mentoring
component) and provide academic support that informed students about campus
resources and transfer degree requirements (counseling component). McGrath and
Galaviz collaborated to create the Puente project pilot at Chabot Community College
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(McGrath & Galaviz, 1996, p. 27). They developed a three-component intervention that
consisted of “rigorous language arts instruction, sustained academic counseling, and
mentoring by members of the professional community” (Puente Project, 2008, p. 2).
Puente’s first efforts as a pilot provided positive returns. In the first year of the pilot 24
out of the original 25 students returned to the effort for the second semester. All 25
original participants remained enrolled at Chabot College, while the mean of their grade
point averages doubled (UCOP, 1992, p. 5). Further, 33 % of students transferred to a
four-year university as compared to fewer than 5% of all Latino community college
students (UCOP, 1992, p. 5). What began as a one-school pilot expanded to three more
campuses initially: Evergreen Valley College, Ohlone College and Sacramento City
College (Galaviz & McGrath, 1985, p. 18). Today PUENTE exists in sixty-two
community colleges throughout California (UCOP, 2013) and has recently expanded its
efforts into the state of Texas (Puente, 2013).

Co-partnership Funding for Oversight of Puente
As Puente expanded, its funding sources evolved from the initial support of
Chabot community college to private donors and then to a more established system wide
co-sponsorship, with additional funding directly from the legislature (Puente, 2013).
Puente first began in 1981 “as a grassroots effort to help these students complete
community college and transfer to four-year universities” (McGrath and Galaviz, 1996, p.
27). The Puente project was initially funded by Chabot community college for two pilot
years through 1983-84. After that Puente found additional support under a relationship
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with the Bay Area Writing Project of the University of California, Berkeley to replicate
its success at four community colleges: Chabot Community College, Evergreen Valley
College, Ohlone College and Sacramento City College (Galaviz & McGrath, 1985, p.
18). The programmatic support came in the form of annual summer institutes to train
English instructors on the use of portfolio assessments and cultural sensitivity in their
instruction of Latino literature (CATESOL, p. 8). During these trainings, held at the
University of California Berkeley, Puente counselors were guided on supporting
instruction in the classroom as well as supervising the overall site effort (CATESOL, p.
8). Puente’s first expanded pilot was funded by a grant of the Bank of America
Foundation in 1984; this allowed the program to add the three additional community
colleges (Puente, 2013).
In 1985, after piloting the Puente project for four years at four community college
sites, the University of California and the California Community Colleges systems agreed
to co-sponsor the effort (Latino Eligibility Task Force, 1993, p. 24). Funding came from
the Fund for Student Success through the California State Legislature (Puente, 2013).
This funding was influenced by Puente result in 1993, when 66% of students completing
the Puente project transferred to four-year universities and 25% of the Puente students of
those to the University of California (Latino Eligibility Task Force, 1993, p. 24). In 1993,
the University of California Latino Eligibility Task Force did its own study of the Puente
project, comparing transfer rates of community colleges with Puente projects versus
community colleges without Puente. Findings noted that Puente community colleges
transferred 44% more Latino students than non-Puente community colleges (Latino
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Eligibility Task Force, 1993, p. 25). In 1998 for example, the program had a record high
97% retention rate across all participants (Laden, 1999). Table, 2.2 summarizes
persistence and transfer rates to show that Puente participants were persisting and
transferring at rates higher than non-Puente students.

Table 2.2
Puente Community College Program Results – Fall 2008 to Fall 2009 College
Persistence Rates of All California Community College (CCC) Students Statewide by
Ethnicity and of Puente Students
Student Group

Persistence

Asian

76%

African American

62%

White Non-Hispanic

68%

Hispanic

71%

Puente Students

81%

All CCC Educationally Disadvantaged
Students*

31%

All CCC Students*

41%

Puente Students*

55%

* Six-year California statewide transfer rates. Sources: CCCCO, National Clearinghouse
House, Puente Program (As cited in Puente, 2012).
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As Puente’s community college funding was stabilized by the co-partnership, the
idea to see if similar practices could be replicated in high schools also found funding
support in 1992 by the Pew Charitable Trusts. This was followed by funding by DeWitt
Wallace, a Reader’s Digest Fund, to launch a high school Puente pilot in eighteen high
schools. The following year, all eighteen high schools were institutionalized and are now
funded by high school funds (Puente, 2013). In 1999, as a result of Proposition 209, the
California Legislature provided a substantial investment in higher education that in turn
allowed Puente to increase from eighteen to thirty one high schools allocating greater
funds for the University of California student-centered academic programs (Puente,
2013). Presently, Puente has thirty-five high school programs in California (Puente,
2013), and, as of 2012, Puente’s administrative offices are housed at the University of
California, Berkeley (UC Berkeley, 2012).
Financial support based on the overall success of Puente led to not only more
donors and volunteers (in the form of mentors), but added funds to allow the community
college program to provide statewide and regional conferences for all of its participants
(Latino Eligibility Task Force, 1993). The conferences serve two key roles related to the
overall Puente effort: they gave participants exposure to four-year university
representatives and recruiters and they provided them with higher education transfer
information (Latino Eligibility Task Force, 1993). In addition the students could see other
students like them making the same efforts in community college Puente programs. This
was a notable form of cultural validation and empowerment (Delgado Bernal, 2001;
Rendón, 2002) and also provided the students with some added motivation (Latino
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Eligibility Task Force, 1993). Lastly, the conferences fostered partnerships between all
segments of higher education and the program to support improving outcomes for
Mexican-American participants (Latino Eligibility Task Force, 1993, p. 24).

Puente’s Recognition as a Best Practice
With sustained positive outcomes, the Puente project began to receive accolades
from a variety of state, federal and organizational sources. Puente was acknowledged for
its success in helping high school and community college students, now estimated at
400,000 students (Puente, 2013). For example, in 1998, Puente was awarded the
prestigious Innovations in American Government Award given by the Ford Foundation,
the Council for Excellence, and Harvard’s John F. Kennedy School of Government
(Puente, 2013). In 2004, Puente was chosen as one of six model programs to help policymakers improve college access and success through the Pathways to College Network, a
nationwide program comprised of educational institutions, foundations and non-profit
organizations nationwide (Puente, 2013). Puente was chosen among 100 organizations
for a Pathways 2004 report, “A Shared Agenda: A Leadership Challenge to improve
College Access and Success” (Puente, 2013). In 2009, Puente was chosen as an “example
of excellence” by Excelencia in Education for its work at the community college level
(Puente, 2013). Excelencia in Education is a national research group that focuses on
providing data-driven analysis of the educational status of Latino students and promotes
educational policies and institutional practices that support academic achievement
(Excelencia, 2013). These acknowledgements provide evidence that the Puente model
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serves as a best practice regarding the persistence and transfer of Mexican-Americans to
community college.

Puente Project Components
The Puente project consists of three distinct but interrelated components: writing,
counseling and mentoring. These components each come with professional staff
development for training and overlap at times. For example, counselors and mentors are
in the writing course to support learning in the classroom, offering adult role models for
participants to feel a layer of support and validation. Figure 2.1 represents the general
Puente project model.

Figure 2.1. Three key components of the Puente effort. Source: McGrath & Galaviz,
1996.
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Writing for Cultural Validation. Puente offers a unique teaching strategy that
increases writing opportunities by encouraging participants to relate their own life
experiences with the Chicano/Latino literature they are provided. They also share among
their classmates and receiving in-class feedback from peers and staff in a “familia”
(family) like setting (McGrath & Galaviz, 1996, pg. 28). Familia/kin is one of the six
cultural wealths that Yosso refers to in her research (2005). The cooperation among the
students and adults exemplify learned experiences from home or “funds of knowledge”
(Moll, Amanti, Neff & González, 1992). The Puente students actually have the same
English instructor for the two-consecutive semesters of the program (Galaviz & McGrath,
1985, pg. 19). However, the English teacher is not alone in the classroom. A Puente
counselor is also a daily course participant and Puente mentors are brought in as guest
speakers to support instruction (Saucedo & Scott, 1988, p. 88). These latter adults offer
more Latino role models, cultural voices and perspectives when giving the students
writing feedback. One of the founders of Puente, Patricia McGrath asserts “that the
balance of the three components, teacher, mentor and counselor, are what makes the
program successful” (CATESOL, 1986, p. 8). Walter Sherwood, a Puente English teacher
from Sacramento City College echoes this uniqueness, by pointing out that “the students
have three people on their side, and that’s personal contact education usually doesn’t
have” (CATESOL, 1986, p. 8). This team represents a form of social capital through the
program’s institutional agents who keep students of color engaged and on track (StantonSalazar, 2010).
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In addition to this support, Puente uses Latino literature as a strategy to not only
increase writing opportunities, but to also motivate and support Mexican-American
students to get more involved in school and to prepare them for transfer to four-year
universities (McGrath & Galaviz, 1996). With the use of Latino literature Puente attempts
to motivate students to write from cultural perspectives they are most familiar with and
most interested in (CATESOL, 1988, p. 8). These are the student contexts their families
and communities, that “funds of knowledge attempts to address” (Moll, Amanti, Neff &
González, 1992). Examples of such topics included sex roles, the Catholic Church and
discrimination (CATESOL, p. 8). These are approaches that critical race theory (CRT)
and Latino critical race theory (LatCrit) argue can empower students to address
experienced oppression in their own creative ways (Delgado & Stefancic, 2012). Students
experience the intersections of race, gender, sexual orientation that LatCrit supports
(Solórzano & Delgado Bernal, 2001). The goal is to increase the amount of practice and
writing Puente students perform, since for the first time in most of their schooling
experiences, they are being exposed to cultural instruction that serves to validate their
ethnic existence in both school and American society (Rendón, 2002).
Key to the success in the writing strategies of Puente is that the instruction
provided is “relationship-centered” teaching and learning (Rendón, 2000, p. 4). In a
relationship-centered experience, teaching is done not only from a holistic point of view,
which addresses how it is impacting the intellect, but also addresses the emotional
experiences that Mexican-American students have as they write and share their writings
(p. 4). Relationship-centered teaching leaves room for collaborative learning, where
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instructors and staff learn as much from the students as the students learn from the
teachers, becoming what Laura Rendón calls “co-creators of knowledge and cobeneficiaries of learning” (2000, p. 4). This outcome mirrors the “reciprocity” that Moll
and his researcher team (Moll, Amanti, Neff & González, 1992) were attempting to affect
with teachers becoming aware of the value of using “funds of knowledge” to improve
their pedagogy (p. 3).
An example of collaborative learning, which the researcher personally witnessed
while doing an ethnographic evaluation of a Puente high school class in San Jose,
centered on a show and tell type of presentation commonly used by the two strands
(Gándara, Mejorado, Gutierrez & Molina, 1998). For the assignment each student created
a poster and by using the letters of their names and pictures, the Puente students were to
introduce themselves to their classmates. There were asked to provide some family
history as to how they got their names, and speak about themselves and their interests.
The emotions that were evident throughout the room were amazing, as students made
each other laugh, cry and cheer. Most classrooms cannot hold such focus for long periods
of time, but here the students were generally polite and respectful as they learned about
one another. The students agreed that they could relate to one another’s traditions,
similarities of culture, communities and family experiences. The English instructor that
day verbalized to researchers how by accident such a simple assignment taught her so
much about Mexican American culture. The teacher felt she also benefitted from the
cultural information she had never been privy to until that semester, when she began
teaching for Puente. This was an example of the co-learning that Rendón spoke to in
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“relationship-centered learning and teaching” (2000, pg. 4). The English instructors may
or may not be Mexican-American, and in most cases have been white. Yet, the Puente
counselors and mentors, usually Latino, were often present in the classroom to serve as a
resource for cultural information (CATESOL, 1988, p. 8).
In addition to the relationship-centered experiences in the classroom, two other
important features of the writing component offer validation and give Puente students
confidence to write (Rendón, 2000). Validation is a term utilized by Laura Rendón
(2000) to describe validating culturally diverse students by “providing a core curriculum
that is inclusive of the contribution of the diverse groups” and that creates an
“environment that allows for error, imperfection and reflection” (p. 4). Puente appears to
find through such a strategy a way to help students see themselves in the curriculum
making ties to it from their own experiences. It bridges the connections from home and
community to the classroom (González & Moll, 2002; Moll, Amanti, Neff & González,
1992). Puente students are validated by incorporating the community professional
mentors in the classroom. The mentors assigned to each participant, provide a cultural
role model and evidence that Mexican-Americans are already making it successfully
through education (Galaviz & McGrath, 1985, p. 19; McGrath & Galaviz, 1996, p. 28).
The Puente counselor, another role model, supports the students both in and out of the
classroom, helping students dialogue about what they learn and fostering thought about
how to create their own educational paths to their career dreams (Curtis, 1989, p. 4).
When Puente students are able use community based writings about their culture,
families and communities, the students feel that they belong in the higher education
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experience and there is a place for them in society (McGrath & Galaviz, 1996; Rendón,
2002). The Puente students’ ancestral histories and their contributions as a culture to
society are all validated from the voices of the Latino literature they use and write about
in their essays (Rendón, 2002). First, the students gain a sense of pride culturally. Then
Puente uses that validation to excite them into practicing their basic writing skills, while
gathering and giving each other feedback as “familias” in the classroom to learn how to
pick their best works in portfolio assessments (McGrath and Galaviz, 2006, p. 29).
Mentors are incorporated in many of the classroom activities by giving career
presentations or through career interviews that are part of the writing assignments
(McGrath and Galaviz, p. 29). The outcomes are motivated Puente students eager to
improve their writing skills (Sherwood, 1987). From a CRT and LatCrit perspective, they
are being empowered by the environment of schooling that is structured for these
Mexican-American students by the Puente project (Freire, 1970; Solórzano and Delgado
Bernal, 2001).
Patricia McGrath, when designing the Puente writing component, felt most
Mexican-American students were not progressing successfully while in basic skills
language arts/English instruction and would only memorize vocabulary and fill in
grammar workbooks (CATESOL, 1986, p. 8). “Writing is empowering, and if you can’t
write well, then you believe you can’t make it through an academic program” said
McGrath (Curtis, 1989, p. 4). The focus in Puente was more on writing than the
mechanics, to get more drafts done, and then work on the grammar and spelling and
editing later (Curtis, 1989, p. 4). The writing effort also starts from the opposite of the
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“deficit model”, instead focusing on the potential and strengths of the students
(Sherwood, 1997, p. 9; Yosso, 2005). McGrath echoes these sentiments: “The Puente
English teacher capitalizes on the strengths of the culture, and one of the strengths is that
they work beautifully together and cooperatively” (CATESOL, 1986, P. 8; Yosso, 2005).
Puente helps students to move through basic skills education to completing
college-level English in two semesters, an accelerated pace. Most community colleges
have student levels depending on assessment tests placement and whether English is the
student’s second language (Bailey, 2009). Research (Bailey, 2009; Bailey & Cho, 2009;
Cabrera, Beeghly, & Eisenberg, 2012) has begun to highlight the failures of basic skills
education when minority students are often the largest participants because assessment
tools are very inconsistent. Students in community colleges too often avoid even
beginning pre-college level basic skills when assessed at such levels. Even the use of
terms “remediation” and “developmental” can be socially constructed and problematic,
since, as CRT and LatCrit allude, these operate from a deficit perspective and assume
students cannot overcome assumed deficiencies (Yosso, 2005).
Such studies (Bailey, 2009; Bailey & Cho, 2009) often highlight the need for
accelerated efforts, learning communities with counseling support and complimentary
human development experiences alongside basic skills efforts. Puente incorporates all of
these recommendations in its writing component.

The Latino counselor and role model. To complement Puente’s writing
component, a Puente counselor is selected as a Latino role model, someone who will
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support the English teacher in and out of the classroom (McGrath & Galaviz, 1996). The
Puente counselor is responsible for finding community mentors for each of the
participants, and serves as the overall site coordinator (McGrath & Galaviz, 1996;
Saucedo & Scott, 1988). The Puente counselor plays a unique role of supporting the
teaching in the classroom, sometimes teaching a writing topic or facilitating discussions
with the teacher (CATESOL, 1986, p. 8). The Puente counselor is in the class every
session with the English instructor. Puente also offers a low student-to-counselor ratio by
providing counseling support in the form of one dedicated counselor for all participants
of the yearlong experience, usually thirty or less students. This ratio offsets research
failures related to the need for lower counselor-to-student ratios (Venezia, Reeves
Bracco, & Nodine, 2010).
The Puente counselor also serves as the instructor of the complementary human
development course that focuses on “career development strategies” and then “transfer
information” the following semester (Mapeso, 2012). The role of the counselor is to both
introduce Puente students to available campus resources and orient them on using them.
The counselor also provides vital transfer information to help with applications and fee
waivers when the time comes (Saucedo & Scott, 1988, p. 82). The counselor also
monitors academic progress of each participant. Finally, the Puente counselor is
responsible for creatively involving family and community with the community college
(McGrath & Galaviz, 1996; Saucedo & Scott, 1988).
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Latino professional and career mentors. The Puente counselor also provides
community/professional mentors to enhance career and degree support (McGrath &
Galaviz, 1996, p. 28). Each student is carefully matched based on career interests,
personalities and student need (Galaviz & McGrath, 1985; Saucedo & Scott, 1988). In
1981, this was unique for special population programs to offer a role model, a career
influence and a cheerleader to motivate persistence, transfer and graduate (Saucedo &
Scott, 1988, p. 82). The mentors serve as models of success within their communities
(Galaviz & McGrath, 1985, p. 18), sharing their personal, academic and career
experiences (CATESOL, 1986, p. 8). The Puente founders intended that many of the
Puente students when they finished their bachelor’s degrees would return to serve as
future Puente mentors (McGrath & Galaviz, 1996).

Supplementing career and transfer classes for Puente students. In addition to
the trio of support of the teacher, counselor and mentor, the Puente project has evolved to
add a supplemental layer of instruction to ensure that career and transfer information is
provided to all of its participants. The Puente project, a two-semester intervention within
the first year of a community college experience, was designed to help students within
pre-college level remediation English and college level general education (GE) English
composition courses to promote transfer to a four-year university (Galaviz & McGrath,
1985; McGrath & Galaviz, 1986).
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Table 2.3
Two Layers of Academic Support
Time Period

Course Note 1

Course Note 2

Fall Semester

Pre-college level English
composition course

Human development course
on career development /
study skills

Spring Semester

College level English
composition general
education course.

Human development course
on transfer strategies /
campus resources.

Each participant
experiences a year-long
intervention by Puente

Each participant completes
two semesters of English
development, completing
both basic skills and college
level general education
(GE) courses, and students
have the same instructor for
both courses.

Each participant gets two
semesters of personal
development and guidance
to transfer and major
selection including field
trips to four-year
colleges/universities. They
are also provided a Puente
counselor and a Puente
community professional
mentor.

Source: Mapeso, 2012.
English courses are now being supplemented by dual enrollment in human
development courses within each of the two semesters. The human development courses
are usually taught by Puente counselors to compliment the English writing program
(Mapeso, 2012). They provide study skills, career development strategies, transfer
information and orientation to other campus resources to introduce Puente students to
other on-campus programs (i.e. EOP&S; MESA) available to participants (Mapeso,
2012). These human development courses are also college-level general education
courses that transfer to four-year universities along with the second-semester English
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composition course. Alone, these three courses represent nine units of academic progress
towards the needed minimum transfer units (60) for entry into four-year universities.
Moore & Shulock (2010), in their longitudinal work, noted student milestones
that represented stages of success towards degree completion and actualizing transfer
(Figure 1.1). The nine units completed by participating in Puente provides a significant
boost in progress towards degree completion and transfer, especially for Latino students
who too often fall short of meeting key milestones to successful transfer (Moore &
Shulock, 2010).
In addition to earning key units, Puente participants also experience a number of
focused retention strategies that help them use programs and services with the community
college site (Mapeso, 2012). Students are shown how to utilize campus resources,
encouraged to join student clubs and organizations and to attend cultural events both in
the community and on-campus. In addition to learning about transferring to four-year
universities, students are taught to use other on-campus counseling and advising services
at the community college (Mapeso, 2012).
Having students utilize campus services and programs while supplementing
English writing instruction with a human development effort offers each Puente
participant comprehensive support towards degree completion and transfer (Mapeso,
2012). Puente first supports their participants by improving their study skills and career
development with the first human development course. With the second course that
combines transfer information and includes taking participants on field trips to four-year
universities and arranging a statewide Puente student leadership conference (Mapeso,
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2012). The program helps the participants create an on-campus student Puente club
(nicknaming themselves “Puentistas” – Puente students) (Mapeso, 2012), adding an
additional layer of self-support through club activities and fundraisers (Yosso, 2005).
Puente also assists the participants with filling out university and financial
aid/scholarship applications and fee waivers to help transfer efforts (Saucedo & Scott,
1998; Stanton-Salazar, 2010). Puente’s comprehensive umbrella of advocacy, support,
empowerment, leadership training and cultural validation motivates students to get more
involved in the higher education experience and ready themselves for transfer to fouryear universities (McGrath & Galaviz, 1996; Rendón, 2002; Yosso, 2005).
The success of the Puente project is evidenced by some of Puente’s recent
outcomes statistics, described in Table 2.4. In 2009-2010, the transfer rate of Puente
participants was 56% compared to 44% for all CCC students and 34% of educationally
disadvantaged students. The number of transfers to four year colleges or universities
continues to increase: 573 Puente community college participants transferred in 2009
compared to 397 in 2001, an approximately 44% increase (Puente, 2013). Table 2.4
highlights the growing success of the Puente model.
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Table 2.4
California Community College Puente Transfer Rates – Academic Year 2009/2010
Student Group

Transfer Rate

CCC Educational Disadvantage Students

34%

All CCC Students

44%

Puente Students

56%

2001 – Puente Students Transferring to
four-year college/university (in total
students)

397

2009 – Puente Students Transferring to
four-year college/university (in total
students)

573

Historical Connection
To justify the existence of a Puente program, the CRT and LatCrit question must
be asked – why was Puente needed? Where in California’s educational history did
exclusion of one ethnic group’s history and heritage originate (Delgado Bernal, 2001,
Yosso, 2005)? Addressing California’s specific schooling and community college history
reveals historical evidence of a concrete relationship between struggle and persistence
among Mexican-Americans (Freire, 1970). This struggle did not deter MexicanAmericans from wanting to be educated, but often they faced schooling, political and
social obstacles, including the roots of majority racism and oppression (Delgado Bernal,
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2001). Some early Mexican-Americans still managed to get educated despite these
barriers (Tiduco, 2010, p. 17), but discriminatory practices kept Mexican-Americans
from being accepted members in the classroom, a phenomena that has lasted centuries
(MacDonald, 2004). Early examples of differential racialization noted by Delgado and
Stefancic (2012), showed individuals being treated differently based on the needs of the
dominant society (p. 9).
The Puente effort is a creative and positive response made in the spirit of this selfdetermination and resiliency of Mexican-Americans in California. Mexican-American
history in California education is a rich topic for others to expand on the already existing
contributions of Latino/Chicano historians (i.e. Acuña, 2004; MacDonald, 2004;
Menchaca, 1999; Miguel Jr., & Valencia, 1998). The relationship between the origins of
cultural heritage of Mexican-Americans meeting differential racialization provides a
rationale for founding the Puente program to provide a more inclusive history and
cultural validation needs of students (Delgado and Stefancic, 2012; Yosso, 2005; Rendón,
2000).
Californios experienced a form of “cultural invasion” when vestiges of their
existence were displaced or removed in history and literature used in schools. MexicanAmericans were still self-determined to get educated (Friere, 2000, p. 133). The concept
of self-determination appears to be vital. Despite their identities, culture, heritage, history
and language manipulated, erased, or challenged to serve political ends. MexicanAmericans never lost sigh of the American dream and a better life for their children. The
Puente project, by using those same previously eradicated or limited cultural facets,
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appears to have found ways to improve the future of the Mexican-American community
college students. Puente’s connection to California’s schooling history is important to
understand today’s current community college schooling practices.

Spanish Rule
Discriminatory practices likely have roots in the Spanish rule in California from
1513–1821 (MacDonald, 2004, p. 7). During this time period, many Mexicans or Native
Americans were known as “Californios” (native Californians) (Tudico, 2010, p. 12). The
Californios whom resided under Spanish rule were like those in power, seeking material
wealth (MacDonald, 2004, pg. 7). MacDonald (2004, p. 7), calls this era “a collision of
cultures, languages, and religions, and this was also the beginnings of formalized
European education.” This era provides early examples of how Californios experienced a
controlling social and cultural existence within the political powers of the time.
Californios were first under Spain’s general governance even though Mexico owned the
land. Later, Californios would be transitioned to the governance of the first United States
citizens that reached California as it expanded west. These two early social and political
relations are key since they provide examples of how Mexican-American’s language,
education and heritage were manipulated or eradicated for control by those in power
(Delgado and Stefancic, 2012; Delgado Bernal, 2001). Schooling practices or
opportunities for Mexican-Americans were discriminatory and these practices are
targeted by Puente to help Mexican-Americans achieve and improve their higher
education trajectory.
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One must first note that being “American” (as used in Mexican-American) in this
early era meant physically living in the far west or region not yet under United States
rule, but under Mexico’s ownership and Spain’s governance. California’s educational
roots come from a number of geographical, social and racial influences. Most MexicanAmericans or “Californios,” as they were known during this era, shared a common bond
of being victims of conquest forced governance (MacDonald, 2004; Tudico, 2010). This
is another example of differential racialization (Delgado & Stefancic, 2012). Prior to the
Treaty of Guadalupe Hidalgo in 1848, California’s schooling efforts were heavily
influenced by families and early landowners from both the Spanish and Mexican
governments that shared governance and determined for what purpose schools might be
utilized (McDonald, 2004).
The Spanish founded the “settler schools” that moved from Florida to New
Mexico and Texas to California (MacDonald, 2004, p. 14). These schools were generally
led by missionaries determined to “civilize” the Native-Americans through religion and
discipline, teaching from classical schools with the religious influence of the Catholics in
the hopes of creating Spanish linguistic literacy (McDonald, 2004). MacDonald (2004)
notes “ for the first generation of children who learned to read and write Spanish (often
called Ladinos), these skills could become assets in a world that was permanently
transformed economically, politically and demographically” (p. 17).
Under Mexican governance, children were raised in small communities (pueblos)
or military forts (presidios) of early California, also known as “Alta California” or high
California, for its northwest position in Mexico’s influence and land governance (Tudico,
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2010). Students of this schooling were often charged with carrying on the work of the
missionaries in schools that more resembled seminaries influenced mostly by religion
(MacDonald, 2004, Tudico, 2010). These schools taught both religion and Spanish to
help educate settlers, so that they were literate and could participate in trade relations
between Mexico and Spain (MacDonald, 2004). To Delgado and Stefancic (2012), these
are the origins of a California that began to implement “differential racialization – the
ways dominant society racializes different minority groups at different times in response
to the shifting needs such as the labor market” (pg. 9). The largest networks of such
schools in Alta California were the California missions (MacDonald, 2004, p. 35).
However, there were also cases of literate settlers who ran schools out of their homes
(McDonald, 2004, p. 34).
Literacy during this generation implied promotion civically, working for trade,
and recording history (from deaths, to baptisms and weddings) as “a continuation and
affirmation of Spanish religious and linguistic” heritage (MacDonald, 2004, p. 14).
Education was used to contribute socially and politically during this era for the MexicanAmericans, even under Spanish rule. Schooling was aimed to assimilate the NativeAmerican/Indians; teachers forced native to become cultural “brokers or agents of
literacy” between the Spanish and natives (MacDonald, 2004, p. 17). Schooling sought to
control and was limited for political purpose to those whose history and heritage it was to
serve (Delgado & Stefancic, 2012). In this early era, it generally served the needs of
Spain. More importantly, the idea of schooling to serve only the privileged, wealthy, elite
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or those in power, set an early precedent that would last for generations. Private schools,
and in more recent history, charter schools have origins in these early practices.
Mexicans and native Californios, initially quite dependent on Spanish rule, broke
off from Spain winning a revolution in 1821 (MacDonald, 2004 p. 19). This battle was
led by a Latin-American Catholic Priest named Miguel Hidalgo. As a result of newly
formed governance between Mexico and the Californio’s, “public schools then became a
critical component of an educated citizenry” (MacDonald, 2004, p. 31). Schools shifted
from being ruled solely by religious influences to more egalitarian public schools
(MacDonald, 2004, p. 31) and were taught from Eurocentric traditions. Mexico, through
its upper class and governing body, had influence as did traditions from France, Germany
and other parts of Europe (Tudico, 2010). The history and language instruction, which
included Latin and religious heritage, were more like the liberal arts traditions present in
today’s schooling (minus Latin, but taught today in English). However, due to scarce
resources and lack of funding of schools, a formal network of these was never able to
expand or fully develop. The schools still existed, but were disconnected, and usually
located in larger communities or presidios (MacDonald, 2004).

Mexican Rule
During this era, also known as the Mexican era (1821–1848), schools revolved
around class and trade. Since Californios were no longer under Spanish control, they
began to trade with the U.S. expansionists, French, British and Russians (MacDonald,
2004, p. 33), who were beginning to settle in the west. Schooling at the time was usually
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reserved for the wealthy elite, who fostered trade and used revenue from it to fund
schooling in their presidios and pueblos (small communities) (MacDonald, 2004).
Not long after the Mexican era, California experienced the first white American
settlers, leading to an eventual military takeover as the United States expanded into the
region and won control of the territory (MacDonald, 2004). As United States settlers
quickly poured into California, especially during the Gold Rush era in 1848, governance
quickly moved from Californio control to White American control. This led to limited
citizenship for many former Mexican citizens (Tiduco, 2010, p. 48). Race played a role,
as slavery was still legal throughout the United States, and those with dark skin were
often treated similarly to slaves, while those with white skin could become full citizens
(Tudico, 2010). Though efforts to dissolve language and cultural heritage and history of
Mexicans dominant due to the location, limited resources and need to survive as one
group, such practices could not always be enforced (MacDonald, 2004). In fact, as
Mexicans and Whites intermarried, their schools often became bilingual and bicultural,
reflecting diversity of the newly forming communities (MacDonald, 2004). Schools were
not yet predominantly Spanish speaking or English focused as the new California took its
early shape. The unique diary of the early Californio Jesus Maria Estudillo, from 1862
even provides evidence of a Mexican-American being educated at recently founded Santa
Clara College (Tiduco, 2010, p. 17).
Racial treatment based on the color of one’s skin offered or limited educational
and civic opportunities. Mexicans with white skin were quickly made U.S. citizens while
those with dark skin faced slavery, which was still legal at the time in the United States
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(Menchaca, 1999; Tudico, 2010). Those of mixed bloods and races, like “Meztizos,”
were given citizenship but could not vote (Menchaca, 1999, p. 20). This has some direct
relation to how schools of the present suffer from similar racial treatment based on
whether students look like the norm or dominant culture. These are examples of early
microaggressions that CRT and LatCrit scholars examine (Delgado & Stefancic, 2012).
Having experienced discriminatory treatment under the rule of Spanish, MexicanAmericans now faced similar treatment under the rule of the white Americans. These are
early examples of privilege and power dynamics that serve as social baseline of treatment
for how Mexican-Americans were to be taught in future years (Delgado & Stefancic,
2012; MacDonald, 2004, Menchaca, 1999; Tudico, 2010; Yosso, 2005).
Schools evolved in the late 1940’s from the sole influence of Catholic
indoctrinations to influences from other religious, secular ideas and public influences
(MacDonald, 2004). The school’s focus was now predominantly on becoming an
American, and Mexican-American identities, language and cultural customs were
minimized or eradicated under the new doctrine (San Miguel Jr., 1999). These serve as
roots to Latino racism in schooling (Bernal, 2001). Even Catholic schools, now more
separate from church and state, evolved and taught from an American Catholic agenda
(as opposed to a Spanish influence) (Tudico, 2010). The Catholic Church created schools
with convents and seminaries, as well as separate schools for boys and girls. These
schools taught religion in addition to reading and writing (San Miguel Jr., 1999, p. 32). It
is important to note that there was a level of cultural, language and identity protection for
Mexican-Americans through these early changes and transitions (MacDonald, 2004).
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Despite the social and political push to focus on being American and to discard one’s
cultural history and language by joining a more Eurocentric way of teaching and
schooling, Mexican-Americans found an ally that may have buffered their transition. The
Catholic Church itself seemed to mediate the Mexican-American needs for a balance of
their culture and language as they were indoctrinated into becoming U.S. citizens
(MacDonald, 2004; Tudico, 2010). This protection likely explains why such large
numbers of Mexican-Americans remain Catholic today, despite new religions emerging
in California during that same era. Puente even used the topic of Catholic religion in its
classroom discussions, since so many of the participants could easily relate to and write
about this experience (CATESOL, 1986, p. 8).
Puente’s efforts to infuse heritage and culture through authors and writings
attempts to bring back the cultural heritage, history, language and traditions that were
eradicated to validate the students belief that they do belong in college (Rendón, 2002).
This helps these community college students write about that which is most familiar to
them and for which they are most proud (McGrath & Galaviz, 1996, CATESOL, 1986).
This is the counter narrative to what was removed from their early ancestors during the
Californio period (Delgado & Stefancic, 2012; Rendón, 2002).
In some ways Californio’s paved the way for the political empowerment term of
the word “Chicano” (Tudico, 2010, p. 17). Similar to the Chicano experience of the 60’s,
when many Mexican-American children were made to feel less Mexican by those in
Mexico while at the same time made to feel less American because of their Mexican
ancestry, even though they were born here in the United States. Such a cultural
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disconnect led to the creation of their political self-identifying label – Chicano (Tudico,
2010, p. 18). Californio’s suffered from the same identity crisis from when they were
both in northern Mexico (Alta California) and were neither fully accepted as Spanish or
Mexican. The Californios suffered even more discouragement when many were not made
full U.S. citizens when the white Americans took over (Menchaca, 1999). Puente
attempts to help today’s Chicanos and Mexican-Americans feel they have made a U.S.
contribution, while helping their participants value their rich heritage, communities,
language and ancestry, as they develop into educated Californians (McGrath & Galaviz,
1996). From this condensed history, the roots of schooling practices that were meant to
exclude those not in power or in privilege, as California takes full shape as a U.S. state,
have their fortunes reversed thanks to those who served in world wars, and who
afterwards wanted to make contributions to their communities and nation. In the next era,
the researcher begins to look at the origins of support programs for special populations,
like the Puente project, through the beginnings of the California community colleges.

Early History of California Community Colleges
Puente’s origins as a support program for a specific population has roots in the
formation of California’s community colleges. Though Mexican-American’s were not
well represented as the community colleges took shape, the student services that would
one day influence support programs originated during this era. From the Merrill Act of
1862 to the Master Plan in 1960, the community colleges evolved as an extension of
public high schools and as a lower version of a university (Vaughn, 1985). Junior
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colleges (later to be known as community colleges) would evolve to become open access,
comprehensive entities that served both the interests of society and of the individual in an
affordable manner (Geller, 2001; Vaughn, 1985; Winter, 1964). This history ties to
Puente through the formation of community colleges when baby boomers were being
born after World War II. The GI Bill supported veterans that wanted re-training and
certification opening doors to those from the lowest socio-economic levels (Vaughn,
1985, p. 18). Many of these individuals came in needing to develop basic skills (Vaughn,
1985). Community colleges were a combination of what Vaughn (1985) called practical
and liberal (pg.7). They were practical in that they provided technical training for
industry’s demands for technicians, and liberal in that they opened access to all becoming
a type of “people’s college” (p. 9).
Community college started out as an academic entity before the 1930’s, serving as
junior college to four-year universities (Vaughn, 1985). Yet, thanks to the GI Bill and the
re-adjustment act in 1944, the community colleges evolved to support not early students
that sought technical training, but also those who had their sights on transfer to four-year
universities (Vaughn, 1985). Originally called normal colleges, higher education
institutions evolved to become state teacher universities, and then finally became what is
now called in California the California State Universities (CSU’s) (Vaughn, 1985). The
CSU and the University of California (UC’s), two of the fastest systems nationally,
became more defined by the California legislature as teaching and research institutions
respectively (Vaughn, 1985). Junior colleges evolved to become community colleges that
were open access and affordable, thanks to early legislative committee decisions in
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California (Winter, 1964, p. 9). Individuals that were at least 18 years of age, and could
benefit from basic skills education, could have access to higher education and pay very
little. These students had the chance to earn degrees or certificates or begin transfer to
four-year universities (Winter, 1964, p. 9).
Out of such developments came the beginning of “student services,” where
counseling, student activities, admissions and records, testing, communication with both
high schools and four-year universities, as well as orientation, financial aid, athletics,
student conduct, placement and health services, would all become defined as community
colleges began to serve large numbers of individuals (Vaughn, 1985, p. 20). As Vaughn
(1985) alludes, the community colleges shifted from discipline and control as their focus,
to student development models that viewed education in a more holistic manner (p. 20).
Complementing this growth was the beginning of loan and grant programs as financial
aid through the Higher Education Act of 1965 and amendments of 1972 (Winter, 1964).
This federal legislation created the early “equal opportunity grants” which later became
the “Pell Grants,” as well as supplemental educational opportunity grants (SEOG),
college work study (CWS), and National Direct Student Loans (NDSL) (Vaughn, 1985,
p. 19). Individuals were not only given open access, but were also being supported by the
federal government to pursue educational goals. Funds like this later would later
specified for targeted groups like those who began in equity programs like EOP&S and
Puente.
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The 1960’s and the Master Plan
As California’s higher education system took shape and became more accessible,
the issues of demographic representation and services to support Mexican-Americans
came into question. This in turn influenced the origins of equity programs like Puente.
The 1960’s brought about the need for a California master plan for its higher educational
systems, after most of its colleges and universities were taking shape and each operating
individually instead of collectively (Douglass, 2010; Geiser & Atkinson, 2010). As
Douglass (2010) notes, “the California master plan was arguably the single most
influential effort to plan a future system of higher education in the annals of American
higher education” (p. 1). It allowed California to differentiate the roles among the
systems of California Community Colleges (CCC’s), California State Universities
(CSU’s), and the University of California (UC’s). Figure 2.3 illustrates the higher
education structure and process in California.
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Figure 2.2. 1960 Master Plan: Agreed revisions to the systems

Douglass (2010) notes the importance of the Master Plan’s commitment to higher
education for all:
…the California Idea, where the thought that a postsecondary education was no
longer a privilege but a right for high school graduates; that higher education was
key to socioeconomic mobility and California’s economic and cultural maturity;
and most importantly, that state and local government should devise institutions to
rationally and equitably provide for access to higher education (p. 6).
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Callan (2009) provides some highlights of the California Master Plan key
changes:
•

The junior colleges (subsequently designated “community colleges”) gained
acceptance as an integral part of higher education, and were given the largest
mandate for expansion.

•

The state colleges, which ultimately became the California State University (the
State University), were removed from the public school system and were given
degree-granting authority through the master’s level as well as an independent
governing board.

•

The organization of the University of California was not affected, but its
monopoly on state-funded, advanced graduate and professional programs and
research was confirmed.
The Legislature was relieved of the increasingly controversial political pressures

for new campuses by delegating initial approval of these decisions to a new coordinating
council.
Prior to the California Master Plan’s creation, the UC and CSU systems were not
in agreement on mission and the legislature was ready to add more governance as the
systems prepared for a wave of students in the baby boomers’ generation (Douglass,
2010; Geiser & Atkinson, 2010). The Master Plan was developed to clearly define the
systems’ general missions and how high school seniors and community college students
are screened for admissions (Douglass, 2010). From a CRT and LatCrit perspective, such
a plan is viewed as intentional structuring to give the dominant majority the greatest
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advantage (Delgado & Stefancic, 2012). The students who do not fall in the UC or CSU
percentages are readied for careers that are often technical or labor intensive and
perceived as having deficit skills sets. Those who do reach the percentages are seen as
being more skilled and worthy for higher education. As one would expect, students of
color would more often fall outside of such percentages and only have community
colleges or work as an option after high school.
For the admissions charge, UC was asked to accept the top one-eighth (12.5%) of
high school graduates, while CSU was to accept the top one-third of high school
graduates (33.3%), both based on 10th through 12th grade point averages (Douglass, 2010,
p. 8). The California Community Colleges were first defined as an open access strand of
higher education able to select from the entire 100% of graduating high school students
regardless of grade point average (Douglass, 2010, p. 8). For community college transfers
to UC or CSU, grade point averages and units were determined for minimum admissions
levels, and a lower division to upper division 40:60 ratio was established for prioritizing
community college transfers across both systems (University of California, 2007, p. 2).
This helped to shape a commitment to community college transfers and to create
strategies like the Puente Program or Transfer Opportunity Program (TOP) to help
maintain accountability to reach this ratio (Mapeso, 2012). Furthermore it also lead to
other creative transfer tools like articulation agreements (www.assist.org), admissions
contracts and uniformed general education patterns for both CSU (CSU GE pattern) and
UC transfers (IGETC GE pattern) (Mapeso, 2012).
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Demographics in the 1960’s. As California community colleges began in 1960,
many predicted that demographic growth among other ethnic groups would materialize
(Callan, 2009; Douglass, 2010; Geiser & Atkinson, 2010). Most relevant to Puente was
the consistent population growth of Hispanics. The Hispanic population increased from
12% to nearly 35% of the California population from 1974 to 2004. During that time the
majority white population decreased from 92% in 1960 to 45% by 2004 (Callan, 2009, p.
20). As of 2012 – 2013 Hispanics are now the largest ethnic group in the California
Community Colleges system, comprising 35.9% of the student population versus 31% for
whites. Hispanics now comprise 35.9% of the California population versus 40.1% for
whites (CCLC, 2013). The overall importance of this growth was that most policies,
programs, support services and instructional pedagogy shaping California Community
Colleges effort were geared more towards the needs of the largest population of students.
Tables 2.5 and 2.6 show population trends by ethnic group from 1960 – 2004:
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Table 2.5
California Population by Ethnic Group, in Individual Numbers, 1960 to 2004
Year

White

Hispanic

Asian/
Pacific
Islander

1960

14,465,000

N/A

N/A

884,000

N/A

15,727,000

1970

15,480,723

2,423,085

671,077

1,379,563

83,838

20,038,286

1980

15,949,865

4,615,231

1,257,019

1,793,663

164,290

23,780,068

1990

17,023,502

7,760,598

2,748,810

2,106,060

189,503

29,828,473

2000

16,098,880 11,085,437

3,872,800

2,220,712

184,754

34,098,744

2004

16,287,111 12,707,737

4,374,758

2,193,043

213,316

36,505,743

Black

American
Indian

Total
Population

N/A = Data are not available. The total for 1980 includes those who selected “other” and
totals for 2000 and 2004 include individuals who selected multiple races. The Hispanic
category for 1970 to 1990 equals a sum of Hispanic white Hispanic Asian/Pacific
Islander, Hispanic Black, and Hispanic American Indian. Ethnic categories are identified
as per source materials. Sources: Data from 1960 from the U.S. Bureau of the Census,
Statistical Abstract, “Bicentennial Edition: Historical Statistics of the United States,
Colonial Times to the 1970.” http://census.gov/compendia/statab/past_years.html
(accessed April10, 2008); and data from 1970 to 2004 from California Department of
Finance, Demographic Research Unit, Race/Ethnic Population with Age and Sex Detail
(1970 – 1989, 1980 – 1999, and 2000 – 2004 editions).
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http://dof.ca.gov/html/demograp/Data/DRUdatafiles.php (accessed March 28, 2008). (As
cited in Callan, 2009, p. 20).

Table 2.6
California Population by Ethnic Group, Percent of Total Population, 1960 to 2004
Year

White

Hispanic

Asian/
Pacific
Islander

Black

American
Indian

Total
Population

1960

92%

N/A

N/A

6%

N/A

100%

1970

77%

12%

3%

7%

0.4%

100%

1980

67%

19%

5%

8%

0.7%

100%

1990

57%

26%

9%

7%

0.6%

100%

2000

47%

33%

11%

7%

0.5%

100%

2004

45%

35%

12%

6%

0.6%

100%

N/A = Data are not available. The total for 1980 includes those who selected “other” and
totals for 2000 and 2004 include individuals who selected multiple races. The Hispanic
category for 1970 to 1990 equals a sum of Hispanic white Hispanic Asian/Pacific
Islander, Hispanic Black, and Hispanic American Indian. Ethnic categories are identified
as per source materials. Sources: Data from 1960 from the U.S. Bureau of the Census,
Statistical Abstract, “Bicentennial Edition: Historical Statistics of the United States,
Colonial Times to the 1970.” http://census.gov/compendia/statab/past_years.html
(accessed April10, 2008); and data from 1970 to 2004 from California Department of
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Finance, Demographic Research Unit, Race/Ethnic Population with Age and Sex Detail
(1970 – 1989, 1980 – 1999, and 2000 – 2004 editions).
http://dof.ca.gov/html/demograp/Data/DRUdatafiles.php (accessed March 28, 2008). (As
cited in Callan, 2009, p. 20).

Though a good number of students were re-entry, low income and Veterans, open
access within the California community college system did not anticipate the basic skills,
language and cultural needs of its future student body (Callan, 2009; Douglass, 2010;
Geiser & Atkinson, 2010). The Master Plan would soon face a counter response from
California’s fastest growing demographic.

El Plan de Santa Barbara
As Chicanos began to enter California community colleges and universities
following the enactment of the California Master Plan, Chicano students found their
higher education experiences were missing sensitivity to the diverse ethnic groups of this
generation. In response, a number of Chicano students, faculty and staff gathered at the
University of California, Santa Barbara (UCSB) in 1969to create the Chicano
Coordinating Council on Higher Education (CCCHE) (CCCHE, 1969). This was an early
example of resistance to dominant ideology (Solórzano and Delgado Bernal (2001, p.
313). The CCCHE formulated a Chicano manifesto, a type of counter narrative to the
Master Plan that demanded cultural sensitivity and equity in all facets of higher education
(CCCHE, 1969). The manifesto was called, “El plan de Santa Barbara: A Chicano plan
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for higher education” (CCCHE, 1969) and made some important recommendations that
were hope they would be heard by those in power in higher education and the legislature
(Solórzano & Delgado Bernal, 2001). The goal was for el plan de Santa Barbara to be
revisited and revised every year or so to meet the changes of the community.
The council’s requests included:
•

The need to increase the number of Chicano faculty, staff, and employees as role
models;

•

To commensurate admissions practices to increase the number of Chicanos being
admitted into universities;

•

To asking for a dedicated department on Chicano Studies with a Chicano
curriculum;

•

To providing support programs and student services targeting Chicano student
needs (CCCHE, 1969).
This was one of the first Chicano political push backs from an ethnic group that

had experienced struggle, racism and cultural invasion (Friere, 2000), and who were
quickly becoming a growing concern in higher education (Callan, 2009; Douglass, 2010,
Geiser & Atkinson, 2010). Chicanos were becoming more aware that one day they might
become the majority (Yosso, 2005). The council used this symposium to ask of
California’s higher educational system and legislature to show a commitment to be
inclusive, equitable and representative of the ethnic populations (CCCHE, 1969). With
this symposium began the early formation of a Chicano student organization named
“Moviemento Estudiantil Chicano de Aztlan” or MECHA. This student run organization
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became a vital organizing force among college students and today is still active
throughout most universities and community colleges, as well as high schools. MECHA
encouraged students to voice their dissatisfaction with higher education practices, to
organize politically to demand change (CCCHE, 1969, p. 59; Solórzano & Delgado
Bernal, 2001).
Puente is informed by El plan de Santa Barbara’s demands for an orientation that
recognized the poor schooling environments many students came from in underserved
communities (CCCHE, 1969, p. 33). The manifesto notes a clear disconnect from the
student’s communities and cultural identity, academic skills and achievement levels that
they bring to the college experience (CCCHE, 1969, p. 33). In response, activists called
for academic support programs that provided culture-sensitive advising, as well as
transfer information for Chicanos (CCCHE, 1969, p. 34). They requested classes similar
to human development classes taught by role models and that covered study skills,
showed how to use campus resources and provided guest lecturers (CCCHE, 1969, p.
34). The council also requested a course that provides an environment for camaraderie,
but that also gave “the historical, social and economic perspective of the MexicanAmerican in relationship to his place in today’s society” (CCCHE, 1969, p. 34). CCCHE
also requested a course that helped with the mechanics of writing papers, but that also
included Chicano materials relevant to the student (CCCHE, 1969, p. 34). Lastly, they
requested that a classroom atmosphere be provided that encouraged all Chicanos to
express themselves (CCCHE, 1969, p. 34). Many of these demands match strategies used
by Puente in community college programs.
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The 1990’s and Latino Eligibility Studies
The Civil Rights Movement brought the advent of support programs as Latino
academic progress faltered during the early 1990’s despite continued demographic
growth (Hayes-Bautista, Schink, & Chapa, 1988; Latino Eligibility Task Force, 1993).
More population growth was only translating into more students unable to navigate the
higher education system as it was structured in larger numbers. In an effort to reverse
such trends, the Extended Opportunity Program and Services (EOP&S) began in 1969 in
the California community colleges as a support program for low-income students; it was
followed by the birth of the Puente project in 1981 (McGrath & Galaviz, 1996). Despite
both programs being in place, the outcomes for Latinos in K – 12 through community
colleges were poor. As a result, a task force of Latino researchers, faculty, administrators
and staff from the University of California were commissioned by then Chancellor David
P. Gardner in August of 1992 (Latino Eligibility Task Force, 1993, p. 6). Their charge
was to offer recommendations to improve recruitment, preparation, persistence,
curriculum and transfer (Latino Eligibility Task Force, 1993, p. 6).
Task force reports highlighted the warning signs that Latinos were neither
academically prepared for higher education, nor were entering systems like the
University of California. In 1990, less than 4% of Latino public high school graduates
were fully eligible to attend the University of California (Latino Eligibility Task Force,
1993, p. 14). Even in high schools with large number of Latino high school graduates
only 2.89% of Latinos went to the UC; 9.44% went to the CSU and 22.1% went to the
CCC while 66% did not enroll at all (Latino Eligibility Task Force, 1993, p. 15). This
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lack of academic readiness and attendance came despite rapid demographic growth that
resulted in Latinos becoming majority in K-12 schools by the year 2000 (Latino
Eligibility Task Force, 1993, p. 8). This reality challenged the task force to suggest
different ways to recruit, prepare, admit and intervene to make change for future Latino
college students (Latino Eligibility Task Force, 1993, p. 8).
A number of recommendations from the UC Latino Eligibility Task Force, while
more relevant to high school preparation, illustrate why Puente was singled out in its
early years. Task force recommendations ranged from:
•

Offering more grants and scholarships rather than student loans during first year
of enrollment; providing relevant higher education bilingual information to
parents;

•

Providing all segment collaboration to recruit more Latino students; resources to
improve K – 12 teaching and curriculum;

•

Allowing English as a second language (ESL) courses to count as college
preparatory;

•

Coordinate admissions, financial aid and housing together; and admitting
community college transfers earlier (Latino Eligibility Task Force, 1993, p. 16).
These recommendations bring light to a failure to support Latino students. Latino

students were not being engaged in the classroom and curriculum, while the language and
culture of the homes was clearly being ignored (Yosso, 2005). Failure to link colleges
with the family and community of applicants and failure to adequately inform students
about admissions requirements meant vital preparation resources were not reaching
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Latino applicants. Most importantly, admission commitments to Latino community
college students were non-existent. From a CRT and LatCrit perspective, access to basic
education was not being fulfilled, since only students who met admissions standards
determined by individuals in dominant roles, were being prepared for social mobility
(Delgado & Stefancic, 2012). To offset social injustices, support programs like UC’s
Early Outreach Program (EOP), which targeted students as early as junior high school to
help them better understand how college preparation and requirements work, was born
from these recommendations. However, recommendations related to bridging higher
education with families and communities would only later materialize efforts of programs
like Puente.
The second UC Eligibility Task Force report (1993) not only brings relevance to
Puente, but also highlights the program’s success with studies of its own regarding
project’s best practices (Latino Eligibility Task Force, 1993, p. 22). The report noted that
66% of the participants that completed Puente transfer to four-year universities and, of
those, 25% transferred to the University of California (Latino Eligibility Task Force,
1993, p. 24). In their comparative study of Latinos, 44% more of Puente participants
compared to non-Puente Latino students transferred to four-year universities (Latino
Eligibility Task Force, 1993, p. 25). The task force recommended policymakers “expands
strategically targeted outreach services in the community colleges, modeled after the
Puente project, even at the cost of limiting other, less effective K-12 outreach activities”
(Latino Eligibility Task Force, 1993, p. 28). These were early signs that Puente had
earned respect as a best practice regarding persistence and transfer to four-year
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universities. No other community college program was highlighted by Task force reports,
as being notably relevant to Latinos and community college transfer. Early efforts to
study the Puente phenomenon would soon generate such reports.

Measuring Puente’s Impact
Those who have recently researched the community college Puente project have
made contributions by providing insights on Puente’s components and its influence on
faculty, staff, students and community college academic performance. Though many of
the studies on the Puente community college strand share the limitations of a single site
research, they still provide an applicable base of knowledge about the overall impact of
this comprehensive program. Puente studies range from qualitative (Mapeso, 2012;
Rendón, 2002) to quantitative efforts (Quinones, 1999: Ramirez, 2012). The focus of the
majority of Puente studies filter through community college professionals that were
instructional faculty and/or counselors serving as institutional agents. These studies also
looked at student’s academic performances through grade point averages and units
completed, comparing them to non-Puente students. One study focused on how transfer
information was structured and its impact on Puente students (Turner, 2007). Another
study focused on the theoretical works of “cultural validation,” as it applied to Puente
participants (Rendón, 2002). Together they build a working foundation from which this is
built.
This review of the Puente studies begins with Mapeso (2012), who conducted a
qualitative study of statewide Puente faculty and counseling staff. This study provides
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insights related to how the classrooms would make students feel a sense of “familia”
(family) and how counselors by their virtue of being in the classroom during all class
sessions would promote more overall student contact (p. 163). These findings echo both
the works of Yosso (2005) and the cultural wealths that Chicano/Mexican-American
students bring to the college experience when placed in the familiar family-like setting
and the works of Stanton-Salazar (2010) with regard to the role of institutional agents and
their impact on students (p. 163). Mapeso’s finding that faculty experience a strong sense
of rejuvenation while also empathizing with the Mexican-American/Latino experience
offers insight about those in dominant positions serving students from less privileged
backgrounds (p. 164). Results of Mapeso’s study echo the “reciprocity” relationship
between the learning of students and the learning of those teaching and advising Puente
students. The works of Moll, Amanti, Neff and González (1992) on funds of knowledge
research provides similar observations. Mapeso’s study notes how faculty, who are often
non-Latino, were now sharing strategies with the Puente students (Mapeso, 2012, p. 164).
Together, Mapeso (2012) highlights the inner spirit evoked when students feel
welcome in the classroom; and feel the opportunity to get respectful feedback from both
peers and instructional faculty (p. 164). These are examples of both cultural validation
(Rendón, 2002) and mutual respect/confianza (Moll, Amanti, Neff & González, 1992).
Co-learning has a positive impact on instructors, who may not be Mexican-American, but
who develop a respect and understanding that may not have been there until the Puente
experience. Again, this was the co-learning that Rendón spoke to in relationship-centered
learning and teaching (2000, pg. 4). Mapeso’s study brings understanding regarding
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Puente’s influence on institutional agents (faculty and counselors) who appear to have
gone through a positive introduction to the cultural wealths and funds of knowledge that
Puente students bring to the classroom. The agents also experienced the reciprocity that
comes with a relationship-centered interaction (Moll, Amanti, Neff& González, 1992;
Rendón, 2002; Stanton-Salazar, 2010; Yosso, 2005). The next study drills deeper into the
layer of social capital that the program leaders of Puente experienced.
Rodriguez (2007) complements Mapeso’s work with a qualitative study using
quantitative components as her study focused on Puente from the perspective of program
leaders as institutional agents (p. 75). Using inductive and deductive analytical strategies
to elaborate on Mapeso (2012), Rodriguez looks at the social capital of intervention
program leaders and how they created a sense of “familia” and trust while serving Puente
students (p. 123). These findings echo the works of Yosso (2005) on cultural wealths and
Luis Moll’s mutual trust/confianza concepts (Moll, Amanti, Neff and González 1992).
Where Mapeso’s (2012) findings highlight the impact on those instructing and advising
within Puente, Rodriguez’s findings focus on the impact on students and how they act
upon newly introduced the social capital (p. 123). Rodriguez noted how Puente leaders
enhanced student social networks, teaching students to be independent while providing
them with opportunities to build connections. Students learned how to network first by
being taught communication skills among the classmates (p. 123). Rodriguez addressed
how Puente instructors and counselors empower students, teach them leadership skills,
and connect them with other on-campus and off-campus role models and mentors (p.
123).
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Her findings expanded on the themes of cultural wealths and institutional agents,
as well as cultural validation, for Puente students (Rendón, 2002; Stanton-Salazar, 2010;
Yosso, 2005). Rodriguez’s findings highlighted how those supervisors were making a
difference because they work well beyond their required duties to guide Puente students.
Rodriguez further concluded that Puente students learned how to be more independent,
grew socially and advanced academically (p. 123). Mapeso (2012) and Rodriguez’s
(2007) studies provided insights about the adult team members in Puente and the
reciprocal positive influence between the adults were having on the students. The two
studies noted how students benefitted from the lessons provided and used key adults and
campus resources to navigate toward their degrees. Together these qualitative studies
provide some meaningful data about Puente and its participants.
Subsequent studies started to look at how Puente students fared in comparison to
non-Puente students in quantitative research. Ramirez (2012) conducted a quantitative
study at one site, focusing on academic performances Puente and non-Puente students.
He studied two cohorts of Puente students during the academic years of 2002 – 2009,
comparing the groups based on demographics, level of academic readiness and academic
outcomes (p. V). Ramirez found that Puente students performed better academically, with
higher first semester grade point averages and overall grade point averages. These
findings were statistically significant (p. 69). Ramirez also noted that Puente students
completed more units, also data that was statistically significant (p. 70). Puente students
did better retention-wise in their first semester of enrollment, while the comparison group
fared better in the fourth semester of enrollment (p. 70). Ramirez noted that the Puente
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students significantly performed better on persistence and transfer rates than their nonPuente comparison group (p.70). Again, though only studying one site, Ramirez showed
how Puente students were performing better academically, transferring at higher rates to
four-year universities. Ramirez quantified the success of Puente students at this site in
making positive gains towards transfer.
Other quantitative studies used questionnaires focused on capturing the nature of
barriers Puente students faced entering community college. Using questionnaires,
Quinones (1999) focused on obstacles experienced by Latino students with respect to
family life, work and academic preparation (p. X). Quinones found that, across students
with the same basic academic preparation, the Puente group outperformed the non-Puente
group, earning higher grade point averages, taking heavier academic course loads,
working more hours and participating more in student organizations (p. 65).
The immersion of Latino students into a Latino cultured classroom is a major
factor in these outcomes. Puente provided students with various mirrors that offer
students a positive reflection: a Latino counselor, a Latino mentor, and the
positive cultural identity that manifests itself through the study of Latino
literature. Furthermore, this peer-structured format creates a pseudo-family,
creating a bond between students, all who shared similar backgrounds (Quinones
1999, p. 52).
This appears to support the notion that cultural validation, funds of knowledge
and cultural wealths work together (Moll, Amanti, Neff & González, 1992; Rendón,
2002; Yosso, 2005). Through this quantitative lens Quinones provides further evidence of
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the bonding culturally within the Puente experience, adding to the qualitative studies of
Mapeso (2012) and Rodriguez (2007) more data on the ways Puente provides social
capital for its participants. Her study affirms the positive impact of literature (p. 52).
Quinones’ study showcases another example of Puente’s academic success by
comparison to non-Puente participants echoing Ramirez’s (2012) findings.
The next study focuses more on how community colleges were structured for
transfer and how that impacted Puente student’s pathways. Turner (1988) conducted a
mixed methods study examining the structural determinants of California community
colleges that impacted transfer outcomes for Hispanic students. Informed by Kanter’s
(1977) model of structural determinants of organizational behavior, Turner used
interviews and surveys of students, staff and faculty to look at individual and institutional
patterns that prevent from community college transfers to four-year universities (p. iv).
Turner studied three sites, and found obstacles to transfer such as students working off
campus, low parental education, poor structural linkages tied to transfer, a high
percentage of evening enrollments, a high percentage of part-time enrollments, and a lack
of student orientation services (p. 282). These findings reveal some of the family
obligations students coming low socio-economic backgrounds are faced with, where
many supported households in addition to covering college costs. These students did not
come in with the economic capitals of the privileged (Bourdieu & Passeron, 1990).
Turner highlighted the structural faults, which prevented awareness of college resources
and led to poor orientation.
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Many students, for example are part-time and evening students instead of fulltime daytime students, with little or no financial aid advice available to them. Turner
compared the performances of Hispanic students with non-Hispanic white students within
three layers of samples. She demonstrated how the negative obstacles compounded the
external pressures Hispanics face in greater numbers, leading to more academic
disadvantages (p. 284). This study provided a macro view of the challenges Puente
students face when they enter community college without adequate support, adequately
encountering an uphill battle to persist, transfer and graduate. Puente plays a significant
role in helping to ensure that students are properly oriented, advised and guided towards
degree completion and transfer, demonstrating success in comparison to non-Puente
students. These Puente studies also show how teachers and counselors are making a
positive impact on getting students to stay in college and transfer. Though studies are not
focused on student voices, they are focused on results of positive Puente participation.
Capitalizing on the use of students’ cultural backgrounds to engage them fully in
class and to Puente participation in community colleges also helps Puente student
success. Rendón’s (2002) interviewed the founders of Puente in addition to those
professionals who were providing training for counseling, English instruction and
mentoring. Rendón also interviewed fifteen high school and community college
counselors.
Working from her own theory of validation (1994), she provides six findings as a
result of her study of Puente:
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1.

Validation is an enabling, confirming and supportive process initiated by class
agents that foster academic and interpersonal development. The responsibility for
initiating contact with students rests with institutional agents such as faculty and
counselors.

2.

When validation is present, students feel capable of learning and a sense of self
worth. This is essential for students who lack the self-confidence necessary to be
successful college students.

3.

Validation is a prerequisite for student development. Students are more likely to
get involved and feel confident after they experience academic and interpersonal
validation on a consistent basis.

4.

Validation can occur in and out of class with multiple agents such as faculty,
classmates, family members, spouses, children, partners, tutors, teaching
assistants, coaches, and advisers that actively affirm and support students.
Activities can also promote academic excellence and personal growth.

5.

Validation is a developmental process as opposed to an end to itself. Numerous
experiences of validation over time can result in a richer academic and personal
experience.

6.

Validation is especially needed early in the student’s college experience,
particularly in the first weeks and first year of college (p. 645).
Rendón’s (2002) analysis notes a number of insights with respect to Puente

success. She notes these qualities of the program’s success:
•

Affirming the real possibility that students can be successful college students;
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•

Providing for the students to witness themselves as capable learners;

•

Affirming the value of students’ personal voice;

•

Actively reaching out to students to offer academic assistance;

•

Providing opportunities for students to validate each other;

•

Affirming the culture of the students;

•

Stressing academic strengths to build confidence;

•

Allowing students to work in teams to validate each other’s work;

•

Creating a familia-learning atmosphere (p. 654).
Rendón’s findings echoed earlier descriptions of Puente’s goals by the founders

(Galaviz & McGrath, 1985; McGrath & Galaviz, 1996). Puente “avoids working with
students using a deficit model” (Rendón, 2002, p. 655). Rendón echoed many of the
cultural wealths as presented by Yosso (2005). Together, Rendón’s theory (1994) and
insights (2002) provide richness to the Puente experience offering meaningful
explanations of what motivates and helps students feel welcome, engaged, supported,
informed, networked and valued as college students.
Puente research though limited in terms of single site samples still provides
valuable insight to the practices and promise of this model. There is still room to hear
from the students themselves as to how professional agents make a difference and help
them understand how to ready themselves for transfer. This study adds to the research
base regarding Puente by giving voice to student’s own thoughts on the influence of these
efforts.

98
Comparison of Equity Programs
The next step is to compare Puente with other interventions to measure its
comparative efficacy. Comparing Puente with other equity efforts gives context for
measuring its success. Two such programs have existed for a respectable length of time:
the Extended Opportunity Program and Services (EOP&S) and Umoja (Kiswahili word
for “unity”) programs.
The Extended Opportunity Program and Services (EOP&S) program was founded
in 1969 to encourage the enrollment, retention and transfer of students handicapped by
language, social, economic and financial disadvantages (Akers, 2011). EOP&S differs
from Puente in that it provides enrollment assistance including a summer bridge program
that orients students before they begin their first semester of studies; offers study and
basic skills development during the session. EOP&S is similar to Puente in that it
provides educational planning for its students through counseling staff, though, unlike
Puente, it offers tutoring/educational services and financial assistance. The EOP&S
program also differs from Puente in that it provides support for books. Though the
EOP&S program has lasted over forty-four years, its budget has been cut considerably,
minimizing the amount of services it can provide (Akers, 2011). The program is limited
to those who qualify for a Board of Governors Grant (BOG Grant) and who can
demonstrate financial need. This gives the appearance that EOP&S is a financial aid
program but is also a retention effort. While in 112 community colleges, the program is
not consistently throughout the state, I and in most cases operates with only a director and
one counselor (Akers, 2011). This inconsistency makes it difficult to assess outcomes.
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A second intervention effort, which mirrors many of the general practices of
Puente, but serves predominantly African-American students, is called Umoja. Umoja
uses culture to retain African American students. There are 34 community colleges
offering the Umoja program, most are located in Northern California (Umoja, 2013).
Umoja mirrors Puente by using instructional strategies that utilize writings and authors
from African American backgrounds to inspire at risk, economically disadvantaged
students (Umoja, 2013). Like Puente Umoja provides academic plans and counseling.
Umoja differs from Puente in that it offers a professional development strand for those
who wish to work with the African-American community; it is also available to faculty,
staff and students. Unlike Puente, Umoja offers financial workshops. Begun in 2008, the
program has roots with earlier programs called Daraja and Project Success (Umoja,
2013). Outcomes data from Umoja is still not available, as well, so conclusions about its
success cannot be readily made. However, the program has an ambitious plan to expand
to fifty campuses by 2013 (Umoja, 2013).
Interventions like Umoja and EOP&S are more visible compared to smaller single
campus support program efforts that may exist within other California community
colleges. In comparison Puente appears more comprehensive in it offerings to
participants. Puente includes cultural validation, academic support, basic skill
development, college transfer preparation, leadership, mentoring, counseling, student
club and field trips to four-year universities, as well as a statewide conference (McGrath
& Galaviz, 1986; Latino Eligibility Task Force, 1993). Table 2.7 showcases the
differences between the three comprehensive support programs.
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Table 2.7
Comparison of Three Community College Equity Interventions
Puente (Bridge)

Umoja (Bridge)

Social Support

Counseling;
Community
Mentors

Counseling;
Community
Mentors

Basic Skills
Development

Writing
Development

Writing
Development

Cultural Validation

Latino Literature;
Familia Oriented;
Cultural Events

African American
Literature; Family
Oriented/Village;
Cultural Events

Campus Support

Retention Programs;
Predominantly
Latino; Puente
Student Club;
Community
Mentors

Retention Program;
African American;
Community
Members

Leadership

Statewide
Conference; College
Field Trips

EOP&S (112)
Counseling;
Summer Bridge

Financial Aid; Low
Income

Conclusion
The literature review is framed by the CRT and LatCrit commitment to social
justice and equity. It uses an interdisciplinary perspective by offering a historical context
that relates to today’s racial and oppressive structures in schooling that Puente seeks to
overturn (Solórzano & Delgado Bernal 2001). Research shows a connection between the
voices of Chicano students from El Plan de Santa Barbara to the University of California
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eligibility studies which spoke to the need for Puente’s services. These efforts showed
that Latino students needed more role models from their own cultures as faculty,
counselors and mentors. Research also showed Puente helps guide Latinos into
transferring and enrolling into four-year universities. Puente studies highlight the cultural
wealths and funds of knowledge that their participants bring to community college.
Puente is noted for providing validation through familia experiences in the classroom and
access to literature and role models that are culturally relevant (Moll, Amanti, Neff &
González, 1992; Rendón, 2002; Yosso, 2005). Teachers, counselors and mentors
experience growth reciprocity by learning from the students they serve, in turn generating
mutual trust/confianza (Moll, Amanti, Neff & González, 1992; Rendón, 2002). Puente
has already been recognized statewide, system-wide and nationally as a best practice.
Now in its thirty-third year of operation Puente should encourage policy makers and
educators who truly believe in social justice and equity to note its success in helping the
thousands of Latinos persist, transfer and reach the dreams of a bachelor’s degree. Puente
isone of the most comprehensive retention programs serving as one of the few programs
that offer Latinos role models with a social justice intention. The next chapter provides
the methodology by which Puente student voices will be given an opportunity to add to
the research literature on Puente, transfer, and Chicano/Mexican-Americans in the
community college.
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Chapter 3
METHODOLOGY

Introduction
This chapter details the methodological approach of this a qualitative research
study of Puente in a California community college. This study uses frameworks of critical
race theory (CRT), Latino critical race theory (LatCrit), funds of knowledge, and
community cultural wealths to identify any emergent findings. This heuristic lens is
focused on the life experiences of six Chicano/Mexican-Americans asked to describe
their higher education trajectory from community college to completion of their
bachelor’s degree (Manen, 1990; Moustaskas, 1995). Through one-on-one interviews, the
six interviewees provided insights about Puente and its influence on readiness for transfer
navigating the crossroads between college and their home communities. These students
are former Puente graduates from Rolling Hills Community College that transferred to
Aztlan State University and then graduated with a bachelor’s degree. Their experiences
of persistence, readying for transfer, and graduation offer important data about Puente
and its influence on their success. These qualitative interviews also consider other
reasons that may have led to their transfer and degree completion.
The phenomenological framework provided the researcher with a systemic
structure that informed the research questions guiding this qualitative study. This chapter
addresses the following: the research design; a rationale for the use of qualitative
paradigm; the role of the researcher; the setting; the population; the sample that was
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utilized; the data collection and instrumentation that was used; the data analysis that was
done; and the strategies used for the protection of the participants. The study focuses on
the undergraduate college experiences of six Mexican-American students that
participated in Puente. Puente is a two-semester experience comprised of two English
composition courses taken in sequence, supplemented by two personal development
courses taken concurrently. All six interviewees completed both semesters of the program
and transferred from a California community college into the California State University
system, where all earned a bachelor’s degree.

Research Questions
My main research questions are as follows:
1.

How is Puente influencing Mexican-American students in the acquisition of
“college capital” needed to persist in community college, successfully transfer to
a four-year university, and complete a bachelor’s degree?
Sub-question: What specific elements within Puente influence the higher
education trajectory of Mexican-American participants?

2.

How did Puente help Mexican-American students to navigate between the cultural
crossroads of the academic world and their home communities?
Sub-question: What were some of the outcomes of these influences?
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Research Design
One-on-one interviews are a research design strategy emerging human and social
sciences to help understand experiences (Creswell, 1994). This study used a
phenomenological qualitative method design of one-on-one interviews in order to
examine how the informants experienced higher education. The study attempts to find the
underlying strategies that helped Puente students overcome barriers to staying in college,
prepare for transfer and earn their bachelor’s degrees. This is what is called the “essence”
or “essential invariant structure” of a phenomenon (Creswell, 2007).
The qualitative design was selected because this inquiry used a phenomenological
lens to gain insight into students experiences. As Creswell notes, “…in this situation, the
researcher seeks to establish the meaning of a phenomenon from the views of the
participants” (Creswell, 2009, pg. 2). Reality, in this tradition, is seen as socially
constructed; a phenomenologist sees the world as subjective. Subjectivity implies that the
researcher and interviewees may share commonalities in their life experiences that allow
exchanges in the interview to reconstruct how the phenomenon was experienced. “Reality
is that constructed by the individuals in the research situation,” This reality is subjective
and multiple, as seen by participants in the study (Creswell, 1994, pg. 4). The
interviewees and the researcher shared many common experiences, including since the
culture and language in their homes, the community college experience and transferring
to a four-year university. Both the interviewer and the participants were bilingual and
Mexican-American. Structured this way, the study allowed the researcher to capture
nuances that researchers not of the same culture might miss because of unfamiliarity with
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the culture or language used by the participants. This research perspective often creates a
discussion around bias and who is allowed to define what bias is and is not. Some
criticism arises when a researcher of color is researching a student of color and is
considered not to be an objective researcher. This view is problematic because rarely is a
researcher of white culture seen as being biased under the same circumstances.
Researchers who share cultural commonalities with their participants may gain mutual
trust and confidence solely because participants feel more comfortable to speak openly
and more thoroughly with someone who can relate to their experiences. Such a researcher
can recognize the subtleties of family upbringings and cultural subtleties as well as
understand the emotions, fears and challenges participants may have beginning college as
minority students. Through cultural commonalities, this study provided an atmosphere of
mutual trust allowing the interviewees to be comfortable and open in their responses.
This research utilized the inductive process and relied on inquiry in a natural setting to
improve the understanding of a human or social problem (Creswell, 1994). Qualitative
design relies on interactions with informants and provides a more literary form of results
when summarizing findings (Creswell, 1994).
Merriam (1988) mentions six assumptions, when doing qualitative studies:
1.

Qualitative researchers are concerned primarily with process, rather than
outcomes or products;

2.

Qualitative researchers are interested in meaning – how people make sense of
their lives, experiences, and their structures of the world;
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3.

Qualitative researcher is the primary instrument for collection and analysis. Data
are mediated through this instrument, rather than inventories, questionnaires or
machines;

4.

Qualitative research involves fieldwork. The researcher physically goes to the
people, setting, site, or institution to observe, or record behavior in its natural
setting;

5.

Qualitative research is descriptive in that the researcher is interested in the
process, meaning, and understanding gained through words or pictures;

6.

The process of qualitative research is inductive in that the researcher builds
abstractions, concepts, hypothesis, and theories from details (p.19-20).
Framed by Merriam’s (1988) assumptions, this study gains insight about how the

interviewees experienced community college and Puente through the use of an interview
protocol that makes sense of how the participants readied for transfer and persisted to
complete their degree at the university. By providing the familiar university classroom
for the interviews, the study encouraged participants to give descriptive answers that
informed findings, creating a visual model that best represented the experience of higher
education.
Phenomenology offers, as Van Manen (1990) explains, “a systematic, explicit,
self critical, and intersubjective study of its subject matter, our lived experiences” (p.11).
Phenomenology is also called heuristic research, a term derived from the Greek word
“heuriskein,” which means, “to discover, to find” (Moustakas, 1995, p. 23). In
phenomenological studies, as Moustakas (1995) observed “[the] intention is to lift out
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ideas and meanings from life experiences that have individual and universal significance
and that facilitate person to person interactions, connections that give birth to new
awareness and encourages pathways to expressions of feelings and values” (p. xix). The
six Puente students offered experiences that provided descriptions of their participation as
shaped by the study questions, reflecting, focusing and intuiting (Van Manen, 1990).

Role as the Researcher
The role of the researcher is first defined by the context of service as the assistant
director of admissions, admissions counselor, and bilingual recruiter in the California
State University system for over 30 years. Of the six participants, only one had
mentioned coming in contact with the researcher prior to their interviews for admissions.
The contact was a degree planning presentation for a support program called MESA
(math, engineering and science achievement), which the male interviewee had attended
after transferring to the four-year university. The other five had not come in contact nor
knew the researcher prior to the scheduled interviews. These six participants are from a
local community college feeder campus for the state campus where the researcher is
employed. With the researcher being second generation Mexican-American, and a former
community college transfer and a product of programs like the Educational Opportunity
Program (EOP) for low-income students, he shared commonalities that served in building
trusting relationships with the participants. These similarities helped to capture cultural
nuances within the responses. For example, the aimed to fully understand and capture
expressions that came from bilingual answers or slang. The researcher provided a venue
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where the six participants were able share their experiences with frankness, honesty and
emotion. This required a safe and open atmosphere where such dialogues could take
place. The researcher often found himself in a peer role when listening to responses that
were familiar. Though the researcher at times wanted to share similar past experiences,
objectivity required the natural flow of responses to gain the full context for answers.
This patience did provide room to allow thematic and contextualized findings to emerge
naturally.

Setting, Population and Sample
The researcher collected data from a community college Puente project in
Sacramento, California. The Rolling Hills Community College is a very large campus
with 38,000 students, compared to the Aztlan State University with 25,000 students.
Rolling Hills is an ethnically diverse community college campus with no group over 47%
of the student population. Hispanics make up about 12.5 % of the students; AfricanAmericans 10.5%; Asians 9% and other groups 15.8% (Los Rios, 2013). It is considered
a predominantly urban community but with students whom have rural ties, as explained
by the Puente counselor employed there. Seventy percent of the Rolling Hills’ students
were between the ages of 18 to 39 years old, with males comprising 51.7% of students
and females 48.3% (Los Rios, 2013).
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The Beginnings of the Puente Research Process
The research process started with a database of former Puente participants
provided by the Puente counselor at Rolling Hills. The database originated when Puente
began at Rolling Hills ten years earlier; it had been maintained for the Puente counselor
to recruit former Puente participants as potential mentors for new groups of community
college students.
The screening process began with the researcher checking the database to identify
Puente students who had finished the two-semester experience, transferred to Aztlan
State University and then completed their bachelor’s degrees. From the database of
nearly three hundred students, the researcher was able to identify thirty Puente students
who met the first half of the criteria: they had finished the two-semester project and
transferred to Aztlan State University. As an employee in the admissions office at Aztlan
State University, the researcher was able to verify if any of the thirty students who
transferred and enrolled had graduated with their bachelor’s degree. Twenty out of the
thirty Puente students met the bachelor’s degree completion criteria.
The Puente counselor made invitations to all twenty students to participate in the
study; these students were contacted by both phone and email. The goal was to make a
useful sample of six to ten participants that could be scheduled for one-hour interviews.
Seven of the twenty students expressed interest in participating in this study. The Puente
counselor provided the students a letter of introduction about the study. Each was asked
to sign a consent form and to fill out a demographic form. Copies of all forms were
provided to the interviewees prior to scheduling the interviews. The originals were then

110
provided by the Puente counselor to the researcher in order to verify that all of the
participants were Mexican-American and that their families had originated from Mexico.
After this, the researcher identified six participants of the seven that were suitable for the
study. The researcher sought to find a balanced representation gender-wise; four of the
participants were female and the other two males. All of these participants volunteered to
participate in the study. The alumni were asked to email the researcher to set up a onehour interview to be held in an empty classroom adjacent to the Outreach and Admissions
office at Aztlan State University. The interviews were done either after-work hours
during the week or on the weekends. The classroom door could be locked to provide
privacy and reduce any outside noise while recording. At the beginning of the interviews,
participants were reminded that the interviews would be recorded and that a consent form
had been signed prior to the interview. This was done to explain the interview process
and to remind the interviewers that they can freely participate in the study. It was
clarified that the interviews would be done with a hand-held voice recorder and that the
interviews would be transcribed by the researcher. The interviewees were also told they
would have an opportunity to review the transcript and edit or remove responses without
question. The researcher also mentioned that handwritten notes would be taken both
during the interviews and immediately after to summarize themes that appeared
important during the interviews.
The target population for this study was second and third generation
Chicano/Mexican-American community college students that had participated in the twosemester Puente program, filtered for bachelor’s degree completion. The selected Puente
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alumni began their higher education experiences at Rolling Hills Community College in
the Sacramento region, which is part of the Futures Community College District. After
completing the two-semester program, each student transferred to Aztlan State University
where they earned their bachelor’s degrees. There were six total participants, with four
females and two males, ranging in age from 23 to 38 years. Most of the six participants
were low to middle income and had families that originated in Mexico. Spanish was the
first language spoken in their homes. Their parent’s educational levels ranged from the
3rd grade to a university bachelor’s degree; the majority earned a high school diploma or
less. Three of the six participants had already served as Puente mentors, though none had
been a mentor for more than two years. All six participants indicated an interest in
mentoring for Puente if time and work allowed. Table 3.1 provides demographic data on
all six participants.

Table 3.1
The Puente Project Alumni Interviewees: Demographics of Participants
Name
Camila
(Pseudonym)
Lara
Gender
Female

Female

Male

Female

Male

Female

Age

23

25

28

25

28

38

BA/BS
Degree

BS:
Speech
Language
Pathology
and
Audiology

BA:
Child
Development

BA:
Ethnic
Studies
with
Minor in
Math

BA:
Spanish

BS: Civil
Engineering

BA:
Ethnic
Studies

Olga

Mane

Alina

Chuco

Laura
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Profession

Autism
Therapist

Home
Visitor
for Head
Start

Education
Level of
Father

High
School

3rd Grade

6th Grade

6th Grade

1 Year of
College

University:
BS Degree

Education
Level of
Mother

Middle
School

6th Grade

High
School

6th Grade

6th Grade

1 year
college

Socioeconomic
Level

Middle
Income

Low
Income

Middle
Income

Middle
Income

Low
Income

Middle
Income

Primary
Language in
Home

Spanish

Spanish

Spanish

Spanish

Spanish

Spanish

Country of
Origin:
Father

Mexico

Mexico

Mexico

Mexico

Mexico

Mexico

Country of
Origin:
Mother

Mexico

Mexico

Mexico

Mexico

Mexico

Mexico

Returned as
a Puente
Mentor: how
long

No

1 year

No

2 years

No

1 year

High
School
Teacher

Graduate
Student
(Masters)

Engineer

Fiscal
Analyst

Data Collection and Instrumentation
Data collection began with one-on-one interviews. The interviews all took place
at a public location (an outreach and admissions classroom called the welcome center)
where the participants were comfortable, there was privacy and noise was minimal. The
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researcher used a hand-held voice recorder for the purpose of transcription of the hourlong interview. The interviewees had already agreed to be recorded prior to the
interviews. Interview questions were semi-structured open-ended questions that
attempted to capture self-perceptions, reflections, strategies and recommendations from
the six interviewees. These types of questions were useful since the students could not be
observed in the program; instead participants had the chance to reflect on historical
information related to their experience. This method has some drawbacks in that not all
the participants could remember everything, leaving the possibility that some information
would not be fully captured. In addition, the interviews were constrained by the study
questions follow up probes.
Notes were kept before, during and immediately after the interview to record any
reflections about the interview themes that were considered noteworthy. This enabled the
researcher to capture the language of the participants and to improve documentation of
the overall interview experience. The notes were used as an unobtrusive source of
information, representing data that was significant by virtue of the participant divulging
it. As written evidence, notes also saved the researcher the time and expense of
transcribing those notes. This data is limited in that it may be protected. This would
require the researcher to search out the same information in hard to find places.
Sometimes this data collection method requires transcribing or optically scanning for
computer entry.
As the researcher developed the questions for the interviews, the opportunity
presented itself to use peer feedback to pilot the questions. This occurred with one of the
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Puente community college transfers invited to interview, but not eligible to participate
because it was confirmed that he was not Mexican-American. The researcher informed
him that he would not be able to participate in the study, but the individual was willing to
answer the questions to see if these interview questions were capturing rich data or if the
questions needed some adjusting. This step confirmed that the questions as they were
prepared would offer insights about the Puente experience.

Data Analysis
Since this is a qualitative study, and the researcher did data analysis, the study
was open for emerging theories to develop. The transcription of the interviews allowed
the extraction of themes and subthemes that came from an existing framework of “coding
families” developed by Bogdan and Biklen (2006). Following transcription, these themes
and codes were then presented to the interviewees to assure accuracy. The search for
themes and codes were done with revisions from the interviewees after the member
checking process was completed. Member checking was done to allow omitting anything
the interviewees wished me to leave out; it also offered a layer of protection for the
participants. Once the transcriptions were returned, the researcher began to summarize
themes and subthemes in order to match them to the coding families. The researcher first
created a demographic chart of all the participants that included their pseudonyms,
gender, age, type of bachelor’s degree, profession, educational level of both parents,
primary language spoken in their home and country of origin for both parents (see Table
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3.1). Finally, transcripts were scanned for frequency as they related to the themes and
subthemes, highlighting key statements to be presented in the study results.

Protection of the Participants
Protecting the interviewees during this entire research study was a foremost
concern of the researcher. The protection process began with a letter of introduction that
clearly explained the purpose of the study and underscored that participation was strictly
voluntary. The researcher explained that the data captured is to inform recommendations
on how to serve future generations of Mexican-American students in community colleges
and to inform community colleges of positive practices that have helped MexicanAmerican students in their persistence, transfer, and bachelor’s degree completion.
Participant’s themes comprise the heart of the study’s recommendations.
Participants were made to understand they may quit the study at any point, that
they will be given an opportunity to review any transcriptions and summary notes, as
well analysis of themes as part of the member checking process, and that any portion can
be corrected for accuracy or omitted at their discretion. Pseudonyms would be used to
protect their identities; the study would also use pseudonyms for the community college
district, community college and state university they graduated from. All notes, audio
recordings and transcriptions were locked in a cabinet. The researcher explained the
procedures to be followed so that the participants knew what to expect before any of the
interviews were conducted. The researcher also had all of the participants sign a
voluntary consent form before the interviews were conducted.
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The first pseudonym used was “Rolling Hills Community College” to refer to the
community college. The state university was referred to as “Aztlan State University.” The
community college district was called “The Future’s Community College District.” This
anonymity protects the identities of the interviewees and helps the researcher gain trust.
Names of counselors, teachers or professional staff were also protected by pseudonyms.
The written notes and voice recordings were stored for one year in the home of the
researcher within a locked cabinet in case the information is useful after the dissertation
is completed. All of the data will be destroyed in the future.
No conflict of interest existed between the Puente community college alumni and
the researcher as an assistant director of admissions because the Puente
students/interviewees had already transferred from their original community college and
graduated with their bachelor’s degrees. As the assistant director of admissions, the
researcher is only responsible for undergraduate recruitment, pre-admissions advisement
and then admissions; there is no conflicting power over these alumni. Once these students
were oriented, registered for classes and matriculated, they came under the supervision of
the registrar’s office, which was then responsible for oversight of the students. There was
also no influence over the participants’ graduate or teaching credential plans since the
researcher had no authority over those programs and their processes. Further, none of the
participants worked for the researcher nor were former or current employees of the
university; had they been, they would not have been used in the study.
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Conclusion
The study methodology which was presented allows this Chicano/MexicanAmerican researcher to develop a place in the research field that interprets findings
qualitatively and with cultural understanding in order to improve community college
transfer. From one-on-one interviews to allowing the natural discussions to inform and
shape the understanding of the phenomenon, the methodology was centered around
patience, being present and being thorough with the data that was uncovered. It was an
empowering exercise for a Chicano/Mexican-American to interview Chicano/MexicanAmerican Puente students who were very much like the researcher, but a great deal
younger, and who appeared to have experienced a similar journey in higher education.
The impetus for the methodology was the opportunity to hear these Puente students’
voices as they described their community college journeys, while following the traditions
of qualitative research. The search for any underlying issues of influence and motivation
as they relate to transfer and persistence shaped the researcher’s qualitative and
phenomenological journey. This contrasts with those researchers who hesitate to focus on
Latinos specifically, offering little or no specific recommendations to improve their status
in higher education.
Researcher hesitancy related to studying Latinos may be the result of the social
and political pressures of Proposition 209, which ended affirmative action in 1996 and
appears to have influenced how researchers speak about students of color (Delgado and
Stefancic, 2012). CRT and LatCrit scholars would say such a practice would fall in line
with color-blindness, meritocracy and equal opportunity (Delgado & Stefancic, 2012).
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Yet, such a policy gives those who shape and inform higher education policy a reason to
not focus on an ethnic group like the Chicanos/Mexican-Americans. This is important
because Chicanos/Mexican-Americans will demand more specific attention and support
if the hope is to improve their transfer and graduation rates, which helps the economy by
creating a more educated workforce. As a result of color-blind practices (Delgado &
Stefancic, 2012), researchers are missing opportunities to guide educators on successful
strategies or best practices that may aid Chicanos/Mexican-American students.
Interventions like Puente, which has improved how well students are engaged with
curricula and supported in community college are now often ignored in our higher
education system. Smith-Maddox & Solórzano (2002), when summarizing Freire’s
(1970) work, notes “…how Freire sought to provide a foundation of theory of democratic
schooling, and aimed to liberate those who were marginalized, and reminds us that
schooling is political and are never neutral institutions” (p. 69). Further, “Friere (1970)
saw schools as operating to either maintain and reproduce social order, or they exist to
empower people to transform themselves, their community and/or society” (SmithMaddox & Solórzano, 2001, p. 69). One has to question why strategies to help reform
structural and instructional practices in community colleges to improve
Chicano/Mexican-American student success in higher education are often omitted or
minimized. This study positions itself in this gap, especially in terms of assessing best
practices that demonstrate with Chicano/Mexican-Americans, success that it in the end
may be useful to other ethnic communities as well.
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Chapter Four
FINDINGS

Overview of the Study
The Public Policy Institute of California (PPIC) predicted the Latino population in
California, which was 33% in 2006, would increase to 43% of by the year 2025 (Johnson
& Sengupta, 2009, p. 7). During the 2012 – 2013 academic year Latinos became the
largest ethnic group in the 112-campus California community college system,
constituting 38.9% of the student population compared to 31% for Whites (CCLC, 2014).
At the same time as this enrollment growth, longitudinal research was warning that
Latinos were among the lowest academically performing ethnic group in the California
community colleges (Moore & Shulock, 2010).
The purpose of this study is to increase the understanding of Puente’s influence
on Chicano/Mexican-American students’ persistence, transfer to four-year universities
and completion of the bachelor’s degree. This understanding will come from the
perceptions, experiences and voices of six former students in one community college
Puente program. For this purpose, qualitative research was used because the data
collected is rich in description of people, places and conversations; this information is not
easily explained by statistics (Bogdan & Biklen, 2007, p. 2). The strategy of this
phenomenological research offered this researcher as Van Manen (1990) explains, “a
systematic, explicit, self critical and inter-subjective study of its subject matter, our lived
experiences” (p.11).
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Research Questions Guiding the Study
•

Research Question One: How is the Puente Project influencing MexicanAmerican students in the acquisition of “college capital” needed to persist in
community college, transfer to a four-year university and complete their
bachelor’s degrees?

•

Sub-question: What specific elements within the Puente effort may have
influenced the higher education trajectory of the Mexican-American participants?

•

Research Question Two: How did Puente help Mexican-American students both
navigate between the cultural crossroads of the academic world and their home
communities?

•

Sub-question: What were some of the outcomes of such influences?

The theoretical framework in this phenomenological study included critical race
theory (CRT) (Delgado & Stefancic, 2012) and Latino critical race theory (Lat-Crit)
(Solórzano & Bernal, 2001). The model was also influenced by the theories of cultural
wealths (Yosso, 2005), cultural validation (Rendón, 2002), and funds of knowledge
(Moll, Amanti, Neff & González, 1992). Study participants were alumni of Rolling Hills
Community College’s Puente program. Each had transferred to and successfully
completed their bachelor’s degrees at Aztlan State University. These six interviewees
served as Chicano/Mexican-American higher education success stories. As illustrated in
Figure 4.1, which notes that only 8 out of 100 Chicano/Mexican-Americans that began
elementary school go on to get a bachelor’s degree, a college degree for these students is
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still a rare achievement (Yosso & Solórzano, 2006, p. 1). This data played a meaningful
role in this study as each of the six participants recounted this statistic as part of their
motivation to become a positive Chicano/Mexican-American model.

Figure 4.1. The Chicano/Mexican-American pipeline. Sources: US Census Bureau,
National Center for Statistics and the National Survey on earned doctorates (2000) (as
cited in Yosso & Solórzano, 2006, p. 1)

These six interviewees gave a “student voice” to their education experiences,
providing insights to issues like pre-community college readiness, home and community
influences, persistence, transfer, degree completion, outcomes and recommendations to
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improve pedagogy and process for future Chicano/Mexican-Americans. These themes
illuminated processes that guided participants in community college and their subsequent
transfer to the university. This allowed the development of model to show how the
interviewees experienced community college. Figure 4.1 represents how the six
interviewees experienced persistence to complete community college, transfer, and
finally finish a bachelor’s degree. These influences included parent messages or cultural
wealths they brought to college; funds of knowledge from their homes/communities;
comprehensive services of Puente; cultural validation; feeling welcome; self confidence
that developed into motivation; and college capital that allowed them to complete their
higher education goals. These comprehensive services include access to resources both
on and off campus; road maps to transfer and degree requirements; writing development
opportunities with high academic standards; cultural pedagogy; Latino role models in
teachers, counselors and mentors; a family setting for students at the community college
site; and personal attention from the Puente team. The interview results to follow will
provide insights through the student voices how each of these areas mentioned was
experienced.
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Figure 4.2. Puente Influence on College Capital

Pre-community College
These questions asked the six interviewees to speak about how their precommunity college experiences affected their decision to attend a community college
after high school. Participants were asked to reflect as Chicano/Mexican-Americans how
well prepared they felt on entering the first year of community college. They were asked
to note their academic strengths and weaknesses, why they had selected community
college, how they chose their major and what their expectations were as they began
college. These questions touched on the intersection of race and higher education.
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Pre-community College Questions
1.

Before enrolling in community college did you feel prepared for college?
a.

How would you characterize your academic skills for college?

b.

What were some examples of strengths you believe you brought to
college?

c.

How would describe your writing skills?

d.

How did you decide on your major or career?

e.

Describe how you decided on attending a community college?

f.

Upon entering the community college how well did you understand the
degree requirements and transfer process?

g.

From your perspective as a Mexican-American student, did you think your
experiences in high school were the same as other students?

2.

From your high school experiences as a Mexican-American student, what did you
expect community colleges to be like?
a.

What differences were you expecting from what you experienced in high
school?

Research Question Number One
Before enrolling in community college did you feel prepared for college? This
question asked about student preparedness by providing a self-assessment of academic
readiness to see how they arrived at their decisions to attend a community college. The
question offered the participants an opportunity to clarify academic strengths and
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weaknesses each had when they entered community college. The question also probed
expectations each had of community college. The responses identified these important
themes:
1.

Students were not fully prepared for college.

2.

The majority were not clear what their major was going to be.

3.

They did not understand degree requirements or the transfer process.

4.

Most selected community college for economic reasons.
Four participants did academic preparation for higher education, while three could

have entered university directly. These participants did have support from home to attend
college, but acknowledged a limited understanding of community college processes.
Parents and family were limited in their ability to help with these issues. All of the
participants entered community college with almost no knowledge of the requirements
for major or general education, degree requirements or transfer requirements. A couple of
the interviewees had participated in AVID while in high school; one participant had a
high school counselor providing extra help to guide her into the community college. A
couple of the participants mentioned sisters/siblings that had attended college before
them, but also noted how they still were not fully sure how college worked. Three of the
participants were very much on their own and had almost no knowledge about how to
apply, seek financial aid or pick classes. These students were on the first point of contact
at the community college.
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Narrative sampling of student responses regarding first experiences of
community college.
Camila Lara: I think I did (prepare for college) – I never thought I was going to
go to college – never – and that was never in my head – come junior year – my
boyfriend who is now my husband – at that time said – we are going to college –
and I was like ok – and that’s when we started talking to my high school
counselor – which is Rosalie Gonzalez – and she helped us throughout the entire
process – and I actually applied to Aztlan State University and got in – and
everything was fine – but at thelast minute – it was like – I am not ready – not
ready to go Aztlan State – I need something smaller and I cannot do Aztlan State
– and that’s when I made the choice to go to Rolling Hills community college – I
think it helped me more – just because it seemed like just an extension of high
school – and after visiting the other campuses – I realized that Rolling Hills was
closest to my home – so yeah academically – I felt prepared – I just wasn’t ready
for a big campus – everything that was new – and Rolling Hills just felt
comforting to me.
Camila was unique in that she was academically ready, having already been
accepted at the university level. However, she felt she was not ready emotionally and
opted for community college. She was assisted by her high school counselor in
completing the forms needed for admission.
Mane: To be honest I wasn’t prepared – in high school I did the minimum that I
needed to do just to get out of high school – I started off my freshman year in the
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9th grade taking AVID – but I soon realized that college was not for me – I just
wanted to get out of High School as fast as I could – with a high school diploma
and not just a GED – or – going through a continuation school – so I did the
minimum – got the minimum level in Math – the minimum level in science and
English – then I just took all elective classes – my plans were not to go to college
– I wanted to go to straight to work – either construction or some manual labor
skill work – just like my friends wanted to do or did – most of them did go to
work – either in construction or mechanic apprentice and all that stuff – it was a
big influence – there wasn’t really talk of college – and I’ve had a few cousins
that went to college but dropped out and went to go work at construction – so I
think finally one summer I did try it – it wasn’t for me – I tried doing landscaping
and – I was working in the 100 degree weather in the summer – in some beautiful
houses – and I would just talk to the owners – kind of started asking questions –
what do you do for a living and stuff like that – and I remember one time – I was
working in a pretty big house and he had constructed it from like the ground up –
and he was like – well I’m a computer engineer– you know – this is how much
money I make – and I built this house – within five years and all that stuff – so I
was like – let me see what I can do – by that time it was my senior year – I had no
college prep courses – I had no algebra – geometry– had no AP classes – nothing
like that – so I decided to go to community college after that.
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Mane was not prepared for college and was surrounded by peers leaning toward
labor jobs. He was fortunate to ask questions of role models to find out how they arrived
at their careers. He appeared to rethink the possibilities for himself.
Alina: I was (prepared) – because – my older sister went to community college –
so I kind of felt that I knew like how to navigate a little bit – but I was still –
confused about the whole process and what to do – and like – choosing the major
and having that pressure.
Even with an older sister that went to college, Alina still appeared to have entered
uncertain about how it worked and what major she would decide for herself.
Chuco: The reason why was because – economical reasons – and it was a better
way to go – for me that I was able to afford – so I went – I did community – and
then – getting knowledge behind that – found out later that I could later transfer –
as a junior and then finish my last two years at a university – to graduate with my
bachelor’s – so that was my goal when I first started – not knowing what I was
looking at.
Chuco showed signs of understanding how college could lead to transfer to the
university, but still entered very unsure about how to proceed. His decision was based on
finances limitations as well.
Laura: My dad always had very high expectations of us – and so I often felt like I
was never going to live up to them – I tried to break his hope right up front –
because he came from Mexico and had grown up in a seminary – and he came to
Sacramento when my grandfather got sponsored by the railroad – so the whole
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family came together and he tried working in the fields to like pay for community
college – and he would fix TV’s and stuff – My dad would ask himself if I went
to the seminary why am I working in the fields – so a bunch of them decided to go
to community college and go to college – growing up there were like no excuses –
my dad would say – I came from Mexico, no English, went to the fields and I am
a retired Engineer for the Department of Defense. So how do you live up to that?
It was very difficult..
Laura was the only one of the participants with a parent that attended college. Her
rebellious nature, partly the result of a family move, may have prevented her from going
straight to a university even though she seemed prepared.
Olga: At first I wanted to go straight into Aztlan State – that was my goal – go
straight into Aztlan State – but all of my friends were going into community
college first – and it was much easier to get into community college and so one of
my friends also knew some of the resources already – the Puente program – and
things because of her sister – and she kind of already knew the process of getting
in – taking the assessments – going to see the counselors – so that kind of helped
me better know what to do – in the contrary – if I had gone straight to Aztlan
State – I wouldn’t have had that peer guidance you know – because I would have
been the only one out of my friends to go to straight into a university instead of a
community college – I didn’t know anything about it – I remember the first time
that I knew a little about it was when I went to see Manuel from the Puente
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program – he was doing the counseling – for our first semester – so that’s when
he started guiding us into knowing – what kind of things you would need first.
Olga was also a student that could have gone straight into the university. She
opted to attend community college, guided by a peer that had a sister that went to
community college and was influenced by Puente
Camila Lara: I thought that I was really good at writing coming right out of high
school and so when I came in – I came in really strong – and then when I took the
English class with Professor Vallejo from Puente – I could just tell I was not as
good as I thought I was – and I worked hard – I worked so hard in that class – and
I had an A in that

class and then – he had like a research paper – and I messed

up on all of the citings – it was just terrible – I did really bad on all of the citings –
he wrote on there “F” – a big F – the first F I ever received in my entire life – and
he was like – had you done better at the citings – and got more help on that – I
would have given you an A – and that just killed me – I hated it and hated it so
bad – but since I had an A going in I ended up getting a B, so that kind of helped
– it was a tough lesson – so for the second English class, I think it was English
300. I wanted to make sure that I never received an F again. I asked Manuel
where I can get help and he recommended me to the English tutor at The Spot.
She said she barely had students approach her so I signed up for every available
spot she had. I would work hard on my paper as much as I could and she would
correct and teach me how to correct my papers. I received an A in that English
class.
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Camila thought she was prepared only to find out that she was not. Her instructor
showed a dedication to a high standard of writing; she listened to his advice and sought
outside help to do better in the second semester class of English.
Most of these interviewees entered college with low or no expectations prior to
their first contact at the community college. Though some would have some negative first
experiences, they did persist, ultimately finding Latino counselors to guide them to
Puente. The participants entered needing guidance, as they did not possess much
knowledge about college. None had concrete guidance from home. Sifting through the
resources at a very busy counseling center, students felt that they were not getting the
information they needed. A few of the participants related how they found one of the two
most mentioned Latino counselors at this site. These two gentlemen (Manuel Rojas and
Rick Romero) guided them to Puente as they were both counselors and instructors for the
program. Some of the participants had early ideas about technical careers in Engineering
or Computer Science, but really did not have the necessary math skills to even get close
to what was considered college level work. Participants also entered community college
believing their writing skills were strong based on high school experience; they soon
found out this was not the case. The Puente English instructor had very high expectations
for his students; he showed meticulous attention to students, leading to a great deal of
appreciation as students felt his lessons prepared them for the rigor of courses to come.
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Narrative sampling of student experiences with the first point of contact at the
community college.
Chuco: Other students and especially a counselor – brought me up on everything
– yes, the Puente counselor – if you want to know about the regular counselor, I
could tell you about that too – when I first went there and I went to the counseling
department and I was assigned a counselor – that didn’t help me out – as soon as
he saw me – and I introduced myself – it was – I could feel – I felt like a
negativity vibe between us and – he wasn’t really filling me in on everything –
because later I found out – all the other options that I did have – and he was just
putting me down on one thing – so after that – as soon as I was introduced to a
Puente counselor – it made me feel relieved and positive – the options of the
classes – the financial options – financial aid – and all that was helping.
Chuco liked how the Puente counselor guided him, noting that with his first point
of contact he felt a lack of care. ,He noted how much of a contrast there was with the
initial counseling and the counseling he received later from the Puente counselor.
Camila Lara: I think it was mostly with like the counselors – I just remember –
like the very first one that I met before Rick – it was another lady – and I just felt
there wasn’t a connection – I didn’t feel like she cared – I was just another face –
which is normal cause that’s her job – and she sees a million students everyday –
but I didn’t feel comfortable – I came back with all the information – but I still
don’t understand it and I still don’t understand what she means – and I don’t
know why the next day I met Rick – and I just completely clicked and felt a
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connection – and I felt he understood from where I came from and always wanted
me to succeed – and every time single time I emailed him – he responded – every
time single time I went to his office – he was helping me – he would even take
time to help me 30 minutes – however long he needed to take to help me.
Camila echoes Chuco’s sentiment regarding their first point of contact. Initial
contact did not feel caring. On the other hand, the Puente counselors provided genuine
interest in the students and their academic planning.
Two important layers of findings emerged related to this initial contact. An early
finding involved the theme of care when it came to the counseling components at the
community college. This highlighted how community college counseling services suffer
from pressure over the quantity of students counselors are expected to see versus the
quality of the advising students receive. Long waiting lines were common if students
dropped in to see a counselor; the same was true with respect to making an appointment,
which could then take two weeks or longer because of the low counselor-to student ratios
at most community colleges (Venezia, Bracco, & Nodine, 2010). Puente counselors could
more readily guide them, filling in the gaps of knowledge they did not have upon entering
college. The second theme was related to the feeling that race may have been a factor in
their initial interactions. Student-counselor interactions are often the initial point of
contact for students of color; it was interesting to note how these participants persisted
beyond the initial negative exchange to find Latino counselors to support and guide them.
One must wonder if there were many other similar exchanges when less determined
students of color might have walked away discouraged, believing college was not for
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them because a counselor could not communicate care and interest in the applicant. Care
is a theme that surfaced again with respect to instructional practices.

Research Question Number Two
From your high school experiences as a Mexican-American student, what did you
expect community college to be like?
The purpose of this question was to learn how the participants prepared for their
early community college experiences. Based on their responses, the following themes
became evident:
1.

Pre-conceived notions of difficulty and the need to be more responsible than in
their previous schooling, revealing early signs of maturity;

2.

Pre-conceived notions of privilege, race, and identity;

3.

The beginnings of framing what student-teacher relationships would be like and
how some instructors communicated a lack of care.
Most of the participants offered reflections about what their high school

experiences had been like so they could contrast what was ahead as they began
community college. A few of the participants derived motivation from memories of their
parents’ lessons that stayed with them. It still was evident that the students’ parents knew
little about the environment of community college. Participants shared how the began to
form their own self-identities as students and as Chicano/Mexican-Americans. Since
these participants had not entered with a solid context about what community college was
going to be like, they all appeared uncertain what was ahead of them.

135
Narrative sampling of student responses regarding the processes that shaped
expectation about community college.
Camila Lara: I don’t think I had any expectations just because I never thought I
was going to go to school – never ever thought I was going to go to college.
Camila echoes an earlier comment in which she revealed that she never saw
herself going to college, even though she was in a college preparatory program.
Camila Lara: I was really lost for a long time – so I always knew that it was
Education – I always wanted to be a teacher – forever and always – and then
when I got into high school – I realized that they don’t pay much – so then I said
ok – I want to be a dentist cause they pay a lot – so I took chemistry – and I was
terrible at Chemistry – and I said ok – I am passing it and never doing it again –
and then when I was about to graduate – my dad was pressuring me – what are
you going to do – and I was like – I do not know – I don’t know what I want to do
– except for teaching – but they do not pay you enough – I do not want to not be
paid so well – and he was like – well I have a co–worker – his wife is a Speech
Therapist – talk to her at the Christmas party – I am sixteen years old – I do not
want to talk to anyone at no Christmas party – and he pressured me to go over
there – and so I went and I spoke to her – and she was like I am a Speech
Therapist – all I do is talk to kids and help them with their speech impediments –
and I am like – that’s a career – that’s something that exists – I never knew that
that even existed – she was like yeah – and right after that – I never changed my
mind ever again – I was sixteen years old mind you.
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There are a number of important layers here. First, her father’s resourcefulness led
to a friend’s wife to guide his daughter through uncertainty about her major. This
constitutes a funds of knowledge resource; she learns important information through her
dad. Camilla’s comments also show how students are faced with monetary issues for
career choices. She did show an interest in teaching, but found a career in speech therapy
thanks to a timely adult conversation.
Laura: No – I never felt Mexican enough – I also never felt like the Caucasian
aspect of base well enough either – so coming from Los Angeles it was easier
because down there everybody is everything and you could be punk rock and
skater and speak Spanish – but when I came to Sacramento – it was very
segregated in Sacramento and so you experience culture shock – so down there it
didn’t matter and if it did – I wasn’t aware of it or my peers – neighborhoods and
racism was of course still there and teachers in elementary school were my worst
– but here is where I really like felt it right away and was like – whoa – I got that
– who’s that pink haired Mexican with the combat boots listening to punk rock –
who does she think she is – kind of thing – so there was always an identity issue
or crisis – you were never part of here or part of there.
Laura focused more on her cultural identity, worrying about not being Mexican
enough since she was born in the United States, but also feeling unaccepted by the
dominant culture She grew up in Los Angeles, and the diversity there led to greater
feeling of acceptance than when she arrived in Sacramento, where people seemed more
segregated and not as accepting.
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Chuco: The way I saw it – not knowing anything – I always seen it as – people
with money went to college – people that their parents who had higher education
– live wealthy and live well – and so I wasn’t really looking forward to that aspect
– but I knew I had to keep going with my education – so that’s what pushed me –
I went to a gringo high school where there were only about 6 to 8 Latinos in the
entire school. I expected community college to be the same as high school – not
as many Latinos and populated by gringos – I was wrong – it was a diverse huge
campus.
Chuco highlights how he expected college to be for the privileged, and though he
was accustomed to being a minority, he was surprised at the diversity of the campus he
was about to attend.
Mane: I had no idea what community college was – prior to the kind of research
of where I wanted to go – I really didn’t know it was an option – my experience
with higher education which is what I saw on TV – where as soon you turn 18
they would go to college – a four-year college – so I had no idea what to expect –
most of my views on college were from the media – so I was expecting all this
stuff and to me it felt a lot like – just a second time high school –– but the only
difference was that – the teachers at community college – they would let you fail
– let you fall through the cracks – most of them – they would take roll, teach and
that was it – there were very few teachers I encountered that actually helped you
out.
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Mane covers two layers, first how students without resources at home rely on the
world around them for information, in this case television, and, second, he comments on
the differences from high school to college. He echoed the participants’ feelings that
some instructors were not willing to help them out.
Olga: I think I felt more like I thought it was going to be easy going – you know
you got to choose your own schedule – you got to come in whenever you wanted
– you got to choose the classes you wanted – so I thought it was going to be so
much more easy going than high school – where you have to be there at certain
time and leave at a certain time and things.
Olga thought community college processes were going to be easy, but her
responses reveal her experiences were just the opposite.
Alina: When I entered community college I really didn’t have an expectation –
really I went there because my father always told me – you know you have to go
to school – you have to go to college to be someone – nobody’s going to take
your education away – so you have to go – so I didn’t really have any
expectations about community college – I was expecting teachers – to be more
understanding – I guess motivate the students to do better – instead I guess I was
faced with professors – that were not motivated to do their job
Alina shares a message from a parent that had lifelong influence, then gives an
early indication that she felt the level of care students received from their instructors was
inadequate.
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Alina: Cause of my Puente Counselor – he was so passionate – and he always had
a smile on his face – you know – he seem so happy with his job – he’s so
motivated to help students – I kind of want to be like him – he was like a role
model for me – because he would help students and he wouldn’t ask for anything
Alina echoes the early influence of the Latino role model exemplified by her
Puente counselor. The counselor’s caring for students motivated her to think that she too
might later want to become a counselor and help others.
These responses reflect how the participants shaped their identities academically
and culturally. For the participants’ self-identities, they often measured themselves
against what they believed White students of privilege did. Participants sometimes did
not feel “White enough,” and were not fitting in. At the same time, they were measuring
themselves against their Mexican friends, not always feeling Mexican enough as well.
Students faced similar identity struggles as they began community college. During this
time, participants began to frame how they saw their instructors interacting with them.
The theme of care resurfaces, but this time from the instructional side of the experience.
The participants are concerned with the type of interactions they feel and whether the
instructors or counselors had genuine interest in them. The participant responses offered a
notion about how high school did not failing them academically, but that it also seemed
in retrospect to lack rigor. Students talked about motivations from family and parent
messages that drove them to persist. Some of the participants were beginning to learn
about Latino role models that served as examples of possible major/careers. The image of
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the positive and helpful Puente counselor who loved his job made a career impression on
one of the participants.
The next series of questions sought to reveal how much home support the
participants felt coming into to community college and what the early lessons were
regarding their community experiences.

Homes/Communities and College
This series of questions uncovered details on how students navigate between the
world of home and the world of college. The goal was to find out if the participants’
experiences were smooth sailing or rough waters, attempting to root out the causes of
either experience. Participants were asked about support from their parents, if learning in
their home had any influence on learning in college and how much could their family
guide them with college issues.
1.

How would you characterize the support you had from home to go to college and
earn a degree?
a.

How would learning in the home help you with learning in college?

b.

How did your family guide your understanding of the college going
experiences?

c.

Can you share examples of anything that bridged your home and college
experiences for you?
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Research Question Number Three
How would you characterize the support you had from home to go to college and
earn a degree?
The participants noted connections between parent messages and their motivation
to continue with community college. The participants also communicated about the
tensions surrounding culture, gender and the pressures to enter the world of work rather
than choosing to go to college. Parents could sometimes only communicate from their
own experiences, which revealed their unfamiliarity with college, which contrasts with
their knowledge of work that is necessary to support the family. This created some
tension between the participants in college and the competing demands of family and
parents. Parents from low to middle income families know how to become resourceful to
survive in their communities. These images are vivid for the participants and they,
consciously or unconsciously, bring them to their schooling experiences.
Some of the key findings regarding these responses were:
1.

Funds of knowledge – transferring what was learned at home to college;

2.

Layers of both positive and negative support from parents;

3.

Inner memories of parent messages that serve as inner motivation.

Narrative sampling of student responses regarding how families provided
support and motivation as the participants began community college.
Chuco: From home – my father would always tell us – we need our own
education – and always told us – to go as far as we could – my dad – he was a
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truck driver – he would always tell us – study – study – and if you don’t – then
you will end up like me – you are going to end up truck driving just like me – so
when I grow up – after graduating high school and before – like two weeks before
starting community college – my father had a fatal accident truck driving and
passed away.
Chuco relates a dramatic moment that tied to his father’s lifelong message, a
message made more poignant as his father was killed in a car crash just before he started
community college.
Chuco: Maybe in the aspect of communicating – communicating in my home has
always been Spanish – so Spanish has always been my first language – and then
English – I am the one out of all the siblings that sits down with my mom and also
helps her out in reading and pronouncing words – so we have a big family – so we
are always into – talking about each other’s problems and what’s going on – so
we’re always communicating and – finding out things – and all sorts of things in
life – when I had to do something or study – but then at that moment – my mom
wanted me to do something – she wouldn’t understand and – she wanted me to do
it – so it kind of cut into my studying sometimes.
Chuco provides insight about funds of knowledge, illustrating difficulties that
arise when the language in the home differs from the dominant language in the broader
community. Parents are resourceful and often rely on their children to interpret for them;
Chuco was clearly that child for his mom. He also highlights how the pull from family
responsibilities was a challenge for him.

143
Camila Lara: So they definitely did support me knowing – money wise, school
wise – my mom just making me a lunch at home – I always had a hot meal and
always never had to worry about paying for books – the money was always there
somehow – so definitely in every way they helped me – if I needed a tutor – I
remember for statistics – my Dad got me a tutor – a very expensive one and that is
why I stopped – so there was always support – since they always supported me – I
feel as if I have more pressure to finish what I started and to finish it right – they
are the reason I try my best at everything because I know they are always helping
me and I do not want to let them down
Camila highlights how much her parents cared about her education, how they
would help any way they could, including paying for a tutor. She was motivated by her
parent’s support and sacrifices.
Camila Lara: Work ethic – that for sure – my parents are hard workers and they
also don’t argue at all – they know how to work in groups – and I see that all the
time with family – and in the family there is always some type of argument – but I
always see my parents as the ones people would come to – and they are like – we
need help – so I knew that when it came to group work and all that – that I knew –
that you can’t be arguing with anyone in your group – also when speaking to
professors – it was always – respect them – you respect us here – you respect
them – you just ask questions if you are lost – let them know – don’t stay quite –
always try to say something – but respectfully – definitely working hard. – every
day I would see my Dad come home from work and knowing that he does so
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much for our family definitely helped me to do more – he loves his job – so it was
important for me to make sure that I did the same in choosing a career that I love
and am passionate for.
Camila provides excellent examples of funds of knowledge in her parents’ work
ethic, her resourcefulness in asking questions and the lifelong messages about respecting
others and cooperation that she was able to apply to group work.
Camila Lara: They couldn’t guide me from their personal experience – just
because their level of education was really low – but they always found resources
– always and forever – I mean – with the whole speech pathology thing – my dad
found the husband – I mean the wife of the husband that works with him – and if
he did not have that relationship with him – or had asked – he would never have
known for me – so just knowing that they ask questions – and figure it out and
talk to people – they were able to get resources to help me.
Camila again shows what she learned from her parents; on reflection, she
showcases how funds of knowledge impacted what she would later think was important.
She clearly notes how her parents could not have helped guide her with college
processes.
Olga: I think I had a lot of support from my home and especially from my mom –
she was very active in our schooling – from a very young age – she – the first few
years that I went to school – she wasn’t working – so she would go and help us in
the classroom – we were in the girl scouts and she was the leader for the girl
scouts group – but then – she would always say – the only thing I can leave for

145
you guys is your education – and so from a very young age – she put that in our
heads you know you have to go to school – you have to get that education – and I
wasn’t able to – and she would tell us about her history or how she came from
Mexico – and things like that – so that influenced us a lot.
Olga provides a lifelong message from her mom, and the support she felt to go to
college through her mom’s desire to see her succeed. She also notes the work ethic of the
parent that later converts to a work ethic in herself, another form of funds of knowledge
from home.
Olga: Work ethic – my mother was a very hard worker – and she was working in
the fields – coming from sunrise to sundown – working in agriculture – my aunts
were working in agriculture – so I saw all that hard work and saw how that – that
much hard work they were putting into the fields that I could put into schooling
and not have to get those kinds of jobs.
Olga converts her mom’s work ethic into her own motivation to work hard in
college, demonstrates how funds of knowledge play a role in these students’ lives.
Olga: I don’t think they guided me necessarily – no – my mom had no idea what
college was – she just knew that I needed to get a career – you need to be a lawyer
or you need to be this – she wouldn’t give me one specific one but she would
give me options – but she didn’t know how to get it – and so none of my other
family members knew how to get it

146
Despite the support from family, Olga clarifies how far parents who did not go to
college can assist students. She understood that many answers would have to come from
outside of the family.
Laura: I grew up with my father always coming home from work – and going to
the office and studying – leave me alone – and I never felt like we get a lot of the
fun of my dad cause he was always working – trying to take care of the family
and support us because we wanted to live in a nice neighborhood but always –
even when he retired he was taking classes – my dad never pays attention to me
and I am not going to do this to my kids when I grow up – so later on – I
understood why he was always so grumpy and stressed out – and here he’s like
working so hard for us and we were never looking at it that way – we were just
like we just want to go party and have fun with our friends – go be White kids –
for lack of a better word.
Laura learned from the everyday experiences of watching her father work hard
and the sacrifices he made for his family. She also provides an interesting comment about
race, that those who have fun are privileged while those who work hard are not.
Mane: I mean just the fact that I have never seen my dad quit – never seen my
mom quit – they would wake way early in the morning and go work until way late
in the night and get back until late (got emotional) – just look at all of the stuff
that they had to go through and it just kind of helped me – kind of helped me not
to quit too – to keep going – my parents – one of the reasons they came to the US
was to give us a better choice – a better life – like I said, they would have been
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happy with us just getting a high school degree – because that was one of the
things they weren’t able to do – but the fact that they motivate us – really
encouraged us to get a college degree – it was ten times better for them – knowing
that they and the struggles that they went through – actually mattered and it paid
off in the end.
Mane provides an emotional response regarding lifelong messages he learned
from his parents regarding sacrifice and how he used it to motivate himself. His success
meant a lot to his parents.
Alina: I guess having time to study – because in my house – whenever I got home
– chores were the first things that I did and school was last – my homework was
the last thing I would do – and it was really difficult for me – coming from that –
because I knew that – now I had to put more effort on school – and I had to have
more time.
Alina highlights the pull these students feel with responsibilities around the home
often conflicting with academic responsibilities and the rigor of school.
Questions regarding bridging the world of home with the world of school revealed
rich ideas about their inner motivations students carried from their parents’ messages of
sacrifice in order that their children would have a better life. Tremendous inner strength
and resolve served as motivation to continue college, be it from the tragedy of a loss of a
father to messages from their parents that these participants never forget.
Alongside this motivation were images of funds of knowledge that shared lessons
from home and community did appear to transfer into the participants’ college
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experiences. The participants’ funds of knowledge ranged from making social
relationships to networking, from work ethic to working hard in school, from being
resourceful and asking questions to showing respect at home and in the classroom, from
their love of work to the love of a career. Participants provided examples of the mixed
messages that can come from the unconditional support of parents. On the one hand ,
parents helped by being involved for providing a meal. This would then be contrasted by
a lack of support with college, an unconsciously interference with their children’s
studying and going to class. One participant talked about how responsibilities at home
came before college responsibilities; the difficulty of that transition was great given how
much time needed to be devoted to academics. These examples serve as reminders that
there is still a great need of work to do with parents about helping their children with
higher education, to help them fully understand the challenges their children face
academically. This is a large concern that needs to be addressed in the Latino community.
The purpose of the next series of questions is to reveal how participants were
connected to the community college, how they managed resources, relationships, each
other, their identities and their skills. Participants were asked to generalize about their
community college experiences, what helped them succeed, when they felt proud or
discouraged, how they connected to campus resources, how race played a role and how
Puente influence them.
1.

Tell me about your community college undergraduate experiences.
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a.

When you think back how would your first semester freshman experiences
in community college differ from your last semester experiences before
you transferred to a four-year university?

2.

From your experiences, tell me what helped you succeed in community college?
a.

If individuals helped you overcome any barriers, please tell me about them
and how they were of assistance?

b.

If programs helped you overcome any barriers, please tell me about them
and how they were of assistance?

3.

Can you tell me about a time when you felt accomplished as a college student?
Can you tell me about a time when you felt discouraged as a college student?

4.

From your perspective as a Mexican-American student, what made you feel
positive about the college experience? From your perspective as a MexicanAmerican student, what made you feel negative about the college experience?
a.

Please provide examples of how your college experiences related with
your home or family experiences.

5.

How did you learn about campus resources at the community college?
a.

Which resources were most useful?

b.

Which resources were not utilized enough?

c.

From your experiences, what resources were missing that could have
aided your transfer to a four-year university?

6.

From your perspective did race or being Mexican-American affect your
community college going experience?
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a.

How did course discussions, assignments and readings about culture help
you stay in college?

b.

If any, please tell me about role models or individuals who helped you feel
you belonged in college. How did they help you feel like you belonged in
college?

7.

Please provide examples of how Puente may have helped or hindered your stay in
community college.
a.

How was Puente able to help you in regards to your family/parents’
expectations during your community college participation?

Research Question Number Four
Tell me about your community college undergraduate experiences?
This question sought a generalized idea about how participants summarized their
overall community experiences followed by a question that sought to detail the process of
their academic growth and readiness for transfer. These questions revealed the following
themes:
1.

Puente project serving as the point of entry to campus resources and leadership;

2.

Participants shaping their readiness to transfer;

3.

Peer support groups and student organizations;

4.

Funds of knowledge being utilized to answer questions and get needed help.
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Narrative sampling of student responses regarding the community college
experience, how participants got connected and the influence of Puente.
The participants gave examples of how Puente served as an entry point and
catalyst for campus services, resources, special programs, student organizations and
leadership opportunities. Despite their newness and inexperience, the participants showed
levels of maturity regarding their futures, providing a vision for transfer to the four-year
university. Students were empowered by student leadership opportunities.
Laura: I got here – I might as well keep going you know – this is a certificate, and
I did it, and I could do it – and I want to keep going – so I am going to go after my
degree – part one of serious – so then I knew I needed a job and so there was a job
on campus through Cal Works and I was like I need to get on Cal Works – and I
qualify for Cal Works and I wanted to do that just because I wanted that job – and
so I did – I got hired at the transfer center – and that’s really where everything
changed for me – by getting that job at the Rolling Hills transfer center – well I
came in and really didn’t know anything about transfer – but boy did I quickly
learn – and I knew what the students wanted – even though I was a student worker
– they really gravitated towards me – so they knew I was going to work for them
– research for them – and I learned more as to why am I helping all these people
with their information and they are graduating and transferring – what is that –
and I am still here and they are there – that’s not fair – so I ended up getting
serious about getting involved and joining campus clubs – and met Manuel Rojas
– and he was a very key person and he was like Laura – why don’t you do this
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and check this club out and before you knew it – I was doing student leadership
and really trying to transfer out of there .
Laura shows a determination to find a job, then to learn what she did not know –
how to transfer. In her new student job, they provide transfer information to other
students, so she quickly learned how the process works. She notes how the Puente
counselor played a key role in filling in another gap, how to get involved in campus and
student leadership.
Laura: I was having a hard time in some of my core classes and that is kind of
what leads to Puente – so I would take English when I didn’t realize that I had
disabilities – you know not comprehending and flipping around the ideas and stuff
in my head – and then Puente began and it was like the pilot program – and I was
like, you know what – this is my chance – and I am still thinking I don’t really
know if I am still capable – but had it not been for that – I do not know think I
would have got out of Rolling Hills because I was becoming a lifer there and I got
attracted to helping all the students there and looking out for them and then here I
was doing all this stuff and could be at Rolling Hills forever – but that wasn’t
really the purpose of those things – to keep me there and I was like – hey you got
to move on.
Laura details the challenge of having a disability and points to how Puente
influenced her academic trajectory. She shows signs of maturity and confidence in being
able to transfer.
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Camila Lara: I was lost the first semester – everything was new and I didn’t
understand the requirements – I didn’t understand pre–requisites – financial aid
scared me – everything was new and everything made me nervous – But when I
learned to ask questions and do everything on time – it really prepared me for a
four-year university – by the end of my first year at Rolling Hills I was able to
figure things out by myself – that is because the Puente counselors helped me a
lot – I had so many of the community college papers with Rick’s handwriting all
over it – and I seriously met with them once a week – I did – all the time – and I
even recommended my friends to them – all of my friends have Rick as a
counselor – definitely helped me understand the pre-requisites and how to look
into the book and if I don’t have the book – how to look on the computer – and
just different resources – and if one counselor was not available I would go to
another, and that is how I met Rojas.
Camila asks questions and is resourceful, applying her funds of knowledge
lessons. She also begins to show the roadmapping that Puente would begin to provide to
her about degree requirements, registration, prerequisites for classes and other resources
like financial aid.
Mane: Well community college kind of started off rough – it was something
different – it was more pressure on me to succeed – you know if I failed or
succeeded – it was going to be mostly on me – whether or not I put in the effort –
so I did kind of feel that pressure – pressure from my sister – and not letting her
down – pressure from my parents and not letting them down and now – but
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overall – once I got connected – you know with Manuel and now Rick Romero
and other professors there at Rolling Hills – I was able to meet other people other
students – and I like building those connections to the campus – I was a member
of MESA – that helped me for the math and all that stuff – that’s where I met a lot
of people through one of the organizations there – SHPE (Society of Professional
Hispanic Engineers) – I became an officer there – I was a member and chair of
Latinos Unidos – I eventually became a member of the interclub council – which
led to being the Vice President of the Student Government – for a year – so I had
all that going on – so all those extra activities that I did at the college helped me
connect – kind of take it a bit more serious because – it wasn’t just my classes that
I had to worry about – but other stuff – so it made me feel a little bit more
connected to the campus.
Mane talks about his motivation to push forward and how Puente counselors were
introducing him to campus resources. He was learning how to get involved and become a
campus leader. Mane was introduced to networking campus resources like tutoring for
math.
Alina: Well – community college was really great for me – even though I got
married throughout the way and had kids – I felt a sense of community there –
and I felt like I belonged – some of my professors and the counselors were really
great – my first semester there was different from my last semester – it was that –
I was kind of getting a feel of what I wanted to do – and experiencing new careers
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– and when I transferred I kind of had in mind what I wanted to do now – what
was the purpose of me transferring.
Alina highlights her overall growth within community college. She shows that
there was a community or family setting there exemplified in “The Spot,” where students
would hang out. Her comments show the confidence and understanding she had built and
how empowered she was beginning to feel regarding being able to transfer to a four year
university.
Chuco: In general – I found out about the MEP program – so I joined that – and
got to meet everybody there and made friends – now the students that I had met
from MEP had classes with me also – it helped – for when we use to get together
for study groups – MEP and then Puente – the Puente program also helped me out
– in networking – in different majors – students with different majors – not only
in Engineering – at the beginning – I wasn’t involved in anything – but by the
time I was about to graduate – I was involved in different programs – I was using
the library – I was using a lot of different resources from school – I would go with
office hours with instructors – at the beginning – I didn’t – I had more
communication – maybe I was never exposed to it – I wasn’t used to it – maybe I
was shy – and then I ended up networking – meeting a lot of people – being a part
of the SHPE program helped as well – going to conferences – interacting with
professionals – I was able to open up more – getting use to conversing – and then
I brought that back to school – when I was in school – communicating more with
my instructors and students – and then joined other programs and participated – I
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was involved – and then it was fun – first time ever in my life – and it was a good
experience.
Chuco highlights how Puente introduced him to resources like support programs,
instructor office hours and student organizations. His comments show his growing
confidence as well.
Olga: It was really good – I loved that I was able to join the Puente program – but
then I also joined the EOP&S program – I don’t remember how I heard about the
EOP&S program – I think it was from the UC Davis talent search program – so
we had the summer before going into community college – our first semester – we
had the EOP&S summer program – so it was like a month long and then –
teaching us all kinds of things about college – kind of the requirements for
transfer and everything – and so – the EOP&S program helped and also that
semester going into Puente and having that class –it talked specifically about
details what classes to take and how to do the route – so my community college
experiences were really great – I don’t think I would have any moment where I
was like – oh my gosh I want to give up – I didn’t have that moment.
Olga highlights how support programs like Puente and EOP&S act as guiding
forces, giving her roadmaps for the processes to follow for registration. She alludes to
how she never felt like giving up because she felt supported.
The Puente project opened the doors to many of the resources a community
college has to offer. Participants felt welcomed by the new peers and the opportunities for
networking. They were empowered to become student leaders on campus. Puente also
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gave the participants early roadmaps for understanding the requirements for transfer.
Students used their funds of knowledge, asking questions and seeking resources, meeting
with professors and forming their own study groups. Layers of community service within
the campus were revealed where the participants were helping other students. College
capital gave them confidence that they could manage the world of home and the world of
college.

Research Question Number Five
From your experiences, tell me what helped you succeed in community college?
This question seeks information about individuals or programs that helped the
participants feel successful at community college. Their responses revealed several
themes:
1.

Puente Latino role models and counseling keeping participants retained;

2.

Latinos as statistics and not wanting one to become a negative one;

3.

Puente English instructor and the welcoming of higher expectations;

4.

The Spot and a family home away from home on campus;

5.

Validation through cultural history and writings;

6.

The roadmaps to transfer and the Puente influence;
Student success was supported by Puente counselors and, in particular, to their

English writing instructor. The students appreciated the family setting that was provided
by Puente’s location, known as “The Spot.” At The Spot, there were computers,
counselors, tables for students to study and tutoring and numerous staff to serve as
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mentors and advocates for other campus resources. Participants learned about Latino
statistics and higher education; they developed a commitment to become a positive
academic statistic. Their first opportunity to learn about their cultural heritage and history
came through Puente; this exposure helped validate them. The roadmaps to transfer
provided by Puente helped direct them.

Narrative sampling of student responses regarding individuals or programs that
helped the participants feel successful at community college.
Olga: The guidance that I had from the Puente program – but not only the year
that you do with the Puente program – Manuel had The Spot – which was the
place we could go – and just hang out – or use the computers – or he would be
there doing the counseling – and so we didn’t have to go to the counseling center
and make an appointment – and wait until they had an appointment for you – you
already had somebody that could help you whenever you wanted to or needed to –
and somebody that you could relate to – because the counseling center – didn’t
have that many Latinos that I knew of serving those Latino families other than
Manuel and Rick Romero – it was kind of like a second home – and you were in
college – you know where to go whenever you needed something – I think when
you say the barriers – I specifically remember Latinos and the low rates that they
have of graduating – and so that’s a barrier – if you are Latino you are not likely
going to graduate – and having those counselors that care about your education
and know where you are coming from – know where you need to go – helped
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break that barrier – and having that Puente program – where you can relate to
other students as well – all of the other students were very similar to you – had
very similar situations – you guys were going through the process at the same
time – kind of.
Olga values the home away from home that Puente created at The Spot. She
highlights access to the counseling there. She also refers to the low rates of graduation
among Latinos and how that also motivated her. Olga highlights how students and staff
from the same culture helped her move forward because they shared the same challenges
to get through the degree program and transfer.
Alina: I think having a Puente program and having the Counselors always there –
I think that’s what helped me succeed – because there’s good counselors and
there’s bad counselors and I know I would have gone to the Counselor who would
have said you know this is what you should do – where they tell you what to do –
and I think I wouldn’t have gone back – I would still be stuck at a community
college – so I think overall having the Puente Counselors and having them take us
on university tours and everything – it helped me – during our Puente class – one
of the professors would help us to create a plan that would allow us to view when
we would transfer – and they also helped us create a resume and a personal
statement so we were not left like not knowing what to do – the Puente counselor
was the professor in this class.

160
Alina relates how Puente provided quality counseling experiences where they felt
cared about, field trips to colleges and essential roadmaps regarding degree requirements.
They also helped with finding a job or internship or applying for scholarships.
Mane: The top one has to be Manuel Rojas – he taught one of the Puente classes
there – and through him that is where I kind of connected with MESA – I then
connected with Latinos unidos – and anything I had troubles with – I would go
and talk to him he would point me in the right direction what to do – he also gave
me the opportunity to work there – I was working under him in The Spot – he
gave me a chance to work there with him – mentoring – being a peer mentor to
other students – trying to help them out – the Puente program kind of helped me
out – it was the first program to connect me to the campus – because we had two
classes with the same students – I was able to make friends – some friends I still
talk to this day – so that kind of helped start if off – it also helped me build my
skills – the English class kind of showed me where I needed to work on – how to
improve not just for the English class but for the other classes – on papers and
essays – and the other one would be MESA – I was an engineering major and it
was one of those things that I focused on – so I connected with other engineering
students – it helped me with the tutoring for my Math classes and science classes
– it also provided opportunities to see other universities – other departments – it
let me go onto UC Davis and helped me to connect with the universities –;
Puente counselors helped Mane find resources on campus, including a job. He
notes how he learned to mentor and help other students as a result. Mane also relates how
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the English class prepared him for future classes. Puente was an entry point to other
campus resources, as well as a community for him.
Chuco: One – other friends that I met in my field – that would push me – when I
had hard times – when I was thinking of dropping – together at group sessions –
to work on projects and homework – helping each other out – motivating each
other – to keep going; also what helped me succeed in college and actually pushed
me to finish was my son! I became a parent after graduating high school. I didn’t
want my son to grow up and not have a good role model, me as a father. So I had
to work extra hard, to be a great example for my son – Puente , MEP, and SHPE –
Puente prepared me in the aspect of English subject – made me more confident –
as well again with the networking and meeting other people – professionals as
well – listening to where they went and what they did – was giving me knowledge
of what to do – what was next – so it wasn’t hazy – it wasn’t blurry for me no
more – now my goal got a lot bigger – I started planning on – more and more –
what I was going to do and where I was going – it opened up opportunities for me
to be involved – kept me busy with studying time and doing schoolwork – instead
of going back home or being out in the streets – or friends coming over and giving
me problems – I kept busy and then – used up my

time more efficiently in

school and surrounded by students – other people with the same mentality I had .
Chuco reveals how peers in his student community kept him in school. The
Puente English class gave him confidence in his writing. He also highlights The Spot as
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his home away home where he could get his studying done. He was also motivated by his
son and parents to keep going.
Camila Lara: Definitely the Puente counselors – I had an amazing counselor in
high school and then you go into community college and you are lost – and find a
male version of that person – it was exciting just to know that I found Rick and he
was helping me. He also knew what he was doing – so he was able to guide me– I
remember introducing him to my mom when she applied to school – just Puente –
when you come into community college – at least me who was the first to go to
college from my family and friends – it was scary – I did not want to join any
programs because I was nervous about everything – and I like that with Puente I
didn’t have a choice – I needed an English class and after that class the extra
Puente class came with it – Puente definitely helped because – it was the first
English class that I took right away – and knowing once again that the professor
was Latino and I think he had a PhD – and just to know that also – it’s really
motivating – and knowing he was very tough – and I have never had an English
teacher be that tough – and I was like he’s not going to pass me – what does that
mean – I had to work hard from the very beginning on essays that I got C’s, D’s –
C– , D+ – this has never happen to me – I had to visit him during his office hours
and ask him what is this and why am I getting all these bad grades – and just
knowing that he pushed me – I don’t know – I think I wasn’t pushed enough in
high school and – but he definitely made me change the way I wrote .
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Camila speaks to the high standards of writing that the Puente English course
demanded. The English teacher was a Latino role model for her because of the care that
guided her English development, pushing her to be a better writer.
Laura: Manuel Rojas for sure – he was the key person who pulled me out of the
transfer center and really got me involved in the campus and see where those
activities could take you – he is probably the key person –I also had a Chicano
studies course with Mrs. Dolores Cervantes – and she really opened my eyes to
the ethnic studies and that’s when I started to cross over – and although in my
brain I did computer science, I did not want a bachelors degree in that –it really
opened my eyes and do you really have to go to college before you get to hear
these stories –you have your high school history and you know I am telling my
daughter – ok you have all your books but you will get the cool history when you
get to college – I started getting involved in the UFW – marching and we were
doing mock protests at school – we were all over the place and it was just exciting
and my real social justice stuff was beginning and kicking in; I had several
individuals that mentored me along the way. I had Jesus Vallejo who sparked my
interest in literature and got me through English, creating the awareness that I
could get through the rest.
Laura offered how she was validated by the cultural pedagogy and her view of
how Latinos were presented historically. She mentions how the Puente English teacher
pushed her as well. Her love for ethnic studies was developing as a potential major.
Puente was an effective entry point for campus resources.
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Puente support helped the students feel successful. The program provided
counselors that served as Latino role models, developed academic and transfer plans,
offered guidance on careers and transferring and influences that motivated and
empowered.by promoting campus connections. Students were counseled about
requirements needed for transfer, using roadmaps to help them actualize the process. An
English instructor with high standards challenged the students to become better writers.
He would often be credited for preparing the participants for the rigor of future courses.
Professor Vallejo also played an important role in teaching them about the
Chicano/Mexican-American pipeline, the data summarized in Figure 4.1, showing
students how many Latinos will transfer and graduate with a bachelors degree out of each
100 that begin school. This chart appears to have served as a great motivator for each
student as all 6 participants would refer to these statistics in the interviews. The students
tied themselves to academic success, committing themselves to becoming a positive
statistic. Participants took other courses that supplemented Puente’s cultural teachings
and writings; these were in areas of ethnic studies, and participants experienced levels of
validation learning for the first time about their heritage and history. They felt cheated
with earlier versions of history that did not include their culture. Race was weaved
throughout their answers as the participants valued individuals that looked, be they
counselors or other Puente students. The participants also appreciated the sense of
community and family provided by the program, which offered them a sense of
belonging and shared experience with their peers.
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Research Question Number Six
Can you tell me about a time you felt accomplished as a college student? Can you
tell me about a time you felt discouraged as a college student?
These questions sought information about how participants were made to feel
proud and accomplished versus how they were made to feel discouraged. Participants
noted social pressures from peers and siblings that were not always supportive of their
struggles as college students. Students recounted the celebratory feeling of passing a
challenging course, transferring to the university and making parents proud. One student
recalled the experience of going to college with a disability and how Puente aided in her
challenge to become a better writer using cultural validation. Participants’ answers
revealed the following themes:
1.

Academic sense of accomplishment when hard work pays off;

2.

Overcoming a disability through cultural validation and peer support;

3.

Peer and sibling negative support due to lack of college exposure.

Narrative sampling of student responses regarding how participants
experienced accomplishment or discouragement as community college students.
Camila Lara: After every semester when I knew I passed my classes – and after
every test – after I had a really tough time with statistics – I had a terrible time but
after when I finally passed psychology statistics that was really nice – the class
with Vallejo – it was the toughest English class I have ever taken – once I knew I
had passed it with a B even though I knew I got that F on that last paper – I was
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like – well good thing my hard work did pay off all semester – and I would not
have received that B – so definitely I remember those two times for sure – in
Vallejo’s class – because I came into class from high school thinking I was
awesome and then I wasn’t – not in English at least .
Camila felt good about college just by passing a course. Her low expectations
made simply passing a test meaningful. She noted how the Puente English teacher’s high
standards helped her.
Alina: At the community college – I think I felt accomplished – was when I knew
I was going to transfer – I had made it – I guess in one of my classes – one of my
professors had mentioned – that Latina students get pregnant in community
college – and I was pregnant at the time – I felt – you know – like someone you
know – threw water in my face – like you are not going to make it – you were
going to be another statistic – so I guess – it would – it kind of motivated me to
continue to prove that professor wrong.
Alina recalls a powerful motivation to be a positive statistic when insulted by a
professor’s comment. She turned a negative experience into a positive one that served as
motivation to prove to those who did not think she could make it that they were wrong.
Laura: When I knew I was eligible to transfer – well it took me a while to get
there – I had failed at English before and having an English course where they
take your culture into account first – and because you go to regular classes and
they are not thinking about how all those social and cultural stuff is around – so to
focus and be there and feel like you are important – I do not think I would have
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kept going if it was not for Puente – since I was not sure if I was going to keep
going or it was just going to take me longer– and so without them, I just would
not have done it – but it made feel like – I had an actual chance to do this so – yes
I got my confidence from Puente and validation was a big one – I started seeing
pieces of validation through Manuel and Cervantes where they were teaching with
us in mind and trying to get us through and so there was a little bit more level
playing field – it made a big difference –;
Laura highlights how Puente’s cultural pedagogy helped build her confidence and
empower her to believe she belonged in college.
Laura: In the beginning when my regular English teachers – like I said, I did not
realize I had a learning disability – I was not aware cause I could not think about
how some people just take about an hour to do this work and I want that same A
but I would stay up until 2am in the morning – I still might get my A but why do I
have to work that hard. – peers were like – oh – why don’t you get tested – and I
always thought that there was a stigma about that – like you were weird or
something – it does not really mean that – so you are this straight across this and
then straight across that and then you are down here and so I do not know why I
fought that –I started to get accommodations – some of the teachers were like –
why do you have to go to take a test – and were like annoyed – so I didn’t know if
I had some kind of cultural deficit at that time and that is why I wasn’t learning –
you know like pail versus bucket kind of things – or I just wasn’t learning and I
just can’t understand and if they are talking and I just can’t catch it – I am not sure
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what student did get me to go – it was the group of students that were always
congregating around me at the transfer center and stuff and hanging out – it
became a little hang out center for that period of time – I just remember being
encouraged to go – and I did it because you know I just remember all the kids
coming through there and transferring and they are coming in and they are gone.
Laura provided insight into what a student with a disability experiences, how
some teachers who were not sensitive grew impatient with her skills. She also highlights
how peers helped her seek resources and how peer transfers motivated her to do the same.
Olga: As a college student – I would think – cause I didn’t do the AA program
cause I knew I was going get the BA already – the AA was nothing to me
basically because I already had my goal of doing the BA and then the teaching
credential – and so I just transferred – so that moment – I remember one time
when I was in my car – I think it was the first day of school – and I was turning
right here on J. Street and onto Aztlan State – and I saw that Aztlan State sign –
and I am like – oh my gosh – I am here – I did it – and I get emotional about it
because – because it’s very rare for a person to do that.
Olga used Latino higher education statistics to motivate her to not only transfer
but to complete her bachelor’s degree. She shares the sense of accomplishment she felt
from persisting.
Mane: At the community college the first time I kind of felt was the year – the
first time I was serving as part of the Student Government – everything that had
led up to that point – you know I had to make a lot of contacts and I had to make a
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lot of – that kind of put me in that position – and one of the things that came with
that position was I got an office off campus – when I showed my parents the key
to my office – and the picture of my office – just the look on their face was kind
of worth it – because they kind of knew that I wasn’t just going and goofing
around and that I was actually doing something – I mean at the community
college – almost every day – you know you just feel like you have to justify why
you are there – I would talk to my friends and it would be two years later or three
years later and they had all dropped out over time – and some of them were able
to go to four year universities and you are still there – what are you doing there –
you are just wasting your time and you should be out here working and look at the
truck I just bought – look at the cars – look at the house – and everything like that
– I would just be like well – maybe they are right – maybe I should – just drop it
and go work – you know with other students – that’s the thing about community
college –and I had to tell people that I was still in a two year school and was in
my third year, or fourth year, fifth year – you know it was kinda hard.
Mane revealed his struggle with wanting to please his parents while being
compared to friends that did not go to college. They worked and had material things,
while he struggled in college. Such peers were challenging for students pursuing the
different academic path.
Chuco: Accomplished every time I passed a class – felt accomplished when I
started receiving A’s on my essays – instead of receiving C’s and D’s like before
– when I first started – the improvement in all of my subjects got better –
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discouraged maybe when – not really in – in an academic sense – but at home –
personally emotional – where my other siblings weren’t supportive – or they
didn’t care – what was going on – or things I was doing – and most of them would
make fun of me – cause I was going to school – I was a nerd – and things like
that.
Chuco, like Mane, highlights some of the negative pull from family members that
did not go to college and did not understand his experiences. Chuco also highlights how
his confidence in writing had increased thanks to Puente. He entered community college
with little or no expectations, so passing courses was a great accomplishment for him.
The students felt a sense of accomplishment when they transferred to a four-year
university, becoming a positive academic statistic. Participants also celebrated passing
challenging subjects, including the Puente English writing course. Yet, not all students
transfer in two years, and those who struggled due to learning disabilities, being re–entry,
starting a family or having to work through skills development may be there longer than a
two-year time frame. These students fight the implication that comes from friends,
parents and peers that think they are wasting their time in college. These participants
offer the Puente project credit, explaining how Puente offered cultural validation that
played a role in building their confidence. These participants each took their own unique
pathway to transfer and degree completion; in the long run, each was a positive statistic
motivated by family and parents, funds of knowledge, validation and the desire to prove
others wrong.
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Research Question Number Seven
From your perspective as a Mexican-American student, what made you feel positive
about the college experience? From your perspective as a Mexican-American student,
what made you feel negative about the college experience?

This question seeks to understand how race informed the community college
experience and influenced transfer. The intersections of race, gender, cultural roles,
family, peer support, care and privilege influence how participants generate positive and
negative college experiences. The following themes were derived from the interviewees
responses:
1.

Being the positive statistic and being one of the few as Latinos;

2.

Fighting cultural stereotypes that families practice around gender roles and
expectations;

3.

The issue of care when it comes to students of color in a predominantly white
institutions and how students may be made to feel;

4.

Chicano/Mexican-Americans inexperience with students and staff from diverse
backgrounds other than White.
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Narrative sampling of student responses regarding how Mexican-American
participants were made to feel positive or negative in their college experiences
and why.
Chuco: That a Latino like me – also has the opportunity to do the same thing as
everybody else that was going there – so the image I had before – going to
community college – had been erased – and seeing other Latinos – even gave me
more inspiration – to keep going and bring up the numbers of Latinos graduating.
Chuco relates a feeling of equal opportunity and a sense of belonging; he felt motivated
and empowered by his peers and the community spirit.
Mane: I think it was one of the first things that they showed me was – there was
kind of the statistics – out of a hundred Mexican–Americans – only so many that
graduated out of high school and there were so many that made it to and stuff like
that – and pretty much each step in the college – and I was going down and down
and down – there was less and less – it helped me kind of going knowing that I
was one of the few that were able to – but at the same time – if I am doing it –
then why isn’t everybody else doing it – it was one of those things – some of the
things you know just because from how I grew up – if you were not working – if
you weren’t supporting – if you did not have a family – you weren’t a man – you
weren’t doing what you need to do.
Mane recollects seeing the Chicano/Latino pathway chart, and how he felt he was
becoming a positive academic statistic with new accomplishment. He is aware of the
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difficulties illustrated in Latino education statistics, though, because he recalls frequently
being pushed towards work instead of school.
Olga: That I had made it – that few people in my family had – at that time when I
started – my cousin was in college – and was like ten years older than me – he
was in college – but he never received his bachelors yet – my sister was in the
vocational

school – I was one of the few of my extended family that had

actually started school right after graduating from high school – and so just being
there and saying I’m doing it – I am doing something that very few people in my
family had done – I couldn’t relate to a lot of my classmates – I had the Puente
program yes – but I didn’t have all those Puentista’s in my classes – and so I was
maybe one or two Mexicans – and a lot of Caucasian – a few African–Americans
– but I just having to speak English completely to them and knowing some words
don’t come that easily to you – in English – knowing you can’t use that Spanish
with them – it made me feel negative about it – I think it was even harder when I
came to the University – because even less Latinos were coming to the University
I don’t think I had any friends that we would go out and have lunch or things – I
would just go to school – do my thing and leave – because I didn’t have those
friends.
Olga highlights how, even with the support of Puente, the pull from home made her feel
like she wasn’t fully engaged in college. She also speaks about being one of the few
Latinos in her classes, with her language at home conflicting with her language at school.
She felt the result was limited friendships from the higher education experience.
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Camila Lara: I felt good knowing that I was even in college – I never thought that
I would be – and then seeing everybody else that was there – that was also
Mexican–American – especially at Rolling Hills – the population of Mexicans is
awesome – so that made me feel comfortable – and knowing that in that specific
English class – everyone was Latino – everyone – I have never had that many
people in one class – it was a lot of fun – listening to their jokes and you relate in
a different way – and then we had a class after that – which was taught by Rick –
and that’s where we learned more about what the word Hispanic means, what
does Latino mean and Mexican–American – all those titles that they give you –so
that was positive – I was learning more about my culture because that wasn’t
something that was enforced in high school. I remember feeling really proud of
being Mexican when he would teach us more about where the names came from
and how we still need to fight to not be labeled incorrectly.
Camila felt validated by the cultural pedagogy used in the Puente classroom. She
remembered how little she learned about her culture in high school.
Laura: That would probably be pre–mentor – I just never felt like I connected –
like other than my computer classes and that was the odd thing because – I was
one of the few females at that time – early 90’s – not even really feeling attacked
– I didn’t really feel like that gender stuff or discrimination or anything like that –
I thought I held my own and I didn’t really need extra attention cause I can hang
with you guys – so it just wasn’t really there – but as I started to really get serious
about my degree and stuff – I just hadn’t connected and I was trying just as hard –
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because once you start to feel that some teachers stop paying attention to you –
you wonder why – what am I doing wrong that – am I just a number and a paper
and than they do not even wonder who I am or care who I am.
Laura was the only female in her computer class, and she felt challenged to not let that
bother her. She thinks some of the instructors were not very caring or supportive of her.
Alina: I guess having that opportunity to go to community college – because I
know that – even though some Latinas want to attend community college – there
are more barriers for them than there was for me.
Alina feels fortunate to be a Latina in college and is aware of her accomplishment
contributing to positive Latino statistics regarding higher education.
Race relations are a two-way experience. Though these participants celebrated
being Latino, they also found themselves in a diverse environment with which they had
little experience. They were used to Brown and White interactions, whether positive or
negative, but were more inexperienced with interacting with East Indian, Asian, Russian,
and African-Americans students. Much of this inexperience begins with their
communities and schools. With limited cultural knowledge of these groups, the students
gained insight into their own limited cultural history and heritage. Students noted, as
Chicano/Mexican-Americans, that a White professor sometimes revealed a cultural
disconnect. Participants also tried to balance out gender and family expectations based on
familial concepts of work and school. This is a challenge for many such students. Often
they are the first in their families to attend college and their family members are
unfamiliar with the academic environment. Despite these challenges, participants related
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a sense of accomplishment that accompanied being a positive statistic when they became
one of the few Chicano/Mexican-Americans who persisted, transferred and graduated

Research Question Number Eight
How did you learn about campus resources at the community college?
This question asks how participants found and used resources at the community
college. Answers to the question illustrate what resources were used, underused and
which could be improved for Chicano/Mexican-American students. Student responses
indicate the following themes:
1.

The family setting in The Spot and the Puente project;

2.

The need for financial aid and scholarship information;

3.

The issue of care and those using campus resources for retention;

4.

Services for middle income students;
Puente opened the door to many campus opportunities for these students,

including tutoring services, special programs and student organizations. Some noted
service issues for middle-income students and the need to get more information out about
financial aid and scholarships. These resources were recognized as important for student
retention.
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Narrative sampling of student responses regarding how they learned about
campus resources.
Alina: I think it was through my Puente Counselor – I did go to financial aid but
only to turn in the forms they required – I think the career center – maybe a little
bit more what they do and the services they offer – because I was kind of lost in
the beginning and I was kind of stuck on what is my major and what was I going
to do – so maybe going to the career center and asking for help would have been
beneficial – I guess resources for middle class students because we always focus
on low income kinds of students – and usually people in middle class are left
behind – I remember going into the EOP&S office and getting rejected – because
my parents made too much money – and I would have liked having a Counselor
like a personal financial aid counselor who I could go to constantly, ask for help –
to help me through my college experience – I didn’t have that.
Alina notes that Puente was her point of access for campus resources. She thought there
was limited financial support for middle class students, mentioning the need for a
financial aid counselor similar to those for academics.
Camila Lara: I always asked the counselors – I am failing this class where can I
get help – that’s when I went to that tutoring service and the computer room – and
I always went to office hours – just asking around – I like office hours just
because you were able to talk – to the teacher and they knew who you were – and
after that they don’t forget you – and also for statistics I did the tutoring on
campus, and that was way more helpful – I also had English tutoring at The Spot
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– knowing that all these services were free and helpful really made everything
that much easier.
Camila reveals her funds of knowledge from family by always asking questions. She
mentions campus resources made available through The Spot, like tutoring.
Laura: It’s because I got the job at the transfer center – and that linked me to
Manuel who pulled me into the clubs – you are really at that point begin to lean
on your peers and students to learn the in’s and out’s of this place – the transfer
center – and later on – the disability center – definitely the counseling – learning
to go through all the counselors and sticking to the one that would work with you
– the ones you felt comfortable with – because one time I remember going back –
and realizing that this person doesn’t really care about me – you could feel it right
away definitely – and then I met Rick Romero, and Robert Quinones and so I kind
of just stuck to them – and then as students starting come in who I felt had the
same background and issues that I do – I started routing them that way – you
know you might to see that one, and check him out and they would start saying
thank you and students start to tell each other and give each other good
information about them.
Laura highlights resources she used thanks to access made possible by Puente counselors.
She thought other counselors lacked genuine care, explaining that the positive experience
she had with Puente led her to want to guide other students to the helpful counselors.
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Chuco: The library was real useful – MEP– I was there all the time – and then
Puente The Spot – then also – going to office hours – that was helpful – me going
into the main office where they have all the activities that go on every month.
As an engineering major, Chuco notes the campus and Puente services he used, in
particular the Minority Engineering Program (MEP).
Mane: Again, I was in Puente and one of the classes they had – was just finding
resources around campus and they would have EOP&S come in and other
programs to come in and talk to students who might benefit from it – that’s one of
the ways I learned about MESA – you know someone came in and Manuel was
also helping them out as well – so they came and explained how it was going to
help students out and so I would go and check them out – some of the study
centers like MESA were super useful – all those kind of helped me with tutoring
because I needed a lot of it – so those resources were useful – I could have used
more – like the writing workshops.
Mane relied heavily on Puente and the MESA, but notes that he could have used more of
the campus resources than he did.
Olga: I remember when we doing the English writing class with Jesus – that he
mentioned there was another program that can help you – with your essays and
things – so you would go in there and it would be a little shop that they would
help you with – so from my professors and my counselors – I started finding those
resources – the Puente counselors – I didn’t go to any other counselors – the
Puente counselor were my – Rick or Manuel were the ones I would go to – I
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preferred – I don’t think I ever went to the one in the counseling center –and
instead went to The Spot – see The Spot – if you needed a counselor – it was there
– if you needed a computer it was there – if just a table to sit and do your
homework and write and things – so that would be my main one.
Olga was grateful the Puente English class instructor talked to her about writing
resources on campus. She highlights how The Spot made many resources readily
available, from counseling to computers.
Participants accessed most of their college resources through their relationship
with Puente. Whether the Puente English teacher referred them for tutoring or writing
support, or the counselors at The Spot provided advising and tutoring services, the main
point of access for campus resources was Puente. Puente counselors also had a role in
referring participants to other campus resources based on major, income, disabilities and
interest in student involvement. The issue of care emerged again, reminding of the and
reminds for counseling and instructional staff to be more aware of student’s perceptions
and to address reluctance to help students of color obtain campus. Informing middleincome students deserves attention since the majority of financial support programs target
low-income students and often middle income scenarios are overlooked.

Research Question Number Nine
From your perspective did race or being Mexican-American affect your
community college going experience?
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This question explores how participants may were made to feel regarding their
participation in community college, and who were important individuals in influencing
their perceptions. Often such individuals come from the same race, but that is not always
the case. Those who do often serve as a role model for participants. The way pedagogy is
constructed also plays a role in helping students feel like they belong. Participants’
answers to this question revealed these themes:
1.

The issue of validation and feeling you belonged through pedagogy;

2.

The Latino mentors in helping participant believe they too could do it;

3.

Managing poor racial relations as a student of color with no care;

4.

Welcoming being academic challenged with care;

5.

Inexperience with other diverse groups.
Most participants were able to experience some cultural validation from either the

Puente project or other Ethnic Studies course offerings. Many of the professional staff
served as role models or mentors for the students, and the participants noted many
positive experiences with the professional Puente mentors. Participants related frequent
feelings that faculty and staff outside Puente often seemed less aware of diversity.

Narrative sampling of student responses regarding whether race or being
Mexican-American affected their community college experience.
Olga: Oh that helped so much – I loved having taken classes that have to do with
my background – before college – even in high school – I mean throughout
elementary and you learn about world history Europe and all this – very briefly
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Mexican culture – in history or anything like that – but then in 10th grade I was
taking world history and there was a section about the Mexican–American war
and things like that and talked more about my background – and I just was able to
relate to that particular area – that we learning at that time – and I was like – I
love that – and it stuck to me – much more than the European history and things –
ask me about European history – I don’t remember – the renaissance and things –
I don’t remember or when it happened or anything like that – but talk to me about
– even the history of California about Mexican – yes I am like – this happened,
this happened and things like that – I am able to grasp it more – so when it came
to take a history class that I was able to choose – for one my requirements – for
community college – I chose the Chicano Studies class –and I was able to do that
perfectly – throughout all of that time that I was given the opportunity to take any
kinds of classes – not only the history but other histories of American history –
that has to do with culture and has to do with passion and that unfortunate
experiences we all had to go through – it’s so empowering for me – and even
going to my masters program and doctorate program – I will do that too – I want
to incorporate that somehow – so anything to do with culture – my culture – yes –
I am so for it.
Olga speaks to the validation experience when learning about her own culture for
the first, observing that she sustained what she learned from Puente by taking other
Chicano studies classes. This led to her a continued interest in her degree and even
graduate study.
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Olga: The professor we had for the Puente program for the English writing class
– Jesus Vallejo – it was very hard – and he was hard and we did it the first
semester when we

got into community college – so that very first semester –

we took a writing class and he started it with the basics and so teaching us those
basics and knowing that I was able to do it – and doing that progression – little by
little and then getting into essays and then the second semester doing very hard
essays – and he is really hard in grading it – but it helped me so much – and
getting those grades and – knowing that – that I did a good job there – he was
kind of saying there – you belong in college – you did a great job here – so he
didn’t say it literally – he didn’t say it verbally like you belong in college – but he
did say it through my work and – I think that – my closest friends – two of my
closest friends that were in the Puente program with me – they dropped that
second semester class – and I was the only one out of my

close friends to finish

that class – and I felt very proud and – yeah I do belong in college then and I am
able to do that – my writing wasn’t very good when I started, but now look – I
remember one of the last essays he said – he wrote a note and I think I still have it
– he wrote a note saying – one of the best essays in the class – I felt like – yeah.
Olga talks about the high standards in the Puente writing class and its positive
influence. Learning to work hard gave her a sense of belonging, and a feeling that she
could make it in college. She felt care in the Puente English instructor’s feedback,
gaining confidence from her accomplishments in the class.
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Camila Lara: There were interesting – a lot of those classes were really
interesting – but I do know the Puente class was way more interesting because I
do know – that it was something that I had never learned before – American
history – you know – you hear it all the time – and yeah it’s a new movie and it’s
a new documentary but –its stuff that you hear that all the time – my other English
class that I took – I learned a lot in that one too – but definitely Puente because –
it related exactly to me and who I am as a person – that’s what it did – definitely
Rosalie Gonzalez – my high school counselor – she’s Latina – and went to Chico
State and she just – she helped me the whole way – she even came with me to the
orientation at Aztlan State – because I was so nervous – my Dad came with me
but I felt I had the support from her – so she was definitely a huge role model –
when it came to knowing that I do belong here – and I know I am going to pass.
Camila first talks about the validation she was learning through Puente’s
emphasis on cultural pedagogy, noting this was the first time she learned about her
culture. She mentions a role model, her Latina high school counselor that helped her get
into college.
Laura: Once I took Professor Cervantes’ classes and then going back and taking
the regular history classes – then I was like – wait a minute – and if there was a
blurb and it was something negative – like in textbooks – it always seemed like
we were horrible people – I do not think it was very different than the native
American experience – we were always the villains in the story – it’s horrible
because then you are participating in these non–Chicano studies classes and – and
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you are arguing and debating and writing not nice papers – even in my daughter’s
book – I am like don’t worry about that – you know that’s not how it went – these
were like the book lies that my teacher told me kind of thing – but I do not want
to get so involved that she starts to get in trouble and so –I need to teach her to
argue appropriately.
Laura breaks down her validation and learning through cultural pedagogy, how
she has come to think Latinos are poorly presented in history books. Laura helped to
correct others’ stereotypes and misconceptions about her culture. She also talks about
passing down what she learned about her culture to her daughter.
Mane: I think so – just because where I came from was just Mexicans and no
African Americans, no Asians, no middle eastern but when I went to Rolling Hills
it was a culture shock – I wasn’t used to interacting with other races – and other
than mine own or white – along with that culture shock came in the inherent
prejudices – that went against me all of my life – we didn’t really get along with
Blacks – or Asians – so when I was interacting with them sometimes that would
come out and it was just an issue – so I had to learn to push those aside and learn
to judge people by what I experience with them – instead of what I brought – so it
was interesting – if you were in a class and you were the only one who spoke
Spanish, you were the only one who would hear it – and different languages – you
know again – it was difficult because teachers were white and all of a sudden I
had a Latino, and then I had some that were African – some that came from other
countries so they had a thick accent. So it was just kind of hard to adapt, the few
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Mexican–American Latino professors that I had – you know I had a little
connection with – because it was a lot easier for me to speak with – with the white
teachers – you know – I had white teachers all of my life – the comfort was still
there – but with the other teachers – the Asians or the African–American teachers
it was different because I had no idea of how to approach them – for the most part
you know – the manners and their way, were different from ones I was used to –
so I didn’t know if they were angry, were annoyed, or happy to see me – so it was
little difficult to gauge – you know was it a good time to talk to you or a bad time
to talk to you – are you sincerely trying to be helpful or are you brushing me away
– I mean just anybody that – anybody that had a higher degree – whether it be a
counselor or a teacher – or the mentors that came through – they were
professionals and they looked like professionals – so I got the idea well if they
were able to do it back in the day when it was ten times harder – then why can’t I
do it now – I was mentored by someone from UC Davis, from the Engineering
Department there and he would tell me stories about how he went through it and
well maybe I could it do it too!!! It kind of help me motivate myself – as well as
some of my peers you know – some that came even lower than I was – that had to
work in the fields and had to do a lot of that stuff and you know – stuff that I
didn’t have to do – and they were succeeding and they were being successful so –
and if they could do it – then I should be able to do it as well.
Mane first talks about the new diversities he experienced in college and some of
his struggles with them. He highlights how little he knows about other cultures. He noted
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how he was motivated by his Puente mentors and peers to feel a sense of belonging in
college.
Chuco; With certain instructors – I did feel that way – and even when I reached
out for help – or understanding of a certain method or subject that we were on –
they were repelling – they didn’t seem like they wanted to take the time to sit
down and explain that aspect –I didn’t really see it – and in students around me I
didn’t really have any problems because – the one’s I affiliated with were Latinos
– instructors I did go through some bad experiences with that – there were people
who also wanted to learn about our culture or traditions – mentors – when I met a
Puente mentor – the way he came up – he grew up – was real similar to mine –
and we had a lot of similarities – and then also found out that he also went to
community college and ended up transferring and graduating – so that – that
always helped me out – and – for myself – if he can do it, I can do it as well.
Chuco speaks about the differences he felt from working with instructors from his
own culture as compared to those instructors who were poor in working with students of
color. He bonded with his Puente mentor, who he had a lot in common with and who
made him feel he could make it in college.
The findings centered on validation through cultural and related pedagogy.
Students felt empowered by the curriculum; it dispelled many negative images while
offering positive ones for Chicano/Mexican-Americans. Professional mentors that looked
like them helped build the confidence of the students that they too could be successful
and earn a degree. These mentors represented the real world, life after the degree that
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added layer of motivation for transfer and working towards degree completion.
Inexperience with other diversities again resurfaced with respect to the traditional courses
and services; students noted how often they felt as if instructors did not care about them.
Diversity of the students population is growing, emphasizing the need for more attention
to how diverse students feel in the college environment. Participants appreciated the rigor
of the Puente writing course, repeating a welcoming tone that though difficulty existed,
the participants gained from the experience and were readied for tougher future courses.

Research Question Number Ten
Please provide examples of how Puente may have helped or hindered your stay in
community college?
This explores perceptions about the influence of Puente on participants’ stay in
community college and how the program may have influenced family/parental
expectations. Answers revealed the following themes:
1.

Creating the Puente bonds among similar students;

2.

Validation through funds of knowledge and parent sharing;

3.

Puente role models and challenging academically;

4.

Support for transfer.
The findings frequently noted how Puente helped participants feel culturally

validated by the pedagogy that involved family history. The English class was again
noted for its academic rigor. The Puente counselors were complimented for being
accessible role models. Puente was a bonding experience for students of similar
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backgrounds, allowing for mutual support. Puente appears to meet its charge to help the
participants stay on track and prepare for transfer.

Narrative sampling of student responses regarding how Puente may have
helped or hindered the stay in community college.
Camila Lara: It definitely helped – I know there was a lot of Latinos that I didn’t
think were even going to be there – everyone who was in that class – I probably
don’t remember their names – but everyone helped me in a certain way – just like
they were working hard – I was working hard – and we were all learning the same
thing – I really liked that – Puente made me feel closer to my family – I remember
telling them what I learned in class – such as how the government game us the
name Hispanics – I was also able to ask them cultural questions and I am sure that
made them feel important – finally she is asking us something – and Puente gave
me the opportunity to do that – to ask them and to approach them – it definitely
gave me a connection to my parents – I also remember asking my grandpa a lot of
questions and he would just go on and on – I could tell he really liked that.
Camila highlights the validation she experienced in Puente. She derived a
comfortable sense of belonging seeing other students like her in the class. The cultural
pedagogy gave her an opportunity to share what she learned from class with her family,
while also being able to share her family oral histories with the class, a form of funds of
knowledge she was both accessing and providing.
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Chuco: It helped – to stay in – it made me feel wanted – it made me feel
comfortable and that Latinos also have a chance at succeeding and – higher
education – with family – when we had banquets or conferences – meetings – and
my parents – my mother came and brothers and sisters – they were able to interact
with – with everybody else that spoke Spanish and were able to communicate
with mom – and then she would get a little bit more knowledge of what really the
program was about – to really find out what I was telling her was true – and then
after that – she would be asking more questions about how things were going –
with the program and classes – that was a good change.
Puente helped Chuco with his mom’s unfamiliarity with college by having a
bilingual event where families could interact with one another. This helped as he felt his
mom never understood his college experience fully. She could now better understand his
college endeavors.
Olga: Helped – stay in community college because whenever I felt lost I had
somebody I knew I could go to – whenever I felt that I – am I doing this correctly
– am I taking these classes or this – or my situation changed – now I need to
change my classes and change the way I am doing – am I doing it correctly you
know – I could easily go and not have to make an appointment and wait – I could
just go and basically talk to another friend – friend – you’re my counselor – but I
can easily relate to you – I can just go whenever I want and meet with you and um
– and I think that helped mostly – and it didn’t hinder me because I didn’t stay in
community college very long and I did three years of community college – so I
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went straight into Aztlan state and it didn’t hinder me at all – It helped me be on
track and keep me on track – my mom would have never wanted me to stop going
to college and not complete it.
Olga notes the care she felt with the Puente counselor, who she considered a
friend based on the mutual trust they developed. She valued the roadmapping that
emerged with the counselor’s guidance, crediting it with her ability to stay focused even
after transferring to the university.
Mane: I mean I do not think it hindered – because it helped me a lot like I said – it
was one of those things that helped me connect to the campus and without that
connection to the campus I probably would have dropped out – in a year or two –
it helped me establish friendships with other students who kind of came from the
same backgrounds and we helped each other and kind of worked like a support
group at a time and helped us to see the bigger picture about what higher
education is all about – and not just the classes and the breaks but everything else
that you needed to do – whether it had to do with extra–curricular activities or
transfer – and see what college life can be – especially having come from no idea
what it was about – Puente provided me and opportunity to be around peers that
were first generation college students and came from similar background – we
were able to share and compare ways to explain to our families what was
expected at a community college.
Puente was again the access point for many resources and experiences for Mane
that led to friendships, feeling he belonged and additional support programs. He also

192
notes how Puente helped him transfer to the university. He also echoes the impact such
an experience had with his ability to share his experiences with his family.
Alina: Overall Puente is an excellent program. One example is how the Puente
counselor helped me transfer to a 4–year–university – Puente was able to help me
in regards to my family and parents expectations by believing in me – I never
thought I was going to be able to transfer but the Puente counselors were always
there for support – I was not able to attend a 4–year–university right after high
school for various reasons but I was able to transfer within 3 years of attending
community college – my parents expected me to transfer with in a time frame and
the Puente counselors were there to keep me on track.
Alina talks about the support she received from Puente that gave her the
information and confidence to transfer to a four-year university. She echoes how this
helped her with her parents’ expectations, making them feel happy about her experience.
Laura: I was very nervous at first because here is this teacher and he is from
Stanford and I do not want to let him down – and in the beginning I was like am I
Mexican enough – I wasn’t even sure I belonged in this class– but then I got there
and I really had to work hard because I did not want to let the program down – I
didn’t want to let the instructor down – we got to go on field trips to colleges and
we went to Stanford – we went to Berkeley – and here’s this guy who came and
went straight to Stanford and graduated community college early and so he started
the way but did not really go to regular school – and here he is this really young
teacher – I do not remember if I had tested first for my learning disability before
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Puente – but I started learning that I really wanted to do well – and so that is what
prompted me from other students to go and get checked – and I was getting ready
to transfer – and I don’t want to go and fail right away – and had it not been for
Jesus’s Puente English class – really like pushing us and knowing what our limits
were and stuff – and our weaknesses – and I don’t think I would have – if it had
been any other class, I would have just given up and walked away – yes, that was
very, very, key – Puente helped me realize that our experiences are all different
and our mindsets are coming from different places – although my family tried
their best at what they believed was guidance – I think my family was happy to
see that I was going for it.
Laura talks about the Puente English teacher’s high standards serving as
motivation for her. She touches on her identity as a Mexican-American and her bonding
with peers. She did talk about the role models she how they inspired her. Her new
confidence helped with her learning disability and getting the resources she needed. She
also speaks about making her family proud, which, which, like the other students, was
part of a lifelong desire to fulfill their parents expectations.
Puente positively influenced transfer and roadmapping, validation and a sense of
belonging. It helped foster the inner lifelong messages that each student carried about
making their families proud by finishing what they started. The students found comfort in
finding peers and role models that looked like them. Furthermore, Puente helped them
manage expectations of families, and particularly parents, about what they were learning.
Being pushed academically in the writing class was discussed frequently; the participants
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appreciated the care of both the Puente instructors and counselors. The students were also
readied for transfer using roadmaps about requirements and processes, relying on
confidence and a sense of belonging to keep pursuing their degree.

Transfer and Degree Completion
These questions ask about the participants’ ability to transfer and then navigate
completion a degree at the four-year university. The questions focus first on how
participants were able to navigate transferring, how Puente affected their transfer and
degree completion and how Puente was able to influence parent expectations with regard
to the four-year university.

Research questions.
11.

How were you able to navigate transferring to a four-year university?
Probes:
•

What programs and/or individuals helped you with transfer?

•

If any, please describe barriers you encountered when transferring to a
four-year college/university.

12.

Thinking about your experience in Puente, how did the Puente project affect your
transfer and degree completion at a four-year university?
Probes:
•

Which of the Puente resources did you find most useful and why?
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•

Can you provide examples of how Puente may have helped you stay in the
four-year university?

13.

How was Puente able to help you in regards to your family/parent expectations
and your four-year university participation?

Research Question Number Eleven
How were you able to navigate transferring to a four-year university?
The purpose of this research question is to discover how participants transferred
to a four-year university, who supported the transition, and if any obstacles were
encountered. The following themes emerged:
1.

Making the transfer handoff to special programs at the university;

2.

Having a Puente class on transfer and Puente counselors guiding the way;

3.

Preparing for the academic rigor of the university through Puente;

4.

Advocating for students with admissions recruitment from Aztlan;
The findings focused on how Puente played a major role in transfer, first by

providing a transfer class that supplemented the English writing course where
participants learned details about the transfer process. The Puente counselors fostered
transfer readiness, advocating for participants and guiding them through their transfer.
Puente helped students use programs at the home campus that allowed a smooth
transition to special programs for the participants upon arrival at the university. Puente
participants were ready for the academic rigor of upper division writing courses, showing
how well prepared they were by their enrollment in the Puente English class.
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Narrative sampling of student responses regarding how participants were able
to navigate transferring to a four-year university.
Camila Lara: I would have never done it without the Puente counselors – that’s
for sure – I remember Rick calling Carlos Ruiz from Aztlan state and asking him
so many questions – what can she do and how can she get there – who can she
meet – and when can she go for a tour – constantly asking him questions for me –
and that’s how I was able to navigate just knowing that I had their support – and I
could easily email them – easily contact them – for any questions – Rosalie
Gonzalez from high school, my professors from Puente, and the two counselors I
met at Rolling Hills — Rojas and Romero – Now when I transferred – when I got
here – I don’t remember seeing a lot of Latino counselors – there was one – but I
do not remember his name –– I just felt comfortable – I just felt like he really
wanted me to get here – finish my degree and ask my questions – I only met with
him like twice – and I remember – that I feel like I didn’t have to meet a lot with
counselors here – because I was so prepared from community college – and
figuring out things by myself – so I think that is why I didn’t rely more on
counselors – but I remember towards the end of graduating – I kept asking him
are you sure I have everything – are you sure I am going to graduate – he said –
yeah – are you sure – I saw him twice – are you sure I am ready – they were more
approachable – I do not know why – cultural wise – I do not know– I don’t
understand it.
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Camila was well-prepared for transfer and had a high level of confidence from her
Puente and community college experiences. Puente counselors advocated for her with
contacts from the university to ease her transition to a new network of resources at the
university. Camila stimulate her funds of knowledge by asking questions; she was not
afraid to ask for help and guidance. She felt especially comfortable working with role
models and counselors that looked like herself.
Alina: One of the Puente Counselors – he is also in charge of the Transfer Center
– he was the one who helped me – to transfer – so it was the Puente Counselor – I
think the only barrier was my GPA – because I was so focused on my family I left
school towards the end – and never put that much effort that I needed to – so
overall – it was my GPA.
For Alina , the counselors were important in helping her understand transfer. She
remarks about the pull of family impacting how well she did in college.
Chuco: Hooking up with MEP and coming here to an orientation – the orientation
at Aztlan State – that MEP had put together – I got to listen to a couple of students
– counselors – then also got to meet Marianna – at MEP – it was by her I got
connected with a professional engineer who was a former student – that was a
mentor – during my two years here – at Aztlan State – Marianna brought me in –
and was really – when I had first met her – it seemed like I had known her already
– she updated me on everything – made me feel at home – told me how
everything worked at MEP – and after hours – and the computers that were there
that we were able to use – a printer – boards, the big white boards helped a lot –
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and everybody else – all the students that I met there – that were doing – that were
doing the same things like I was doing – Not really – it was a smooth transition –
I already had MEP at Rolling Hills – I was also part of the SHPE program – and
in one of the conferences I met a lot of the Aztlan State students and then when I
transferred – I’d seen them again – and they were real helpful – and they put me
up to date– so that helped a lot – it helped a lot for me and made it – smooth – I
didn’t really have any problems – even in paperwork or things like that.
As an engineering student, Chuco was also introduced to the MESA and MEP
programs. A Latina recruiter from the MEP program at the University got him connected
to new students and resources, easing his transfer and transition. He was able to take what
he learned at the community college level and apply it at the university, including getting
involved in student clubs related to his major.
Laura; I think I had an advantage because I was working in the transfer center –
and so there was Deborah Perez from Aztlan State – and these were the reps that
were always coming to our campus and I was always getting them set up – and
that really helped me out – the transfer fairs – so it’s almost like – you see this
information and this is for you – and so that’s what showed me it was possible – it
was just following through a guide or a path and things to do – since that was hard
to do for me at the end – it just seemed so far away – no I am going to get going –
and we are going to try this full time thing – I think it was a combination of both
because – for me they were one and the same – the transfer center plus the
counseling – plus Puente – because they were – ok you are in an English class –
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and transfer, transfer, transfer – trying to really pull off those writing skills –
cause you know by the time I got here and had those ethnic studies classes – some
of those instructors were wow – that was really well written – like oh my gosh, I
wrote something really well – or they would be little notes – ok Dr. Chavez like
that was really a possibility – because of the things I was writing about – now
towards the end – because I don’t think I let things become barriers at that point –
so you know if I felt like someone was not being helpful then – I would go to the
counseling office or somewhere else – or an instructor – I would find another way
to fix it.
Laura highlights how her exposure to campus resources influenced her to transfer.
Puente, particularly the writing class, prepared her well for the university by helping her
understand the roadmap for getting there. Cultural pedagogy increased her academic
motivation. The writing course showed how good a writer she could be, boosting her
confidence about persisting in college.
Mane: Well – just because I had been there for so long – I had all the classes I
needed to transfer to a four-year – the way I did it was because – where I was
working – Manuel and kind of seeing and listening as he was talking to students
and seeing what he would say and what he needs – the other thing would be – is
that I kind of had to sit down and look at all of the requirements – and then finally
go and talk to a Counselor – I had to because I heard there was a lot of
miscommunication between the counselors at Rolling Hills and the admissions
and counselors here at Aztlan state – where some would say that some classes do
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transfer and by the time they got to Aztlan state they would say no they don’t – so
I had to make sure I had everything – before I went to go talk to a counselor just
to make sure – other than that there really wasn’t too much of a hassle to transfer
– just because I had already done all kinds of research about it – other than
Manuel or Rick Romero who were the Puente counselors and my sister who kind
of told me – make sure you do this because she had been here and still works here
and the girls she would help – they would tell her the horror stories about transfer
and stuff – she would tell me the same thing – make sure that you get this and this
and this – I think those three were kind of the ones who helped me the most – One
of the barriers was not knowing which one – Aztlan state was the most logical
choice because it was close by and had the majority of their requirements done
compared to UC Davis, but one of the nice things that I would have liked would
have been to get to know other schools and having gotten a little bit more of an
option.
Mane speaks about the challenges of transfer and the importance of listening to
the Puente counselor. He talked about misinformation between community colleges and
universities, making it essential to get right answers first hand. He talked about how he
selected a university and that he wished he had been exposed to more choices once he
had the confidence he could transfer.
Olga: I think the second semester of the Puente program – Rick was the professor
for that class – and so he would focus on transferring – that you have to do the
application a year before the actual program you are going to go into – you need
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this and this – coming from community college – from Rolling Hills – you had to
have that guaranteed transfer to the university – knowing that ahead of time –
knowing it that second semester really that we were there – because – if you
would keep up with your courses and you would do as many units as you can then
you can transfer in two years – doing summer and things so – you need to know
that ahead of time cause you needed to plan – you need to plan for the future –
and how was I going to say it – you just need to plan for the future ahead of time I
guess.
Olga highlights how Puente provided road maps for transfer, a skill that stayed
with her with respect to thinking and planning ahead.
The process of transferring was greatly improved by the guidance of the Puente
counselors and the assistance provided in the transfer class. In the Puente class, students
learned essential details about the timeline for transferring. Puente counselors advocated
with universities to make a personal connection and a smooth handoff to staff at the
university. Since Puente had guided participants into support programs for their majors,
this aided the transition from the community college support program to the university
support program. This helped the transition, as students were already familiar with
professional staff at the university. Students were well prepared for the writing rigor of
upper division major courses by the Puente English class and the confidence that came
with such preparation.
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Research Question Number Twelve
Thinking about your experiences, how did the Puente project affect your transfer
and degree completion at a four-year university?
This question addresses how the Puente project improved transfer and degree
completion of the participants at the four-year university. The aim is to reveal which
resources were most useful in transfer and how Puente influenced retention at the fouryear university as well. Respondents spoke to the following themes:
1.

The transfer of learned knowledge from community college to the four-year
university;

2.

The roadmap to understanding the degree requirements for the bachelor’s degree;

3.

Forming a layer of confidence and college capital that students carried to the
university.
The responses centered on transfer of knowledge and how what was learned at the

community college could be applied to a new environment at the university. From the
advising road maps experienced to the remaining bachelor degree requirements, from the
rigor of English writing to the challenges of writing in upper division coursework, Puente
played an integral role in participants’ perception that they could finish their degree.

Narrative sampling of student responses regarding how the Puente project
affected transfer and degree completion at the four-year university.
Olga: Well it’s kind of the same thing as the community college where you have
those requirements and so visually – I am a very visual person – so you have to have that
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sheet where you are saying there is the class that I took and I already completed this area
and I’ve already completed this area – going into the university – the same thing – I
already completed this and I already completed this and need to take this – and so –
having that skill from the Puente program knowing what requirements you need to take –
is just in a higher level now – knowing it’s just upper division now – I think when I think
back to when their services are – the same way I said that map – and knowing how to
breath that map – and Puente show us how to read that map and go about that map –
helped me over here in the university system – cause I didn’t necessarily have to come to
– when I was at Aztlan state – I didn’t really come to the counseling service very long – I
think that I only came one time – one time for general education – umm for my major –
maybe twice – but I didn’t really see them as I would see them in Puente – because I
already kind of knew – what I needed to do here – it was just um – scheduling –
scheduling it to fit my personal life and things like that but – I didn’t really need that
much guidance coming into – the university – motivation – because we talked a lot – we
were able to talk where we coming from and knowing that I was not the only one going
through it – and the same situation – to knowing that – you are able to do it and you can
be that small percentage – of students – and you can raise that percentage of students that
graduate with a bachelors or higher – so that motivation – the Puente program.
Olga felt roadmapping was important in helping her take what she learned in
community college and apply at the university. She was very much influenced to succeed
by the idea of improving the number of Latino students that graduate with a bachelor’s
degree.

204
Camila Lara: Definitely figuring out things myself – like yes asking questions
and yes budget and finding your resources – I was taking notes – I was asking questions –
just the classes – just knowing that the discussions – that Rick had – they were not
structured – but I liked that – it was just a conversation, and I was learning – so at the
university then I was to be able to connect them into a certain way about myself – so with
him – it was all about us and growing up and our family – but coming into school now I
always tried to relate it to something – something that I did know – speech it was difficult
for me – because I had never met someone who was deaf – I had never met someone who
had a lisp – but just trying to connect it in somehow – some show or something that I
watched – and yeah that helped – Just knowing that I could do it – just knowing that it
could be possible – knowing that you are going to finish – you just need a plan – you
know what you are going to do – what classes you are going to take and that there are
resources, you just have to ask – and knowing that I had to represent – In Speech
Language Pathology there are not many Latinos – so it was important to me to make sure
I finished.
Camila talked about the roadmapping the Puente counselor had her follow and
how she transferred what she had learned at the community college to the university
experience. She also talks about early experiences within her major in speech pathology.
She also notes graduation statistics as a motivation for her to finish her degree.
Chuco: The skills of the classrooms – the instructor helped in a way – and all of
my other courses – the networking – that’s when I was first introduced to networking and
what is was all about and it what it meant – and that I kept and continued on – helped –
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helped me stay and finish – the confidence – the confidence in myself – what I could be
capable of – before I didn’t have – nobody had ever told how good I was at certain things
– and Puente encouraged me – pushed me – and made me find out myself what I was
good in.
Chuco highlights several things he learned from Puente that readied him for future
experiences at the university. In particular, Puente helped him with networking and using
resources, giving him a sense of confidence when he got to the university.
Alina: When I transferred to Aztlan state – I would always go back to my
counselors and ask them questions because I was lost – I did not know where to go – for
everything I needed – I needed a separate counselor – and I felt like – ok at a community
college – you only have one counselor – you go to the one counselor and they help you –
they help you with everything like you need – but here now I have to go see my advisor –
I have to go see a counselor – I felt totally off – so I always relied on them – so I would
always go back to them – The Puente Resources that I found the most resourceful were
the counselors – like I said before, Manuel and Rick were always there to help me – I
knew that if I ever had a problem (in school) I could ask them for help.
Alina underscores the element of care and mutual trust she built with the Puente
counselors. Knowing she had their support and could return to them if she needed help
gave her an important sense of comfort as she transferred. She did feel a little thrown off
by the university’s counseling process and did return to the community college
counselors for guidance.
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Laura: It fed right into it – because I did not realize how much writing was going
to be involved at Aztlan state – and I think had it not been for the Puente version of the
English class I do not think I would have passed that written exam. – I was very afraid of
that because – you don’t know what your topic is really going to be about and what
angle you want – so I think I passed by the skin of my teeth – so I still passed – definitely
that kind of writing needed to be pushed way sooner – before Puente you could write
fluff and if your teacher liked you – you got a good grade – if they did not like you – it
did not matter how hard you worked – The Puente English class kept me engaged,
challenged and inspired – I was able to begin developing the necessary writing skills I
would need to carry me through the rest of my degree – Yes, it kind of reminded me
about my roots – like here is this program – and they know there are very little numbers
of us – especially going to higher education, grad school and doctorate programs – and I
just wanted to be one of those numbers that helped those numbers go up – so I always felt
I had this responsibility – not to just myself but my community, my parents and then my
daughter – for her – to be an example.
The high standards of the writing course provided Laura with confidence as she
readied her for the writing challenges she was to face at the university. She also notes the
importance of being a positive academic statistic and how she wanted to make her family
and daughter proud.
Mane: I think so – because it started the whole thinking about completion – it set
that I could do it and all this stuff and it did help me with – especially because I did
transfer to Aztlan state and after my first year in math I couldn’t deal with the classes
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because – so I went to Ethnic Studies – and Puente and the English class that came with it
– started the re–thinking of what I knew and – so it made it a little easier to say whoa –
and it didn’t work out for Math but let me see if I can do this Ethnic study – once I did
that – once I was able to do that – I just kind of flowed through – being able to talk to
dedicated counselor throughout my community college was the most useful –working
with them helped me keep on track on the classes I needed to take in order to transfer –
Things that were cover in Puente English class helped me with my essays and papers at
Aztlan. During the first year at Rolling Hills I was able to get the English skills and
techniques that I was lacking – these helped me at Aztlan because I was more confident
in my writing, so I was able to focus on the content.
Mane appreciated the Puente writing course preparation for university. He was
influenced enough by the cultural pedagogy he received through Puente to consider
Ethnic Studies as a major. Mane is now a confident writer, and feels on the right track to
finish his degree.
These responses centered on confidence and the transfer of learned knowledge
provided by Puente. The participants entered university with a strong inner belief that
they could handle all the challenges of university and family; nothing was going to keep
from completing that degree. This confidence or college capital allowed participants to
transfer what was learned at the community college through Puente to their new
environment. They could apply essential skills learned through Puente to succeed in
transferring and excelling at the university: the writing skills gained in the Puente English
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class, the roadmaps provided by both the Puente counselors and the transfer class, and the
resourcefulness they took from their community college experiences.

Research Question Number Thirteen
How was Puente able to help you with regard to family/parent expectations and
four-year university participation?
This question examines the influence that the Puente project may have had on the
participants’ parents as the students entered the four-year university and pursued
completion of their bachelor’s degree. Participants commonly noted these themes:
1.

Improved parent support;

2.

Increased parental pride;

3.

Better informed parents with respect to college.
Though parents can never fully understand all the nuances of university studies,

they do appear to be more familiar with some of them as a result of Puente’s efforts. This
orientation improves understanding and subsequent support from parents and families to
assisting participants to finish their degrees. The outcome is an increased level of parental
pride as student’s goals and experience are better understood.
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Narrative sampling of student responses regarding how Puente was able to help
with regard to family/parent expectations and four-year university participation.
Laura: I think when my family units saw how excited I was and that it really
meant a lot to me – if I needed babysitters or transportation I got a lot more help –
something changed – I was a lot more serious and I did a lot more work – I was
working really hard and I was really going for it – my dad wanted me to major in
MIS in Business – and they kind of got weirded out when I switched to ethnic
studies and they said – why did you do that – cause then they were like oh no –
you are not going to get a job and get paid – but definitely once they saw I was
serious I was ok.
Laura points out how her parents got more involved and supportive as she moved
to the university. Though they had their own ideas for her career, they also got to
understand her passion for her own field of study.
Mane: After my family saw all that I did during my Rolling Hills days, they
started to realize that what I was doing in school, both in class and out, was
helping my reach my career goals. So when I entered Aztlan they trusted that I
was doing the right things to get my career.
Mane notes that his parents may not have understood what he was doing in
college, but were becoming more supportive as he came closer to his goal of teaching.
Camila Lara: It helped because as I got to Aztlan state – my family was definitely
very proud – my dad was very proud of everything that I did – especially when he
would tell other people – oh she is at the UOP program – oh that’s an awesome
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program – oh she did Puente – and just to know that my father would come back
to me and say –hey – so and so knows you are in Puente – and he was proud
because he was telling other people about it – and understand more of what I was
doing; I like that my parents were excited about what I chose and I know that also
opened up a new world for them. It also meant a lot because my brother and sister
were proud of me and are now both going to school.
Camila recalled the pride her parents showed to others about her studies as they
increasingly understood how it was preparing her for a career. Being the first in college
also had a positive influence on her siblings.
Chuco: It did help – now I was here and I would tell my mom what I was doing –
there was more – comprehension about it – she wouldn’t be like – no you gotta
come here cause I need you right now – and now she would be ok I understand –
ok do what you gotta do and if you get a chance then come home – so she was
understanding – understanding how – after seeing the difference – when
transferring to a university had more – I was getting closer to my bachelor and
courses were getting harder – so she already had a little background – and then
she kept on – she had always been involved – so she was seeing – I would show
her my projects – things that I was working on – and she would be like – I don’t
understand none of that too much – she saw the level of difficulty in my courses
that were getting up there – so then she was more – ok –I understand.
Chuco emphasized how initially his mother did not understand the college
experience, often pulling him toward family responsibilities. However, after the Puente
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orientations, she began to change. Though she did not fully comprehend college and its
rigor or complexity, she knew her son was working hard and learning. Chuco tried to
share what he learned in engineering, but his mother could not fully understand him
beyond his interest in the field.
Puente did influence how parents viewed the participants’ college experiences. As
parents began to realize how close their students were to completing a degree, their level
of support increased, making their academic commitment easier. Orientations led to
increased pride from parents about the students and their academic goals. Puente did
appear to have a positive influence on how parents understood the four-year university.

Outcomes and Recommendations
These questions explore how the process of learning at the community college
was applied at the university. The goal is to illuminate what it took for the participants to
graduate with their bachelor’s degree, and what helped or hindered the degree journey.
The following questions guide this portion of the study:
11.

What did it take for you to graduate from the university with a bachelor’s degree?
Probes:
a.

How did what you experienced in the community college help your
bachelor’s degree completion?

b.

How did what you experiences in the community college hinder your
bachelor’s degree completion?
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12.

If you could change community college to improve transfer and degree
completion for Mexican-American students, what recommendations would you
offer to improve their success?

13.

If you continue to be involved in Puente, please describe your involvement?

Research Question Number Fourteen
What did it take for you to graduate from the university with a bachelor’s degree?
This question reviews the process of bachelor’s degree completion for
participants, looking for influences that helped or hindered the process. The following
themes emerged:
1.

Puente’s transfer of knowledge and lessons learned;

2.

Not wanting to be a negative Latino Statistic;

3.

The rules of college;

4.

Preparation for life after college.
Many of the participants’ lessons came from the guidance of Puente and a

resulting readiness for the rigors of more advanced college courses. Some lessons came
from the motivation to make parents proud and wanting to be a positive academic role
model. Other lessons were related to learning the rules of college and creating the
roadmaps necessary to achieve specific goals. Still other lessons related to experiences
like internships that provided a relevance to community and career roles.
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Narrative sampling of student responses regarding what they learned from the
community college experience and applied at the four-year university that
helped them complete their degrees.
Camila Lara: I have never worked so hard in my life – and Puente helped in that
way – because I thought Speech language pathology was going to be easy – that’s
why I chose this major because it had nothing to do with science – and it has
nothing to do with math – and I am going to be awesome at it – no – it has to do
with science and phonetics and measuring sound waves and all this other stuff –
same experience that I had in community college – I thought I was amazing at
English and I wasn’t – and I had to quickly step on it – and figure out how I was
going to pass – same thing here – I came in and thought – ok I will be fine – and
quickly realized it wasn’t – once again – I have to push – and I’ve done it before
and will have to do it again – definitely trying to manage everything at once – I
learned to be organized and finish things on time – yes there were times when I
had to rush but I knew that I had done it before and that I am finally here at the
University level and that I have to finish it.
Camila was able to transfer what she learned from the Puente English class to her
upper division coursework. She appreciates Puente for the understanding and confidence
it gave her regarding completing a degree. This was an example of building college
capital.
Olga: Knowing that my goal was to become a teacher—if I wouldn’t have had a
set goal in place from the very beginning of starting college, it would have taken
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me longer or I wouldn’t have been able to finish – community college was like a
smoother transition into the college experience. It gave me the rules of how
college works and what you need to do to be successful – when I got to the
university, I was able to continue doing what I had learning in community
college, but now it was more intense and less flexibility – I don’t think it hindered
me in any way – I believe that if I would have gone into the university right after
high school – I would have been more lost and not know what to do in order to
succeed in the system – I wouldn’t have had any program that would have guided
me through the process.
Olga also speaks about what she learned in community college and turning those
lessons into confidence that she could not handle the challenges of college, another
example of developing college capital.
Chuco: One thing that pushed me a lot – is I would always remember what my
father would tell me to keep going – keep going and you start something finish it
– he would always say you have the opportunity here – the opportunity they did
have when they came to the United States – that pushed me – and also being a
Latino – for example – I wanted to be an example – for my brothers and sisters
and everybody else – my friends – they didn’t think I was going to be able to do it
– and I am the first one out of my family – and so I have my little sister – who’s
about to graduate high school – that always talks about me and looks up to the
things I did – and she is following in my footsteps – and I have a nine year brother
– that also sees me – and sees the things I’ve done and he talks about doing the
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same thing – continuing on going to college – it’s a good feeling then – being on
top of my assignments – not procrastinating – which I did when I was in
community college – interacting with the instructor – give me certain exposure to
certain programs in Engineering.
Chuco first highlights the inner messages that stayed with him through to the
university, empowering him as a role model for his younger siblings. He shares lessons
learned from his community college experience, and how he acted upon them to meet the
challenges of an engineering major.
Alina: It took a lot of effort to do it – a lot of motivation – because when I started
the university I only had two kids – but when I was getting my bachelors – I got
pregnant again – it was really hard for me to have a family and still continue – to
take classes – I had a lot of times where I would stay up all night and a lot of the
time I was not getting enough sleep – and then having to take care of my kids and
having obligations other than school were really hard – motivation – because I
was really tired and I am losing time away from my kids and I am not seeing the
end result – so I needed to motivate myself to continue – well I don’t think there
was an experience specifically that helped me – but – overall it was – my willing
to complete and again, not be another statistic – that Latinas do not finish school –
it didn’t really slow me down – I was kinda used to the community college feel –
then I transferred here and I felt totally lost – it felt like a big city and it felt like I
didn’t belong here – cause – I didn’t have nowhere to go – I did have no one to go
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to – and I didn’t have someone to talk to – to express what I was feeling at that
time.
Alina had family challenges that distracted her from fully focusing on school. She
was motivated to be a positive academic statistic, helping her prevail over these
circumstances. She underscores the lack of support she felt when she got to the university
as opposed to her at the community college.
Laura: A lot of work – a lot of time spent at the AIRC building at Aztlan –
because my daughter was literally sleeping at my feet – there was a lot of
welcomed sacrifice – but it was not easy – then I was excited and proud of myself
for not hanging out with people or going off to do what everybody else was doing
– that was my life and at that point – I was just trying to graduate – So it caught
my serious side – I didn’t want to leave Rolling Hills because I was so involved
with the inter–leadership council and I was this leader on campus – turning people
on and I started this transfer club and – and I wanted to leave this legacy and I
kind of didn’t want to leave what I was so used to – and oh this all going to
change and so – yeah I did impress myself that I got so involved – I kind of got
cocky – because I would recruit so many people with me – I knew that I had a
skill in recruitment and so – as a young kid I could recruit people to do bad things
with me and all that stuff that teenagers do– and as I got older I recruited other
students to come help me and so some of them even became campus presidents at
Rolling Hills – president of inter–club council – I would encourage them to do
that scholarship and you are such a good writer and they got one – just those little
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exciting things like that and you would help one person just do a little bit more
extra – and make them believe they can do it too – so – belief is a big thing; it
probably has a lot to do with my father because he broke a lot of molds – and he
encouraged others to go with him to school – when it wasn’t the popular thing to
do – compared to his peers just staying where they were and still living that same
kind of lifestyle – and he was like – I am just going to go and do this – got me
focusing – wait I am here because I want to transfer and not because of all this
social justice kind of fun.
Laura speaks about leadership and her ability to influence others, a skill she
learned from the funds of knowledge provided by her childhood friends and parent. She
was successful and saw how that made a difference with her peers. At first, her success
made her reluctant to transfer, but she did after refocused on her academic goals.
The rigor of Puente readied its participants for the academic challenges of the
university. Puente’s roadmaps helped navigate complex rules and policies, allowing the
participants to be well prepared for their upper division units. The participants continued
to rely on motivations from parents and their own desire to be a positive Latino academic
statistic. Some of the participants realized they were role models for their siblings and
others who were paying attention and developing an interest in following in their
footsteps. The participants emphasized the importance to use all the available resources at
the university, just as they did at the community college. Some suggested looking for
internships that readied them for life after college by improving their ability to be hired.
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Research Question Number Fifteen
If you could change community college to improve transfer and degree
completion for Mexican-American students, what recommendations would you offer to
improve their success?
This question asks the participants to offer suggestions to improve the experiences
for future Chicano/Mexican-Americans who enter community college desiring to transfer
and pursue a bachelor’s degree. Answers to this question provided the following themes:
1.

Adding more diversity to professional staff and professors;

2.

Adding more ethnic studies courses to improve validation;

3.

Earlier orientations for students to clubs and resources;

4.

Middle class resources;

5.

Parent Involvement and orientation;

6.

Expanding support programs like Puente to get more students connected.
The participants noted the need for expanded support programs like Puente to get

more Chicano/Mexican-Americans connected. Their responses mentioned the need to add
more diversity in staff and instructional faculty, add more ethnic studies courses in
general education curriculums, add more middle class resources, and promote more
parent involvement with earlier orientation opportunities to help families become more
familiar with the community college process.
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Narrative sampling of student responses regarding recommendations to
improve community college to help Chicano/Mexican-Americans transfer and
complete their degrees.
Camila Lara: More counselors – to me there was two – and only two existed –
more professors – that are Latino – it was only Vallejo and that’s the only that I
remembered – that’s the only one I was able to feel ok with – I know there was
clubs and I know that there were signs telling you to join – but you are fresh out
of high school – and you are new and you are the first one that’s been to college –
and you have no idea of what you are doing and no one’s telling you get into it –
so if there was more of that – like more of a connection – so I had to take the
English class – oh but it comes with Puente – an extra class afterwards – but I had
to because I had to take that English class – and then realized Puente was amazing
– and if there could be a connection with that – you take this class and there is
also this and that will benefit you – that would have been helpful too.
Camila speaks about not being oriented early enough before starting community
college. At first, she was note clear how Puente would help her, realizing only latter the
depth of its offerings. She would have liked an earlier introduction or summer–bridge
experience.
Laura: I think they actually need to offer more ethnic studies based classes – as in
GE somehow – right in front – anything to engage and keep someone in class –
and look forward to taking the next class – is a big deal and writing – can’t forget
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about the writing – cause all those courses are pages and pages of writing – to
defend you view when historically your view did not even exist.
Laura thought the validation from cultural pedagogy was very important. She
would suggest more of these courses early in the community college experience,
including general education core requirements. For her, these courses were vital to
keeping her engaged and focused on her goals.
Alina: Having more resources not only for low-income students but also for
middle class students – and then having more parent involvement – because I
know that sometimes – there is not a lot of parent involvement.
Alina speaks about services that are more tailored to low-income students and the
need for middle-income programs as well. She sees a need to help parents understand the
college experience so that the demands from family do not detract from students’
academic work. She sees value in expanding these efforts.
Mane: One of the things I would recommend is getting those programs in place,
getting students connected to the college – getting them connected to other
students who may be going through the same things that were going through –
they just need that support – most of my friends, many of them dropped out and
they did not see it as another school and saw it more like high school and then just
dropped out – they would take their two or three classes and they were cool – they
were not connected to the school and they did not have the support that they
needed – I think they are still going around the same thing – my brother was
thinking about going to a community college – and I told him, if you are able to
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get straight to Aztlan state – go to Aztlan state and don’t go to a community
college because you are just going to end up dropping it – so he ended up going
here – but his friends went to Solano college and he told me that by the end of last
semester most of his friends had just dropped – and now he kind of says thanks
because I would have probably have done the same thing.
Mane appreciates what Puente did for him, but underscores how many students do
not get connected to a similar support program. As a result, he would rather see students
go straight to the university instead of community college.
Olga: Bring that kind of program for students because – last year my cousin came
and she was born here but mostly lives in Mexico and she came – and she wanted
to study and I said ok – we are going to do this – and you go talk to Manuel – and
you need to get into the Puente program – and so having that program – and
having that group of people you can talk to and going through something –
because they are probably going through the same thing and they can tell you
what to do and what not to do – and so having that group of people you can relate
to.
Olga emphasizes the sense of community that Puente builds among its
participants, helping motivate them by promoting peer bonding. She was recruiting a
relative to Puente as well.
The participants saw a need to increase diversity among professional staff and
instructional faculty to create more role models and promote cultural understanding.
Some recommended increasing ethnic studies offerings within the general education
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curriculum so that more students of color could learn about their cultural history while
building their basic skills. There was an awareness of the need for the community
colleges to support middle-income students as well as low-income students. Earlier
student orientations, perhaps through summer-bridge or pre-semester programs, were
suggested as a means to better prepare students for their first semester. The participants
uniformly recognized a need to expand support programs like Puente that connect
students to the community college experience, improving the transfer and degree
completion potential. The comprehensive nature of support programs like Puente that
provide writing development, counseling, mentoring, transfer assistance, college field
trips, student clubs and parental guidance appear to provide a positive effect on student
success.

Research Question Number Sixteen
If you continue to be involved in Puente, please describe your involvement?
This research question asks participants if have an interest in getting involved
with Puente as a professional or adult mentor. Students revealed these themes:
1.

Most would like to return to serve as mentors;

2.

Three are currently serving as mentors or had previously served;

3.

If unable to mentor – participants will serve as advocates to recruit future students
The responses showed participants having an interest in getting involved with

Puente as a way of giving back for the guidance they received. Three of the participants
were either current Puente mentors or had served as a Puente mentor already. All would
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be interested in returning to serve as a mentor for the Puente project. If unable to mentor,
the participants’ were willing to help recruit future students to Puente.

Narrative sampling of student responses regarding participants’ desire to return
as mentors for Puente.
Camila Lara: If there is a way that I could be – yeah – that’s why I answered
quickly to this interview– because I knew – there’s never been an opportunity – as
least I do not know of an opportunity – so when I got these emails – Puente yes –
in high school I was an AVID student and right after high school I got the
opportunity to be an AVID tutor – and I went to all the schools in my district –
girls that were like me – and remember I am in the first year of college – and they
asked me so many questions – they weren’t even AVID related – they were just
asking me questions about college – they just want to pass AVID and get to
college – so knowing that I am able to help them in certain ways – I had that job
like for four years – the whole time I was in college – I could do it again – I
would.
Camila was not aware at first how to become a Puente mentor and was interested.
She had a positive experience mentoring others while in high school through her AVID
program and understands how as a mentor she could make a difference the lives of
students.
Laura: Right now I am a mentor and have a mentee and we kind of email back
and forth – Manuel invited me and it was some time ago and then he invited me
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back – this is big for me this time – because for a while I really fell off the wagon
and I know I am busy at work and helping underprivileged people but then I was
feeling like what I use to and that is why I changed to ethnic studies in the first
place because I was still doing the same things at Rolling Hills extracurricular
activities but not a real job – so when I got assigned as a mentor – she was kind of
shy – she showed me her interests and she would not always answer what I was
asking and would fish for more and then – I was like whoa you are an artist and
you know maybe you could start showing some of your things out in the
community – just things that she probably would have never thought of and – you
know you like to dance hip hop and you know there is this convention coming up
and it’s for beginners and you can meet people like you think you can

dance

choreographers – I do not know where she went with it but – we are kinda of
checking in back and forth – but she was still shy and had some financial aid
issues and – you just keep bugging them and bugging them – so I had issues with
financial aid and just didn’t take care of it – and so it hindered her getting some
aid – don’t want to let that go – don’t let it go – don’t listen to what they tell – you
just keep appealing it.
Laura shares her mentoring experiences and the kinds of issues that often surface.
She touches on career opportunities and how to get connect with peers that share your
interests. She also notes the challenges of remaining in touch with a mentee.
Alina: Well I am currently a mentor – I started to do it last year – this is my
second year being a mentor for the program – yes I love mentoring students and
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again – especially Latino students – we are the minority being the majority and I
don’t want that to – like our results of not going to school – the fact that I want
them to succeed and I want to be a motivation because I know it’s hard – I want to
provide that support I got – I want to give back to the students the services I got –
not only help them through community college – maybe when they transfer.
Alina wants to give to others what she received from the Puente mentoring
experience. She thinks about the academic success statistics from the minority/majority
perspective, finding more motivation there to get involved with Puente.
Mane: It’s going to sound kind of cheesy but I do think I owe a lot to the Puente
program – and the counselors there – I know I wouldn’t be here if it wasn’t for
Rick and Manuel, and at the time I kind of just saw it as just a class – but now
looking back – all the things spawned off from that point that one point one time
of me sitting down and in my assessments and talking to Rick and he told me
about the Puente program – if I hadn’t of done it I probably would not have been
where I was. Because it just kinda of snowballed – at one point.
Mane speaks about Puente as an access point to counselors that were able to get
him involved on campus. He credits Puente for completion of his degree.
Chuco: If I could become a mentor – I will – since I will be involved – because
when I was going I had the same – I was introduced to a couple of mentors who
were doing the same thing and – helping, and you see more support – the student
and different variety of the bringing ups.
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Chuco also touches on how much he derived from mentoring and how he wants to
give back. He appeared very interested in becoming a mentor himself.
Olga: I was doing the mentor program and I want to talk to Manuel about it –
cause I want to even better it because – I really want to help those community
college students that were much like me – but unfortunately getting that
communication to the students – from mentors to students – I wasn’t able to do it
– because they didn’t follow up with me – or I stopped following up on them and
things so – just continuing that – I just did it for one semester – yes I want to do it
and want to talk to Manuel about doing it and asking him how do you want me to
do it – what things do you actually want me to do to mentor the student – I loved
doing all of that.
As a mentor, Olga saw the need to improve how the program connected with
students, showing a good grasp on the challenges that come with the mentoring
experience. She wants to improve her next round of mentor experiences with Puente.
The responses of the participants showed a hope to either maintain or start
involvement with the program. Most the participants were already involved in mentoring
either for Puente or a similar program. All of them recollected sending students to Puente
to get them connected early in their community college experiences. The commitment to
and value of mentoring was evident in the their responses based; each had seen how
Puente’s services affected their lives. They want to do the same for future students like
themselves.
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Conclusion
Analyzing the emerging themes from this study was based by on the way the
former Puente participants experienced their academic journey. Emerging themes were
located in the student narratives as the participants recalled their higher education
evolution from pre-community college, to community college, to transferring, to degree
completion and, finally, to their lives after graduating from the university. Findings were
highlighted in each of these stages, thematically coded and supported by the participants’
narratives.
The study showed that Chicano/Mexican-American participants gained college
capital in Puente, which empowered them to persist to transfer and complete a degree.
Students cited motivation and self-confidence developed in the program as principle
reasons for their success. College capitals developed first through a layer of motivation
that came from the participants’ parents, who provided funds of knowledge and lifelong
messages and community wealths that helped drive participants to become a positive
Chicano/Mexican-American academic statistic. Second, college capital evolved through a
layer of self-confidence promoted by the sense of belonging and cultural validation made
possible through the comprehensive services of Puente. The most notable Puente
influences include validation; a sense of belonging; camaraderie with cultural role
models, including counselors, instructors, and mentors; cultural pedagogy; writing
development with high standards; the element of care; academic roadmapping; the
creation of a family setting on site for peer networks and academic support; and access to
all campus resources and student organizations from one central place. Puente services
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were influential on building the Chicano/Mexican-American students’ confidence and
motivation, which helped generate college capital that in turn empowered them to persist
in transferring and earning their degrees differences in socio-economic background,
education level of parents, languages spoken in the home, age and gender. Furthermore,
though Puente services were provided solely at the community college level, their
positive influence through motivation and self-confidence (college capital) extended to
completion of the bachelor’s degree at the four-year university.
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Chapter Five
DISCUSSION OF FINDINGS AND RECOMMENDATIONS

Overview of the Study
This study aims to increase our understanding of Puente’s influence on
Chicano/Mexican-American students’ persistence, transfer rate to four-year universities
and bachelor’s degree completion. This understanding comes from the perceptions,
experiences and voices of six former Puente participants. Each participant completed the
two-semester Puente program, transferred to a state university and completed their
bachelor’s degrees. This study followed a phenomenological qualitative method to
analyze how the informants experienced higher education as Chicano/MexicanAmericans. The researcher attempted to find the underlying themes and processes that
helped the Puente students overcome barriers in earning their degrees. This is what is
called “essence” or “essential invariant structure “of a phenomenon” (Creswell, 2007).
As Moustakas notes, (1995) “[the] intention is to lift out ideas and meanings from life
experiences that have individual and universal significance and that facilitate person to
person interactions, connections that give birth to new awareness and encourages
pathways to expressions of feelings and values” (p. xix).
In this phenomenological study, the theoretical frameworks included critical race
theory (CRT) (Delgado & Stefancic, 2012) and Latino critical race theory (Lat-Crit)
(Solórzano & Bernal, 2001). This study was also influenced by the theories of cultural
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wealths (Yosso, 2005), cultural validation (Rendón, 2002), and funds of knowledge
(Moll, Amanti, Neff & González, 1992).
The study’s findings also offer insights about the idea of “college capital.”
College capital differs from social and cultural capitals (Bourdieu & Passeron, 1990) and
community wealths (Yosso, 2005). College capital builds another layer of explanation
upon these terms. The social and cultural capitals are shared by those in power,
complementing economic capital. These variables rarely mention strengths students of
color bring to their higher education experiences (Bourdieu & Passeron, 1990).
Chicano/Mexican-Americans often do not come from family backgrounds that afford
similar resources as White students or have experiences that ready them for college.
Chicano/Mexican-American college students often learn through experience since they
are more often the first in their families to pursue higher education. There are still
Chicano/Mexican-American students who are able to develop social capitals with the aid
of programs, clubs and institutional agents (Stanton-Salazar, 1997). A number of Latino
students find opportunities that help them economically, such as paid internships or
student employment, which sometimes lead to professional positions when their degrees
are completed. Some Latino students are fortunate to enter into the world of higher
education through student leadership, leading to community and campus opportunities.
These opportunities often happen as a result of help from peers, student organizations,
faculty and staff mentors and support programs. While such students are fortunate, many
Latino students often are balancing family and work responsibilities or the hardship of
commuting, and subsequently never can take advantage of these campus experiences
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despite coming to class, doing their studies and completing their degree requirements.
With community wealths (Yosso, 2005) Latino students bring noted strengths from their
family upbringings that are synonymous with the social, cultural, and economic capitals.
These are (Bourdieu & Passeron, 1990) complemented by funds of knowledge Latinos
learned from their parents and communities (Moll, Amanti, Neff & González, 1992).
However, despite having access to resources that could guide them through college,
Chicano/Mexican-American students must still develop a final layer of inner confidence
motivate them to use the available tools for success. Those students able to make use of
available resources experience self-empowerment that allows them to manage both the
complexities of college and their family/community worlds to transfer and finish their
degrees. This last layer of confidence is referred to as college capital. College capital is
unique in that it may further inform the college going and degree completion experience.
The research findings from this study show how Chicano/Mexican-American
students’ college capital was most influenced by the comprehensive services of the
college Puente project. However, this influence was not isolated. It was built on inner
strengths students entered college with, increasing the students’ confidence through
validation and a sense of belonging. College capitals initially developed through the layer
of motivation that came from the parents providing funds of knowledge and community
wealths like the drive to be a positive Chicano/Mexican-American statistic. College
capital was further developed through understanding the pathways that provide cultural
validation through the supportive services of Puente. The most notable Puente influences
included a sense of belonging through cultural role models, which included counselors,
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instructors, and mentors; validation through the cultural pedagogy; writing development
with high standards to prepare students for courses throughout their degree program; the
element of care; the academic road mapping that helped the students understand degree
requirements and processes needed for transfer; the creation of a family setting on-site for
peer networks and academic support; and Puente having served as the informing entry
point for campus resources and student organizations. Figure 5.1 captures the Puente
influence on college capital findings, expanding on the original model by adding two
recommendations related to merging the community college Puente efforts with a
stronger relationship to the Puente high school strand (Ladson-Billings, 2014).
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Figure 5.1. Puente Influence on College Capital – Sustainability

The Chicano/Mexican-American Researcher
Being second generation Mexican-American, a former community college
transfer and a product of special support programs like the Educational Opportunity
Program (EOP) for low income students, the researcher developed commonalities with
interviewees that created cultural understanding. The interviewees felt at ease with
someone they could relate to that looked like them and could speak about unique cultural
nuances, fostering mutual trust (confianza) in the interviews (Moll, Amanti, Neff &
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González, 1992). This confianza is demonstrated in an exchange between one of the male
interviewees and the researcher. The researcher can relate to the feelings that students
have when their parents did not attend university, often only able to judge their children
from the context that is most familiar to them, the world of work. Since most Latino
parents did not attend college, they cannot fully understand what their children
experience, the type of academic rigor each faces or the full sense of what they have
accomplished with completion of a bachelor’s degrees (Yosso & Solórzano, 2006).
Latino parents can be supportive, wish for the students to have more than they had, want
their children to attend college and express pride in their children’s accomplishments, but
often cannot guide them or relate to their student experiences. For parents who only know
hard work through labor, they do not always see the hard work in education in the same
manner as manual labor. Many Latino parents work difficult labor and agricultural jobs
with long hours and low wages to meet family expenses. This difference of understanding
was exemplified in one of the interviews, adding to the assertion that researchers from the
same culture may see things in an interview that others from outside of the culture may
miss.
One of the males shared a story about a recent visit to his father’s home after a
long day of work. His brother, who was working in a restaurant, came home visibly dirty
from a long day’s work as he arrived to his father’s home. The interviewee, now a teacher
at a continuation high school, commutes more than an hour for employment, arrived
minutes later. As both sons stand together in front of their dad, the father takes one look
at the son from the restaurant and acknowledges him for what a hard day he must have
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had at work based on how he looked. The educator watched and waited, but his father did
not acknowledge him in the same way. The interviewee broke down in tears as he
finished his story. This nuance and cultural understanding reminded the researcher what
motivated his own interest in being an educator, a counselor and a role model as a
Chicano/Mexican-American. The only one who could validate this young man for all that
he was accomplishing as an educator was the one with thirty years of experience and not
his parents. The researcher took a moment after the interview to remind this young man
what a hero he was for all the hard work and sacrifices he was making in serving second
chance students in the continuation school. At this continuation school, this young man
was a hero to his students, a role model and inspiration for them to stay in school and
finish with a diploma. This memorable exchange was completed with a hug of
appreciation like a father with a son, but in this case an older role model with a younger
one. These moments separate Chicano/Mexican-American researchers from those who
believe that Latinos cannot objectively research their own community. Mutual trust
allowed for honesty and heart in the interviews, while the researcher also gave honesty
and heart in validating a selfless career that uneducated parents could not easily
understand (Moll, Amanti, Neff & González, 1992).
The study asked the following research questions:
•

How is Puente influencing Mexican-American students in the acquisition of
“college capital” needed to persist in community college, successfully transfer to
a four-year university and complete their bachelor’s degree?
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•

What specific elements within Puente may have influenced the higher education
trajectory of the Mexican-American participants?

•

How did PUENTE help Mexican-American students to both balance and navigate
between the cultural crossroads of the college world and their home communities?

•

What were some of the outcomes of such influences?

Interpretation of Findings
Research Question One
Research question one asked, “How is Puente influencing Mexican-American
students in the acquisition of “college capital” needed to persist in community college,
successfully transfer to a four-year university and complete their bachelor’s degree?”

Sense of belonging. As the six Puente participants had experienced early contact
with community college personnel (counselors and instructors), a few of the interviewees
communicated how they felt treated differently, using language around the word “care.”
They were critical of those not offering quality advice and guidance. The Puente
interviewees echoed how they had been treated in a caring manner by the Puente project
Latino counselors and instructors, leading to the first two findings: the theme of care and
the theme of Latino role models as counselors, instructors and mentors.

Element of care. The research questions provided early evidence that the students
entered community college unprepared academically, with limited or no understanding of
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the processes, requirements, resources or how to transfer. Their first points of contact
serve as the orienting professional to both academic advisement and to student-teacher
relationships. These knowledges are often considered social and cultural capitals that
students with economic capital have before entering community college (Bourdieu &
Passerson, 1990). The participants had families that ranged from low to middle income
with parents with a high school diploma or less, so the parents and siblings were unable
to inform them about such processes. These participants were reliant on how well those
first contacts provided a sense of belonging through caring about whether the students
were successful. The element of care closely carries within it the notion of “trust.” If a
student felt uncared for, they did not get the opportunity to build trust or confianza and
instead continued to look for help, which was when they found Puente. When there is a
caring exchange, it mirrors what Moll calls “mutual trust (confianza in Spanish)” in that
students have the opportunity to share learning with those they trust and believe care
about them (p. 3).
Such an exchange provides “serious obligations based on the assumptions of
confianza, which are re-established or confirmed with every exchange and leads to the
development of long-term relationships” (Moll, Amanti, Neff & González, 1992, p. 3). If
such an exchange is as abrupt as reported, the chance of those exchanges becoming longterm relationships between the students and professionals is low. Whereas if there is
caring, it leads to sense of belonging and students feel welcomed, respected and
acknowledged. These professionals are “institutional agents”, and these exchanges
“confianza en confianza” (trust in trust), where students sought care (Stanton-Salazar,
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1997). Those qualities include candid relationships where the institutional agent has a
genuine interest in seeing the students succeed. In this sense, Puente provides a team of
role models that serve as examples of validation genuine care.

Latino role models. The need for Latino role models in its simplistic form was
communicated throughout the interviews. Interviewees noted that Latino role models
look like me, understand me and know where I am coming from. These institutional
agents were also described for the caring exemplified in the high standards of instruction
of the Puente English teacher or in the desire to see students transfer. Latino role models
serve as a new layer of family and were also used as such in the Puente classroom, where
shared lessons from their experiences took place (Rendón, 2000, p. 4). Such layers of
kinship exist when learning is taking place between students and role models; students
become what Laura Rendón calls “co-creators of knowledge” and “co-beneficiaries of
learning” (2000, p. 4). This outcome also mirrors the “reciprocity” between teachers and
learners where they learn from one another (Moll, Amanti, Neff & González, 1992, p. 3).
These participants were able to communicate how, long term, such relationships
developed with their Latino counselors, even as they transferred to four-year universities.
Mentors were especially important because they represented to the participants what they
could become, serving as examples of success to motivate them to persist with their
studies.
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Funds of knowledge. Participants often spoke about parents and their wisdom
that served as a layer of inner motivation. These findings are very closely related to funds
of knowledge and lifelong parent messages (Moll, Amanti, Neff & González, 1992;
Yosso, 2005). Funds of knowledge (Moll, Amanti, Neff & González, 1992) are lessons
learned from the interviewees’ homes that were transferred to challenge of navigating
college. Examples of funds of knowledge include work ethic, respect for others,
cooperation in groups, being resourceful, asking questions of others, having options and
love of work. The participants were often able to tie such experiences to memories of a
parent or both parents applying these lessons. The theory of funds of knowledge
originates from the work of Luis Moll and his team, who, through anthropology and
psychology, provided a unique ethnographic research that informs about the strengths of
children derived from their households and communities, strengths that are often not
tapped in schooling (Moll, Amanti, Neff & González, 1992).
Moll defines funds of knowledge “as historically accumulated and culturally
developed bodies of knowledges and skills essential for households and individual
functioning and well being” (p. 2). Moll was concerned with “how households use funds
of knowledge in dealing with changing and often difficult social and economic
circumstances” (p. 2). Yosso (2005) emphasizes “these forms of capitals draw on the
knowledge students of color bring with them from their homes and communities into the
classroom” (p. 82). Yosso (2005) expanded the concept to include “familial capital –
refers to those cultural knowledges nurtured among familia (kin), that carry a sense of
community history, memory, and cultural intuition – from our kinship ties we learn the
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importance of maintaining a healthy connection to our community and its resources” (p.
79).

Lifelong parent messages. Parent messages that were often remembered by the
participants, and they would use such memories, or familial capital, to motivate
themselves to succeed in higher education (Yosso, 2005). A form of funds of knowledge,
these messages were about sacrifices parents made so their children could get ahead and
the importance of education that could result in new opportunities. The participants
carried such words close to their hearts and were quite emotional when discussing them
during interviews. These messages are deep emotionally and serve as inner motivations
to complement funds of knowledge memories (Moll, Amanti, Neff & González, 1992).

The Spot. Participants noted the value of a home away from home, a place
lovingly called “The Spot.” For many of these Chicano/Mexican-American students, this
is the first time they have left home for what felt like a foreign environment. The
community college is larger than many of these participants’ towns and much more
diverse. Comprehensive programs like Puente, Extended Opportunity Extended Program
and Services (EOP&S), Educational Opportunity Program (EOP) and College Assistance
Migrant Program (CAMP) serve as vibrant homes away from home, places where
students find friendly faces that look and feel like themselves. They find welcoming staff
and resources like tutoring, counseling, computers and a place they feel comfort
inhabiting. Many times such locations create opportunities for friendships, study groups

241
and peer interaction. Community college students that see themselves as minorities on
campus often find this to be a safe location where they find new college families away
from their homes. Further, to avoid the pull from home where they are asked to focus on
family needs over academic needs, The Spot offers them a place to study before heading
for home.
The Spot is described as a place with tables and computers where students could
hang out, study, access tutoring and counseling and share an environment of common
learning and purpose (Rendón, 2000, p. 4). Participants communicated how they saw
themselves in others there and knew they were not alone in their journey. It also offset
the poor student-to-counselor ratios that generally exist at most community colleges,
since there was one Puente counselor per thirty or so students (Venezia, Bracco, &
Nodine, 2010). This counseling ratio is not common; student-to-counselor ratios
commonly climb to about one counselor per several thousand students. Counselors at The
Spot were much more accessible and could provide calm, quality advising and guidance.
The Spot served as a home away from home with new family members, Puente peers and
access that provided a sense of belonging to the campus. Participants could get help when
needed and counselors were responsive to emails and phone calls, able to serve as guides
for other campus resources and programs.

Puente as an entry point. Puente was an introduction to campus resources for
students with little knowledge about college campuses. Interviewees appreciated being
referred to tutoring; other counselors; support programs like MESA (Math, Engineering
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and Science Achievement); EOP&S (Extended Opportunity Program and Services); MEP
(Minority Engineering Program); student organizations and leadership opportunities; and
chances for field trips to universities and cultural events off-campus. As the students
gained confidence from peers in their majors, in student organizations and clubs, in
student leadership and in internships, they also learned how to network. Puente served as
both an entry point and ongoing orientation to the opportunities within the community
college. It provided a layer of care, a sense of belonging, Latino role models as well as
social and cultural capital.

Roadmapping. The next finding communicated by the participants’ was the
theme of roadmapping. Puente counselors were the ones who taught them the
requirements for degree completion, general education, pre-major, transfer and degree
completion. These lessons included how to follow guides like the California State
University (CSU) general education (GE) requirement charts and the use of transfer tools
like www.assist.org, which provides articulation agreements that confirm equal lower
division major preparation across local universities. These two guides are essential for
creating a road map from the community college to the bachelor’s degree. The academic
world has complicated rules regarding issues like repeating courses, overlapping major
and general education requirements and graduation requirements. This academic
language must be learned. This includes vocabulary like pre-major to major
requirements; impacted majors and universities; prerequisites and co-requisites;
certificates associate degrees; associate degrees for transfers; guaranteed admissions
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agreements; and majors, minors, double majors and concentrations. All of these terms all
must be differentiated and understood. Last, there is an academic calendar for transfer,
minimum transfer requirements, tests, housing, financial aid and orientation.
The challenge of following a road map and the needed guidance to do so falls on
the counselors. Counselors must be familiar with hundreds of universities that are not at
all uniform in requirements and processes. Puente counselors helped with requirements
for the associate’s degrees, the admissions requirements and processes for transfers and
even personal advocating with recruiters to foster transfer. These are the navigational
capitals that Yosso (2005) refers to as part of the community wealths provided by Puente
staff. This guidance from the Puente counselors at the community college made the
transition to higher education easier, particularly with figuring out the remaining
requirements to graduate upon transfer. Most interviewees were critical of the counseling
and advising for transfers upon entering universities, and if not for the early care of
Puente counselors, most students would have been disoriented by poor, confusing and
inadequate services.

Research Question Two
Research question number two asked, “What specific elements within the Puente
effort may have influenced the higher education trajectory of the Mexican-American
participants?”
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High standards and writing development. Participants related how they
experienced writing development with high standards and cultural pedagogy through
Puente course offerings. Participants entered community college believing they were
good writers. Then they took an English course from a Puente instructor with high
standards. Grading was tough and readied them for the rigor they would face in all
writing intensive courses. The participants appeared to all welcome the challenge. A few
of them did poorly at first, but then met with the instructor, took their advice and worked
hard at improving their writing skills. Participants echoed a strong sense of appreciation
for such a difficult course early in their academic careers and were proud of themselves
for passing the course with good grades. The two-semester English sequence was one
semester pre-college level and then a second college level composition requirement.
Reaching college level competency in a timely manner helps improve a student’s chance
of transfer since this is a key subject requirement for admission to state universities.
Though many are assessed before beginning community college, it is not mandatory to
have English or math development done. Universities, however, handle this in an
opposite manner. Students can avoid these development classes and simply take others.
This is an area of concern.
The practice of drafting and then offering each other feedback, as well as gaining
feedback from both the English professor and Puente counselor, helps students select
their best work and challenge themselves to be better writers. What students practiced in
the writing class mirrored how they would prepare for other classes, challenging them to
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deal with adversity and high standards. This practice sustained them well beyond the
Puente experience.

Funds of knowledge and validation. Participants noted how for the first time
they learned about their culture, their history, their heritage and their role models, erasing
the negative images learned prior to community college. The cultural pedagogy provided
in the English class was very influential. Such pedagogy included writing about the
familiar, which included family history, funds of knowledge, cultural events and films,
which together served to excite, motivate, inspire and offer a sense of belonging in the
community colleges. Relationship-centered learning, emphasizing co-creators of
knowledge and co-beneficiaries of knowledge (Rendón, 2000, p. 4), validation and a
family setting (familia) with counselors and mentors provides a vital layer of support
(Yosso, 2005). This layer builds the participants’ self confidence as writers, students and
Chicano/Mexican-Americans. After such experiences, students that wish for levels of
sustained cultural access (Ladson-Billings, 2014) search for similar validation
opportunities through ethnic studies courses and courses taught by ethnic staff, both
while at the community college and then upon transfer to the university. These courses
helped make Puente students not only feel they belonged, but were enriched by positive
images about their culture, their family histories and their contributions to society. They
were made to feel they could succeed in college, that there was a place for them to
contribute in their own cultural manner (Rendón, 2000).
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Research Question Three
Research question number three asked, “How did Puente help Mexican-American
students to both balance and navigate between the cultural crossroads of the academic
world and their home communities?”

The positive statistic. This next finding is derived from the layers of persistence
and empowerment that the participants felt when provided the comprehensive services of
Puente, particularly cultural pedagogy, Latino role models, writing development with
high standards and a home away from home. Students were motivated by a table
illustrating the Chicano/Mexican American pathway and the percentages of Latinos that
will finish high school, go to community college, transfer, complete a university
bachelor’s degree, a master’s degree and a doctorate (see table 4.1). The motivation to
become a positive statistic by completing community college, transferring and finally
completing a bachelor’s degree was evident in each participant. The participants used the
chart to both motivate and compare themselves with those that did not go the opportunity
to go college, or started and then quit. This data was a powerful motivator that helped
them persist and transfer to complete their bachelor’s degree, illustrating what Latino
critical race theory calls the empowering of underrepresented minority groups. “Critical
race researchers acknowledge that educational institutions operate in contradictory ways
with their potential to oppress and marginalize coexisting with their potential to
emancipate and empower” (Solórzano & Delgado Bernal, 2001, p. 313).
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Participants felt emancipated by their validation and empowered by Puente’s
sense of belonging. The students did not want to let their parents down, their siblings
down, the Puente program down; they wanted to be a positive statistic and increase the
number of those who succeed as Chicano/Mexican-American students. The outcome,
when students feel inner confidence from the support they gain from key individuals or
programs, as well as motivations from their families, is college capital. This type of
capital comes with “a moment” of self-realization that they succeed and allows students
to act upon those moments.

Research Question Four
Research question number four asked, “What were some of the outcomes of such
influences?”
Participants valued the mentoring they received and were interested in returning
as Puente mentors. Some were already mentors and had done so for a year or more. A
few were on the outside of Puente’s current mentoring efforts, but were still hoping that
their time and work schedules would allow them the opportunity to return as mentors.
This would serve as a way for them to reciprocate the mentoring they received and now
wanted to provide for future participants.

Milestone finding. With two English courses and two supplemental courses for
career and transfer, Puente provided 9 units towards the intermediate milestones of
success for community college transfer, which was 12 or more units, as illustrated in
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Figure 1.1 (Moore & Shulock, 2010). By participating in the two-semester Puente effort,
students were off to a great start and on track to transfer just by finishing the classes
provided. The students were not only completing the needed English composition course
for the California State University general education requirements, but this also served as
a minimum subject requirement for upper division (60 transferable units) transfer into the
state universities. Furthermore, the supplemental courses also met general education
courses and were transferable and part of the required 60 units.

Expanding the Puente effort. This research study served as a way to learn how
Puente, through social justice and equity, attempts to level the playing field for Latinos in
California (Delgado & Stefancic, 2012). As an intervention and a best practice, Puente
helps its participants persist, transfer and complete their bachelor’s degree (Solórzano &
Delgado Bernal, 2001). A more challenging question arises with regard to expanding
Puente to serve more than 30 students a year at each site. This is a low number given the
population of Latino students currently enrolled. From an equity and social justice
perspective, will privileged individuals in historic control of higher education expand
such programs, adjust curriculums and commit to educate the marginalized? Practitioners
recognize that change is slow, with talk often more prevalent than action, especially when
it comes to addressing equity and diversity. Some of the privileged still prefer to see
things from a colorblind perspective, believing there is no need to diversify. These voices
believe they already provide race and ethnicity training in the curriculum, contradicting
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themselves in hiring large numbers from the privileged without coming close to
diversifying the broad pool of professional educators and mentors.
Puente remind us that the time is now to improve education so that all students of
color feel welcome and validated. Though many of the pillars of Puente can be integrated
into how community college instruction and student service efforts are provided, there is
little reason to believe they will be unless mandated by the legislature. Strategically, this
is needed to avert an economic crisis if students are not prepared as future workers.
Puente allows this generation of students to celebrate what happens when we capitalize
on the diversity of community wealths and funds of knowledge, expanding ethnic studies
throughout pedagogy. Cultural role models and high standards make students feel
welcome, engaged and confident that they belong. Puente deserves more attention and
expansion.

Recommendations for Action
Improve Parent Involvement Efforts
Though parents want their children to go to college and are as supportive as
possible, there is still a real need to orient Latino parents. Latino parents are more
familiar with the world of work than how to help their children navigate the community
college pathways to transfer and complete their bachelor’s degrees. Recruitment efforts
designed to enroll students will have to move from individual attention to family
attention if the goal is to influence more Latinos to enter the college system. Those
running the community colleges and districts need to pay more attention to those residing
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in their local communities, many of which are becoming predominantly Latino. This
single site study offers powerful evidence of how Chicano/Mexican-American students
enter community college, and how their families try to help, but can become obstacles if
not properly oriented. Orienting students and parents as a family unit could help Latino
students use more campus resources that can ready them for transfer.
My experience with family outreach in the Latino community demonstrated that
such orientations must be culturally sensitive and bilingual. They may also have to be
done on days when parents are not working, such as on Sundays or evenings. Parents
react well to panels of students from similar backgrounds because they see their children
in those same faces, and then listen attentively and try to understand the unfamiliar.
Using parents of students that made it through the pathway could help recruitment as
orientation expands to a family focus. With my thirty years experience, we have made
sure to have panels of higher education representatives from multiple systems so parents
could understand the different options provided by community colleges and universities.
To accomplish this, we often had childcare and food to help the parents relax after work
and focus on their current child. We asked teachers and counselors to create writing
exercises to illustrate what took place between students and parents so that these could be
shared.

Improve Professional Development
Educators need to learn about diverse students to improve how we make all
students feel welcome, to show a genuine interest in them and to help them be successful.
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These efforts begin with the dean promoting the improvement of pedagogical practice.
How we shape today’s professional development both for instruction and counseling staff
requires they also hear from students and parents about their experiences. Funds of
knowledge research is done to improve pedagogy by helping introduce the
home/communities of students of color and its learning assets (Moll, Amanti, Neff &
González, 1992). Students want to feel cared about; as long counselors with long lines are
faced with quantity over quality of the information they provide, we will continue to lose
students at the vital first point of contact. By creating group counseling and more creative
ways of engaging students, we create follow up opportunities to build mutual trust and
reciprocity; this is where Latinos and other students of color will feel a sense of
belonging and welcome what is missing for them in current practices (Moll, Amanti, Neff
& González, 1992). Technology like online courses, websites, emails and even phone
trees are efficient for limited staffing, but also keep colleges from using the important
human touch when communicating with students. Another tool often missing is peer-topeer interaction. If we do not have the resources to hire and pay more counselors, we
must at least hire peer advisors to assist with orienting and advising. Ethnic studies must
also be expanded to articulately speak to diversity emblematic in growing Latino
enrollment.

Expand Ethnic Studies Offerings and Infuse in Curriculum
The campuses at most communities college are quite diverse, but are in need of
courses that validate all cultural communities, heritages and contributors to American
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society. Ethnic studies classes and faculty alone should not have to carry the burden of
educating others about culture and diversity; such units should be infused throughout
community college curriculums. Most community colleges provide the majority of the
general education requirements for a bachelor’s degree; these courses should be required
to infuse multicultural units. Shared learning should be encouraged, celebrated and
valued. This would encourage a more active learning atmosphere, promote critical
thinking, communication and writing skills and make learning more relevant to the
students. In this study, Latino students expressed feeling as strangers to other students.
This should no longer be the case. Those running the community college system, from
presidents to deans, must play a role in leading change for the next generation of diverse
students entering the system. If current faculty do not feel equipped to infuse cultural
pedagogy, consider then making a real commitment in hiring more diverse faculty and
staff ready to fill such gaps and increase the number of mentors needed for students of
color.

Diversify Faculty and Staff
Diversifying the curriculum also means community colleges must be more
committed to diversify staff. Such diversity serves not only as counseling and
instructional staff, but also as mentors, role models and agents of change. Committees
that hire must be diverse themselves and be more representative of the diversity of the
campus and communities they serve. Campus presidents play a large role in
communicating such a vision by celebrating diversity. Enrollment of students of color is
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increasing, and these students need role models and mentors. With respect to faculty and
staff, however, some veteran educators think the diversity picture is worsening.

Earlier Orientation and Collaboration
Earlier intervention and collaboration is needed between community colleges and
high schools; this helps students with orientation, testing, applications, financial aid,
scholarship, curricula, readiness for online courses, and basic skills development. This is
real collaboration that is discussed but often non-existent. The lack of basic skills
development is a roadblock that could be addressed in high school to smooth transitions
for students planning to attend community colleges. It is time to keep students from
getting lost in basic skills; improving those skills in high school allows students to be
ready for community college. This must happen as rules governing financial aid
eligibility are forcing such a reassessment of current practice.
In the senior year at many high schools, students only need English 12 and a
government/economics class to meet high school graduation requirements as most are
done prior to senior year. That leaves a number of periods free for collaboration between
high schools and community colleges to foster a college period. This could be
complemented by math skills development; the English 12 course could be shaped to
promote greater English development. Students could be oriented to college
requirements, take field trips to community colleges, fill out applications, financial aid
materials, apply for support programs, learn study skills and time management as well as
review transfer information. Before they leave high school, students can be oriented,
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prepared academically and have an introduction to campus resources. Staffing could be
shared and teachers could collaborate within math and English departments to meet
standards while improving basic skills so that students start community college with a
positive step. The community college system needs a mandate to improve these
collaborations. Best practices should be shared in collaborations between high schools
and community colleges, with cultural pedagogy encouraged across all coursework.

Improve the Roadmaps
In California, a statewide uniformed numbering system is overdue; this would
allow similar courses throughout the community college to have a common numbering
that makes sense, easing students into college with minimal confusion. There can be still
be a set of courses that are unique and specialized, but the majority of classes for premajor and general education would have a more understandable roadmap. This is
particularly important when many of today’s students are attending multiple campuses
within a district. Today this system is so complex even counselors are misadvising due to
discrepancies among campuses and districts. We have allowed academic senates too
much discretion on individual campus; too much autonomy has resulted in individual
campuses making it harder for students to follow requirements. When these students are
Latino and have no one at home that has attended college, they are discouraged by the
difficulty of following confusing requirements. Students deserve a clearer pathway to
complete degrees and transfer. The Governor of California and the legislature must
mandate change before we lose too many future students.
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Expand Puente
There will be a need for Puente as long as we wait for diverse staff, diverse
pedagogy, better road maps and parent involvement to help more Latinos access, persist,
transfer and complete degrees. Until then, expanding Puente will allow more counselors
to be hired to support the growing Latino demographic. Puente’s success should inform
programs directed at other cultural groups. The pillars of Puente are the
comprehensiveness of first year experiences and the learning communities that arise from
them. Cohorts of students taking the same courses with the same instructors and
supported by counselors results in peers supporting one another. Infusing cultural
pedagogy in high standards writing courses creates validation opportunities that make
students feel welcome and supported. The Umoja program for African-American students
is one effort that is already learning by mirroring the success of Puente.
Puente needs to expand to include a summer bridge experience and connect with
more high school Puente programs to maintain sustainability and to promote learning
about one’s culture, validating students so they see themselves as part of the higher
education experience and not as outsiders (Ladson-Billings, 2014). A summer bridge
expansion will provide a pre-college study skill experience, an orientation to campus
resources, an earlier assessment, possibly more college units for transfer and the building
of community before the first semester even starts. This will keep students connected
while allowing room to work with parents and panels of students to foster familiarity with
the expectations of higher education.
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High school Puente programs can serve as feeder programs into the community
college counterparts. This allows high school participants to continue into the higher
education strand, staying connected to the strengths already built at the secondary level.
Community college presidents could work with the University of California system as a
partner to such recommendations in order to share or match resources for such an
expansion.
Cultural validation for Latinos is important for students long marginalized in
classroom pedagogy and curriculum (Ladson-Billings, 2014). Students who follow the
Puente experience with ethnic studies courses at the community college or the university
appear to gain more confidence, feel more validated about their own cultures and are
ready themselves to return as mentors for generations behind them. There are rarely
programs like Puente at universities; the majority of Puente students communicated how
lost they felt and confused about having a counselor for the major and another for general
education. A few even mentioned returning to the Puente counselors at their community
college for guidance. Yet it was a common that the Puente interviewees felt more cultural
validation through ethnic studies courses at the university; these courses served to keep
them culturally connected. How we improve transfer experiences for Latinos is equally a
concern; the majority of university services are geared towards first year students, rarely
towards upper division transfers. Students need support programs to keep them focused
on finishing their degrees.
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Recommendations for Further Study
This research study used a small sample to provide rich descriptions and results
from successful students. It would be equally important to learn from those who did not
persist to better understand how we are failing students, how we can improve access and
retention, and how to improve professional development to instruct teachers and
counselors about diverse students and the best practices for serving them. This study
focused on Mexican-Americans, but Puente recently became open to more students; a
study with this new diversity can inform if best practices continue to improve persistence,
transfer and degree across a changing Puente population. A longitudinal study of Puente
over a period of time is needed to assess how Puente students perform over time as
compared to non-Puente Latinos and to the broader student population. Puente is over
thirty years old; such a study is long overdue.

Researcher’s Reflection
This Chicano/Mexican-American researcher had similar educational experiences
as those participants interviewed in the study. Sample size was influenced by the length
of time to complete such a study. With more time, more ethnographic elements could
have been added. Classroom setting visits, comparing campus settings, doing family
interviews and attending professional development training all could have informed the
study by adding more insight to the findings and recommendations. Preconceived notions
that parents would play a larger role in their children’s community college journeys were
contradicted by the observation that they were not fully engaged and informed; plenty of
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room for improvement exists in regard to this aspect of outreach. A Puente summer
bridge program to ready students before they begin community college could greatly
improve the student experience. Puente is a best practice and the study confirmed the
comprehensive effectiveness of its services. In particular, its team of role models is a
positive influence on the college capital of Chicano/Mexican-American students.
Chicano/Mexican-American researchers, with inner access to the voices, culture,
traditions, language, nuances and aspirations of Chicano/Mexican-Americans are be
better suited to be presenters of strategies that can aid reform. As a Chicano/MexicanAmerican guiding this study, this researcher gained insights that should serve discussions
on how to influence and shape social justice reform and equity, providing educators with
information they can use to improve persistence, retention, transfer and instructional
practices. Future researchers should continue to search for answers to the issues
surrounding Latino community college student success in order to improve the current
and future educational status of Latinos in California.
Si se puede – it can be done!

Dialogue and Action
California’s economy is completely dependent on how we educate the students of
the State. With Latinos now a majority of community college students, it is time to act to
improve conditions that will help them to enter, persist, transfer and graduate to become
part of the State’s future workforce. One program by itself is not enough; without
diversifying staff and instructors throughout the system, this State will lose talent and
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future educated workers. The economy depends on these students; failure to help them
succeed can be averted if educators and administrators work together for true social
justice and equity.
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