worked in Spanish-speaking communities, such as the ones found throughout Lincoln,
Massachusetts and parts of Madison and Hawthorne. The language characteristics and
immigration experiences of CMCC’s Hispanic Generation 1.5 students differed from the
common characteristics of Generation 1.5 students presented in the literature. Therefore,
this chapter ended with a detailed profile of each participant who met the study’s
participation criteria in order to provide enough information to enhance the reader’s
overall understanding of the study findings and enhance reader generalizability. The
following three chapters will present the findings on the engagement experiences of
Hispanic Generation 1.5 students at CMCC.
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CHAPTER V
ENGAGEMENT EXPERIENCES WITH PEERS

The purpose of this fifth chapter is to present the study findings on Hispanic
Generation 1.5 students’ engagement experiences with their peers at Commonwealth of
Massachusetts Community College (CMCC). Students were engaged with their peers
both inside and outside of the classroom, and they spoke about several forms of
engagement with peers. The findings on peer engagement will be presented in four
sections:(a) peer engagement inside the classroom, (b) peer engagement outside the
classroom, (c) perceptions of peer engagement, and (d) the development of a sense of
belonging through peer engagement experiences at CMCC. The chapter ends with a
comparison of Hispanic Generation 1.5 students’ engagement experiences across the
three levels or units of analysis as well as a comparison of their engagement experiences
with the experiences of other groups at CMCC.

Peer Engagement inside of the Classroom

The most common form of peer engagement for all participants was academic
engagement within the classroom. Most participants discussed engaging with peers
inside the classroom for classroom activities and to ask for general help. This section
focuses on various types of in-class peer engagement experiences and perceptions
discussed by the Hispanic Generation 1.5 participants and their perceptions of those
experiences.
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Comfort with Fellow Hispanic Peers in ESL Courses
One critical factor for in-class peer engagement was that the participants were
Hispanic and so were most of their ESL peers. For the participants, this commonality
meant that peer engagement was acceptable and even inevitable. Aracelis explained that
they (i.e., the students in the classroom) are all Latinos, and, therefore, it was natural for
them to engage in the classroom and help each other during classroom learning activities.
She explained, “It’s with the companions; we all help each other well. We are Latinos.
We are trying to learn the same language, and if you know more than me, help me, that
when you need [help], I am there. Understand?” Aracelis described these peer
interactions focused on learning activities as a natural part of the classroom learning
process.
Like Aracelis, Awilda and Tomas felt comfortable in their ESL courses because
they were with fellow Hispanics working together towards the same goal—to learn
academic English. They engaged with their peers inside of the classroom, especially
during learning activities. Juan was an older returning student, and he explained that the
age differencesin his non-ESL courses sometimes made him feel alienated in his courses
where he sat with teenagers and young adults. However, having mostly Hispanic
students in his ESL courses and working on the same goal of learning academic English
helped him engage more in-class and get over his initial feelings of alienation.
Most of the students in the ESL classrooms were Hispanic like the Hispanic
Generation 1.5 participants. As the participants progressed in their coursework, they
noticed that there were less Hispanic peers in their developmental writing and reading
courses. After completing developmental courses, they found few Hispanic students in
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their credit courses, especially the credit-bearing courses beyond the two required
composition courses. Participants who had moved beyond the ESL courses commented
on the decreased number of Hispanic peers as they progressed beyond ESL; however,
they did not provide many explanations about how they felt in courses with few Hispanic
students.

Teacher Initiated Peer Engagement
Contrary to Aracelis’ viewpoint of peer engagement being inevitable, some
participants admitted to only interacting with peers within the classroom when prompted
by their teachers in structured activities. For example, Carlos mentioned that Hispanics
stick together, and he discussed the importance of peer engagement in the classroom and
the types of in-class peer engagement activities. However, in class, he engaged with his
peers mostly when the teacher created opportunities for engagement such as having
students share drafts. He did not discuss voluntary or spontaneous interactions or
engagement activities with his peers within the classroom.
Like Carlos, G rarely engaged with his peers inside the classroom spontaneously.
His peer engagement experiences within the classroom took place when the instructor
created a peer engagement opportunity and literally pushed or required students to work
together. When probed for an explanation for his lack of voluntary engagement, G
pointed to the structure of the classroom as being a primary culprit for the lack of peer
engagement. He explained that the seating arrangement did not allow for easy and
comfortable classroom interactions. His anecdotes provided evidence that the teachers’
creation of engagement opportunities was a critical factor for peer engagement in the
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classroom, especially with Hispanic Generation 1.5 students in ESL courses at the
college.
As evidenced in the discussions with Carlos, G, and several other participants, the
most common and effective form of in-class peer engagement was based on cooperative
learning activities, especially when the instructor assigned the partners or group
members. When discussing peer engagement, Carlos focused mostly on engagement that
took place during structured cooperative activities such as peer editing. He explained:
The professor put us to do activities like write a paragraph. So we exchange with
other students. I correct it for one. He correct it for me. Like that. Sometimes, if
they don’t know something, and I know it, I tell them the way that I think that I
know.
G expressed that he participated in very limited voluntary or independent peer
engagement within his classes, but that he had begun engaging more with his peers in his
Computer Applications class because his instructor assigned partners for some of the
more recent class activities. However, he never described the actual relationships with
his peers and how they worked together.
Peer Engagement outside of the Classroom

The study data revealed that in-class engagement was more common and more
important with peer engagement outside of the classroom. There were limited intentional
peer engagement opportunities outside of the classroom. The ESL curriculum rarely if
ever provided extracurricular activities or events for the students, and the faculty and staff
rarely required students to work together on projects outside of class. Therefore, only a
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few participants engaged with peers outside of the classroom, and most of the out-ofclass interactions were for academic purposes.

Academic Peer Engagement
The most common type of peer engagement among the Hispanic Generation 1.5
participants was academic engagement, and the most common purpose was to catch up
with class work or homework. For example, Awilda talked with some of her peers
outside of class to discuss homework assignments. Aracelis mentioned that, as Latinos
who support each other, she and her peers called each other to find out about missed class
work and to understand homework assignments. Like Awilda and Aracelis, most
participants discussed brief types of coursework-based engagement experiences when
referring to peer engagement outside of the classroom.
A few participants went beyond descriptions of brief encounters outside of the
classroom and discussed more meaningful academic engagement experiences with their
peers. For example, Juan formed a study group with his Algebra peers, and they met at
the Lincoln campus to study for their exam. Ingrid worked with a friend on her ESL
assignments before and after class in the evenings. Carlos sometimes completed course
assignments with his peers outside of the classroom in the building’s study/lounge area.

Engagement with Peers through Involvement Opportunities
Out of all the participants, Anthony was the one most engaged with his school
peers in the study because of his involvement in the college’s track team, through which
he engaged daily with his school peers. He introduced himself to new students and
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became the team's recruiter, helping him interact with a greater number of peers on a
daily basis than any of the other participants. For track, he was the team captain and the
main student recruiter because of his strengths in interacting with his peers. His work as
a recruiter helped him become a role model and mentor to other CMCC students. He
discussed how he helped specific students join the team and do something meaningful for
themselves through track. Anthony was determined to improve consistently as a person
through school, sports, work, and other life experiences, and he motivated his peers to
join the track team and to work towards a better life as well.
As with his track-based mentorship work, Anthony served as a role model to other
students at the college and in the local high schools through his involvement with a
Hispanic engineering group in New England. He explained:
We go to high schools and we talk to involve Hispanic people in the engineering
field, so we go to Lincoln High, Madison High, Hawthorne High. We go and talk
to all the Hispanic community and be like "Oh you guys. Look where I am. You
can do the same thing." And it's not hard.
Anthony's positive engagement experiences in high school and college empowered him
to develop into an independent, self-motivated, goal-setting individual, and, as such, he
wanted to share his knowledge and experiences with otherstudents, interacting with peers
on a daily basis.
For many participants, school engagement activities conflicted with school and
work schedules, which led to decreased engagement among ESL Hispanic Generation 1.5
students unless provided with well-designed opportunities by classroom instructors.
Outside of class, Carlos participated in a couple of school activities with his peers. He
even won a digital camera for his participation in a science event in which students sat in
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mini science lectures and completed science activities as part of an initiative to get
students more interested in science. However, he was only able to participate because his
evening instructor informed the class of the activity and started the class late in order to
provide students with an opportunity to attend the event and walk over to the building
where they normally take their evening ESL courses. The instructor’s ability to modify
the class schedule and encourage her students to get involved helped Carlos engage with
peers through structured engagement activities at the college. However, many
instructors, particularly adjuncts, might not be aware of these activities or feel
uncomfortable altering class times and encouraging students to participate.

Social Engagement Outside of School
Anthony’s extra-curricular activities pushed him to engage with his peers outside
of the school for non-academic purposes. Other participants who engaged outside of
school were not involved in extra-curricular activities. Juan engaged with at least one
peer outside of the school on a few occasions. When asked about those experiences, he
explained that they would go to a bar, have a few beers, and chat for a while.Even though
it was a small city with limited engagement areas, Lincoln had many bars and cafes
where local residents could meet up with friends and relax over food and drinks.
Carlos spent a significant amount of time engaging with his peers outside of the
classroom and outside of the school as well. He chatted with peers before class, during
class breaks, and after class. He was often seen with female classmates chatting about
non-academic topics before the start of class and during class breaks. Carlos also
engaged more with his peers outside of the school than all the other study participants.
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Sometimes he visited his friends at home. In addition, he and his peers went out to the
movies, the mall and the local nightclubs. Unlike the academic peer engagement
experiences of both Anthony and Juan, Carlos focused mostly on social engagement with
his peers, and his engagement activities took place outside of Hawthorne and Lincoln.

Peer Engagement and Satisfaction with the College Experience
The three male participants (i.e., Anthony, Carlos, and Juan) were very satisfied
with their engagement and overall experience at CMCC, and they were the most highly
engaged students out of all ten Hispanic Generation 1.5 participants. Their peer
engagement experiences and their perceptions of their college experience support Krause
et al.’s (2003) findings that there is a positive correlation between the frequency of
students’ interactions outside of the classroom and student satisfaction with the whole
college experience. The Hispanic Generation 1.5 students who engaged minimally with
peers outside of the classroom expressed some dissatisfaction with the institution and/or
part of their educational experience. However, none of the participants regretted
attending CMCC or desired to leave the institution, with the exception of Awilda who
was frustrated by her inability to move beyond ESL courses because she had not passed
the required writing assessment.

Lack of Peer Engagement Experiences

Even though some participants expressed that being Hispanic like their ESL peers
was a positive feature for peer engagement, most participants had not had many peer
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engagement experiences outside of the classroom, and some participants had no peer
engagement experiences to share during the interviews. Some of the Hispanic
Generation 1.5 students chose not topursue peer engagement outside of the classroom
because they wanted or needed to focus more on their family responsibilities and their
school or academic responsibilities.

Family Responsibilities rather than Peer Engagement
None of the female participants discussed spending time with peers outside of
school or being involved in activities or sports. For these female participants, the most
significant reason for not interacting or engaging with peers was their responsibility to
their loved ones. Some female participants had children, and they chose not to engage
with peers outside of the classroom because they needed to devote non-classroom time to
their jobs and their families.
Stephanie was a young mother to a little boy, who she brought to her interviews.
She explained that family comes first for her and that when students start building a
family, they cannot detract their attention to peer engagement or school activities. She
had no strong relationships at the school, and most of her engagement experiences were
what she called "hi and bye" conversationswith peers. Like Stephanie, Aracelis was also
a mother. She had three children, and she was very conscientious of how she chose to
use her time because she wanted to devote enough time to her children, especially on the
weekends. Her children came first, and she already felt that she was sacrificing her
children for class time three to four nights a week. Therefore, her peer engagement
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experiences were very limited outside of the classroom, and she never considered
participating in any school activities.
Sara was in a similar situation as Stephanie and Aracelis because she was
preparing to be a mother and chose not to engage with peers outside of the classroom. At
the time of the interview, she was pregnant with her first child and had just moved in with
her boyfriend. Her time out of class was focused on preparing her new home and
preparing for her new child. Once the child was born, her time would go to caring for
that child. Peer engagement outside of the classroom did not seem critical to her daily
life even though she wished she had a peer who could help her with schoolwork.
However, in-class peer engagement was important to Sara. She explained that she did
not really know many people at the school, but she was positive that she would meet
more people in her courses and perhaps increase her peer interaction within her courses
as she continued taking classes.

Academic Responsibilities rather than Peer Engagement
Some participants chose not to participate in engagement opportunities because
they wanted to focus on their schoolwork regardless of opportunities or suggestions
provided by their instructors. For example, Anthony was highly engaged both inside and
outside of the college; however, when he first arrived at the college, he did not even want
to join the track team because he was afraid that engagement at the institution would keep
him away from his studies and deter his academic success. He explained:
When I came here, school was like taking my time so I was like, "I’m not
running. I’m not running for the school. I'm not." School was too much. "No
running for me. I'm just gonna focus on my school and have my career. Forget
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about the running. What is running going to give me?” That's what I was
thinking.
Anthony initially perceived involvement and engagement as potential hindrances to his
academic success. He tried to stay away from extra-curricular activities, but he could not
resist track after years of being on his high school track team.Later, Anthony realized that
track was critical to his success as a student because he was a more satisfied, and
engaged,and academically successful person when he had multiple responsibilities in his
life.
Echoing Anthony’s initial sentiment about peer engagement as an academic
detractor, Tomas did not seek involvement or engagement with his peers outside of the
classroom so that he could focus on his academic responsibilities and goals. Tomas was
not involved with school engagement activities such as sports, clubs, and other extracurricular activities because he was focused on his studies and his goals of getting a
bachelor’s degree, going to medical school, and becoming a reconstructive surgeon. Peer
engagement was not important to him in reaching these goals, and many times he chose
to do homework assignments and get tutoring rather than spend time with his classmates.

Significant Peer Relationships

A few participants actually engaged in extensive academic peer engagement through
significant relationships with particular peers, and these relationships had a positive
impact on their academic success at CMCC. Ingrid developed a significant relationship
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with another female student, and the two friends counted on each other for homework
assistance.
I met my friend Jenny in CMCC and she was in the same position as I with the
English and all that. And we started talking. We have become good friends like
good friends. But she is very intelligent. Sometimes we help each other for
example with the homework. Sometimes we try to do it together. Like “I don’t
understand this. Help me.”
Ingrid developed a relationship with a peer and through that relationship they supported
each other in moving forward with their studies. They completed homework assignments
together and used the computer lab together as well.
Other participants developed significant relationships with peers that evolved into
romantic or intimate relationships at some point. Awilda met her boyfriend in an ESL
course, and they supported each other academically inside and outside the classroom.
However, her boyfriend was no longer enrolled at the college because of financial aid
issues. Sara’s boyfriend attended CMCC, but she explained that he was in a “low” ESL
level while she was taking credit courses. This difference in academic level and English
language skills meant that she spent their free time helping him with his assignments. If
she needed help, he could not assist her because she was at a much higher academic level.
Like Awilda and Sara, G met someone who became his girlfriend during his first
semester at CMCC. However, G’s girlfriend provided him with support other than
homework assistance unlike the other participants who developed significant
relationships at the college,. She pushed him every day to meet his academic obligations
so that he could be successful. She would call him in the morning to wake him up for
class and even offer him a ride to school so that he would not be late. She reminded him
of classmeetings and assignments. However, G and his girlfriend broke up, which meant
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that he lost that external support system that enhanced his success as a college student.
Therefore, he was trying to find a support system with his course instructors.
Perceptions of Peer Engagement with Hispanic Peers at CMCC

While the literature points to peer engagement as having a positive effect on
students' academic success, most study participants did not perceive peer engagement to
be highly beneficial for their own academic advancement. Participants believed that peer
engagement with Hispanic peers outside of the classroom negatively affected their
English language learning and even their academic success. Some participants even
expressed peer engagement as being a negative influence and a possible deterrent in their
academic goals. This section focuses on the participants’ perceptions of engagement
with Hispanic peers.

Language Learning and Peer Engagement
Participants preferred spending time with non-Hispanic peers for a variety of
reasons. The first and most common reason was that the participants were forced to use
English with non-Hispanic peers, which helped them develop their English language
skills outside of the classroom. Aracelis enjoyed working with a Chinese peer in her ESL
courses not just because he was helpful during computer-based learning activities, but
also because he could not speak or understand Spanish. Therefore, Aracelis was forced
to communicate with her Chinese peer in English, their only common language, which
helped her develop her academic English speaking skills.
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Ingrid explained that she had Arab friends at CMCC and preferred spending time
with them because she practiced her English and even learned some new words with
them. She stated:
It’s good cuz I take it like a practice for my English. I feel that it helps me and
like that we can learn one from the other. There are many things that I don’t
know in English that they know.
In relation, her main issue with being placed in ESL courses was that she had to take
classes with other Hispanic students, which gave her many opportunities to use Spanish
rather than English. She felt that interacting with her Hispanic peers hindered her ability
to practice and improve her English speaking skills.
Carlos echoed Ingrid’s concern of learning English with fellow Hispanics in the
classroom. He explained:
To learn like more the language, I don’t think that it’s good [to be with Hispanic
peers]. To learn the language no because you are always going to speak in
Spanish….Like making friends and that, I wouldn’t feel the same. But to learn,
one learns more [without Hispanic peers] because if you do not have with whom
to speak Spanish, you have to speak English.
During class breaks outside of the classroom, Carlos would engage with his peers using
mainly Spanish. Inside of the classroom, all participants used English as much as
possible because the instructors would not allow the use of Spanish inside the ESL
classroom. However, the English-only rule did not always apply in non-ESL classrooms
when engaging with peers. The non-ESL teachers did not require that students use
English in the classroom when they engaged with their peers during group activities, and
sometimes did not care which language the students used with each other during class
time.
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Academic Success and Peer Engagement
For some participants, Hispanic peers were a bad influence and deterred them
from their studies and success even though they were all in an emerging Hispanic–
serving institution and most of them lived in Spanish-speaking communities. G had
difficulty taking non-ESL courses at the Lincoln campus of the college because most of
the courses had a very high number of enrolled Hispanic students. He felt that the
overly-Hispanic setting distracted him from his academic responsibilities as if the
students’ “bad vibes” could reach him and negatively influence him. He explained:
And like the people know me. You see the vibes. Like it travels to you. Oh
you're like "Oh whatever." Let's say you have someone negative always in front
of you always talking. For that class I gotmostly girls and they’ve got me tired
with that soap opera crap. "Oh come on, man! I want to do the work but you keep
talking right there?"
G did not want to be in the perceived negative Hispanic peer environment that he left in
New York. He wanted to focus on his studies and aim for academic success, and he
found his Hispanic peers to be a distraction at the Lincoln campus.
Like G, Anthony was open about his perceptions of his Hispanic classmates. He
felt an internal conflict when speaking about his peers because he was Hispanic, and he
enjoyed the company of his peers. However, he also felt that his Hispanic peers were
deterrents to his success and could hold him back in school and in life. He explained:
Like I don't have a lot of Hispanics [friends] just because. Because they get me
lost. Because they're friends, but I feel like most of them like don't feel like they
want to move on, progress, do something better for their lives, and I want to. I
want something better for my life. I want to be somebody. And Hispanic
students, like most of them like because of the way they are, most of them they
just want to like "Ah."
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For Anthony, the “ah” was a sound of just wanting to continue doing the same things,
including working, watching television, and going to school, but not pushing themselves
to the next level in order to advance academically, financially, and personally. Anthony
struggled to articulate the quality of his Hispanic peers who he believed negatively
impacted his ability to progress towards having something better in his life and being
somebody. He struggled with both his perceptions of his Hispanic peers and his
perceptions of his relationship with these peers.
Anthony did not try to group Hispanics as bad people in the academic setting, but
he made a clear distinction between his Hispanic and non-Hispanic peers, seeing that his
non-Hispanic peers had goals and plans for reaching those goals.
But I have really good friends like that, Hispanic. Yeah. They're my people but
my other friends they have a plan. They have goals. “And look with whom you
travel, and I will tell you who you are.” If I'm with people that want nothing for
their lives. I'll make the same mistake, maybe. So if I'm with people who know
more than me, who are intelligent, which I have Spanish friends too that are
mentally like that but most of them are not. So those people, those are the people
that I need because they will drive me.
Anthony's description of his peers and his peer engagement choices highlighted his
internal conflict with belonging to his own group (i.e., Hispanics in Massachusetts) and
leaving his Hispanic peers behind for academic and life goals that are based on his
education. Engagement with fellow Hispanic students mightseem logical because the
cultural and linguistic commonalitiesease the academic support process. However, some
of the participants found that these commonalities also enhanced the effect of negative
influences within their cultural groups such as spending too much time on non-academic
activities.
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Peer Engagement and Belonging at the Institution

The participants related their perceptions of their peers and peer engagement
experiences to their sense of comfort and belonging in the courses, program, and
institution. G sometimes struggled with belonging at the main campus because he had
difficulty making friends inside and outside of the classroom. He felt his peers were not
as accepting of him as his peers on the Lincoln campus or in his New York City
community college. While he desired to not be distracted with Hispanic peer in the
Lincoln campus, he still felt a need to fit in with his peers at the main campus.
G had several stories of not fitting in with his peers on the main campus, and the
same day as the interview, he had an uncomfortable experience on his way to his writing
class. He came into the building with his winter jacket and a colorful winter hat. He
explained:
Like I was coming in the building and some girls just kept looking at me. "You
like the hat. Take a picture." What’s wrong? I feel like I’m in high school. God!
But I’m the type of person who will talk and go up to you, "Hey!" but I kind of
get a little intimidated here [on the Hawthorne campus].
G was a very outgoing person based on his actions and words during the interview and
his personality outside of the school. However, the main campus made him feel like an
outsider when trying to connect with his peers. He was struggling to speak up with peers,
even the ones in his learning community, who he saw for a minimum of 8 hours a week.
Like G, Carlos experienced a sense of not belonging when he first started taking
courses at CMCC. He explained that he was in a new school with new peers, taking ESL
courses, which were all at night. All these aspects of being a student at CMCC were new
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to him and made him feel uncomfortable and alienated. However, because of his friendly
and outgoing nature, Carlos overcame many of his fears and discomforts and began to
engage classmates inside of the classroom and then outside.
For most participants, social and academic engagement outside of the classroom
did not relate to their sense of belonging at the institution. If they did not feel
comfortable with the social environment outside of the classroom, the participants did not
mind very much and did not express feelings of disengagement or alienation except for
G. However, feeling comfortable among their peers within their actual courses related to
how they expressed their feelings of belonging at the institution. The participants many
times connected how they felt within the classroom among their peers to how they felt
being at the institution in terms of comfort and belonging.

Peer Engagement in Comparison to Other Immigrant Groups

Like the Hispanic Generation 1.5 participants, all other immigrant groups valued
in-class peer engagement the most, especially while completing cooperative learning
activities. The peer interaction and engagement experiences of the Hispanic Generation
1.5 students were different from those of their first generation Dominican peers, second
generation peers, and Haitian Generation 1.5 peers. Many of the Hispanic Generation 1.5
students participated in some form of peer interaction outside of the classroom. The
Dominican first generation students did not provide specific examples of peer
engagement outside of the school, but they discussed how they constantly met with each
other outside of the classroom and helped each other with assignments. Laura even
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learned about her new home city, Lincoln, through her peer interactions outside of the
classroom. The second generation participants were more socially engaged with their
peers than the other groups of students, and they spent time playing basketball or hanging
out in the student center on the main campus. They enjoyed non-academic peer
engagement and wanted more of that social engagement with their peers unlike the
Hispanic Generation 1.5 participants. The Haitian Generation 1.5 students were much
more engaged with their peers than their Hispanic counterparts outside of the classroom
as well. They participated in school activities and even played soccer on campus with
their peers on Saturdays.

Peer Engagement Differences among the Three Units of Analysis

Generation 1.5 students were most engaged with their peers inside the classroom
while they were taking ESL courses in which they worked together on various learning
activities. Peer engagement was more natural for the students in the ESL courses because
they shared more common characteristics with their peers. Most ESL students at CMCC
were Hispanic, and they were all there for the same purpose—to acquire academic
English. These commonalities made the students more comfortable interacting with each
other, especially during structured group learning activities. The participants also
engaged with their peers outside of the classroom by providing course information mostly
before the start of class. Some of the participants helped each other with ESL classroom
assignments outside of the classroom, like Ingrid and her friend who got together at least
once a week throughout the semester to complete homework assignments.
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The participants engaged less with their peers when they transitioned to their
developmental writing courses. They engaged with their peers the least when they
transitioned into credit courses. In the developmental and credit courses, Hispanic
Generation 1.5 students had less in common with their classroom peers. As they moved
up in their coursework from developmental to credit courses towards a degree, the
percentage of Hispanic students in the classes continued to decrease depending on the
major. However, according to the faculty, the developmental and credit writing courses
incorporated cooperative learning activities or at least some form of group work, which
helped increase the amount and type of interactions among classroom peers. For
example, the Basic Writing course required that students share drafts of their papers with
each other for peer editing activities. Credit courses adopted more lecture models and
discussion groups and integrated the least amount of structured peer engagement
opportunities.

Summary

This chapter included the findings on the Hispanic Generation 1.5 participants’
engagement experiences with their peers. Overall, male participants were more engaged
with their peers than female participants, and they were more likely to engage outside of
the school and be involved in school activities. Most female students did not engage
much with their peers outside of the classroom, especially female participants who had
children, were involved in a romantic relationship, or were pregnant. Ingrid was the only
participant who did not fit this profile, and she was the only female participant who
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engaged extensively on academic matters outside of the classroom with a peer. Many
participants preferred to not engage with peers outside of class because they did not want
to spend additional time away from their family, work, and academic responsibilities, or
they felt that their Hispanic peers could deter them from their studies. The most
interesting finding was the desire not to be engaged with Hispanic peers, especially for
the younger participants who were attending CMCC with the goal of graduating and
“being somebody in life” such as Tomas and Anthony.
The next three chapters will include additional engagement findings from the
study. Chapter 6 presents the findings on Hispanic Generation 1.5 students’ engagement
experiences with faculty. Chapter 7 focuses on Hispanic Generation 1.5 students’
engagement experiences with staff members at the college. Chapter 8 presents findings
on factors that affect Hispanic Generation 1.5 students’ engagement at CMCC.
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CHAPTER VI
ENGAGEMENT EXPERIENCES WITH FACULTY

This chapter focuses on Hispanic Generation 1.5 students’ engagement
experiences with faculty at CMCC. The participants engaged with the faculty both inside
and outside of the classroom. There were differences in the type, purpose, and perception
of the engagement experiences. Hispanic Generation 1.5 students mostly engaged with
faculty during class time. Students sometimes engaged with faculty outside of the
classroom, mostly to discuss learning in the course and mostly before or after class. The
findings show that the Hispanic Generation 1.5 participants at CMCC perceive that their
engagement experiences with faculty outside of the classroom had the greatest impact on
their sense of belonging at the institutional level. However, the most powerful type of
engagement experience was structured one-on-one time with faculty members outside of
class time, and the second most powerful types was participation in program or college
projects. In this chapter, the faculty and student engagement findings are divided into
three sections: (a) in-class engagement experiences, (b) out-of-class engagement
experiences, (c) other engagement experiences with faculty, and (d) the development of a
sense of belonging through faculty-student engagement experiences.
Engagement with Faculty inside the Classroom

The most common type of engagement with faculty members was in-class
academic engagement focused on course activities. Many participants admitted to only
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engaging with faculty inside of the classroom and mostly during class time rather than
engaging with faculty before class, after class, or during class breaks. Some participants
engaged instructors during non-instructional time but still in the classroom. For example,
Carlos engaged with his instructors inside of the classroom during class breaks and only
on topics that related to how he was doing in the course and how he was doing in related
courses as well. He rarely engaged with faculty outside of the physical classroom. These
engagement experiences with faculty during instructional activities shaped the students’
perceptions of their engagement experiences with the faculty and their perceptions of
those faculty members, which fueled their perceptions of the school as well. Therefore,
this section focuses on the students' engagement experiences with faculty members and
their perceptions of the faculty at CMCC.

Positive Perceptions of Classroom Engagement with ESL Faculty
Regardless of how they perceived their ESL placement, the Hispanic Generation
1.5 participants had positive engagement experiences with ESL faculty members, and,
therefore, had positive perceptions of the ESL faculty. Students who were enrolled in
ESL courses at the time of the study only had those ESL faculty engagement experiences
to share. However, half of the participants were taking or had taken developmental or
credit courses at the time of the interviews. These participants had broader faculty
engagement experiences, but they also focused on the ESL faculty when discussing
positive engagement experiences with faculty members and positive perceptions of
faculty at CMCC. Most of the participants did not include developmental or credit
faculty when discussing positive engagement experiences with faculty at CMCC.
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In general, participants found that the instructors at CMCC were nice to students
and helpful in class. Some participants based their positive perceptions on how well the
instructors worked with students academically. Ingrid, an ESL student, expressed that
she got along well with the ESL teachers. She assured me that if students need help,
there were teachers who could explain things to them. Carlos also had a positive
perception of his ESL instructors. He felt that his current ESL teachers were all very nice
and that they were teaching much better than his high school instructors. He expressed
that he was learning a lot more English at CMCC than at his high school.
Sara had positive engagement experiences with one of her first ESL instructors,
with whom she continued to take more ESL courses. When discussing the CMCC
faculty, Sara always remembered that ESL teacher fondly.
They were very good. I remember that my first teacher was Jennifer Tennison.
Oh my God! She is a love, that woman. She's so good. She's great. I took a lot
of classes with her of grammar. Yeah and reading and writing. She's really
helpful. She's always pushing you in a good way but to do work, and if you do it
bad, she's always there helping you. She gives the work back to you so that you
can do it.
Sara took several courses with the same instructor and appreciated how the instructor
pushed her to learn the material and do her best as a student.
Like Sara, Aracelis stated that the teachers were nice and helped students enough.
She described her grammar teacher as being very helpful in class.
My relationships with my professors are good. They help a lot. My grammar
teacher is a person who 50,000 times you ask her, “I didn’t understand.”
She says, “I am here.” She goes again and explains it. You go again and
get confused. She goes again and explains it to you. She is good teacher. She
helps me a lot. Any doubt, there she is. What she tells us is “I came here to teach
you. I want you to leave here knowing. Not that you come and pass my class and
don’t learn anything,” so she is a very good teacher.”
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The most impressive instructor for Aracelis was the teacher who was willing to teach her
students and refused to let them only pass a course without learning the material.
The Hispanic Generation 1.5 participants, especially the older returning students,
appreciated teachers who were willing to work with students and push them beyond the
basic expectations of being in a course, as was evident with Sara’s description of Jennifer
and Aracelis’s description of her evening grammar teacher. However, other ESL
instructors were not ignored by the students. Aracelis explained that she had a positive
perception of her other instructors as well even though that perception was not as high or
as positive as her perception of the grammar teacher. She stated, “The grammar teacher
is Puerto Rican. And I understand really well [her] speaking. The other is American and
she is comprehensive. She explains to you enough the problems that you have with
writing and that. I am satisfied.” Aracelis was satisfied with having an instructor who
could identify the students’ writing problems and help them improve.
Like Aracelis, Juan appreciated similar qualities in his instructors. He mentioned
that all his teachers were nice and he liked them all. However, when discussing positive
instructors, he focused on his former ESL instructors who helped him with his reading
and writing skills. When describing his Writing 4 teacher, he stated, “She was nice. She
was very helpful. Anything you wanted, she would come early, stay late, between class.
Whatever you need, a question, she would stop, and it wasn’t a problem for her.” When
asked for an example of how a teacher had helped him, he explained:
I mentioned before the example “there, their.” I used to make a lot of those
mistakes and for my first essay, when I did it, she took me aside and I had a lot of
mistakes with those two words that were confusing, and she showed me. I don’t
remember what she told me, but she told me, “The best way to remember which
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one to put in a sentence was something.” I don’t remember exactly what it was
but she was nice.
Juan appreciated the instructor who was willing to identify students’ English language
weaknesses and help students understand and apply the necessary knowledge to improve
those areas. Juan remembered how he perceived his instructors because of his
engagement experiences with them, but he did not remember the actual engagement
experiences well enough to give specific examples.
Like Juan, Anthony appreciated how his ESL writing instructor focused on
isolating and articulating his areas for improvement and provided him with targeted
instruction based on his learning needs. Anthony explained:
Ralph, his mentality, was different from the other teachers.... He’s a really smart
guy. That’s what I think. I see him, and he’s like really smart, like the way you
do things. He gives me a paper. [He says,] "Correct this."
All right. [I say,] "This is wrong. This is wrong. This is wrong."
And he says, "All right. You missed all this, so this is what you have
wrong."
I was like "Wow that’s really clever." I would have never thought of that.
And he was showing me stuff, and I was like "I’m gonna stay in this class," even
though like it was easy, and I got lazy in one way, but it was good. It was good
for me. I was feeling [like] I was learning.
Ralph was perceived as an effective instructor because he isolated students’ writing
strengths and weaknesses, and he helped students improve in those weak areas. Anthony
saw that Ralph's instructional style and patience were unique and that this particular ESL
teacher had a strength that he did not find in other instructors outside of the ESL courses.

Personal Connections with Faculty
Some students developed positive perceptions of their faculty through emotional
connections that emerged out of their engagement experiences. G had been a community
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college student in New York prior to moving to Massachusetts and attending CMCC.
His perception of the faculty members was based on how much they cared for their
students, and he constantly compared his experiences at CMCC with his experiences at a
New York community college.
Down here, Ralph and Melinda actually care. Like they give you a chance. They
warn you. They're like “Hey look. You’re failing. Come on.” Over there you
fail, and they give you an F, and you don't pass, and that's it. And here if you are
failing, what do you do? What happens? They actually try to pull you aside and
say "Look, try to catch up. Do this work. Do this tutorial. Try to do it." But
over there in New York I feel like if you don't do it, nobody is there to help you.
If you're not paying attention or you don't understand, you're forgotten. You stay
with the rest.
G appreciated the effort that the instructors at CMCC took in order to make sure that he
was successful in his courses. These instructors did not just focus on teaching within the
classroom but on touching base with each student and making sure that the students
understood their academic skill levels within these two courses.
His engagement experiences with Ralph and Melinda, his writing and computer
applications instructors, affected his perception of the school and his sense of academic
duty. When G was not very successful in school, he felt guilty because he realized that
Ralph and Melinda cared about his learning and well-being, and they were taking extra
measures to help him succeed, which made him value CMCC even more. He described
some of his instructors’ attempts at helping him when he slacked off.
They’re good, but I’ve been slacking. Like I haven’t been going to a lot of them.
He tries to catch me and be like "Hey, look. Where have you been? You missed
our appointment." And it kind of makes you feel like, “Oh, look. He actually
cares,” me coming from an environment where nobody cares. If it's not your
parents or someone related to you, they're not gonna care.
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G valued his instructors’ acknowledgement of his presence as a member of the class and
his instructor’s openness about missing class sessions or assignments. This
acknowledgement by his instructors made G feel that the institution and its instructors
cared about him because the faculty held him accountable. Therefore, out of a sense of
duty and positive self concept, he developed a stronger sense of commitment to his
courses and the institution.
Some participants focused their perceptions of the ESL faculty on how well the
faculty understood the students’ non-academic needs and how non-academic needs
affected classroom learning and success. Stephanie tied her perceptions of the ESL
faculty to their understanding of her time constraints as a single mom. She explained:
I have Mr. Ronald. He is a good professor. I see him like a good professor. If
you need anything, he is there and he understands because sometimes like one has
a son, he know that sometimes one has an emergency. He says, “Don’t worry.
You can give me later the work. Don’t worry because of that. I will grade you
later.”
Mr. Ronald understood that sometimes Stephanie had responsibilities that kept her out of
the classroom, and he expressed his willingness to accommodate her needs. However,
not all of her instructors understood her circumstances. Like G, Stephanie developed a
sense of commitment to these courses and instructors who understood her situation,
acknowledged her as part of the course, and provided support that would allow her to be
successful in the course.

Negative Perceptions of ESL Faculty and Classroom Engagement Experiences
While most of the comments about the CMCC instructors were positive, there
were a few negative engagement experiences with some of the faculty at the school. For
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example, two participants had negative perceptions of the ESL faculty members at
CMCC. While Awilda generally described her teachers as being overall good teachers
within the classroom, she admitted that some of her teachers were lazy. She did not
elaborate further on the point, so it is difficult to know whether she was referring to their
general character or to specific teaching styles such as the use of group activities rather
than lecturing. Awilda’s perceptions of her ESL CMCC instructors were solely based on
classroom experiences.
When discussing their ESL instructors, both Ingrid and Stephanie had suggestions
for the improvement of instructional practices. Stephanie wanted teachers to explain
things better. She did not want instructors to go too fast or to go too slow when teaching
new topics in the class. Ingrid felt that teachers needed to take time out to see if students
understood the lessons. She explained:
Well, check that one understands…because you don’t do anything with
explaining if no one understands you. Take a moment and talk with us. Like “Do
you believe that you are doing well? Do you feel good?” And not speak so fast.
There are some teachers who go “Blah blah blah.” You talk too fast.
Ingridhad some negative experiences with an ESL instructor who did not interact with
students during lectures in order to ensure that the students were following along and
understanding the material. This lack of informal assessment affected her perception of
those instructors.
Ingrid was the only participant who was taking a hybrid ESL course, and her main
concern was that this particular ESL teacher was not clear during face-to-face
instructional time. She explained:
With the only one that I have problems is with the reading teacher. I don’t know
if it’s her or if it’s me but I don’t understand her. It’s not only what one has to do,
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the computer, or writing, but there are many times that she puts things like in an
English that sometimes I say it’s a tangled English that sometimes I don’t
understand. I ask her something. For example, “I need help. I don’t understand
this or that or whatever.” And when she is trying to explain it, she wants to
explain it so well that she becomes a mess, and I don’t understand anything. She
confuses me. So no matter what, I stay confused but with the other instructors I
do not have a problem.
One critical factor for Ingrid and many of the other Hispanic Generation 1.5 participants
was having instructors who could interact with the students in an understandable manner.
They needed reassurance that instructors could explain content in a manner that made it
accessible to the students.
Negative Perceptions of Non-ESL Writing Instructors
Most participants described the teachers’ interactions with the students during
class with a focus on the delivery of information during lessons. Some participants
explained how instructors tried to engage the students by telling stories related to the
course learning activities, especially in writing classes. However, this type of
engagement many times excluded students from the classdiscussion as was the case with
Juan. Juan explained:
We didn’t talk much. She usually one that do all the talking and try to get you
related and tell you stories. Once in a while you would throw yours in there just
not to make her feel bad.... and once in a while that class would get going and
relate their own stories or their own experience or stuff like that.
This type of in-class engagement allowed Juan to relate more to the instructor and the
course but not necessarily to become more engaged. While the instructor was trying to
engage them with his/her stories, Juan felt he was being pushed away from the classroom
learning.
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Like Juan, Anthony had a negative perception of his non-ESL writing instructors.
He viewed his Basic Writing instructor as lazy, and he felt that the classroom learning
was not as challenging as his learning experiences in the ESL writing course. He
explained:
Yeah like write a lot, add more details. To add more details. That's the only thing
they teach you, to add more details and stuff. It depends on the teacher too. Like
I think my teacher was lazy. A kid that is 10 years old, can walk into my class,
the Basic Writing class, be there for a week, and next week he can teach it
because he would say the same thing over and over again. "We're going to do
this.” Remind you about writing for next week. “Write about your favorite
object.”He just tells you what you need to do. In the sense that, "Oh. This is
what we do in the Basic Writing. You have to do this." No specific way to do
things, like to add details
Anthony had difficulty understanding different teaching styles across the different
curricular areas and the importance of fluency development in the Basic Writing course.
Like Awilda, he viewed some of the teachers’ instructional choices as evidence of
laziness rather than seeing the instructional choices as attempts to help students achieve
the desired learning outcomes. At the same time, the participants’ stories showed how
these instructors were not explicit about their instructional techniques and their reasons
for completing certain activities, unlike the ESL writing instructors.
Negative Perceptions of Content Faculty
There were some negative engagement experiences in the non-ESL writing
courses; however, most of the participants’ negative engagement experiences with faculty
took place within the math and science areas. While G only had positive comments
about his ESL instructor, Ralph Langston, he did not have any positive anecdotes about
his math instructor.

199

Those math teachers. They don’t care about us. And they sit there and eat. They
say do this and this and they’re eating. And you’re like “I need help.”
“I’ll be right there.” And you're like— I got kind of mean with her. I
didn’t mean to. I kind of called her a fat cow. She told me to get out and I said
"Okay" and I called her a fat cow. I’m not disrespectful, but I’m asking for help
and you rather sit there and eat. I mean, come on,Lady.
G struggled to work with this math instructor. He had found support in the ESL courses
and responsive instructors who helped him with learning challenges both inside and
outside of the classroom. When he got to his math course, he met an instructor who was
not as willing to meet students' learning requests in class. The instructor’s approach
made G feel disrespected by the teacher and perhaps resembled some of his negative
learning experiences in the community college in NewYork.
Juan also described negative engagement experiences with his math instructor,
which focused on not getting the appropriate level of instruction needed to be successful
in the course. He explained:
This teacher, he’d been teaching here for like 25 years, and every time he used to
go to the board, we, all the students, used to tell him, “We don’t know this class.”
He would just start writing or doing whatever he does and like if we knew what
we were doing. It’s just, to him, he’d been here so long that it was natural to him.
We’re like, “You need to slow down. That’s why we are here. We don’t know.
You start writing and we don’t know. We get lost. You need to slow down.” He
used to do it all the time, just like a habit, but he was a nice teacher.... That was in
Algebra 1 and Chemistry.
At the end of his anecdote, Juan noted that this instructional issue was evident in both his
math course and his chemistry course. He felt that thesenon-ESL instructors did not
relate the material enough to their students and did not teach to the students’ content and
English levels.
When asked about general instructional help during class time in the non-ESL
courses, some participants agreed that the instructors sent students to the course textbook
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rather than explaining the content area further. G explained that when students needed
help in a course, the instructors typically sent them to the textbook to do research and that
students could rarely find the instructors outside of the course. He compared his nonESL instructors to the ESL and Computer Applications instructors from his learning
community:
If you've got a problem, you go to the book or do research because these teachers
they would not write on the board, "Oh I'm in this room. Come see me." No. If
you didn't listen, there's the book. Do research. Like I just noticed that. [Melinda
and Ralph], actually you can actually find them and bother then and “Oh. Hey.”
Sometimes I be loud in class, "No. Stop. Repeat it. Repeat it." And she just
laugh, and she repeat it.
The aspect that G found disappointing in his non-ESL instructors' methods was that they
were not as willing to work with students outside of the class time. From the interviews,
it seems that the math instructors and many of the other content instructors were adjunct
faculty members who did not have a physical space or the time to meet with students
outside of class.
Perceived Effects of Negative Engagement Experiences with Faculty
Some of these negative engagement experiences with faculty members could
affect students' decisions to stay or return to an institution. After one year away from
CMCC, Aracelis wanted to return to school, but discovered that in order to continue at
the school she had to retake her pronunciation course because her final course grade was
lower than C+. She explained:
My only frustration was when I took pronunciation with Adam Hoover. That was
my only frustration. That was the only one. But after, everything fine. Because
it was the only frustration that in that time I don't know if I failed or passed with a
bad grade. I know that I got a low grade, like sixty something. I don't know if
with that one fails. I know that when I one time thought about returning to school
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and I went to check, I was told that I had to repeat that course. That was one year
after I left that I thought about returning.
Aracelis had a miscommunication with her instructor and did not know that she had
received a grade that was too low to move on to other courses. While taking the course
and completing assignments, she was not aware of the possibility of not passing the
course or needing to retake the course based on how she was being assessed. This lack of
communication with the instructor on the course learning activities, the final course
grade, and the effects of that course grade on her future registration efforts affected
Aracelis’ ability and desire to enroll in ESL courses. Feeling rather surprised and
deceived, she stayed away from CMCC for another eight to nine years. Her alienation
was caused by a lack of communication between the instructor and the participant.
Aracelis reacted to her negative engagement experience and alienation through
miscommunication by staying away from the institution for nearly a decade. Similar to
Aracelis, Juan completed a course where he felt that the teacher’s approach did not
promote engagement with peers or the teacher within the classroom. However, unlike
Aracelis, he completed and passed the course, and he stayed enrolled at that institution.
G, on the other hand, chose to drop out of Basic Math after experiencing negative
engagement experiences with a faculty member. He never attempted to speak with the
math instructor outside of class time, and he did not seek the advice of college advisors or
other faculty members.
The lack of communication and the perceived lack of support inside the math
classroom made G feel disengaged and alienated in the classroom. G continued to
explain the effects of this particular negative classroom experience:
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The math teacher. I ask you for help and you keep eating. That’s why I dropped
it. I was like, "No. Forget about it." And it's during class time. I feel like
everybody is struggling with the book and I’m like "For real? Really?" I just
went to the office the other day and dropped it. Whatever.
This negative in-class engagement experience with the math faculty member led G to
withdraw from a course that he was required to take in order to graduate. This negative
engagement experience could threaten his success in the school, especially if he has
negative engagement experiences with his future math instructor when he re-enrolls in
Basic Math.

Engagement with Faculty Outside of the Classroom

While the participants most commonly engaged with faculty inside class in
relation to classroom activities, they still communicated with faculty outside of the
classroom. Sara talked with her teachers outside of class; however, their conversations
focused on the classes that she was taking and the things that she did wrong in class. She
never discussed anything personal with any of her teachers. Like Sara, Juan interacted
with his instructors outside of class because some of his instructors arrived early to the
classroom. Before the start of class, they would chat about essays and writing in general,
but he never discussed anything personal with his instructors.
Aracelis, on the other hand, engaged with her instructors outside of class on both
academic and personal topics, but only before the start of class sessions. She explained:
Sometimes before going to the class, she and I arrive at the same time. We don’t
sit down, instead we go walking to the class and we go talking about the class, of
what she is going to do. Things like that. Sometimes she asks me of the kids.
With the writing teacher not much because she is a bit more quiet. Sometimes she
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arrives, “Hi,” and she starts writing on the blackboard what she is going to do in
the class. But that’s it. The other one is very communicative. She loves to talk
about her stuff. She loves to ask us stuff.
Aracelis’s only opportunity to interact with her instructors was before class and during
class; therefore, she appreciated the instructors who took the opportunity to have
conversations with her before class. From Aracelis’s perspective, the quiet writing
teacher might have been missing a valuable opportunity to interact with her students and
make meaningful connections because she did not engage her students in conversation
prior to class.
Anthony’s instructors engaged with him outside of class often since they would
see him during the daytime on the main campus. Anthony felt that instructors engaged
with him to see how he was doing outside of class, especially as he transitioned out of
ESL and developmental courses. When asked about how he interacts with instructors in
the school, he responded, “It depends. Like they always ask "How is everything? How is
your life?"I be like, "Oh I'm doing great as always." They like to hear that. Yeah. I just
tell them what I'm doing in school and stuff.”Anthony recognized unspoken social rules
of interaction between teachers and students at the school. He understood that the
instructors were checking on with him, and he provided responses that he believed would
satisfy them even though he was not always completely open or honest with them.
Not all participants felt that they engaged or interacted with faculty members
outside of class, especially the evening students. Ingrid did not mention any engagement
experiences with faculty outside of class, except in relation to her hybrid ESL course,
which required her to do activities online. She did not discuss interacting with her
instructor online via chat, email, or discussion board. Stephanie did not interact with
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faculty outside of the classroom, because as a young mother, she had to rush home after
class to relieve the babysitter and take care of her child. Carlos only interacted with his
instructors inside the classroom during class time or during class breaks. Awilda
confessed to not having interacted with her instructors outside of the class because she
did not have the opportunity to do so. All four of these participants were evening
students on the Lincoln campus,and their instructors were part-timers.

One-on-One Time with Instructors
Structured one-on-one time with instructors outside of the classroom provided a
greater positive impact than any other type of engagement with faculty at the college, and
the ESL instructors were more willing to work with students outside of the classroom
than developmental and content instructors. For example, Tomas remembered a former
CMCC instructor who always offered to help students during office hours or by
appointment if students were unable to make any of his office hours.
Fred Davis. Remember Fred Davis? He left like in 2005, but he worked with me.
He asked me to go to his office hours and if not he dedicate some other time to
help me in some of the grammar skills that I needed to improve.
Fred always reminded students of his availability outside of class time to work with them
on anything related to the grammar class or the school such as the campus layout and
student life. The time he devoted to students outside of the classroom made a positive
impact on Tomas and influenced his future learning experiences at the school.
Ralph, another ESL instructor, provided student support outside of the class
meeting time. Herequired that students meet him once a week for a 15-minute session,
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which they scheduled at the beginning of the semester. Anthony described those one-onone sessions with his writing instructor.
It was good.... He was mad. He was so mad at me all the time. "I can make you
such a good writer. I can do this. I just need to change some things. I can change
it. You can be such a good writer. We just need to change some little things,
some silly mistakes that you make." Oh. This is good. I had fun with Ralph. It
was good.
Anthony appreciated the personal investment that Ralph made in all of his students,
proving that he cared about his students and their learning experiences. This perceived
investment motivated Anthony to continue with his studies and focus on his goals
regardless of his ESL placement.
Overall, the participants who experienced structured one-on-one time with faculty
members appreciated the attention provided during that one-on-one time and how the
instructors reached out to them for those sessions. The sessions provided students with a
critical opportunity to focus on the types of writing and English language issues that are
typical of many Hispanic Generation 1.5 students at CMCC. In addition, the
individualized attention demonstrated the instructor’s level of caring and investment,
which the students could identify and appreciate. G explained how Ralph communicated
with him and what happened when he missed any of his appointments. He explained:
He'll [Ralph'll] call you. He'll be like, "Hey, remember your meeting." Mm
hmm. I’m surprised he don’t text. But nah like he makes you. I just noticed that.
They are the only two that do care, that do that.... Ralph and Melinda. Yeah.
Like out of that, out of all the courses in the two colleges I’ve been, that’s rare.
G and most of the daytime Hispanic Generation 1.5 participants were impressed with the
personal and persistent attention that they got from their ESL instructors, especially
outside of the classroom.
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The structured one-on-one time provided a valuable engagement and learning
experience for the students in the ESL courses and was available particularly to the
students who took courses in the daytime. The instructors who engaged in structured
one-on-one time with the Hispanic Generation 1.5 students were the full-time faculty
members who mostly taught day courses on the Hawthornecampus. The evening
students all had adjunct instructors since full-time faculty were contracted to work only
up to 4 p.m. at CMCC based on union regulations. Also, all evening ESL courses were
taught only at the Lincoln campus in Lincoln, Massachusetts; therefore, the evening
students did not get to experience college life on the main campus until after they
finished their ESL courses depending on their future certificate or associate's degree
program.
The students who were most satisfied with their engagement and classroom
learning experiences with faculty were the daytime students who took courses with the
full-time faculty members on the main campus in Hawthorne, Massachusetts, and had
access to structured one-on-one time with the faculty members outside of the classroom.
The evening students were the ones who engaged less with faculty members inside and
outside of the classroom and who were least satisfied with their experiences at CMCC.
These findings on out-of-class engagement with faculty are supported by Umbach’s and
Wawrzynski’s finding that students valued out-of-class faculty-student interactions more
than in-class interactions (2005). Therefore, more of these valued one-on-one
experiences could have enhancedthe participants’ sense of membership and belonging at
CMCC.
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Integration Support for Students
Fred Davis played a critical role in helping students develop a sense of belonging
at CMCC, beyond the area of ESL, by helping them learn about the physical spaces and
meet key non-ESL faculty at the main campus.Tomas described how Fred took his ESL
students on a tour of the college’s main campus in Hawthorne. Tomas explained:
I remember one time that Fred took us on a tour to like in the Hawthorne
[campus] because all the classes I was taking were at the Hawthorne campus. So
that first semester he took us around the campus and he introduced [us] to all the
professors. So it was like, I was already like knowing more like outside ESL
circle. I was getting to know all the professors that some of them were my future
professors.
During the tour, Fred showed his students all critical aspects of the institution, including
the student center, and he introduced them to many developmental and content area
faculty members. Understanding the physical layout of the college helped the students
navigate the college campus and helped them feel more comfortable at CMCC.
Work-based Engagement Experiences
Another type of engagement experience with faculty was work-based engagement
with faculty members through part-time employment and work study programs. This
type of engagement was perceived by CMCC students and graduates as having a
significant impact on their sense of belonging to the institution. Tomas had the
opportunity to work at CMCC through the federal work-study program. As a work-study
student, he worked for his former reading and writing instructors Gregory Winston and
Jocelyn Foster. Working with them provided him with the opportunity to engage with
them on a daily basis and to engage with other faculty members from the ESL,
developmental, and credit programs as he completed his daily activities. However, he
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was the only participant who participated in the work-study program and one of the few
who even knew of its existence.

Involvement with Institutional Committees and Initiatives
Having met many faculty members, deans, and department chairs through his
work-study experience, Tomas was exposed to another type of engagement experience,
which he felt had the greatest impact on his sense of belonging at CMCC. A faculty
member invited him to sit on a committee with other faculty members for an appreciative
inquiry project at the college. He explained:
So one day I found Tracy Cooper and I said hello to her, and she told me to sit
down and how they were working on the appreciative inquiry project…. She told
me that they were trying to gather a group to work on that and how they were
thinking about finding four students. The goal was to have 40 to 44 members of
that committee, and they wanted to have four students. I was so impressed. I am
still so impressed of how she could think of me to represent the student
bodycommunity of CMCC. There were three other students, which I don’t know
very well too. And I was during those meetings, I would look at the whole group
and all of them would know me, and how any time it was my turn to talk, they
would look at me.
The invitation to join the college committee was an honor for Tomas, and it provided him
with an opportunity to have meaningful interactions with CMCC faculty about the
institution and about ways of improving the college experience for other students. Those
engagement experiences with faculty through the inquiry project helped Tomas develop a
deep sense of belonging to the group of faculty members and the institution that lasted
years after graduation.
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Engagement with Faculty and Belonging at the Institution

Faculty had the greatest impact on students' sense of belonging at the institution
through the interactions and general engagement experiences with students inside the
classroom as well as outside of the classroom. How faculty made the participants feel in
the classroom was critical for the students’ comfort and belonging in the classroom,
which affected their general belonging at the institution. This finding is aligned with
Chickering’s first principle of good practice in higher education, which focuses on
increasing interactions between faculty and staff (1987). Many of the ESL faculty
members, in particular, Ralph, who was the upper level ESL writing instructor, played an
instrumental role in helping studentsdevelop a sense of belonging in the classroom
regardless of the students’ initial perceptions of their ESL placement. All students who
took writing with Ralph felt that they learned in the course, even though it was an ESL
course, and they all expressed satisfaction with the instructors’ level of interest inside and
outside the classroom. They all believed that Ralph wanted them to succeed, and by the
end of the semester, none of them felt that the writing course was a waste of time or that
they did not belong in that course. Their positive engagement experiences in Ralph’s
ESL writing course and their developed sense of belonging through those experiences
helped them develop a sense of belonging at CMCC as well.
The non-ESL instructors were not as effective in helping students develop a sense
of comfort and belonging in the course, especially in reading, math, and the sciences. For
example, Juan felt that some teachers made him feel uncomfortable in the courses even
though they were nice. For Juan, the teachers were all nice, and they tried to engage him
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in the courses. However, not all his teachers could make him feel like he belonged in the
course or likehe was getting something valuable from being in that course.
Unfortunately, all participants who had taken math and science courses were unsatisfied
with their classroom learning and general engagement experiences. These content
instructors did not help the participants develop a sense of belonging at the institution,
and sometimes they help develop feelings of alienation, which led to at least one
participant, G, withdrawing from his math course.
The most powerful type of engagement with faculty that could be made accessible
to all students was structured one-on-one time with faculty members. In her dissertation,
Oudenhoven (2006) found that Hispanic Generation 1.5 students desired more one-onone assistance from their faculty members, which supports the students’ positive
perceptions of their one-on-one time with faculty at CMCC. This out-of-class
engagement experience with faculty provided students with an opportunity to discuss
strengths and weaknesses of their own work and improve on their weaknesses. In
addition, the faculty members used this one-on-one time to assist students with matters
relevant to their academic survival and success at the institution.
The rarest engagement experiences had the greatest impact on developing a sense
of belonging at the institution rather than just the courses or a specific group of people.
However, only Tomas had an opportunity to engage in these rare experiences among all
the interviewees. Participating in the federal work-study program allowed for a variety of
engagement experiences with faculty and staff that helped students feel part of a group or
community within the institution. Also, participating in institutional initiatives, projects,
or committees gave students a feeling of being needed and appreciated by specific
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communities within the institution and those experiences and feelings had a great impact
on developing a sense of belonging to the institution. Being on the inquiry project
committee made Tomas feel that CMCC was a family and the students were the children.
This feeling of family became the greatest contributor to his sense of belonging at the
institution.

Engagement with Faculty in Comparison to Other Immigrant Groups

Like the Hispanic Generation 1.5 participants in this study, the interviewees in the
other three groups (i.e., first generation, second generation, and Haitian Generation 1.5)
had the most satisfying engagement experiences with the ESL faculty. The first
generation Dominican interviewees felt that the ESL teachers were more interested in
their classes and students than the developmental or credit instructors, and that they
provided clearer and better structured instruction inside the classroom. The second
generation interviewees expressed that their ESL writing instructor was invested in their
success and acted as both teacher and guidance counselor unlike their non-ESL
instructors. The Haitian Generation 1.5 interviewees appreciated the ESL writing
instructor’s method of identifying their errors and helping them become better writers
through targeted instruction.
The interviewees had negative perceptions of non-ESL instructors just like the
Hispanic Generation 1.5 participants. Some of the interviewees felt that the content
instructors were difficult to find outside of the classroom and that they did not care for
the students as much as the ESL faculty members. Laura mentioned that once students
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were in credit courses, they were on their own with faculty support. All interviewees in
the three groups who were taking or had taken math had negative engagement
experiences inside of the classroom with those math instructors, similar to the Hispanic
Generation 1.5 participants’ experiences.

Engagement Differences among the Three Units of Analysis

Most of the participants were not satisfied with their initial ESL placement at
CMCC and the related exclusion from taking credit courses while completing ESL
coursework. However, Hispanic Generation 1.5 students engaged more often with their
ESL faculty and generally had more positive perceptions of their ESL faculty and their
engagement experiences with those faculty members. The ESL faculty engaged more
with students inside the classroom, and they created more intentional and sometimes
required engagement experiences with students outside of the classroom as well. The
ESL faculty members were unique in their development of intentional out-of-class
engagement opportunities, such as Ralph’s required weekly one-on-one meetings. The
ESL faculty members also were unique in their use of office hours to interact with
students on classroom topics and assignments and to provide assistance with personal
matters and general college survival skills. Feelings of belonging to a group, program, or
the institution developed most intensely within the ESL courses and the faculty members
played a key role in helping students develop the necessary initial comfort with the
institution and faculty.
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Negative engagement experiences shared during the study interviews occurred
with faculty who taught developmental and credit courses. In developmental courses,
students interacted very little with faculty members outside of the classroom. Students’
negative engagement experiences with faculty within the classroom occurred mostly with
the math and science instructors. The students did not interact with the math and science
faculty members outside of the classroom, and they had negative perceptions of their
engagement experiences with these faculty members inside of the classroom. Therefore,
the students engaged with faculty inside and outside of the classroom the most while
taking ESL courses. They engaged less with faculty while taking developmental courses,
and they rarely engaged inside or outside of the classroom with their instructors while
taking credit courses.

Summary

Engagement experiences with faculty played a powerful role in the students’
sense of belonging at the institution; however, many students, especially the evening
students, did not engage with faculty outside of the classroom. The first effective form of
engagement was structured one-on-one time with course instructors outside of the
classroom hours because students developed a sense of belonging within the classroom,
through the relationship with the instructor and then a sense of belonging to the
institution. However, only the full-time day students with limited or no family
responsibilities had the opportunity to engage with faculty through these two forms of
out-of-class engagement. All the other participants did not have the opportunity to

214

participate in these two forms of engagement, especially the evening students who mainly
had access to adjunct instructors.
Another effective form of engagement for the development of a sense of
belonging was engagement with faculty outside of the context of coursework.
Engagement experiences with faculty through work study programs and college
initiatives forced students to interact with faculty on matters other than classroom
learning and to develop significant relationships with faculty members. However, only
one Hispanic Generation 1.5 participant knew about these opportunities. The following
chapter will discuss the engagement experiences of Hispanic Generation 1.5 students
with the staff at the college, particularly the academic support staff.
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CHAPTER VII
ENGAGEMENT EXPERIENCES WITH STAFF

All college students interact with college staff, particularly those in student
services offices and academic support areas. Students’ first interactions at an institution
usually occur with a staff member, especially during the enrollment process. Generally,
college students continuing engaging with college staff members throughout college for a
variety of reasons including advising, registration, tutoring, financial aid, and career
services. The purpose of this chapter is to present the findings on Hispanic Generation
1.5 students' engagement experiences with the staff at Commonwealth of Massachusetts
Community College. First, the engagement findings with student services and academic
support staff will be presented followed by students' perceptions of those engagement
experiences. The chapter will end with findings on mentorships and one-on-one support
as critical engagement experiences at the college and a discussion on how engagement
experiences with staff relate to Hispanic Generation 1.5 students’ development of a sense
of belonging.

Engagement with Student Services Staff

Since most times student services staff members are the first to engage with
students during the enrollment process, they play a critical role in students’ initial
perceptions of the institution and their overall feelings of comfort and belongingness.
However, the study participants did not have much to say about the staff in the student
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registration areas. In general, most participants felt that the people were nice and helpful
but could not share examples of their interactions. Even though the support services staff
was available on both campuses during day and evening hours, the Hispanic Generation
1.5 participants who assessed into ESL courses rarely engaged in the same advising and
registration processes as the other CMCC students.
The ESL faculty and staff advisednearly all students who assessed into ESL
courses, including Hispanic Generation 1.5 English language learners, in one-on-one
sessions or at one-stop registrations set up specifically for this population. Therefore,
Generation 1.5 English Language Learners rarely engaged with student services staff
while they were enrolled in ESL courses. If the participants wanted to engage with a
student services staff member, they would see the bilingual advisor who worked on the
Lincoln campus and focused on helping current and former ESL students. After
completion of their ESL coursework, most of the participants, who were former ESL
students, took advantage of other one-stop registration opportunities, returned to former
ESL instructors for advice or worked with the bilingual advisor on the Lincoln campus.

Engagement with Academic Support Staff

The Hawthorne campus and Lincoln campus both had academic support facilities
that offer tutoring services for students taking ESL, developmental, and credit courses.
Students enrolled in ESL reading courses were required to complete lab hours with the
academic support staff in the English Language Center (ELC). Students enrolled in
developmental reading or writing courses were required to complete tutoring or lab hours
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with the Academic Support Staff at the Reading Center and the Writing Center.
Therefore, the study participants had engaged extensively with the academic support
tutors on their corresponding campuses, except for Aracelis who had yet to take the ESL
courses that have a required lab or tutoring component.
Some instructors who taught other ESL courses besides reading included lab
activities in their courses like Stephanie's Listening and Speaking instructor who had the
students complete an oral English language assessment in the ELC and then asked the
students to return to the ELC for instruction and practice on some of their weak areas. G
was the only student who admitted to using two other types of academic support services:
the newer content peer tutoring program and SmartThinking, which is an online tutoring
service used mostly for writing and content courses.After a few negative engagement
experiences with face-to-face tutors, he preferred using SmartThinking rather than
working with the tutors in the traditional academic support areas including the ELC, and
the Writing Center.

Positive Perceptions of Staff and Engagement Experiences
Generally, the participants found the academic support staff to be nice and
helpful. ESL tutoring was offered from 9 a.m. to 2 p.m. on both campuses and in the
evenings on the Lincoln campus. Developmental reading and writing academic support
was offered on both campuses to day and evening students. The Lincoln campus
participants who were capable of working withday or evening tutors preferred to work
with the daytime tutors and described the daytime tutors and their interactions much more
favorably than those participants who had worked with the evening tutors.
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The most significant engagement experiences with academic support staff
occurred on the main campus’s ELC with the full-time day students. All students who
engaged with the academic support staff at the ELC on the main campus only had
positive comments about the staff and their engagement experiences. Tomas enjoyed
working with the ELC tutors and many times chose to interact with them rather than
spend time with his peers. Even after completing his ESL coursework and moving on to
credit courses, Tomas continued to work with the ELC staff. He explained:
That is what I like about the ELC staff, that even though you're not an ESL
student anymore, they still welcome you into their doors. So I was still going to
their center to ask for help. Every time I would write an essay, I would go to the
ELC.
Tomas saw his interactions at the ELC as very important and the special engagement
opportunities made him feel like the institution was providing him with tools and support
to be successful.
Anthony enjoyed working with the same staff as Tomas, and he continued to
work with them even after enrolling in credit courses. Sometimes he went to the ELC to
seek assistance for his assignments. Most times he went to the ELC to chat with the staff,
share ideas, ask for advice, and complete assignments on the center’s computers. When
asked why he continued to visit the ELC, he answered:
Because they're friendly. It's good. We talk about different things. House.
Everything. We can talk about the news. I have something to talk about with
them. They give me suggestions. They give me this. If I just walk in— I don't
need them. It's not that I don't need them in one way, like "Yes. I need this. I
need to be here." No. I go. I just go. I'm not supposed to be there, but I just go.
It's fun. They're nice people.
Anthony enjoyed the company of the ELC staff and stopped by whenever he had free
time. He also stoppedby the ELC in the early morning, before regular tutoring hours, to
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print his assignments and ask them for advice about the wording or presentation of his
ideas.

Negative Perceptions of Staff and Engagement Experiences
The Hispanic Generation 1.5 participants sometimes had negative perceptions of
the academic support staff. Sometimes those negative perceptions reflected onto the
academic support staff were based on the students’ attitudes and perceptions of the
academic support activities rather than the staff members themselves. For example, Sara,
Anthony, and Juan did not enjoy the required reading lab activities, which consisted
mainly of reading passages and answering related questions. Juan found the reading
activities to be boring because the passages were outdated, and many times, he did not
see applicability in his life or could not make connections with the text. Anthony saw the
reading activities as part of a silly but required game in which he had to get through the
reading cards as fast as possible, one card at a time. He did not find educational value in
the required reading lab activities. Sara did not enjoy working in the ELC reading lab
because the reading activities were tiring. These students reflected their perceptions of
the activities onto their relationships with the academic support staff. They rarely spoke
with the reading tutors unless it was part of the reading activity, and they did not have
much to say about them during the interviews.
The students had different perceptions of the writing tutors. Writing tutorials
were not required for the ESL courses, but all developmental writing students were
required to work with a tutor on every single essay, with a minimum of 12 essays in a
semester. Similar to his perceptions of the reading activities, Juan found the writing
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tutorials boring, and he had very little to share about his experiences with the writing
tutor for developmental writing. However, he was in support of more writing tutorials
and felt that the ESL writing courses should require writing tutorials as well because
writing was a critical area for the ESL students.
Anthony preferrednot to have writing tutorial requirements for developmental
writing courses. He found the writing tutors to be annoying and the requirement to be
useless. He explained:
For the writing, it was annoying. Because like if I have the work… there was one
way that I had to check it. But like "Ah I have it done. Good. Wait a minute, I
have to bring it to the lab so that they can check it, so that they can just…sign it.
Oh no!" So I'd be like "I have it done. It's good. I think it's good. You [the
teacher] should check it." But no. They [the teachers] needed a signature from
them [the tutors], and it was annoying. Because what you do you guys do? You
guys correct it? Change some things? ….For the Basic Writing…I think they
[the tutors] just want to have something to do. I don't know. They just want a
job.
Anthony did not value his work with the Basic Writing tutors and was upset over the
curriculum requirement to see a Basic Writing tutor for each assigned essay. He
preferred to skip the required Writing Center step and simply submit his assignment to
the developmental writing instructor.
Part of Anthony’s frustration stemmed from how the tutors interacted with him on
his almost weekly visits. He explained:
And for the Basic Writing, I used come in, "Here. Sign in." And it was like they
were just cold…. Like too strict. Like you get next. "Any questions? Next." I
was mad. Okay. I just want to get out of here. Sign it, please. I'm out.
Anthony presented the mismatch between the tutor’s intention or situation and the
students’ perception of the tutor’s intention. The developmental writing tutors at CMCC
were trying to work with all the students enrolled in developmental writing courses,
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which totaled over 20 sections in the fall semester. There were about three to four
writing tutors for the Basic Writing students on both campuses combined, and the
curriculum required that each Basic Writing student meet with a tutor for every single
essay, which averaged to 12 essays in one semester. The tutor intended to assist all the
students with their papers, and sometimes she would get up to 20 students in a 5-hour
workday. Anthony interpreted the swift process as the tutor not caring about the students
and their work. Her attempt to help all her students diminished her ability to have
meaningful interactions with the students.
Some participants described certain tutors as disrespectful, cold, or uncaring
based on their own interpretations of the tutors’ intentions and how they believed the
tutors perceived them during tutorials. For example, Ingrid found that the evening ELC
tutor on the Lincoln campus had a negative attitude and was bored with her job. The
tutor did not provide Ingrid with explanations for incorrect answers and did not answer
questions about the reading activities with enough depth, unlike the daytime tutors at the
same location. Therefore, Ingrid missed some of her required lab sessions because she
did not want to work with the evening tutor, and eventually took extra trips to the campus
to work with the daytime tutor instead. The initial negative interactions with this English
language tutor affected Ingrid’s desire to attend required tutoring and seek any additional
academic support that she needed to be successful in her ESL reading courses.
G refused to work with the college’s tutors whenever possible because he had had
negative engagement experiences with the non-ESL tutors, which had left him feeling
uncomfortable and embarrassed. He explained:
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Yeah ‘cuz like it’s a little bit embarrassing because let’s say I get some words
wrong, and like I tried it, and they look at you like "My god you don’t know how
to spell that." That made me feel uncomfortable. Like "My bad. You know? I
thought you were here to help me." …That was in Lincoln. So since that day I
do the online tutoring for my writing.
He explained that the negative comments about his writing from an academic support
person could “get to students” and affect how students feel about their academic abilities
and their sense of belonging at the institution. Since he was not required to see a face-toface tutor for his courses, he used SmartThinking for his tutoring whenever possible.
Structured One-on-One Support
The most significant engagement experiences with CMCC staff members, outside
of academic support centers, occurred through one-on-one interactions provided by
structured engagement programs or experiences. For example, Tomas was provided with
a mentor at the college as part of his presidential scholarship award. Through this type of
engagement, he acclimated more successfully to the institution.
It was my mentor, Danny Gomez. He was my mentor because when I applied for
the scholarship, the scholarship that I received that it was from CMCC, that
scholarship I had a mentor. I was able to have a mentor through that scholarship
as well. So Danny Gomez, he's no longer there. He was the person I would turn
to during my first year, and during my second year. So he the one who wouldtook
me for lunch, asked meanything I was concerned with. "Tell me about your
intentions after the ESL curriculum." So having him as a mentor was the most, it
was made my first year easier because I was being told like expectations after
ESL. How to live, you know, like the student life at CMCC. How could I take
advantage of the different sources, different opportunities like being part of
student activities and things like that.
Having a mentor through a structured program was a key factor in Tomas’s success at
CMCC. During that first year, he received support, advice, and information about
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various aspects of college life, including study habits and how to balance multiple
responsibilities.
However, not all mentorship models were successful with the students. Some of
the college staff might have tried to provide students with advice and help them set some
goals, but the students did not always perceive these interactions as being supportive of
their success. For example, G felt that he was targeted by a potential mentor to join the
army because he had some setbacks in life and was trying to move forward by studying at
CMCC. G explained:
And why is that like when the army visits the colleges, they always choose the
kids or the people that are like be looking down, "Oh I wish I could just drop out,
move back." That's what they do in Lincoln. I'm telling you, there are some
advisors there, they've got the pens, they've got the things, like promoting that
because they are getting a cut for each kid they put in. Cuz I lost a brother in Iraq.
And like— Not to say names. But there's a male, like he promotes it like "Damn!
How much are they paying him?" And like he tried to give me that bullshit, I just
backed up. I just got Dominican on him. I was like "Mira. I already lost a
brother. Remember me and get another kid."
G interpreted the potential mentor’s advice about army life as discriminatory because he
was a low income Hispanic at a community college living on his own in a poor factory
town. With his frustration, G felt a need to “get Dominican on him,” by giving the
advisor his honest perspective on how the army had already negatively impacted his
family. G felt that he had not received advice on various options or ways to move
forward with his academic goals from the staff and potential mentors outside of the ESL
faculty and staff. Therefore, he found that the ESL faculty members were more open to
listening to him and guiding him than the college’s advisors and enrollment staff.
The college's TRIO program was a DOE grant-funded program for first
generation college students. It provided many engagement opportunities for the students
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at CMCC and was the source of mentors for some of the students. Anthony had been
admitted into the college's TRIO program, and through this membership, he was invited
to social field trips as well as field trips to 4-year institutions in NewEngland. Tomas
also worked with the TRIO program and engaged in their various activities. He
described one activity with a mentor from the TRIO program.
Okay. Kathy Moore. We developed a very close relationship. She was a very
good mentor to me. She started working with me and like writing the essay and
applying for giving the commencement speech. I was focusing on my classes
because I wanted to get the best GPA I could get, but I was also focusing on that
because that was going to be my goal at graduation, for the time of my
graduation. And Kathy Moore, she looked online and found out the things that I
wanted to say during commencement. And I didn’t get to be the commencement
speaker, but she was still helping me in getting the outstanding student award, and
I was so proud that I was, I received the outstanding student award in 2007. And
Kathy Moore, she dedicated so much time in me receiving that award. So that is
one moment that I think of now being at CMCC.
The TRIO program provided Anthony and Tomas with opportunities to interact with
college staff and potential mentors. Through this program, they engaged in various
academic activities and interacted with key personnel who became his mentors on various
projects.
Unlike the daytime students, the evening students in the study did not describe
any mentorship opportunities at the college. None of the Lincoln campus students (day
or evening) described any mentors or mentorship opportunities even though the TRIO
program was on the Lincoln campus as well. With the exception of Anthony and Tomas,
who were both day students on the Hawthorne campus, none of the Hispanic Generation
1.5 participants were aware of the TRIO program even though the TRIO program was on
both campuses and all the participants were first generation college students.
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Engagement with Staff and Belonging at the Institution

Generally, all the study participants had engaged with the academic support staff
at CMCC, except for Aracelis who had not taken an ESL course with a required lab
component. At CMCC, the Hispanic Generation 1.5 ELLs had a high level of academic
support usage and a high amount of interactions with the academic support staff because
the initial encounters were required for certain ESL courses. This academic support
requirement forced students to interact with the tutors while completing ESL coursework,
and most of these engagement experiences were positive for the study participants.
Positive engagement experiences with the academic support staff led to continuous
engagement with them outside of curricular requirements throughout their college
experiences as was the case with Tomas and Anthony.
Having positive engagement experiences in an academic support center helped the
participants develop a sense of belonging through the positive interactions within that
physical space. For Anthony and Tomas, the ELC was a critical factor in their
development of a sense of belonging to the institution, and they continued to engage at
the center even while completing credit coursework. They had a stable environment with
a group of people who were highly involved in their students’ learning outside of the
classroom and who were part of the advising and registration team during one-stop
registrations for ESL students. The ELC and its staff served as a central home physically
located near classrooms in a space conducive to individual and group work with
computer areas along the sides. Unfortunately, the evening students did not have these
choices or opportunities for finding a home within their college setting and they did not
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have as much access to the staff with whom to engage for matters of coursework,
academic goals, and life.

Engagement with Staff in Comparison to Other Immigrant Groups

The Hispanic Generation 1.5 participants generally had positive engagement
experiences with the ESL academic support staff, especially with the daytime tutors on
the Hawthorne campus. Their engagement experiences with the ESL academic support
staff are similar to those of the first generation Dominican interviewees, who had positive
engagement experiences with the ELC employees. However, the second generation and
Haitian Generation 1.5 interviewees had not worked with any of the ESL academic
support staff members.
In developmental courses, all students are required to work with the
developmental academic support staff. The Hispanic Generation 1.5 participants did not
enjoy their engagement experiences with the developmental academic support staff
members, and they focused their interactions only on the required assignment. Like the
Hispanic Generation 1.5 participants, the first generation Dominican interviewees only
used the academic support services when required for a course. The second generation
interviewees did not use the developmental academic support services. The Haitian
Generation 1.5 interviewees sometimes sought assistance from the academic support
staff, but they preferred to get help from peers unlike the Hispanic Generation 1.5
participants.
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Like the Hispanic Generation 1.5 participants, the interviews in the three groups
preferred not to use any of the voluntary academic support services for students enrolled
in credit courses. As mentioned earlier, G used SmartThinking, a virtual academic
support service, whenever he needed assistance. The second generation students were
not comfortable using the academic support services offered to students enrolled in credit
courses. The Haitian Generation 1.5 participants preferred to work with peers. The only
exception was with the math lab. Two interviewees (Kevin, a second generation
immigrant, and Yesenia, a first generation Dominican) described positive experiences in
the math lab and saw the math lab as a comfortable place where they could get tutoring
on any aspect of math.

Engagement Differences among the Three Units of Analysis

The most significant engagement experiences with staff occurred in the English
Language Center, an academic support area for students taking ESL courses. Those
students who engaged with the staff at the ELC on the main campus in Hawthorne found
the experiences to be rewarding and continued to visit the center and ask for academic
and personal advice even after completing their ESL coursework. The ELC staff in that
physical lab space helped the participants develop a sense of belonging, which the other
academic support areas were not able to do for the Hispanic Generation 1.5 participants
in the study. The participants did not express positive engagement experiences with nonESL staffwhile completing their developmental and credit coursework. Again, as was
discovered with the interactions with the ESL faculty, the interactions with the ESL staff
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at the main campus were the most critical for the development of a sense of belonging for
the Hispanic Generation 1.5 participants regardless of how they felt about their ESL
placement.
The Hispanic Generation 1.5 used the ESL academic support services extensively.
They completed lab and tutoring sessions on both campuses. However, while engaging
with the ESL academic support staff, the participants moved beyond the required worked
and discussed school, work, and life issues with the staff members. The engagement
experiences stemmed out of the academic requirement, but blossomed into broader
engagement experiences through which students could have genuine discussions with
someone else at the campus while getting advice on different matters.
When the participants moved on to developmental courses, they were required to
use the developmental academic support centers. The students completed their academic
obligations, but the engagement experiences with the academic support staff focused
solely on the reading and writing assignments. The participants felt uncomfortable
engaging with the developmental academic support staff on matters other than the
required reading and writing activities. In the credit-bearing courses, the participants
rarely if ever used the academic support areas for credit courses, and when needed, some
preferred to use virtual academic support labs such as SmartThinking.

Summary

This chapter presented the findings on student engagement experiences with the
college staff, and revealed that the Hispanic Generation 1.5 students who assessed into
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ESL courses rarely had interactions with the college advisors and enrollment staff. They
were advised and registered by the ESL faculty and the ELC academic support staff,
limiting their engagement opportunities with non-ESL staff members. However, the
participants’ most positive engagement experiences were with the ELC staff on the main
campus and the daytime ELC tutors on the Lincoln campus. While most of the
engagement opportunities were initially required as part of the ESL coursework, the
students who had positive engagement experiences with the ELC tutors continued to visit
the center even after completing all ESL coursework. The ELC on the main campus
played a critical role in helping some of the participants develop a sense of belonging at
the institution.
Another critical type of engagement experience with staff members took place
with mentors. Mentorships were very critical in developing a sense of belonging for
Tomas, and he was able to engage with a mentor throughout his entire college experience
at CMCC, first with his presidential scholarship mentor, Danny Gomez, and then with his
TRIO program mentor, Kathy Moore. The TRIO program provided students with access
to staff members and mentors. Tomas took advantage of his TRIO resources and worked
closely with a TRIO staff member who he viewed as a mentor. As a fellow member of
the TRIO program, Anthony had not taken advantage of the program’s mentorship
services, but was already engaging in various activities and interacting with the staff
members. However, most participants had never heard of the TRIO program at CMCC.
The following chapter will focus on factors that affected engagement at CMCC.
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CHAPTER VIII
FACTORS THAT AFFECT ENGAGEMENT AND BELONGING

Chapters 5, 6, and 7 presented findings on Hispanic Generation 1.5 students’
engagement experiences at Commonwealth of Massachusetts Community College.
However, through the course of the study, data emerged demonstrating that students’
engagement experiences at CMCC were affected by numerous factors outside of the
college, and, therefore, outside of college engagement initiatives. The purpose of this
chapter is to present the findings on the factors that affect Hispanic Generation 1.5
student engagement and belonging at CMCC.

K-12 U.S. Engagement Experiences

Because Generation 1.5 students come out of U.S. high schools and move straight
into the college setting, their U.S. high school engagement experiences and their
perceptions of those experiences could affect their willingness to engage at the college.
The findings showed that the Hispanic Generation 1.5 participants who were highly
engaged in high school were highly involved at CMCC. For example, Anthony was a
highly engaged student in high school. He studied and ran for the track team, becoming
captain of the team his senior year. He was friendly, outgoing, and social with his peers
and teachers inside and outside of school. He often even brought friends home. In a
similar fashion, Anthony was highly engaged at CMCC with his teachers, tutors, and
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peers, and he continued his athletic tradition by joining the CMCC track team and
becoming both team captain and main recruiter.
Unlike Anthony, the other Hispanic Generation 1.5 participants were not very
involved in high school sports. However, some of them were involved in academic
activities outside of class time. Even though Tomas was in a U.S. high school for only
one year, he was highly engaged in academic activities and spent a significant amount of
time with teachers and tutors outside of the classroom setting. When he was at CMCC,
he did not spend much time with his peers, but just like in high school, he spent a
significant amount of time with his instructors and tutors outside of the classroom.
On the other hand, those participants were rarely engaged in high school except
when necessary (e.g., classroom activities, academic work) were not highly engaged at
CMCC outside of the classroom. For example, in high school, Awilda and Stephanie
were isolated from the mainstream population for approximately one year through a
transitional program, and then they were integrated with the rest of the population. In
high school, they were not very engaged with their instructors or their peers, and they
rarely had opportunities to get involved at their school. Now at CMCC, they both barely
engaged with teachers and staff, including their ELC tutors. They rarely engaged with
their peers, and their minimal peer engagement experiences were mainly within the
classroom.
Sara was in a transitional high school program as well, and did not discuss
engagement at her high school, focusing mostly on the curriculum. She struggled to fit
into her high school her first year and ended up returning to the Dominican Republic for
her sophomore year in order to get back on track. After returning to the U.S., she focused
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on learning the English language, passing her courses, and graduating. At CMCC, she
seemed a bit removed from her peers, and she rarely interacted with her peers except
within the classroom.
Some participants did not have positive engagement experiences in U.S. high
schools and felt isolated in the school setting. These participants were engaged within
the classroom with the instructor, but not outside of the classroom with faculty, staff, or
peers. For example, Aracelis had many negative engagement experiences in high school,
and in CMCC, she did not think much about being engaged and did not demonstrate
willingness or desire to be more engaged at the college.
Ingrid did not recall any positive engagement experiences while she lived and
studied in Lincoln, Massachusetts as a teenager. She did not feel comfortable in the
school and her peers made fun of her. Ingrid explained:
When I started school it was kind of hard cuz you know some students laugh at
you. “Ah she doesn’t know the language.” You know? It was a little bit
difficult. I know but there a lot of people who show off once they learn English,
“Oh I don’t know Spanish.” You know? Knowing that they are Hispanics. And I
had an experience with a girl in Addison that supposedly, like when I first started
there, I was in regular classes but there were students who were Hispanic. So one
time the teacher put us to work with a girl. I think she was Puerto Rican. But she,
instead of helping us, laughed. I felt bad. “I have to learn English.” You know?
That is what one would say but anyways.
Ingrid referred back to her negative engagement experiences at Addison throughout the
interview. The negative experiences surrounding her oral English skills in Addison high
school made her feel uncomfortable among Hispanic and non-Hispanic peers at CMCC.
She did not try to engage with her peers unless necessary during classroom group
activities.
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Family Responsibilities

The type and numberof family responsibilities was another factor that related to
students’ level of engagement at CMCC. Students with children engaged much less than
students without children. Among the Hispanic Generation 1.5 participants, female
participants with children engaged less outside of the classroom than male participants
with children. The female participants who had children or were pregnant were not
involved in the school outside of required curricular activities such as attending courses
and participating in required tutoring sessions. They rarely engaged with peers outside of
the classroom and never engaged with their peers outside of theschool.
Aracelis, a mother of three children, felt that she was sacrificing her children by
attending classes at night, and she did not want to further sacrifice them by getting
involved in any activities or engaging outside of the classroom. She explained:
Little by little one goes [to school] because it’s three kids that I have, it’s three,
and it’s a lot of work for me. And the job. Leave fast from my job. I get out at
four from my job. My husband picks them up. They wait for me here. I have to
prepare them something to each and take them to the babysitter. Sometimes I get
here at 10. Sometimes I get here at seven depending on the class so it’s difficult
for me and for them because I am sacrificing them as well.
By going to school, Aracelis felt that she was making her children’s lives uncomfortable.
She tried to complete her duties as a mother, which includedfeeding her children and
spending time with them, but at the same time, she was sending them to a babysitter in
the evenings so that she could take night courses. They were rarely in their homes as a
family during the weekdays except to eat dinner and sleep. Overall, Aracelis felt guilty
about the sacrifices that her children had to make so that she could go to school.
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Stephanie was the mother of a two-year-old boy, and she did not engage outside
of the classroom except for required tutoring through the English Language Center. Sara
was preparing for the birth of her first child, and as an expecting mother, she was
restructuring her life so that she could devote the appropriate amount of time to her child.
Before her pregnancy, Sara engaged with the English Language Center and the Writing
Center tutors as required by her ESL reading and development writing courses. With her
pregnancy, she was only engaging with student services staff members for registration
assistance.

Age as a Factor

Age was another factor related to the Hispanic Generation 1.5 students’ type and
amount of engagement at CMCC. Older students engaged less than younger students.
One reason could be because of age differences with the mainstream population. Juan
was taking credit courses, and he described a 15-year age difference with most of his
peers in the credit courses, which made him feel uncomfortable in some of his classes.
The interview data revealed that generally the older returning students were less engaged
than the traditional-aged Hispanic Generation1.5 students who went from high school
straight to college. Both Juan and Aracelis were returning students after being out of
school for 10 or more years. They were less interested in being involved with their
traditional-aged college peers.
The younger participants who did not have children engaged much more than the
older participants. Anthony was highly involved in the school through his work with the
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track team and his local engineering group. He engaged with peers, faculty, and
academic support staff almost every day. Carlos socially engaged with many of peers
before and after classes, and outside of the school, especially on the weekends and
weekday evenings when he did not have a class. Ingrid spent a significant amount of
time with at least one other classmate within the school. They met at the college almost
every night that they had class, and they worked together in the computer lab on Friday
afternoons.

Motivators and Goals

The participants were motivated to be successful at school by different factors or
motivators. The common motivators were the desire to learn academic English, obtain a
certificate or college degree, move into a new career, satisfy family members or
responsibilities, and be “somebody” in life. Many of these immediate motivators, such as
an immediate need to learn English, initiated the enrollment process for the participants,
but also served as short-term and long-term goals. Some participants had more than one
motivator and/or goal.

Learn Academic English
Participants who were focused solely on improving their academic English skills
were mostly engaged with peers and instructors within the classroom while taking ESL
courses. They rarely engaged with anyone outside of the classroom, and they did not
desire to get involved in any of the school activities or engagement opportunities. For
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example, Aracelis was mostly interested in improving her English skills, which motivated
her to go back to school and complete her courses. She stated, “My greatest motivation is
that I can speak and understand when a person speaks to me only in English; speaks to
me well, that I can answer.” This language goal originated from a realization that she
needed stronger English language skills for her new position, after being promoted.
When asked why she chose to attend CMCC to enhance her English language
abilities, Aracelis explained:
Honestly, because my job changed. Well, I changed positions. Because since I
function a bit more in English and I learned many things in my job, I changed
from position. I used to work in production. Then they put me doing quality. So
from there I went [to a new position] because I was the one who spoke the most
and could write and learn the job faster. Now they put me as secretary so I have
to speak English; it’s obligated to speak. So then that like frustrates me, the not
understanding. Then mostly because of that I went back to school.
Her immediate need to learn English in order to perform well in her new position
motivated her to return to school. The desire to learn academic English then became a
primary motivator and a short-term educational goal or step towards a certificate or
associate’s degree. With this goal in mind, she rarely engaged with anyone outside of the
classroom unless necessary because she only focused on her schoolwork while at CMCC.
However, she did speak with her peers inside the classroom about classroom topics or
assignments.
Many of the participants expressed previous knowledge of CMCC’s positive
reputation in the community for excellent instruction of academic English and
preparation for academic coursework. Stephanie knew that the ESL courses were good at
CMCC, which was one of the reasons she chose to attend CMCC. The participants who
had first attended CMCC under the high school bridge program had already experienced
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the English language courses. These students appreciated the higher quality English
language instruction and described it as being much better than their high school English
language instruction. Other local high school graduates who were not part of the bridge
program recognized CMCC’s English language courses as being superior to their high
school English courses.
Carlos and Tomas both purposely chose CMCC so that they could acquire
academic English and move on to academic careers at other higher education institutions.
Carlos wanted to obtain a position as a mechanic for a car dealership, but he needed to
attain a certain level of academic English in order to enroll at the institution that would
prepare him that type of position. Therefore, he chose to take his ESL courses at CMCC
so that he could enroll at the private technical college upon attainment of the appropriate
level of English reading, writing, listening, and speaking skills. In a similar fashion,
Tomas wanted to improve his academic English skills in order to obtain a bachelor’s
degree at a state university. He chose to complete his ESL coursework at CMCC so that
he may be more successful in the challenging college courses that require a high level of
English language knowledge and skills.

Get a Degree and a Career
Another primary motivator or goal for the participants was studying towards a
career, which included completing a program and obtaining a certificate or degree.
Stephanie, Sara, Awilda, and Ingrid had a primary goal of completing ESL and then
studying towards the completion of a major, which they associated with a career. They
had some ideas of majors and careers that were interesting to them, but they were not
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fully committed to a specific career goal. For example, Ingrid stated that she wanted to
be a child psychologist, but she could not explain why she chose that career. Instead, she
explained that she wanted to be somebody in life and have a successful career.
Stephanie’s primary goal was to finish ESL, and then perhaps continue with
something involving medicine. She stated:
First it’s to finish English. Then, I am not too sure of what I want to do but I did a
course in CNA [certified nursing assistant] and that is interesting me, the branch
of medicine, things like that. Perhaps when I finish with English, I will continue
with medicine. But for now, it is English.
Stephanie identified an area of interest (medicine) but was not sure of a specific job or
career in that area. She could only identify CNA as a possibility because it was the only
area she had experienced through a CNA course. Like Stephanie, Sara was not too sure
about the most appropriate career choice, but she knew she wanted to be in the field of
medicine or psychology. Her primary goal was to never work in a factory again. Instead
she wanted to move into the field of nursing assistant after completing her ESL and math
coursework.
As mentioned in an earlier section, Aracelis’first goal was to learn English and
then to complete a degree in a field where she could graduate in a short period of time
and obtain a job afterwards. She explained:
The career that interests me now, for the time, the little time that I have to study,
something like medical assistant. Something that has to do with radiology, that
deals with x-rays. That because it’s less, it’s shorter than the others. Before,to
me, what I like, because what I liked is business. I like to deal with money, with
papers, with math, with everything. That is what I like but business [major] is
quite big. Because my friend who studied with me who used to go to CMCC at
the same time before had a lower level than me. When I left she continued
because she still had not gotten married. She is younger than me. So right now
she graduated last year. She graduated. She did her degree, her master’s,
everything. How much time? Almost 12 years. So it’s a lot. If I take 12 years
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now with 32 years of age, I would end up finishing like at 42. No. It’s better to
take something short that gives me something and that gives me time for my kids.
While Aracelis desired a degree in the field of business, her family always came first, and
the academic credentials in business would mean sacrificing her children and her time
with her children for at least another decade. Therefore, she compromised by looking
into fields where she could complete her education in at least half the time, such as
CMCC’s radiology program.
More than half of the Hispanic Generation 1.5 participants were motivated to
enroll in CMCC and complete college courses because of career goals, whether a specific
type of job or a desire to work within the field. Juan wanted to get into the radiology
program in order to get a job in that area and eventually obtain a master’s degree. G was
in college because he wanted to become a police officer, which required at least an
associate’s degree. He stated:
Like I want to start my career as a police officer. But my main goal is to become
a detective. I have to spend a year or two in the force. When I reach that level to
detective, I want to transfer to New York.
G and many of the participants desired work in specific fields or had envisioned specific
jobs that they hoped to obtain in the future, and like G, they understood that they could
not get those desired positions without a college education. Therefore, specific career
goals, whether a specific position or a desire to work within a specific field, motivated
over half of the participants to enroll and complete school.
Tomas’s main goal was to become a reconstructive surgeon, and that career goal
kept him motivated to move up into medical school. First he was motivated to become a
reconstructive surgeon because of a personal experience as a child. He explained:
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Since age 11, I've been having this feeling inside of me of wanting to help people
and some experiences have also taught me how going to medical school and being
a doctoris something that will give me that satisfaction of helping people.
Cuz when I was like 10 years old, I had a lazy eye for like a couple of
years for maybe, no like 6 years I had a lazy eye. And I had the surgery when I
was 10 years old, and my eye got corrected. And it was a change of life that I
experienced by having this eye corrected. I interacted with people. I could not
interact with people much when I had the lazy eye because Ireceive these
comments of like, "Who are you looking at?” because of the lazy eye.
But after this surgery, I was able to look at people straight in the face, and
show how, show like that I am paying attention, showing my good manners, being
educated.
This surgery improved his overall quality of life and inspired him to look at medicine as a
possible career.
Because of his experiences, Tomas turned to reconstructive surgery as a possible
career where he could help improve the quality of life for other people. He explained:
So after I had that change in life, I decided that I want to do something in life
where I can change people's lives too, not in that sense, not in the eyes, not by
being an optometrist, but by being a reconstructive surgeon where I can help
people feel better about their image.
That's what I want to do. I want to work with people who are poor or have
this disfigurations so they can value life more and they can have a better selfesteem and all the reasons that I can spend days telling you about. But all I want
to do is help change people’s lives. It feels great and emotional because people
can be healthy but they can also feel depressed or miserable. So my goal in being
a physician, being a surgeon is to help people going through a change in their
lives both physically and emotionally so that they don't feel depressed. So they
feel good, as good as I feel being alive, I want to say.
His experiences and main career goal kept Tomas focused throughout his studies at
CMCC and at the state university where he obtained his bachelor’s degree. At the time
of the study, his goal was to continue working as an EMT and to get an appropriate
MCAT score for his medical school applications.
Anthony desired a career that was not related to sports or athletics, especially after
being involved in competitive track teams in high school and now in college. He
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discovered his career goal through an unexpected interest in certain areas related to
engineering while taking required math and chemistry courses in high school. He
explained:
I didn't want something else like go to the Olympics or do that. And I wanted to
be an engineer because I like to make things. I see things and ah “You can do this
with this.” I’m creative so I was like I want to be an engineer and I like math, I
love math,so I was like I’ll be an engineer. Then senior year, I was taking
chemistry, and I was like “This is easy.” Like "I can do this." Not that it was
easy. I liked it. It was hard, but I liked it. "This is good. I like chemistry." So I
was like, I will be an electrical engineer…. First I wanted to be a mechanical
engineer, and then I was like an electrical engineer sounds good.
Anthony had spent a good amount of time in high school and college reflecting on his
school activities and his future options. He recognized his weaknesses, his strengths, and
his passions including creativity and math, and he had identified not just a field of interest
(i.e., engineering), but where he could naturally fit into that field. Therefore, from the
moment he first step onto the CMCC campus, he was focused on getting a bachelor’s
degree in electrical engineering

Make the Family Proud or Help the Family
The strongest and most common motivator across gender and age groups was
family, which motivated the participants to go to college and do well in their studies.
Aracelis and Juan, both of whom returned to college in their 30s, were motivated by their
children to go back to college. When asked why he returned to college, Juan explained
that one day his son pushed him to go to college. The message to their children in Juan’s
household was that getting good grades in school gives him the privilege of going to
college in the future. Therefore, Juan’s son asked his father why he had not gone to
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college and taken advantage of that privilege like other members of their family. Juan’s
son motivated him to return to college because the household message was that attending
college was a privilege and they should all take advantage of any opportunities. That
message was relayed back to Juan by his son, which motivated Juan to return to college.
Juan’s family-based motivations helped him return to school and stay in school.
When asked what kept him in college, he explained:
Well, I would like to think my son. But he’s part of it, but once I got in here, I
don’t think I need any motivation. I just want to do better. It’s kind of late, but
they say it’s never too late. I just want to better myself, I guess.My wife and son,
I guess.
Juan’s motivation then became his desire to do better in life for himself and his family.
All his siblings had gone to college and were successful in their careers in various states.
His wife had completed her bachelor’s degree and had about one more semester left
before graduating with her master’s degree from a state university. He wanted to do
something meaningful for himself having seen how his wife and siblings had done so for
themselves. Completing a college degree was something meaningful for himself and a
great example for his children.
Like Juan, Aracelis’ principle motivation was her oldest son who pushed her to go
back to school. She explained:
When I had the homework, writing well, perfect, my oldestson told me, “Mom,
you have to go back to the school because you have to learn English.”
I said, “Papi, but I understand.”
“Yeah, but you have to speak more. You hardly know anything.” So I
said, damn, my son, for whom I left school, is sending me to school.
She had dropped out of college to raise her children, but then her children became her
greatest motivators for returning to college after she had been promoted to a position that
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required more daily usage of English. Then her children became her greatest supporters
while he took classes.
While Juan and Aracelis were first motivated to go to college by their children,
and then motivated by degree or career goals, Carlos was motivated first by his mother.
He explained:
My mother. My mother… because my mother tells me that she is here [in the
U.S.] but that she is here for us. If not, she would not be here. So she does not
want like to leave us like that, that we don’t study or that because she wants to
leave us on a good path. That was what made me start [school] again.
Carlos was motivated to return to school because of his obligation to help fulfill his
mother’s goal of making sure that her children got an education and decent careers. He
listened to his mother’s words and compared her desires with the advice that his
coworkers gave him. His coworkers advised him to go to school and graduate while he
was still young rather than work for a decade and find himself in the same place as them,
still at the same job, not fully satisfied with what they have accomplished in their lives,
and wishing they could go back to school.
However, Carlos’ sister was the person who physically helped him through the
enrollment process ensuring that he completed all necessary steps to become a student at
CMCC. He explained:
My sister brought me... She helped me enter this school. Because she never left
school. She always is studying since we got here [to the U.S.] So she was like an
example. Because she always also works a lot and studies. So she helped me
enter school because she also started by taking ESL, the same class that I am
taking now. She changed colleges. She went to Cambridge, but I don’t know
what she is taking now. She is in Boston now.
Carlos’ sister helped him make all the necessary preliminary steps including the
application and assessment processes at CMCC.
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Rather than being pushed to go to school by family members, some participants
wanted to go to college in order to help their family membersin the future. For example,
Sara was pregnant at the time of the interview and had just moved in with her boyfriend.
When asked about her goals, she replied that she wanted to be able to support her family
in the future. Some participants had parents who they wanted to help. Ingrid had to
leave her mother in order to study in middle school and high school in the United States.
She said, “I don’t live with my mom. She lives in the Dominican Republic. So I would
like in the future like to bring her. That she have a place where to live, for example, me
have my own place.” Ingrid wanted to live with her mother in the United States. She
saw a college degree as a step towards a career that would allow her to establish a
comfortable life and complete the appropriate steps to bring her mother to the United
States.
Anthony also wanted to bring his mother to the United States from the Dominican
Republic. He explained:
I want to help my mom in the Dominican Republic. I want her to be here because
over there is a lot of crime. It’s a lot of…it’s bad. So I want to help my mom,
want to help my family. I want to help my dad.
Since his mother was not married and did not have parents living in the United States, her
best chances of eventually getting a visa to enter the country, even if it was just to visit,
was through one of her biological sons. One her biological sons had to become a citizen,
obtain an appropriate job with a certain minimum salary, and complete her visa
paperwork, essentially sponsoring her visa. As her oldest boy, Anthony felt that his
mother’s visa was his responsibility, and this responsibility also motivated to pursue an
education and a career in the United States.
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Be Somebody in Life
Many of the participants stressed that their primary goal was to be somebody in
life. For example, Sara stated, “Well, I really want to do something in the future. I want
to be, you know, I want to have a career.” While Anthony’s primary goal was to bring
his mother to the United States, he also expressed the desire to be somebody in life. He
explained:
And I want to help myself. I don’t want to depend on everybody. I don’t want to
have a boss to be like “This this and that” for not enough money. You know what
I mean? So I don’t want, I don’t want to be nobody. I want to be something.
That’s what’s pushing me.
Anthony refused to be a nobody in life. He wanted to be somebody and he defined that
as a person with an education and a career, not just a job. Juan also defined the notion of
being somebody in a similar manner, including have a career, not just a job, and being a
good example for his son like his siblings and his wife. He also said, “I just want to do
better. It’s kind of late, but they say it’s never too late. I just want to better myself I
guess.” This abstract notion of being “somebody” in life was usually not a clear,
measureable goal, but it was a very strong motivator for these participants.

Summary

The Hispanic Generation 1.5 English language learners at CMCC had many precollege factors that influenced their perceptions, desires or willingness, and abilities to be
academically and socially engaged at the college. The participants’ background
information revealed that immigration patterns, age, motivators, and pre-college
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engagement experiences influenced how they perceived themselves in college as well as
the type and amount of engagement that they perceived as important for their success.
The participants’ willingness to engage with certain groups was related to their language,
degree, or career goals and how those engagement experiences might help them attain
those goals. Therefore, while the dissertation is focused on Hispanic Generation 1.5
students’ engagement and membership experiences at a Massachusetts community
college, the data revealed factors to be considered while exploring students’ perceptions
of engagement at CMCC. The next chapter will provide an overall summary of key
findings, present the study conclusions, and explain implications and suggestions for
CMCC and similar institutions.
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CHAPTER IX
DISCUSSION

The purpose of this study was to describe Hispanic Generation 1.5 students’
engagement and membership experiences at a Massachusetts community college. The
dissertation data were coded and analyzed within the framework of engagement and
membership in communities of practice, which could lead to the development of a sense
of belonging at the institution. The findings were presented in chapters 4 through 8by
describing first the Hispanic Generation 1.5 population at the college, then their
engagement experiences with peers, staff, and faculty, and finally, the various factors that
affect their college engagement. This final chapter includes a summary of the findingsfor
each of the research sub-questions, spoken and unspoken intricacies that relate to the
participants’ engagement experiences, suggestions for the enhancement of Hispanic
Generation 1.5 students’ experiences at CMCC, and further research opportunities in the
field.

Hispanic Generation 1.5 Students at CMCC
This dissertation study focused on the engagement and membership experiences
of Hispanic Generation 1.5 students at CMCC. The first research sub-question was:Who
are the Hispanic Generation 1.5 Students at Commonwealth of Massachusetts
Community College (CMCC)?This section summarizes the findings of this first research
sub-question.
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One finding in this study was that Hispanic Generation 1.5 English language
learners at CMCC differed from the descriptions of Generation 1.5 students in the general
literature. The literature suggests that when using English in oral communication, most
Generation 1.5 students sound like native-speakers with signs of local pronunciations,
slang, and colloquialisms. However, many of the Hispanic Generation 1.5 participants in
this study preferred to use Spanish during their interviews because they could not express
all their thoughts in English, were self-conscious of their oral English language usage, or
simply felt more comfortable communicating in their native language. In her single-site
case study of Hispanic Generation 1.5 students at a community college, Elizabeth
Oudenhoven (2006) found a similar phenomenon. Her participants were self-conscious
of their English verbal skills and were concerned about their English speaking abilities in
college even though their English language challenges lied in their reading and writing
skills (Oudenhoven, 2006).
Similar to the Generation 1.5 literature, another major finding was that English
language ability was the major defining factor for this group of participants because this
factor determined their status within school and their progress towards their goals.
Participants described their initial levels of satisfaction with the institution based on the
institution’s perceptions of their English language abilities as demonstrated with ESL
placement and the students’ perceptions of their own language skills. However, the
participants did not acknowledge the definition, associated labels, or future implications
of being defined and defining themselves based on English language ability.
One unique feature of the Hispanic Generation 1.5 students at CMCC was that
they had varying immigration patterns, which is not seen in the literature about this
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population. All the participants were Dominican, which reflects the immigration patterns
of the participants’ communities in Massachusetts. Some participants were actually born
in the United States and raised in the Dominican Republic, which granted them American
citizenship. However, the three U.S.-born participants viewed their home country as the
Dominican Republic because they had no memories of life in the U.S. prior to their
immigration during their adolescent and teenage years. These participants also lived and
studied in the Dominican Republic prior to immigrating to the United States.

Engagement Experiences of Hispanic Generation 1.5 Students

The second research sub-question in this study was: What are these Hispanic
Generation 1.5 students’ social and academic engagement experiences while completing
their (a) ESL coursework, (b) developmental coursework, and (c) credit-bearing
coursework at Commonwealth of Massachusetts Community College?This section
summarizes the findings that answer this second sub-research question. The summary is
followed by a discussion of the engagement differences among the three units of analysis.

Institution-level Engagement Opportunities
Many institutional engagement opportunities focused on getting the students
acquainted with services at the institution and involved in various groups or programs.
Hispanic Generation 1.5 students in ESL might not be aware of any of these opportunities
since they are involved with the faculty, staff, and support services provided by the ESL
program and few times use services outside of the ESL arena. Of the study participants,
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the evening students were the ones least aware of college activities and opportunities,
especially while enrolled in the ESL courses. The daytime students were a bit more
aware because they witnessed some activities while taking courses, and they worked with
full-time faculty and staff who were more aware of campus activities and shared that
information with students. However, none of the study participants talked much about
engagement with support services staff because they preferred to continue working with
the ESL faculty and staff or the bilingual advisor even after completion of ESL
coursework.
One finding was that the Hispanic Generation 1.5 participants who began their
academic careers in ESL courses did not perceive engagement as being critical to their
academic success. They did not seek out engagement experiences and they did not
participate in voluntary engagement opportunities offered through student services unless
supported by their instructors. A few participants thought it would be nice to be involved
in at least one activity, but could not participate because of time constraints or perceived
conflicts with their education goals. Some participants did not even know how to get
involved or how to participate in activities if they found something of interest.
Another study conclusion is that an institution’s engagement opportunities might
be irrelevant to Hispanic Generation 1.5 English language learners because there is a
disconnection between the engagement opportunities and the students’ willingness and
ability to effectively engage. The participants who wanted to be involved searched for
involvement opportunities at the college such as Anthony who joined the track team and
the engineering club. Some were willing to be involved in college or institution-level
activities but did not have knowledge of these activities or the ability to participate.
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Engagement with Peers
The study findings revealed that Hispanic Generation 1.5 English language
learners perceive that in-class peer engagement was effective in helping them during
class time. However, success of in-class peer engagement depended on the type of
engagement (academic or social), the purpose of the engagement, and the structure of the
engagement activity as designed by the instructors. Random peer engagement within the
classroom was not perceived as being important or critical to academic success for the
study participants. Critical peer engagement activities were those in which instructors
purposefully picked group members, provided clear group tasks, and required that
students engage only in English.
Another finding in this study was that contrary to the higher education peer
engagement research, many of the study participants did not desire to engage with their
peers except when working on tasks within the classroom. Some participants preferred
not to engage with their peers outside of the classroom in order to devote more time to
academic, family, and work responsibilities. Study participants engaged with peers
outside of class, preferred to engage with non-Hispanic peers or non-Spanish speaking
peers, which forced them to use English in everyday conversations. Also, many
participants felt that engaging with Hispanic peers would deter them from reaching their
goals.

Engagement with Faculty
The most critical form of faculty and student engagement for the study
participants was in-class engagement on specific academic topics or tasks because all
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participants could devote time to coursework regardless of part-time/full-time status and
other characteristics. The more the participants engaged within the classroom, the more
satisfied they were with their teachers and their in-class engagement experiences with
those faculty members. This finding supports the findings by Umbach and Wawrzynski
(2005) on in-class faculty and student interactions where they found a positive correlation
between faculty members’ use of student-centered approaches and students’ perceived
engagement levels. The study’s findings also support McClenney’s community college
engagement findings. He found that community college students were more engaged in
the classroom (McClenney, 2007).
Similar to the Umbach and Wawrzynski (2005) findings, the study participants
valued out-of-class interactions with faculty more than in-class interactions with faculty.
A finding of this dissertation study was that the participants who were most engaged with
faculty outside of the classroom were the ones who had the strongest sense of belonging
to the institution and the ones who were more successful in moving towards graduation.
Some full-time faculty members had structured one-on-one time with their students either
during office hours or by appointment. Some instructors met with students a couple of
times a semester, and Ralph, an ESL writing instructor, required that students meet with
him once a week. The full-time day students on the main campus were the ones who had
the most experiences with structured one-on-one time. They were also the ones most
engaged with their faculty throughout their coursework and most satisfied with the
institution.
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Engagement with Academic Support Staff
Engagement with academic support staff, particularly the support staff in the
English Language Center, was the second most critical type of engagement experience
for the Hispanic Generation 1.5 study participants, after engagement with faculty. The
ELC support staff was always in the same location and available during specific hours.
The staff members served as tutors, advisors, and sometimes even mentors to the
students. The tutors helped students with their coursework, ensured that students
completed their ESL lab requirements, and provided a space for students to do
homework. The physical space with the academic support staff created a comfortable
place for the students, especially on the Hawthorne campus. Some of the study
participants spent a significant amount of time with the ELC tutors since ESL lab work
was required for many courses. Therefore, aside from their classroom instructors, the
ELC tutors had a great impact on the students’ engagement and sense of belonging at the
institution.
As the findings of this study show, academic support staff members became the
most critical college members after the students were enrolled in courses at the college.
They had the opportunity to engage with students in one-on-one and small group settings
and focus on academic success through genuine high impact learning activities. These
interactions allowed for the development of significant relationships between the
academic support staff members and the students. Many of the study participants
maintained these relationships throughout their years at the college. Participants who
were enrolled in credit courses or had graduated from the college pointed to the
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importance of those relationships several times throughout the study and used the ELC on
the main campus as a second home at the college.

Engaging Hispanic Generation 1.5 English Language Learners
While the participants perceived that their engagement experiences with faculty
and academic support staff were the most critical to their sense of belonging and
academic success, they did not initiate the engagement experiences with either faculty or
staff. The participants engaged with faculty and academic support staff only when the
initial engagement experiences were developed and required by the ESL faculty and staff.
Through the mandatory engagement experiences, the students developed relationships
with the faculty and staff as well as positive habits that they could carry out while
studying in other areas of the college. Some of these habits included visiting the
academic support centers for homework and general learning assistance, asking questions
inside and outside of class, taking advantage of office hours, and asking for help when
needed.
Another finding was that even though most of the participants were surprised
and/or upset with their ESL placement, they engaged most while taking ESL courses and
developed a sense of belonging to the institution or some aspect of the institution while
completing ESL coursework. Therefore, all components of ESL at CMCC played a role
in engaging students at the college and helping them develop a sense of belonging within
the institution. This finding shows that while ESL placement could be a detractor for
Hispanic Generation 1.5 students, positive high impact engagement experiences during
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the first semester with ESL faculty and staff could reverse the negative feelings from the
placement and help students appreciate the ESL resources and overall experience.

Differences among the Three Units of Analysis

The third research sub-question was: What are the similarities and differences in
the social and academic engagement experiences for these students within the three
levels of coursework: (a) ESL, (b) developmental, and (c) credit-bearing in
Commonwealth of Massachusetts Community College?There were differences in the
Hispanic Generation 1.5 participants’ engagement experiences while in ESL,
developmental, and credit-bearing courses, and these differences were included as a
separate section in Chapters 5, 6, and 7. This section provides a summarized answer to
the third research sub-question by focusing on engagement with peers, faculty, and staff
separately.

Differences in Engagement Experiences with Peers
Even though the Hispanic Generation 1.5 participants did not perceive peer
engagement as critical for their academic success, they felt more comfortable in classes
that had a high number of Hispanic students. Most of their peer engagement experiences
were inside of the classroom. They mostly engaged with their peers in ESL courses
where they had ahigh number of fellow Hispanic students sitting in the classroom as well.
The Hispanic Generation 1.5 participants engaged with their peers mostly for academic
purposes, which included helping each other with homework and classwork activities
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andtalking with each other during teacher-led group activities. When the Hispanic
Generation 1.5 students moved into developmental courses, they had fewer Hispanic
peers in their classes, and they engaged less with their peers inside the classroom. In their
credit courses, the participants noticed that they had even fewer Hispanics, and they
explained that they rarely engaged with their peers inside or outside the classroom.
Overall, the Hispanic Generation 1.5 participants engaged less with peers as they
progressed into credit-bearing courses.

Differences in Engagement Experiences with Faculty
The Hispanic Generation 1.5 participants valued their engagement with faculty
members both inside and outside of the classroom; however, most of their positive
engagement experiences were with the ESL faculty members. While taking ESL courses,
the students engaged with the faculty inside of the classroom about course-based topics,
and they participatedinclassroom discussions. The participants also engaged with faculty
outside of the classroom during office hours and required one-on-one sessions, which the
full-time faculty members sometimes required in their courses. While taking
developmental writing courses, the participants engaged with the faculty members less in
the classroom, and they rarely engaged with faculty outside of the classroom. While
taking credit courses, the participants rarely engaged with the faculty members inside of
the classroom and did not provide any examples of engaging with faculty outside of the
classroom. Overall, engagement with faculty consistently decreased as the Hispanic
Generation 1.5 participants progressedfrom ESL to developmental and later to creditbearing courses.
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Differences in Engagement Experiences with Support Staff
Generally, the Hispanic Generation 1.5 participants did not engage with the
student services support staff unless necessary. However, all the Hispanic Generation 1.5
participants, except for Aracelis, engaged with the academic support staff, and they
mostly enjoyed working with the ESL academic support staff in the English Language
Center (ELC). The daytime students spent a significant amount of time with the ELC
staff working on required homework and lab assignments for their ESL courses. These
engagement experiences expanded beyond the content of the ESL courses, and the
students engaged with the ELC tutors about other courses, life on campus, and life
outside of school. Some of the participants continued engaging with the ESL academic
support staff throughout their post-ESL coursework at the college because of their
positive engagement experiences in the ELC while taking ESL courses.
While taking developmental courses, the students met with the academic support
staff in the reading and writing centers because lab work was required for the
developmental courses. The students did not engage with the tutors beyond the scope of
the required tutorials and lab assignments. While taking credit-bearing courses, the
Hispanic Generation 1.5 participants avoided using the appropriate academic support
services for those courses because they did not want to engage with the non-ESL staff.
As the Hispanic Generation 1.5 participants progressed from ESL to developmental and
to credit-bearing courses, they engaged less with the academic support staff and
eventually stopped using the services on campus while taking credit-bearing courses.
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Developing a Sense of Belonging

This study was built upon a conceptual framework of engagement and
membership in communities of practice as a process that develops a sense of belonging in
an institution and leads to long-term retention and eventual degree completion. Based on
the literature review, engagement is the most critical aspect of this conceptual framework
because it is the mechanism by which students participate in communities of practice,
develop membership within the communities of practice, and develop a sense of
belonging to the community of practice and the overall institution. This section addresses
belonging as the critical aspect of the conceptual framework and presents the study’s
findings in relation to the conceptual framework.

Belonging and Institution-level Engagement Opportunities
Overall, CMCC’s institution-level engagement opportunities (e.g., clubs and fairs)
were not effective in helping the Hispanic Generation 1.5 English language learners
develop a sense of belonging to the institution. The study participants did not perceive
institution-level engagement opportunities as helping them develop a sense of belonging
within the college. However, they perceived their engagement with faculty and academic
support staff as being critical. Therefore, one study conclusion is thateffective
institutional engagement opportunities are those that help students develop significant
relationships with faculty and academic support staff in order to increase their sense of
belonging and academic success.
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ESL Placement and Belonging
Supporting the Generation 1.5 literature, most of the Hispanic Generation 1.5
participants were upset or disappointed with their ESL placement, feelings which relate
with disengagement and alienation in the literature. The process of starting college is one
of the three critical points during which students could feel alienated (Case, 2008). The
ESL placement and the initial days in the ESL courses developed negative feelings
among the participants, except those who voluntarily immigrated to the United States to
perfect their academic language skills and obtain at least a bachelor’s degree. The
participants’ feelings of alienation and general disengagement from the institution
increased as they sat with other non-native English speakers, who unlike them did not go
to U.S. high schools. However, the classroom engagement experiences with the ESL
faculty diminished these negative feelings and increased the participants’ positive
perceptions of their courses and the school.The study’s findings demonstrated that
relationships with faculty members through positive in-class and out-of-class engagement
experiences had the greatest impact on the participants’ sense of belonging to the
institution, with the ability to reverse feelings of alienation that might result from an ESL
placement.
The second most critical type of relationship was between the participants and the
academic support staff. The participants who felt engaged and who expressed feelings of
belonging or comfort at the institution had all worked with the ELC academic support
staff and had significant interactions with the ELC tutors. The daytime participants saw
their ELC tutors as advisors, mentors, and role models who cared for the students. While
the faculty reversed feelings of alienation and helped the students develop a sense of
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belonging to the course, the ELC also had a great impact in developing a sense of
belonging to the program and in some ways to the institution.
While the participants did not express peer engagement as being critical to their
sense of belonging and academic success, most of them wanted to feel comfortable
among their peers regardless of the campus. The study’s Hispanic Generation 1.5
participants did not need significant relationships with their peers to feel like they
belonged to the institution. They simply needed to feel that they fit in with the rest of the
group, especially inside of the classroom. Sitting in classes with a higher number of
Hispanic students increased their comfort and sense of belonging within those courses.

Looking Behind the Curtains

Looking at engagement experiences of Hispanic Generation 1.5 students at a
Massachusetts community college revealed some hidden or unspoken intricacies about
this population. The study also revealed intricacies about this region that relate to these
students’ identities and to their success factors in college. This section focuses on these
unspoken messages that are hidden behind the curtains of language, race, and academic
success.

Caught in the Middle of Changing Language Policies
The participants in this study lived in three specific neighboring cities with a
population of 176,166 among the three cities combined. Forty-three percent of this
population (over 76,000 residents) speaks a language other than English and many of
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these residents might not use any English at home (U.S Census Bureau, 2009). In
Lincoln alone, 74.1% of the population speaks a language other than English, and
Lincoln has become a primarily Spanish-speaking community with a Hispanics making
up 71% of the city population (U.S Census Bureau, 2009).
Regardless of the large population of non-native speakers throughout the state,
and clustered within some specific cities, Massachusetts passed an anti-bilingual
education initiative in 2002 (Gándara, P., Losen, D., August, D., Uriarte, M., Gómez, M.
C., & Hopkins, M., 2010). With this initiative, bilingual programs (teaching and learning
in the native language and in English) were replaced with Structured English Immersion
programs (English-only instruction through appropriate content and interaction), and
students were allowed to be in the immersion programs for no more than 1 year before
taking mainstream courses with the rest of the school population(Gándara, et al., 2010).
Most the study participants lived and studied in Lincoln, Massachusetts with a 71%
Hispanic population during the implementation of this English initiative in
Massachusetts, and they got caught in the middle of the high school’s struggle to provide
the most appropriate curriculum in the face of this new language initiative.
Many of the participants attended Lincoln High School and all Lincoln High
School graduates described transitional, bridge, and after school programs designed to
help them learn, take mainstream courses, and/or pass the MCAS. The students in the
transitional program at Lincoln were segregated from the rest of the high school
population. Some of these participants took ESL or English language courses as well as
the mainstream courses that the other students at that grade level were taking. For
example, Awilda described her experience taking an ESL course in one class period and
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reading Romeo and Juliet for her English course another class period. This curricular and
language mismatch did not allow the participants who graduated from Lincoln High
School to acquire appropriate English language skills while working on high school
content.
While most participants did not overtly place blame on any system, school, or
instructor, all participants who graduated from Lincoln High School expressed a
realization that they were cheated out of the language learning experiences that would
have benefited them in college. Most of them recognized the higher quality English
language instruction at CMCC, and some offered curriculum and instructional
improvement suggestions for the local high schools. The participants’ stories point to
one possible reason for the sudden increase of Hispanic Generation 1.5 students in
CMCC’s ESL courses—the curricular and language mismatch that occurred after the
implementation of Massachusetts anti-bilingual education initiative in 2002.

Visible and Invisible Masks
While the participants did not overtly discuss racism throughout the interviews,
many of their experiences and perceptions were tainted with both external and internal
racism. The desire to not engage with Hispanic peers outside of the classroom revealed
this group’s internalized racism since they saw their Hispanic peers as deterrents to
English language acquisition and general academic success. Internalized racism refers to
the internalization of external negative perceptions of one’s race, which manifests itself
through actions and words or behavioral and verbal patterns (Padilla, 2001; Tatum, 1992,
2003). Being Dominicans in New England, all of the participants had experienced some
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form of external racism either at work or in the community. However, the most common
place for them to experience external racism was in U.S. schools. In high school, some
participants were segregated from the mainstream population for at least one year. At
least one participant discussed the method of separating Hispanic students during testing,
with only one Hispanic student at every other table to prevent cheating while the nonHispanic students sat in groups. Other instances of external racism were more discrete
but still present both in high school and at the college as disclosed by the participants via
their various engagement anecdotes.
The data from the field notes and interviews reveal that race was not discussed
within the college, and the participants did not discuss race, racism, or their own
perceptions of Hispanics (internalized racism) with their college peers, faculty or staff
members. Even though most participants lived in Lincoln, with Hispanics being the
majority, their perceptions of themselves and of other Hispanics in the town were
sometimes negative. Some participants perceived that their Hispanic peers provided
distractions and deterred them from their academic responsibilities and goals. One future
step in this area of internalized racism among Hispanic Generation 1.5 students might be
to understand the connections between internalized racism and how the participants feel
about their engagement with peers, faculty, and staff at CMCC.

Struggling to Survive in a Struggling City/Region
The participants did not overtly discuss economics or how their financial
situations related to their success in college and life. However, some connections were
made through the interviews between academic success and life in the region.
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Specifically, the participants made connections between their ability and willingness to
engage at the college and factors outside of the college that affected their everyday lives.
These Hispanic Generation 1.5 participants mostly struggled to survive in a city
that was struggling to survive as well, especially with the loss of many jobs and
companies to a variety of factors including migration patterns and outsourcing of
products and services. Most participants had worked in factories or fast food restaurants
and all had struggled financially at some point in their lives whether as children or
teenagers living with their parents or as adults. Most participants lived in Lincoln,
Massachusetts, where the per capita income was $16,080, more than $10,000 less than
the per capita income of Hawthorne and Madison, the two neighboring cities (U.S.
Census Bureau, 2009). Only 11% of the over 71,000 Lincoln residents had a bachelor’s
degree or higher while 30% of Hawthorne’s residents and 23% of Madison’s residents
had at least a bachelor’s degree. Lincoln had 13,000 to 25,000 more residents than its
neighboring cities, and the economic and educational differences between Lincoln and its
neighboring cities were alarming.
Getting a public education in a city with such a low per capita income and such a
low college degree attainment makes educational success much more complicated for the
young residents of Lincoln, Massachusetts. Students might face challenges within the
public school classroom with fewer resources than schools in other, more financially
stable cities. As they get older, Lincoln students might face additional academic
challenges from the need to work at least part-time in order to help out the family or to
cover their own expenses. Living in a small city facing economic difficulties, these
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students have limited transportation options, limited employment options, and limited
educational options.
Seen as all being a part of everyday life, the many challenges that these students
face become silent and many times even invisible. The study participants provided hints
and clues making connections between their lives as Lincoln residents and their ability to
(a) acquire academic English, (b) make educational choices in terms of schools and
courses, and (c) even decide on their own personal, academic, and career goals.
Therefore, while these sometimes invisible realities of the Hispanic Generation 1.5
students at CMCC were not overtly discussed throughout the interviews these silent or
invisible factors played a critical role in their academic, personal, and career success as
well as in their everyday lives.
Suggestions for CMCC and Similar Institutions

As a qualitative case study, the research study is not necessarily generalizable to
an entire population; however, the case study provides findings and specific details that
readers could apply to their own educational settings. For these readers, this study has
several implications and improvement suggestions in relation to college enrollment
policies and the development of more appropriate student engagement opportunities
throughout an institution. When brought together under one umbrella, these suggestions
are all part of a larger plan of helping Hispanic Generation 1.5 students develop a sense
of belonging in order to increase their overall retention and success.
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Institutional Engagement Opportunities
This study has demonstrated that engagement opportunities developed by student
services might not be relevant for Hispanic Generation 1.5 English language learners.
The first year of college is the most critical year for students, and many Hispanic
Generation 1.5 students in community colleges could assess into ESL courses, which are
not always included in institutional engagement opportunities. Therefore, student
services personnel should collaborate with ESL faculty and academic support services
staff to develop engagement opportunities that are tied to academic success with current
coursework. Sometimes the relevance of the engagement opportunities might need to be
highly explicit for Hispanic Generation 1.5 students to willingly partake in the activities.
Other times, the engagement opportunities might need to be part of the coursework or
required by the faculty in order for the students to participate. If full-time faculty
members do not teach evening students, then student services offices will need to reach
out to adjuncts and create engagement opportunities with them for the evening Hispanic
Generation 1.5 English language learners.
Engagement opportunities should be designed for specific college populations
rather than using a one-size-fits-all approach. The institution should understand the
various groups to be included in the engagement opportunities and the factors that affect
a group’s willingness or ability to engage in those activities. Regardless of the number
and type of engagement opportunities developed by the institution, the students must
want to be engaged and take the necessary risks to become engaged at the school.
Therefore, CMCC and similar community colleges should explicitly state the benefits of
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each engagement opportunity so that students may make well-informed decisions about
how to use their limited time on campus.

Enrollment
CMCCmight need to revise its application and enrollment forms in order to obtain
more critical student information beyond middle school and high school demographics.
Student enrollment data should include items or variables on the students’ birthplace,
their parents’ birthplace(s), time in the U.S. (especially for cyclical immigrants), family
education, and general language use in the home and community. At some institutions,
this type of data is only collected during advising or intake interviews in ESL programs
and at other institutions the information is never collected. Having this data within the
institution’s system allows advisors, instructors, and retention specialists an opportunity
to identify the various groups of students attending the college so that appropriate
engagement and retention measures may be implemented for the various groups. One
size does not fit all when it comes to both engagement strategies and retention strategies,
and more personal information about our students will allow for population or group
specific strategies to be developed and implemented throughout the institution and within
specific programs or courses.Hudson County Community College in New Jersey has used
the Language Use Survey, a student intake form that includes background, education,
home, and language information (Nehrebecki & Skinner, 2007). Such data can be used
to create engagement opportunities and to modify courses in order to address the needs of
the changing ESL or ELL population.
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ESL Enrollment
Aside from collecting and using appropriate institutional data, student enrollment
in ESL courses must be reconsidered in community colleges. While many Hispanic
Generation 1.5 students might need additional English language assistance, placement in
ESL courses designed for immigrant students provides initial negative engagement
experiences. Institutions need to be explicit with Hispanic Generation 1.5 students about
their English language skills and the benefits of taking specific ESL courses. The nonnative speakers of English in this study perceived that their ESL experience was very
beneficial, but they perceived the experience as beneficial only after completing at least
half of an ESL course.
Colleges with a high number of Hispanic Generation 1.5 English language
learners might consider developing special ESL course sections designed just for this
student population. These Generation 1.5 course sections could help reduce the students’
feelings of disengagement and alienation while completing ESL coursework. These
special course sections would allow instructors an opportunity to develop curricula that is
appealing to this specific generation of recent U.S. high school graduates. At CMCC,
Ralph was finding success with his writing course for Generation 1.5 students titled
English Writing Skills because he could design a curriculum that specifically addressed
the writing issues and the learning preferences of this particular population. At a larger
scale, Bergen Community College in New Jersey has seen success with its ESL courses
specifically for Generation 1.5 students (Miele, 2003).
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Engagement with Peers
Peer engagement could help Hispanic Generation 1.5 English language learners
be more successful in their ESL, developmental, and credit courses if the initial peer
engagement experiences are well-structured and supported by the institution. One
suggestion from this study is to develop in-class peer engagement experiences for
students that focus on specific learning tasks with clear measurable goals and can be
completed within the classroom using English. The instructors should become aware of
various cooperative learning strategies and incorporate those strategies in the ESL,
developmental, and credit courses. One finding from this study was that peer
engagement decreased as student moved from ESL to developmental courses and from
developmental courses to credit courses. Therefore, faculty members in developmental
and credit courses should increase the use of cooperative learning activities for the
promotion of positive academic peer engagement in the classroom.
Student mentorship models could be very effective with this population because
the relationship could be used to enhance college survival skills and academic skills
while providing the newer student with a significant peer relationship. When first taking
ESL courses, a Hispanic Generation 1.5 student could be paired up with another Hispanic
student who started in ESL but is now taking credit courses. The relationship could allow
the more expert student to help the more novice student navigate the college’s system and
choose strategies that will help with coursework and general college success. In addition,
the more expert student would have a higher level of English language knowledge and
skills and could help the ESL student develop oral and written English language skills
through meaningful interactions.
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Engagement with Faculty
The study findings reveal that the Hispanic Generation 1.5 students at this
community college perceived engagement with faculty members inside and outside of the
classroom as the most critical type of engagement for their success at the institution. The
main implication of these findings is that full-time and part-time faculty members need to
take more responsibility for the students’ sense of belonging within the institution by
intentionally engaging students in strategic ways. For example, Ralph was the most
successful ESL instructor in developing a sense of belonging among his Hispanic
Generation 1.5 students because he required students to engage with him outside of the
classroom, and he was explicit about their English language levels and about their
progress within the course.
All instructors, full-time and part-time, should find specifics ways of engaging
their students inside and outside of the classroom. To help faculty enhance their in-class
engagement with students, the professional development officeat the colleges should
develop engagement workshops in which faculty members could identify high impact
engagement activities to be included in their teaching. Some faculty members might only
be comfortable using in-class engagement activities to help students develop a sense of
belonging within the classroom and then the program. These faculty members could use
class-time to engage with students through the use of different instructional techniques
that increase class discussion. Faculty members could use the time prior and after the
class session as well as any short class breaks to engage with individual students.
Outside of the classroom, full-time faculty should take advantage of the built-in
office hours in their weekly schedules. They could require that students visit them at
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least once a semester, or, like Ralph, they could require that students visit them once a
week. These structured engagement experiences should first focus on students’ academic
needs based on classroom performance and could expand to address any questions or
concerns with advising, registration, and life on campus.
Part-time instructors might only have class time to develop significant
relationships with their students because of their adjunct status and limited time at the
college. They could take advantage of the 10-15 minute transitional period before class
and after class as well as class breaks to interact with individual students. Part-time
instructors also could take advantage of online resources to require some type of weekly
or biweekly academic engagement with their students. For examples, weekly “check-in”
emails could be just as effective as required office visits for many of these students who
might be internet natives, growing up with computers and online technologies. Students
who are not too comfortable or familiar with email could use the weekly “check-in”
emails as a way to become more efficient with emailing instructors. Blended or webenhanced courses might use learning management systems that allow instructors to chat
with students and send emails within the online portion of the course.

Engagement with Student Services Staff
College staff members are usually the first people who students see when they
first engage at the college. Potential students have to interact with college staff when
they first apply at the college or complete the enrollment process. As the first
interactions at the new college, these engagement experiences are critical for student
success in that first semester because they frame the students’ perceptions of the college
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and their possible belonging to the institution. If studentsare already afraid of college and
feel that they might not be successful at the institution, then initial negative engagement
experiences with staff might result in those potential students not returning to complete
the enrollment process, which might include placement tests.
College staff members who work in enrollment, registration, advising, financial
aid, and career services have the opportunity to engage potential and new students in a
positive manner and to build a positive relationship between the student and the
institution. Therefore, institutions should work with these key staff members to help
them provide optimal customer service to both potential and newly admitted students.
They should be knowledgeable of the various academic programs, including ESL and
developmental studies. They should be knowledgeable of the school, including the
various involvement opportunities and academic support or learning centers.
Professional development offices should take on the task of developing and offering
customer service and engagement oriented workshops to student services staff in order to
help them make connections with the students and create positive initial engagement
experiences.
Engagement with the ESL academic support staff was a critical type of
engagement for the development of a sense of belonging and the success of the Hispanic
Generation 1.5 students. The study findings show that this school might need to require
various engagement opportunities for their students through the academic support center.
First, high risk courses and ESL courses that enroll a high number of Hispanic
Generation 1.5 students could include a lab component or a specific number of required
tutoring sessions to be completed in the actual academic support area, especially for first
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year courses. At the beginning of the academic semester, faculty could take their
students to the academic support area for an orientation with the staff so that students are
exposed to the space and the people and so that they develop initial feelings of comfort.
At this particular institution, non-ESL academic support staff members might
need to be trained to work with a variety of students, including Hispanic Generation 1.5
students. This training would give the non-ESL support staff members the tools
necessary for them to provide the best instructional services to the different populations
they serve, especially for the improvement of English language skills. The school might
choose to cross-train its academic support staff so that writing center tutors for credit
courses are trained by ESL tutors on how to work with non-native speakers, who have
unique language and academic needs than the native speakers in the developmental and
credit courses. The staff could be presented with theory and pedagogy for working with
Hispanic Generation 1.5 students and provided with an opportunity to apply the
knowledge and reflect on practices. This form of reflective professional development
could have more significant effects for the academic support staff members and the
students they serve.

Further Research

This study has revealed several themes about the lived engagement experiences of
Hispanic Generation 1.5 English language learners at a Massachusetts community
college. With this exploratory information, various studies could be designed to gather
more generalizable data on Hispanic Generation 1.5 engagement and membership
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experiences across the country.This section focuses on areas and methods for further
research so that additional findings may be added to this discussion of Hispanic
Generation 1.5 students’ engagement experiences and academic in community colleges.
There are many engagement quantitative tools used to determine engagement
needs across an institution. Engagement and Hispanic Generation 1.5 research studies
should look at triangulating this quantitative data by using a variety of related instruments
including the Community College Survey of Student Engagement (CCSSE), the Survey
of Entering Student Engagement (SENSE), the Beginning College Survey of Student
Engagement (BCSSE), and the Faculty Survey of Student Engagement (FSSE).
Researchers should add survey items and sampling methods that allow a college to look
at its different populations, including ESL and non-ESL Hispanic Generation 1.5
students. Then the surveys can yield comparable data that institutions can use to pinpoint
areas for improvement in the arena of student engagement and belonging at the
institution.
Data beyond simple engagement perceptions and activities are needed to look at
the relationship among engagement, membership, belonging, and degree completion.
Mixed methods research might be the next step to look at these relationships so that the
quantitative data can be analyzed from the students’ perceptions of their lived
engagement and membership experiences. Particularly, research is needed in the areas of
language and engagement differences by region, the role that immigration experiences
play on high school and college engagement, motivational factors, and the role that
motivation plays in engagement and academic success. Further research is needed to
compare this dissertation study’s findings to similar studies looking at other college
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populations so that each college can create a student engagement profile that should be
updated at least every 5 years.
If I were to continue on this path of inquiry, I would continue to analyze the data
as three units of analysis, since the students’ experiences differed when in ESL,
developmental, and credit courses. However, I would include non-completers to this
study in order to include the perspective of those Hispanic Generation 1.5 students who
left the institution while completing ESL coursework or shortly after completing it, and,
unlike Juan and Aracelis, never returned. If given time and resources, I would follow a
group of Hispanic Generation 1.5 students from the first semester of enrollment for 6
years or until graduation to grasp a complete picture of their engagement experiences and
how they perceived that those experiences related to their academic success. Finally, I
would love to complete the same study, with the just mentioned improvements, but
across multiple community colleges in order to compare Hispanic Generation 1.5
students’ engagement experiences across colleges within the same state and perhaps
across different states. This embedded cross-analysis case study approach would allow
for findings that are attributed to regional intricacies and that might vary not just from
state to state but from county to county.

Coming Full Circle with Some Valuable Answers

As an instructor, I always integrated community building strategies within my
courses to help students develop a sense of belonging to least my own course. I also
required that students work with me outside of class at least twice a semester. Knowing
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what I know now, after the completion of my dissertation study, I plan tobe more explicit
with my students about my intentions inside and outside of the classroom. I plan to
create more intentional, well-structured out-of-class engagement experiences with my
own students in order to foster stronger relationships with them, and I plan to teach them
how to build relationships with future faculty members, especially outside of ESL.
From the administrative perspective, I plan to integrate more professional
development opportunities for my faculty and staff so that they can create more
significant engagement opportunities and relationships with their students. I plan to work
more closely with the student services staff to ensure that our engagement work is
supported by their interactions with our students. Whenever possible, I plan to collect
and share students’ stories as well as success data to help all program employees see how
we are doing and where we could improve our engagement and student success efforts.
Janet was the case study participant who opened this path of inquiry for me after I
spent years of frustration not knowing if what I was doing with my students was helping
them succeed in college and not knowing what else I could do to enhance their success.
Previous Generation 1.5 students motivated me to go back to school and obtain a doctoral
degree. However, Janet was the one Hispanic Generation 1.5 student who helped me
develop questions that opened up new doors of inquiry and shaped the overall
dissertation. Now, when I meet future Hispanic Generation 1.5 students in my classroom
or within my department, I can develop intentional engagement plans that could help the
students learn more, learn better, and more importantly stay within the institution and
reach their educational and career goals.
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Appendix A
Consent Form

CMCC

Commonwealth of MassachusettsCommunity College

INFORMED CONSENT TO PARTICIPATE IN A RESEARCH STUDY
Title of the Study: Engagement and Membership Experiences of Hispanic Generation
1.5 English Language Learners in a Massachusetts Community College
Principal Investigator: Jacqueline Peña (cell phone: 978-569-6093) (email:
jpena@fiu.edu)
You are invited to be a part of a research study about Hispanic students’ experiences
during and after taking ESL (English as a Second Language) at Commonwealth of
Massachusetts Community College.
You were chosen for the study because you attended high school in the United States, and
you are taking or have taken at least 6 credits of ESL courses at CMCC.
The study: The purpose of this study is to learn about Hispanic students’ engagement
experiences with their teachers, other students, and college employees during and after
taking ESL classes in CMCC. You will be interviewed in a small group or by yourself
for 1 ½ to 2 hours. The interviews will be tape recorded. You will be asked questions
about your experiences in school before attending Commonwealth of Massachusetts
Community College. You mostly will be asked questions about your experiences with
teachers, staff, and other students at CMCC.
The information obtained from this study will be shared with others in written and oral
formats.
Risks: There is no known risk involved in this study.
Benefits: Participants will be provided with food and refreshments at the interviews. In
addition, participants will receive a $10 gift certificate to the college bookstore at the end
of each interview. You will receive a copy of the written study when it is completed.
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Confidentiality: All information will be handled in a strictly confidential manner so that
no one will be able to identify you when the results are recorded and reported. Only the
researcher will have access to the interview tape-recordings, and none of the participants’
real names will be used in the transcripts or in any of the writings associated with the
study. The transcripts and study reports will utilize the participants’ aliases, which the
participants will choose at the time of the interviews.
Voluntary nature/questions: You can choose not to do the study, and there will be no
negative consequences. If you participate, you can choose to stop participating at any
time with no negative consequences. If you want to withdraw from the study, let
Jacqueline know, and she will destroy any information about you.
If you would like more information about this research after you are done, you can
contact me at 978-569-6093 or jpena@fiu.edu. If you feel that you were mistreated or
would like to talk with someone about your rights as a volunteer in this research study,
you may contact Dr. Patricia Price, the Chairperson of the Florida International
University Institutional Review Board at 305-348-2618 or 305-348-2494. You also may
contact Mr. Tom Fallon, the Director of Institutional Planning and Research at
Commonwealth of Massachusetts Community College (978-556-3866).

I understand the study described above and have been given a copy of the description as
outlined above. I am 18 years of age or older and I agree to participate.

______________________________________________________
Signature of Participant
Date
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Appendix B
Student Information Checklist

Student Information Survey

The purpose of this questionnaire is to obtain information that will help with the overall
study about the academic and social experiences of Hispanic students in this community
college. Only I, the researcher (Jacqueline Peña), will view these questionnaires. Your
real name will not be on this questionnaire so that the information can remain
confidential.
1. How old are you? ____________
2. Where were you born (city and country)?
_______________________________________
3. How old were you when you first came to the United States to live?
_________________
4. Did you go back home to live for more than 3 months after you first came to the U.S.
(yes or no)? ___________
5. What was the first grade that you attended in the United States (e.g. fifth grade, sixth
grade)? __________
6. While you were in the K-12 public school system, before entering college, were you
ever in any of the following. Please check all that apply.
a) English-only classes (all of the teaching is in English)? _____
b) A bilingual program (part of the teaching is in Spanish and part of the teaching in
in English)? _____
c) English pull-out program (all of the teaching is in English and a teacher pulled
you of class to work on your language skills)? _____
d) An ungraded classroom (where you were not aware of your grade or level)?
_____
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7. Please list all the schools and colleges that you have attended here in the United
States.

8. Did you take English or ESL courses at another place before coming to this college
(yes or no)? _______
9. Please circle all the courses that you have taken at CMCC.
ESL Grammar 1

Listening/Speaking 1

Reading 1

Writing 1

ESL Grammar 2

Listening/Speaking 2

Reading 2

Writing 2

ESL Grammar 3

Listening/Speaking 3

Reading 3

Writing 3

ESL Grammar 4

Listening/Speaking 4

Reading 4

Writing 4

Advanced Integrated Reading Skills

Basic Reading

Basic Writing

Advanced Integrated Writing Skills

College Reading

Freshmen
Composition

10. What other courses have you taken at CMCC? Please list them all below.

11. Why did you become a student at CMCC?
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Appendix C
Interview Guide #1

Interview Guide
Hispanic Generation 1.5 Students in ESL

*Note that these questions will be presented in English since Generation 1.5 students
have oral language abilities that resemble those of their native English-speaking peers.
However, the researcher is bilingual and can maneuver the discussion in both languages
as needed.
Main Questions and Possible Follow-up Questions:
1. Tell me about yourselves and your school experiences before coming to this
college.
2. Describe your first experience at this college.
3. Could you describe your first semester in ESL?
a. Describe your classes (what you did in them and what you learned)
b. How do you feel while taking ESL classes?
4. Tell me about your relationship with your ESL peers.
a. How do you feel around them?
b. What do you do with them inside and outside of class?
c. Describe your most significant friendship with someone in your ESL
classes.
d. Describe one unforgettable moment with your ESL peers.
5. Could you describe your relationship with your teachers?
a. How do you feel around them?
b. What do you talk about with your teachers inside and outside of class?
c. Describe one unforgettable moment with a teacher.
6. Describe any other people you worked with at the college (e.g. the ESL lab
tutors).
a. What activities did you complete with these people?
b. How do you feel around them?
c. Describe one unforgettable moment with one of these college employees.
7. What else do you do in this school when you are not taking classes?
8. Could you describe one moment when you felt that you did not belong in this
school?
a. Could you describe the most negative experience that you have had at this
school?
9. Could you describe one moment when you felt happy and comfortable in this
school?
a. Could you describe the most positive experience that you have had at this
school?
10. What are some recommendations, suggestions, or ideas that you would like to
give to this school so that they can help other students, like you, succeed?
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Appendix D
Interview Guide #2

Interview Guide
Hispanic Generation 1.5 Students in Developmental Courses

*Note that these questions will be presented in English since Generation 1.5 students
have oral language abilities that resemble those of their native English-speaking peers.
However, the researcher is bilingual and can maneuver the discussion in both languages
as needed.
Main Questions and Possible Follow-up Questions:
1. Tell me about yourselves and your school experiences before coming to this
college.
2. Describe your first experience at this college.
3. Could you describe your experiences in ESL and your relationships with people?
a. Describe your classes (what you did in them and what you learned)
a. How did you feel while taking ESL classes?
4. Could you describe your first semester in Basic Writing?
a. Describe your classes (what you did in them and what you learned)
b. How did you feel while taking these classes?
5. How did you feel when you moved from ESL to Basic Writing?
6. What are some differences or similarities between your experiences in the ESL
classes and your experiences in Basic Writing and Reading?
7. Describe your relationship with your peers.
a. Tell me about your closest friend at the college.
b. Describe the people you talk to in class and out of class and what you talk
about.
8. Describe your relationship with your teachers.
a. How do you feel around them?
b. What do you talk about with your teachers inside and outside of class?
c. Describe one unforgettable moment with a teacher.
9. Describe any other people you worked with at the college (e.g. the ESL lab
tutors).
a. What activities did you complete with these people?
b. How did you feel around them?
c. Describe one unforgettable moment with a college employee (not a
teacher).
10. What else do you do in this school when you are not taking classes?
11. Could you describe one moment when you felt that you did not belong in this
school?
a. Could you describe the most negative experience that you have had at this
school?
12. Could you describe one moment when you felt happy and comfortable in this
school?
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a. Could you describe the most positive experience that you have had at this
school?
13. What are some recommendations, suggestions, or ideas that you would like to
give to this school so that they can help other students, like you, succeed?
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Appendix E
Interview Guide #3

Interview Guide
Generation 1.5 Students in Credit-bearing/Mainstream Courses

*Note that these questions will be presented in English since Generation 1.5 students
have oral language abilities that resemble those of their native English-speaking peers.
However, the researcher is bilingual and can maneuver the discussion in both languages
as needed.
Main Questions and Possible Follow-up Questions:
1. Tell me about yourselves and your school experiences before coming to this
college.
2. Describe your first experience at this college.
3. Could you describe your experiences in ESL and your relationships with the
people in the program?
a. Describe your classes (what you did in them and what you learned)
b. How did you feel while taking ESL classes?
c. What did you talk about with your peers and how often did you see each
other?
4. Could you describe your first semester in Basic Writing?
a. Describe your classes (what you did in them and what you learned).
b. How did you feel while taking ESL classes?
5. How did you feel when you moved from ESL to Basic Writing and then when
you moved to Composition?
6. What are some differences and similarities among the three types of courses
(ESL, developmental, and credit-bearing courses)?
7. Describe your relationship with your peers.
a. Tell me about your closest friend at the college.
b. Describe the people you talk to in class and out of class and what you talk
about.
8. Describe your relationship with your teachers.
a. How do you feel around them?
a. What do you talk about with your teachers inside and outside of class?
b. Describe one unforgettable moment with a teacher.
9. Describe any other people you worked with at the college (e.g. the lab tutors,
advisors).
a. What activities did you complete with these people?
b. How did you feel around them?
c. Describe one unforgettable moment with a college employee (not a
teacher).
10. Describe any other people you worked with at the college (e.g. the ESL lab
tutors).
a. What activities did you complete with these people?
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b. How did you feel around them?
11. What else do you do in this school when you are not taking classes?
12. Could you describe one moment when you felt that you did not belong in this
school?
a. Could you describe the most negative experience that you have had at this
school so far?
13. Could you describe one moment when you felt happy and comfortable in this
school?
a. Could you describe the most positive experience that you have had at this
school so far?
14. What are some recommendations, suggestions, or ideas that you would like to
give to this school so that they can help other students, like you, succeed?
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Appendix F
Interview Guide #4

Interview Guide
Generation 1.5 Students Program Completers/Graduates
Introductory Questions:
1. Tell me about yourself and your educational experiences before coming to this
college.
2. Describe your first experience at this college.
ESL Experiences:
3. Could you describe your experiences in ESL and your relationship with the
people in the program?
a. Describe your classes (what you did in them and what you learned).
b. How did you feel while taking ESL classes?
c. What did you talk about with your peers and how often did you see each
other?
4. Tell me about your relationship with your ESL peers.
a. How did you feel around them?
b. What did you do with them inside and outside of class?
c. Describe your most significant friendship with someone in your ESL
classes.
d. Describe one unforgettable moment with your ESL peers.
5. Could you describe your relationship with your ESL teachers?
a. How did you feel around them?
b. What did you talk about with your teachers inside and outside of class?
c. Describe one unforgettable moment with a teacher.
Developmental Education Experiences:
6. Could you describe your first semester in Basic Writing?
a. Describe your classes (what you did in them and what you learned).
b. How did you feel while taking Basic Writing classes?
7. Tell me about your relationship with the other Basic Writing students.
a. How did you feel around them?
b. What did you do with them inside and outside of class?
c. Describe your most significant friendship with someone in your ESL
classes.
d. Describe one unforgettable moment with your ESL peers.
8. Could you describe your relationship with your Basic Writing teacher?
a. How did you feel around them?
b. What did you talk about with your teachers inside and outside of class?
c. Describe one unforgettable moment with the Basic Writing teacher.
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Credit Coursework Experiences:
9. Could you describe your first semester in Composition?
a. Describe your classes (what you did in them and what you learned).
b. How did you feel while taking Basic Writing classes?
10. Tell me about your relationship with the other Composition students.
a. How did you feel around them?
b. What did you do with them inside and outside of class?
c. Describe your most significant friendship with someone in your ESL
classes.
d. Describe one unforgettable moment with your ESL peers.
11. Could you describe your relationship with your Composition teacher?
a. How did you feel around them?
b. What did you talk about with your teachers inside and outside of class?
c. Describe one unforgettable moment with the Basic Writing teacher.
12. Besides Composition, could you describe the courses that you take after Basic
Writing?
a. How did you feel while taking these courses?
b. Describe one unforgettable moment in one of these courses.
General Engagement Experiences across Programs:
13. Could you describe one teacher who you feel influenced you in some way?
14. Could you describe at least one student who helped you or influenced you in some
way?
15. Could you describe one college employee (e.g. an advisor or a tutor) who helped
you or influenced you in some way?
Engagement Experiences at the College:
16. What else did you do in this school when you were not taking classes?
17. Could you describe one moment when you felt that you did not belong in this
school?
a. Could you describe the most negative experience that you had at this
school so far?
18. Could you describe one moment when you felt happy and comfortable in this
school?
b. Could you describe the most positive experience that you had at this
school so far?
Final Thoughts:
19. What are some recommendations, suggestions, or ideas that you would like to
give to this school so that they can help other students, like you, succeed?

297

Appendix G
Contact Summary Sheet
Contact Summary Sheet
Type of Contact: ___________________________________________________
Location: ___________________

Date: ____________

1. What was the reason for the contact?
2. Summarize the information from this contact.

3. What was the most informative aspect or what new information was obtained
from this contact?

4. What are some new or follow-up questions for this site, document, person, or
group?

5. What are some new data collection activities as a result of this contact (if any)?

6. List all concerns, questions, comments, or notes about or from this contact:

7. What research question(s) or theoretical component does this contact address?
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Appendix H
Coding Map
Concept
Pre-College
Factors

U.S. Schooling
Experiences

CMCC
Experiences

Theme/Category
Immigration Patterns

Code
Immigration to U.S.
Return to DR
Return to U.S.
Long stays in DR
Birthplace (DR or U.S.)
Perceived effects on education
Perceptions of (cyclical) immigration
patterns
National belonging (confusion/feelings)
Dominican Schooling Perceptions of curriculum
Experiences
Perceptions of structure
Student habits
General U.S.
Perceptions of curriculum
Schooling
Structure of schooling
Experiences
Perceptions of structure of schooling
Student habits
U.S.high school
Testing experiences
Testing
Testing perceptions
Testing curriculum = prep work
Language Programs
Type
Perceptions of language program
Language learning experiences
Suggestions for improvement
HS Bridge Programs Type
Program Activities
Perceptions of program
Peer engagement in program
f-s engagement in program
s-s engagement in program
Selecting CMCC
Location
Comfort level
Convenience
Prior Exposure
Finances
Reputation
Assessment Process
Assessment experiences
Perceptions of assessment
Alternative assessments
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Concept

Theme/Category
Placement Process
Credit Coursework
Math Coursework
WRT Coursework

Faculty-student
Engagement

Faculty-student inclass engagement
Faculty-student outof-class engagement
General facultystudent engagement

Staff-Student
Engagement

General S-S
Engagement

PeerEngagement

In-class Peer
Engagement
Out-of Class Peer
Engagement
General Peer
Engagement

Code
Actual placement
Placement experiences
Perceptions of placement
Learning experiences
Perceptions of math curriculum
Learning experiences
Perceptions of WRT curriculum
Learning experiences
Perceptions of f-s engagement
F-S engagement examples
Perceptions of instructor/instruction
Perceptions of f-s engagement
F-S engagement examples
Perceptions of instructor/instruction
Perceptions of f-s engagement
F-S engagement examples
Perceptions of instructor/instruction
Types
Area
Perceptions of service or engagement
Perceptions of staff
Levels of awareness
Engagement examples
Perceptions of peer engagement
Peer engagement Examples
Perceptions of peer engagement
Peer engagement Examples
Perceptions of peer engagement
Peer engagement Examples
Significant relationships
Language related to peer engagement
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Concept
Belonging

Theme/Category
Belonging at the
Institution
Factors that Affect
Belonging
Involvement

Language
Factors

Experiences with the
English Language
English Language
Abilities

Other Factors
Individual
that Could Affect Characteristics
Engagement
Employment
Home
Responsibilities
Language Usage

Motivators

Code
Feelings of belonging
Feelings of not belonging
Lack of belonging feelings
Belonging facilitators
Belonging detractors
Involvement examples
Involvement perceptions
Lack of involvement
Desire to be involved
Language experiences in U.S.
Differences between English and
Spanish
Perceptions of the English language
Perceptions of general English language
abilities
Perceptions of spoken language abilities
Perceptions of written language abilities
Perceptions of language learning
Language learning tips
Personality traits
Attitudes
Part-time/full-time
On-campus/off-campus
Perceptions of employment and school
Children
Spouse
Parents
Home language
Work language
Community language
School language
Career/employment goal
Learn English goal
Personal
Family
Financial support
Desire to be involved
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Appendix I
Sample Coded Transcript
Group

Status

Yrs.i
n
U.S.
K12

DR Gen 1.5

Credit

3.5

DR Gen 1.5

DR Gen 1.5

DR Gen 1.5
DR Gen 1.5
DR Gen 1.5
DR Gen 1.5
DR Gen 1.5
DR Gen 1.5

Credit

Credit

3.5

3.5

Participant
#

Line
#

Speaker

Text

12

232

Jackie

What were your teachers like?

12

12

233

234

Sara

They were very good.

Sara

I remember that my first teacher
was Jennifer Tennison.

Credit

3.5

12

235

Sara

Oh my God! Es un amor, esa
señora.

Credit

3.5

12

236

Jackie

You know she did the nursing
program here?

Credit

3.5

12

237

Sara

Yeah.

Credit

3.5

12

238

Jackie

She wants to be a nurse when she
retires.

Credit

3.5

12

239

Sara

I know.

Credit

3.5

12

240

Sara

She's so good.
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UoA

Concept

Theme

Code

Notes

ESL

f-s
engagemen
t

general fs
engagem
ent

perceptions of
instructor/instr
uction

Good

ESL

f-s
engagemen
t

general fs
engagem
ent

perceptions of
instructor/instr
uction

First = Jane
(a
love/sweeth
eart)

ESL

f-s
engagemen
t

general fs
engagem
ent

perceptions of
instructor/instr
uction

Love and
admiration
for Jane

ESL

f-s
engagemen
t

general fs
engagem
ent

perceptions of
instructor/instr
uction

Group

Status

Yrs.i
n
U.S.
K12

Participant
#

Line
#

Speaker

Text

UoA

Concept

DR Gen 1.5

Credit

3.5

12

241

Sara

She's great.

ESL

f-s
engagemen
t

DR Gen 1.5

Credit

3.5

12

242

Sara

I took a lot of classes with her of
grammar. Yeah.

ESL

f-s
engagemen
t

DR Gen 1.5

Credit

3.5

12

243

Jackie

Okay.
ESL

f-s
engagemen
t

DR Gen 1.5

DR Gen 1.5

DR Gen 1.5
DR Gen 1.5

Credit

3.5

12

244

Sara

Yeah and reading and writing.

Credit

3.5

12

245

Sara

She's really helpful.

Credit

3.5

12

246

Jackie

Tell me what's so great about her.

Credit

3.5

12

247

Jackie

Give me an example.
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ESL

f-s
engagemen
t

Theme
general fs
engagem
ent
general fs
engagem
ent
general fs
engagem
ent

general fs
engagem
ent

Code

Notes

perceptions of
instructor/instr
uction
perceptions of
instructor/instr
uction

perceptions of
instructor/instr
uction

perceptions of
instructor/instr
uction

Jane =
helpful =
Students
keep taking
classes with
same
teacher once
they find a
teacher they
like

Group

DR Gen 1.5

DR Gen 1.5
DR Gen 1.5

Status

Credit

Credit

Credit

Yrs.i
n
U.S.
K12

3.5

3.5

3.5

Participant
#

12

12

12

Line
#

248

249

250

Speaker

Text

UoA

Sara

Um well she's always like not, like
pushing you in a good way but to
do work, and if you do it bad,
she's always there like helping
you.

Sara

She gives the work back to you so
that you can do it.

Jackie

Okay. And when you are with her
and with your other teachers, I'm
interested in, did you talk to them
a lot in class and outside of class?

DR Gen 1.5

Credit

3.5

12

251

Sara

Yes.

DR Gen 1.5

Credit

3.5

12

252

Jackie

And what did you talk about with
your teachers?

Sara

About the classes that I was
taking, about the things that I did
wrong in the class. Yeah. Work.

DR Gen 1.5

Credit

3.5

12

253
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Concept

Theme

Code

Notes

ESL

f-s
engagemen
t

general fs
engagem
ent

perceptions of
instructor/instr
uction

want
teachers
who push
them when
they can’t
push
themselves
and who
help them
not just
when asked

ESL

f-s
engagemen
t

general fs
engagem
ent

perceptions of
instructor/instr
uction

appreciates
feedback

ESL

f-s
engagemen
t

general fs
engagem
ent

f-s engagement
examples

talk with
teachers in
and out of
class

ESL

f-s
engagemen
t

general fs
engagem
ent

f-s engagement
examples

Group

DR Gen 1.5

Status

Credit

Yrs.i
n
U.S.
K12
3.5

Participant
#

12

Line
#

254

Speaker

Text

Jackie

Okay. Did you ever talk about
anything personal or something
that's not about class with your
teachers?

DR Gen 1.5

Credit

3.5

12

255

Sara

No.

DR Gen 1.5

Credit

3.5

12

256

Jackie

Okay. Did you ever work with the
tutors in the language centers?

DR Gen 1.5

Credit

3.5

12

257

Jackie

The reading lab tutors?

Sara

No. I used to go cuz I needed to
do the reading lab and stuff like
that. But—

DR Gen 1.5

Credit

3.5

12

258
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UoA

Concept

Theme

Code

Notes

ESL

f-s
engagemen
t

general fs
engagem
ent

f-s engagement
examples

doesn't talk
about
personal
stuff

ESL

s-s
engagemen
t

general ss
engagem
ent

s-s engagement
examples

reading lab
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