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Abstract

 Students’ access to resources and opportunities for higher education has become an 

increasing topic of interest among researchers in education.  Questions have been raised 

regarding low-income, racial minority students’ access to resources and information for college.  

While much research has been conducted on these students’ college access in urban 

communities, there is little research on these students’ experiences in rural communities.  This 

case study followed the trajectories of three alumni students from a low-income, rural, border 

community as they accessed information and resources within their school, homes and 

community to attend college.  Their experiences were examined using a framework proposed by 

Ríos-Aguilar, Kiyama, Gravitt and Moll (2011) that bridges Yosso’s (2005) notion of 

“community cultural wealth” with alternative forms of capital.  Narratives, one-on-one 

interviews through Facebook and phone calls, and a survey questionnaire were employed to 

determine the multiple forms of capital these participants leveraged towards their college 

pursuits.  Findings indicated that alternative resources such as:  information from family 

members who have gone to college, as well as from teachers and guidance counselors, 

community scholarships, and emotional support of family, friends, and community members 

influenced participants’ college pursuits and college choices.  Further research must continue to 

examine the experiences of rural, low-income, minority students in order to broaden their 

opportunities to access college information and resources that establish better connections with 

colleges and universities.

Key words:  community cultural wealth, alternative forms of capital, higher educational 

trajectories         
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Knowledge for College:

Examining Multiple Forms of Capital Leveraged Towards Higher Education by Alumni Students 

from a Low-Income, Rural, Border Community in the Southwest

I.  Introduction

Statement of Purpose 

 Access to resources and information for college has become an important issue in the 

field of higher education.  One topic of interest has focused on how students find access to 

information and resources to attend an institution of higher education, and more specifically 

marginalized students from rural communities.  In general, marginalized students are those who 

come from low-income backgrounds, are racial minority students, and are often perceived as 

lacking the resources and knowledge needed to go to college.  However, another factor is that 

high schools located in rural communities not only have limited college information and 

resources within their schools to provide students, but may create obstacles for marginalized 

students in accessing this information.  In addition, families are not likely to be recognized as 

resources for students (Berg, 2010; McDonough & Calderone, 2006).  Despite these factors, low-

income, racial minority students from rural communities still find ways to attend institutions of 

higher education.

 During a series of pilot studies conducted in 2012 for university research courses, I 

examined the way students from a low-income, rural, border community in Apio, AZ were able 

to access resources and information which allowed them to attend community colleges or 

universities after graduating high school.  I used Bourdieu’s social reproduction theory in 

education to examine this phenomenon of participants in the pilot studies who were members of 
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a racial minority (i.e., Mexican-American, Native-American, White and Mexican, White and 

Native-American, Mexican and Native American, and Puerto Rican) and had lower- or middle-

class socioeconomic statuses.  Bourdieu states that schools reproduce social inequality by means 

of the social capital (i.e., benefits received from social networks) and cultural capital (i.e., being 

a member of the dominant culture or cultural goods like books or dictionaries) of a dominant 

class in society through its cultural practices and social networks (Bourdieu, 1977; Bourdieu, 

1986).  The dominant class upheld within the social networks and cultural practices in Apio High 

School were that of a White, middle-class (Salcido, 2012, p. 5).  The practices and social 

networks within a school system of the White, middle-class are characterized by students being 

“school-oriented” and “aspiring to upward mobility through success in formal 

institutions” (Eckert, 1979, p. 7-8).  One finding from the pilot studies was that the participants 

believed students were more likely to have access to higher education if they excelled 

academically and became socially involved in the school and in the community.  This finding is 

significant in that by adopting the cultural practices and social networking characteristics of a 

dominant, White society, the students in the pilot studies were able to access information and 

resources to attend college.    

 A second significant finding from these pilot studies was that students who were not 

academically successful or socially involved within the school and within the community 

accessed knowledge about higher education through their family members.  A major factor 

among all of these alumni students’ experiences following this avenue for accessing higher 

education was their own aspirations to attend college after high school.  This finding did not fit 

within the Bourdieuan forms of capital and led me to wonder whether or not a student’s social or 
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cultural capital was the only form of capital they could use to access information towards higher 

education.  I also wondered what factors influenced these alumni students to attend college after 

high school.    

 In order to address these wonderings, I conducted the current case study following the 

higher educational trajectories of three alumni students who were participants in the original 

pilot studies.  The purpose of this research was 1) to examine what influenced students to attend 

an institution of higher education; and 2) to determine what types of capital they leveraged 

towards this educational goal.  Since not much research has been conducted in rural, border 

communities on how students access higher education, it was important to highlight the 

challenging circumstances the participants faced (e.g., lack of guidance counseling, lack of 

knowledge on financial aid) when planning to attend college as well as their approach to 

overcoming these barriers.  The experiences of these students were much different from students 

who access higher education in urban communities, as rural communities tend to have less 

resources and services provided for their residents (Jimerson, 2005).  This case study undertakes 

an examination of the experiences of racial minority students in a rural, border community in 

order to understand the ways in which each participant was able to achieve their higher 

educational goal amidst challenging circumstances.

II.  Literature Review

 Although there is a lack of literature on how students from low-income, rural, border 

communities access higher education, there is research that provides insight into the experiences 

of what low-income, rural, and/or minority students face when accessing higher education.  First, 

I discuss research on the lack of services that are available to rural students in their schools, 
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because these schools often do not meet adequate yearly progress.  This limits the amount of 

college information, resources and opportunities available to rural students in comparison to 

urban students.  One consequence of this circumstance is that rural students who choose to 

pursue higher education must leave their home towns, since colleges and universities are not 

within close proximity as they are for urban students.  Next, I consider two studies on out-

migration within rural communities.  These studies point out that certain students within their 

towns are tracked by their parents, school faculty and community members to become college-

bound and aspire to better career opportunities outside of the town; other students are tracked by 

these same adults to remain in the town to contribute to the local economy.  This leads to a 

discussion on academic tracking, specifically Advanced Placement courses, and how these 

classes are often unavailable to rural, low-income and/or minority students within their schools 

due to a lack of resources to provide this curriculum.  These circumstances, in turn, set rural, 

low-income and/or minority students at disadvantages in accessing higher education due to the 

inability to enroll in these college preparation courses.  Other factors that influence access to 

higher education for low-income and/or minority students are the amounts family knowledge and 

guidance counseling about college these students receive during their high school years.  Finally, 

I discuss the research which has shown that in order for low-income and/or minority students to 

overcome such disadvantages, they use their “funds of knowledge” (González, Moll & Amanti, 

2005) to gather resources and information about college. 

Lack of Services within Rural Communities and Their Schools  

 The lack of services available to residents within rural communities is an issue that 

carries over into the services and resources these schools can make available to students.  Lorna 
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Jimerson (2005) addresses issues faced by rural students concerning the services provided to 

them in their schools due to the No Child Left Behind legislation.  These students often face 

discrimination based on where they live, or “placism,” and the realities of rural schooling are 

often distorted or ignored based on miscalculations within the schools’ adequate yearly progress 

(Jimerson, 2005).  According to annual state test results, rural schools are often labeled as 

“failing” and suffer financial distress to meet the requirements of sanctions for school 

improvements (Jimerson, 2005).  This is especially evident in Title I rural schools that serve low-

income students of color (Jimerson, 2005).  Title I schools are those that serve low-income 

communities and are eligible for financial assistance through supplemental programs, such as 

instructional services or school wide reform efforts (Arizona Department of Education, 2012).  

The financial distress and lack of services within rural schools may also impact and/or lead to a 

lack resources for higher education for these students.

Rural Students Have Less College Information and Resources Than Urban Students  

 Compared to urban students, rural students have less information and access to higher 

education due to their geographical proximities to colleges and universities (Gibbs, 1998).  If 

colleges and universities are present within and/or near students’ high schools, the likelihood for 

college attendance increases because of connections formed between colleges and local high 

schools and a local college workforce that inspires students to attend (Gibbs, 1998).  About half 

of rural high schools in the U.S. are located in areas with no colleges or universities thus making 

it more difficult for these students to find critical information and access to institutions of higher 

education (Gibbs, 1998).  Gibbs (1998) states that these factors combined with lower family 

incomes and higher tuition rates reduces the probability of these students attending college.  
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Should rural students pursue higher education, they usually attend more affordable public 

universities and community colleges and move outside of their communities for degree programs 

(Gibbs, 1998).

The Out-Migration of Rural Students to Attend College  

 Students leaving their home towns to pursue higher education for better career 

opportunities has been documented within the literature on rural communities.  Corbett (2005) 

conducted research in a rural fishing community in southwestern Nova Scotia regarding the 

relationship between formal education and out-migration.  Corbett’s findings indicate that female 

students in this rural community leave due to the limited amount of professional opportunities 

available to them in “local family-based fishing operations”  while men stay behind to pursue 

traditional fishing careers (2005, pp. 62-63).  Corbett explains that for women in this community, 

well-paid local employment opportunities are not open to them, thus they must leave their 

villages to seek higher education for well-paid jobs.  Carr and Kefalas’ (2009) research in a small 

town in Iowa also confirms a link between students leaving their rural communities and their 

desires to pursue higher education.  In this out-migration process, some students are chosen and 

placed on college-bound tracks by their teachers, parents and other influential adults so they can 

leave the town to attend college.  Other students who are not on college-bound tracks are meant 

to stay in the town (Carr & Kefalas, 2009).  Corbett’s (2005) findings for why students leave 

their rural towns to attend college differ from Carr and Kefalas’ (2009) research.  While Corbett’s 

(2005) research emphasizes the influence of the traditional gender roles of the fishing 

community on out-migration and the pursuit of higher education, Carr and Kefalas’ (2009) 

research on out-migration emphasizes the influence of placing students on different academic 
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tracks (i.e., college-bound vs. non college-bound) due to their social class and status in the town.  

The type of tracking found within Carr and Kefalas’ (2009) research seems to be much more 

common within existing literature on students’ college access. 

Tracking’s Effect on Low-Income, Minority Students  

 While there is a lack of literature on how tracking affects rural low-income, minority 

students’ access to college, there is a significant amount of research on how tracking affects low-

income and/or minority students’ college access in general (Berg, 2010; Bastedo & Jaquette, 

2011; Chubb & Loveless, 2002).  “Tracking” which students will attend college is not an 

uncommon practice within schools, especially those that serve low-income, minority students 

(Berg, 2010, p. 24.).  In recent years, Advanced Placement courses have been used to identify 

and sort-out which students will and/or should be encouraged to pursue higher education (Berg, 

2010).  Students who are enrolled in these courses earn early college credit and prepare for 

rigorous college coursework (Moore & Slate, 2008).  Berg (2010) explains that college 

preparatory and honors courses are intended to help selected students prepare for higher 

education, but schools that serve low-income, minority students in low-income schools or in 

rural areas lack the resources necessary to offer this curriculum.  As a result, racial minorities 

participate less in Advanced Placement courses as compared to White students, which sets these 

students at a clear disadvantage (Berg, 2010). 

Influence of Family Knowledge and Guidance Counseling on Accessing Higher Education  

 Along with tracking, other factors, such as lack of family knowledge on higher education 

and guidance counseling, influence rural, low-income, minority students access to higher 

education.  McDonough and Calderone (2006) point out that low-income, minority students were 
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underenrolled in college due to a lack of information on the costs of attendance and financial aid 

available to pursue higher education.  A lack of family knowledge about higher education is one 

factor that influences this outcome.  Unlike middle- to upper- class families, parents in low-

income families are less likely to have knowledge about higher education that they can pass on to 

their children, because they have not attended college (Berg, 2010).  Guidance counselors also 

have an effect on the information provided to low-income, minority students about college (Berg, 

2010; McDonough & Calderone,  2006; McDonough, 1997).  Students are more likely to attend 

college, especially 4-year institutions, if they meet frequently with a counselor to discuss their 

plans (McDonough & Calderone, 2006).  However, low-income students, racial minority 

students, and students who attend rural high schools are less likely to receive counseling (Lee & 

Ekstrom, 1987).  As a result, these students are less likely to start and finish college and often 

attend low prestige colleges with high drop out rates (McDonough, 1997).  Nevertheless, rural, 

low-income, minority students’ still find ways to overcome these disadvantages and barriers to 

go on and pursue their higher educational goals.

Using “Funds of Knowledge” to Access Higher Education  

 Although there is little research on how rural, low-income, minority students overcome 

disadvantages to access information for college, the research on urban, low-income, minority 

students regarding this topic offers insight.  In a study conducted by Reddick, Welton, Alsandor, 

Denyszyn and Platt (2011), students from high minority, high poverty urban schools access 

higher education using “funds of knowledge.”  González, Moll and Amanti (2005), define “funds 

of knowledge,” as cultural bodies of knowledge and skills within students’ households and 

communities that can aid them within their educational settings (p. 72).  Reddick et al. (2011) 
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explain that these funds of knowledge are assets low-income, racial minority students can 

leverage to seek out information on higher education that they may not be able to access within 

their schools.  Some examples of urban students’ funds of knowledge in this study (Reddick et 

al., 2011) included guidance from siblings who had gone to college and letters of 

recommendation from community members.  Students also acknowledged family members’ 

emotional support as a resource they could leverage towards their higher educational goals.  

Using family members and friends as information resources and for emotional support towards 

college choice and attendance has also been acknowledged in other studies on low-income, 

minority students’ access to higher education (Ceja, 2006; Pérez & McDonough, 2008).  By 

using members of their families and members of their communities as resources for higher 

education, low-income, minority students, especially in rural settings, can overcome the 

disadvantages they may face when attempting to access this information within their schools.

 Research does exist on the challenges rural students face within their schools due to lack 

of resources (Gibbs, 1998; Jimerson, 2005) and the inequalities low-income, minority students 

have when accessing higher education (Berg, 2010; Bastedo & Jaquette, 2011; Chubb & 

Loveless, 2002).  However, there is a lack of literature and research regarding rural, low-income, 

minority students’ access to higher education and how these students overcome barriers to go to 

college.  Though there is research on how low-income, minority students use “funds of 

knowledge” to prevail over these obstacles, more research must be conducted with rural, low-

income students to explore their experiences.  This study applies existing research and theory to 

examine the resources and information minority students from a low-income, rural, border 

community leveraged towards higher education.       
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III.  Theoretical Framework

 Bourdieu’s cultural and social reproduction theory in education offers a lens to examine 

the way resources and information are distributed amongst students in their schools.  He asserts 

that the social capital and cultural capital of dominant middle- and upper- classes are deemed 

more valuable for receiving benefits from society (Bourdieu, 1977; Bourdieu, 1986).  However, 

Bourdieu’s social reproduction theory in education has often been used to explain why students 

with low-socioeconomic statuses and students of racial minorities have lesser academic and 

social outcomes than White students (Yosso, 2005).  When framed this way, Bourdieu’s 

theoretical insight sets these students at disadvantages when seeking social mobility through their 

schools and through their communities.  The assumption within this type of theoretical framing 

is that they lack the knowledge and practices for social mobility and that “some communities are 

culturally wealthy while others are culturally poor” (Yosso, 2005, p. 76).  Such notions place 

these groups of students at a disadvantage, because they remain “limited to acquiring and 

learning strategies” based on the standards of a White, middle- to upper-class society (p. 76).  To 

counter this theoretical lens, Yosso proposes researchers support students’ educational goals and 

outcomes by identifying and building on the knowledges they access in their homes and within 

their communities.   

   Yosso (2005) asserts that students of racial minorities and of lower classes possess 

knowledge, “community cultural wealth,” that is outside of the White, middle-class standards (p. 

77).  She defines community cultural wealth as “an array of knowledge, skills, abilities and 

contacts possessed and utilized by Communities of Color to survive and resist...forms of 

oppression” (p. 77).  Such forms of oppression might include racial minority and/or low-income 
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students having disadvantages when accessing information and resources to attend a community 

college or a university.  For example, these students are often steered towards lower-level 

colleges and are often uncertain about financial aid availability, due to lack of communication 

and meetings with their high school counselors (McDonough & Calderone, 2006).  As a way to 

counter such oppressions, Yosso suggests researchers examine these students’ community 

cultural wealth through the use of alternative forms of capital that differ from Bourdieu’s notions 

of social and cultural capital.  

 Yosso (2005) identifies at least six types of capital these students possess to aid them in 

their educational goals: aspirational, familial, linguistic, social, navigational, and resistant.  She 

defines these as follows:  

- Aspirational capital allows students to aspire towards occupations outside of their 

current educational and economical statuses by “[maintaining] hopes and dreams for the 

future, even in the face of real and perceived barriers” (p. 77)   

- Linguistic capital is the ability to communicate and interact in multiple languages and 

styles. 

- Familial capital is the knowledge, skills and practices nurtured within the family, which 

also extends to immediate family or friends who may be considered family, that help 

students with their educational goals.  

- Social capital is the “networks of people and community resources” students may use to 

“navigate through society’s institutions” (p. 78).  This includes students’ peers as well as 

mutualistas, “mutual aid societies” that are maintained over time (p. 80).  
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- Navigational capital are sets of skills and social connections students may use to 

“[maneuver] through social institutions” where they may be constrained due to their 

race or socioeconomic status (p. 80).   

- Resistant capital are knowledges and skills presented through oppositional behavior to 

challenge inequalities and change their “oppressive structures”  (p. 80).  

By recognizing these as alternative forms of capital, students who come from racial minority and 

lower-class socioeconomic backgrounds can use these forms of capital to overcome the 

disadvantages they face when attempting to access higher education.  They can utilize the family 

and community knowledges and networks they possess towards their educational goals.  In turn, 

researchers can examine how students leverage these types of capital towards higher education.

 In order to understand how students are able to employ these alternative forms of capital 

to obtain their educational goals, Ríos-Aguilar, Kiyama, Gravitt and Moll (2011) proposed a 

framework that is based on bridging the “funds of knowledge” framework with forms of capital 

(2011).  Like Yosso, these researchers also recognize that Bourdieu’s theoretical argument does 

not consider the assets low-income, racial minority students may have in their homes and 

communities to use towards their educational goals.  They argue that the Bourdieuan perspective 

of social and cultural capital privileges the dominant classes and offers a deficit model for 

understanding the educational context and circumstances for under-represented students.  

Instead, Rios-Aguilar et. al. (2011), propose that educational researchers and educators use 

“funds of knowledge” in conjunction with social and cultural capital frameworks to “link broader 

contextual issues, such as power with classroom, social class, and household dynamics” (p. 171).  
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By doing so, educational researchers and educators can come to understand what influences 

under-represented students’ educational goals and outcomes.   

  The framework proposed by Ríos-Aguilar, et. al. (2011) is comprised of four key 

processes to understand the attainment goals of under-represented students: (mis)recognition, 

transmission, conversion and activation/mobilization.  

- (Mis)Recognition allows students to recognize the resources within their homes, schools 

and communities that they can leverage towards their educational goals, especially 

those resources that institutions and institutional agents may intentionally misrecognize 

from their family and community practices

- Transmission involves making resources and information that directly influence 

students’ educational goals available to all underrepresented students.  

- Conversion requires students and their families to convert their resources and 

information into forms of capital as a means to obtain educational goals.  

- Activation/mobilization involves examining how forms of capital are activated/

mobilized towards educational goals while paying close attention to the educational 

circumstances in which this may occur.   

While Ríos-Aguilar, et. al.‘s (2011) framework is a useful tool for examining what influences the 

educational goals and outcomes of racial minority students and students of lower classes, the 

“funds of knowledge” framework does not evaluate the oppressions these students may face 

within their educational contexts.  In order to fully understand the complexity of racial minority 

and lower-class students’ educational contexts, researchers in higher education must consider the 

barriers these students face when accessing information and resources to attend college.   
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 For this case study, I have decided to use the same four phases of Ríos-Aguilar, et. al’s 

(2011) framework.  However, I have chosen to use it within the context of Yosso’s (2005) notion 

of “community cultural wealth” and the alternative forms of capital low-income, racial minority 

students possess within their homes, schools and communities.  Unlike “funds of knowledge,” 

Yosso’s notion of “community cultural wealth” specifically seeks to determine the knowledge, 

skills and abilities these students use to survive and overcome oppressive barriers within their 

educational contexts.  This case study follows the educational trajectories of three alumni 

students from a low-income, rural, border community and how they leveraged their community 

cultural wealth and alternative forms of capital to attend a community college and/or a university 

after high school.  First, I identified which resources were made available to the three 

participants within their homes, school and community.  I categorized these as: recognized 

resources or misrecognized resources.  Second, I determined how these resources were/were not 

being transmitted to the participants.  Third, I defined which resources each student converted 

into alternative forms of capital that they leveraged towards their individual educational goals.  

Finally, I describe how each participant’s forms of capital were activated/mobilized within her/

his college-going process.  

IV.  Research Design

 A case study approach was used for this study as a way to understand and improve the 

situations facing students who come from rural, border communities in their pathways towards 

higher education.  Intensive case selection based on the geographical location––a rural, border 

community, and experiences of its inhabitants was used for this study (Schensul, Schensul & 

LeCompte, 1999), as I was attempting to determine how attending school in this type of area 
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affected the alumni students’ access to higher education.  I also used comparable case selection 

as a method to note the similarities and differences among each participant’s experiences 

(Schensul, Schensul & LeCompte, 1999).  The following research questions were addressed 

through interviews with three participants selected from previous pilot studies regarding access 

to higher education in a rural, border community: 

 1) What influenced alumni students’ decisions to pursue higher education? 

2) What types of capital did alumni students leverage in order to access resources and 

opportunities for higher education?  

3) How did alumni students’ types of capital affect their access to resources and 

opportunities for higher education?

 Originally, I intended to use a series of individual interviews over Facebook chat in order 

to collect data from the participants.  However, due to participant preferences for interviewing 

methods, I conducted one series of interviews through Facebook chat, one series of interviews 

through audio-recorded phone calls, and one interview using a survey questionnaire.  Despite the 

use of different interviewing methods, I created an interview guide (Marshall & Rossman, 2011) 

to direct the same topics of conversation amongst all three participants.  The data collected were 

then placed into spreadsheets based on the topics from the interview guide.  Finally, the data 

were analyzed across all categories based on Ríos-Aguilar et. al.’s framework for examining 

students’ educational outcomes (2011) and Yosso’s six types of capital (2005).

V.  Methodology

 For this research, I employed a case study approach with three of the participants from 

the original pilot studies.  I utilized the qualitative methods of a one-on-one phone interview, a 
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one-on-one Facebook interview and a survey questionnaire to pursue.  These methods were 

appropriate to pursue a more in-depth examination of the types of capital these participants used 

to gain access towards higher education and the implications for how these types of capital 

influenced each participant’s educational trajectory.  This study was also driven by the need to 

better understand in what ways a rural, border community high school supported (or not)  

students’ higher educational trajectories and provided (or not) them with essential opportunities 

and access to resources for college.

Case Study Approach

 My intention with this study was to conduct an in-depth examination of each participant’s 

circumstances surrounding her or his experiences accessing higher education.  Conducting this 

research as a case study best served my purpose.  Marshall and Rossman (2011) define this 

approach as “an intensive study of a case” which involves seeking a “better understanding of a 

particular case” or examining a case to study a larger phenomenon (p. 22).  This research fit best 

with the latter case study approach, as my intention was to closely examine each participant’s 

story while searching for similarities and differences in all of the participants’ experiences of a 

common goal: to go to college.  

 Case studies also allow for the use of multiple methods and do not rely on only one 

methodology to conduct the research (Marshall & Rossman, 2011, p. 94).  This worked in my 

favor, as I needed to use multiple methods that were dependent on each participant’s availability.  

While the use of multiple methods could get complex, the analysis of a common topic within the 

case study approach helped me to stay focused on the larger issue I was researching.  

Participant Recruitment
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 During the pilot studies, I used my Facebook account to connect with fellow alumni 

students from my high school.  In recent years, Facebook has become more utilized “as a 

research tool” (Wilson et. al., 2012, p. 204) and is perceived as “a useful tool for recruiting 

young adults for qualitative studies (Balfe, et. al., 2012, p. 514).  The status feature on Facebook 

was used to post an announcement which included a call for potential participants (Balfe, et. al., 

2012).  This “status” could only be seen by people on Facebook who were my Facebook friends; 

therefore, other people on Facebook who I had not already added as a friend would not receive 

this message.  Interested parties who had seen my status post were asked to send me a Facebook 

message sharing their interest in participating in the studies.  Once those messages were 

received, I described the study and explained how interviews would be conducted over Facebook 

messages. 

 Unlike the pilot studies, my intention with this research was to understand how each 

participant’s resources and knowledge from the home, the school and the community influenced 

and supported her or his pursuit to attend college.  During the pilot studies, there was a large 

amount of data collected from twelve participants, and I realized that given my short time frames 

(four months per study), I could not do an in-depth examination of each participant’s experience 

in accessing higher education.  Even though this research had a longer time frame (one year), 

attempting to interview twelve participants and examine each of their cases would have taken too 

much time.  For this reason, I decided to examine the experiences of three participants out of the 

twelve I originally interviewed for my pilot studies.

Participant Selection 
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   Participants were chosen in a comparable case selection as a way to find differences and 

similarities between the data and keep the results individualized to each participant’s experience 

(Schensul, Schensul & LeCompte, 1999).  The alumni students were selected based on where 

they found resources and information on higher education: their school, their homes and their 

community.  These selections can be seen in Table 1. 

Table 1. Participant Selection Based on Resources/Information in the School, Home and 

Community

Participant Resources/
Information in the 

School

Resources/
Information in the 

Home

Resources/
Information in the 

Community

Maura yes yes yes

Daniella yes no no

Trent no yes no

 

 During the selection, I wanted to choose three participants whose resources varied across 

all three places of access (home, school and community) as a way to compare and contrast how 

these places of access influenced the participants’ higher educational trajectories.  The first 

participant I chose was Maura, because she found resources and information in all three places.  I 

wanted to see how Maura’s case would compare with Daniella’s and Trent’s cases, who did not 

have this same type of access.  The second participant I chose was Daniella, who found resources 

and information in the school but not within her home or in her community.  The final participant 

chosen, Trent, found resources and information in his home but not within the school or within 

the community.  
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 Each participant was contacted through Facebook using its chat feature, an instant 

messenger that allows one to send “private messages” to another person (Balfe, et. al., 2012, p. 

512).  Each of these individuals, who were also participants in the original pilot studies, agreed 

to participate in the current study.  Using the Facebook chat feature, I further explained the 

parameters of their participation and answered any questions they had about the study.  

Participants were informed that the researcher would be conducting one-on-one interviews, that 

their responses would be kept confidential, and that they would be given a pseudonym.  In 

addition, the participants were advised that they retained the right to refuse to answer any 

question especially those that might make them feel uncomfortable.  Prior to conducting the 

interviews, participants received consent forms which outlined the parameters of their 

participation in this new project and any foreseeable risks (Marshall & Rossman, 2011).  Each 

also had the option to choose which of the interview methods would best work for their 

availability: a Facebook interview, a phone interview, or a survey questionnaire.  Once signed 

consent forms were received, I scheduled an interview accommodating each participant’s 

availability.

Data Collection

     Multiple interviewing mediums.  Data collection and interviewing was done using multiple 

methods that were dependent on what would best work for each participant’s schedule (Marshall 

& Rossman, 2011).  One method was one-on-one, in-depth interviews which was either 

conducted through Facebook chat or through phone calls that were audio-recorded (Seidman, 

2006).  Another data collection method used with one participant was a self-administered 

interview questionnaire which better accommodated the conflicting schedules and availability on 
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the parts of the participant and myself (Schensul, Schensul & LeCompte, 1999).  For each data 

collection method, I used an interview guide to direct the questions and topics of conversation 

that would be discussed (Marshall & Rossman, 2011).  It was also agreed among the participants, 

during the consent form process that findings would be shared with participants after the 

completion of the research write-up in order to member-check the data so the research accurately  

reflected their lived experiences.  

 Maura agreed to use the method of Facebook interviewing, provided the meetings were 

after 8 o’clock pm.  In total, four interviews (each lasting no more than an hour and a half) were 

conducted with Maura over Facebook chat.  During the analysis phase of the study, I also 

conducted two follow-up interviews with Maura for more clarity on some of her responses. 

   Trent decided to the best way to interview him would be through phone calls.  Two audio-

recorded phone interviews (Seidman, 2006) were conducted with Trent, each lasting no more 

than one hour.  I also contacted Trent for follow-up questions over text messages for clarification 

on certain responses during the analysis phase of the study. 

  When it came to setting up meeting times, Daniella had the most hectic schedule.  For 

this reason, she suggested sending her an interview questionnaire, so she could answer the 

questions within her own timeframe (Schensul, Schensul, & LeCompte, 1999).  The 

questionnaire was comprised of the same interview questions created for the other two 

participants and was emailed to Daniella.  Once she completed the questions, she emailed them 

back to me.  

Data Analysis, Organization and Presentation 
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     Data analysis.  The data for this study was analyzed and interpreted using formative theory 

(Schensul, Schensul & LeCompte, 1999).  I applied the concepts of alternative forms of capital 

(Yosso, 2005), and college choice and access (McDonough, 1997; McDonough & Calderone, 

2006; Pérez & McDonough, 2008) to analyze the data collected for this study.  Previous 

participant experiences from the pilot studies were also used to further interpret findings already 

made regarding the subject matter (Salcido, 2012).  Data interpretations were used to describe 

implications for further research (Seidman, 2006).

     Data organization.  Once interviews were collected and transcribed, they were open-coded 

according to “conceptual categories” that related similar behaviors and events across all three of 

the participants’ experiences (Marshall & Rossman, 2011).  The data were organized into three 

spreadsheets (one per participant) that were broken-down into categories of topics discussed by 

the interviewees.  The following categories were charted into each data collection table for 

manageability: 

- research site description 

- participant self-description 

- participant’s family description 

- educational values of the participants and their families 

- school support and resources participants received for higher education 

- family support and resources participants received for higher education 

- community support and resources participants received for higher education 

- peer support participants received for higher education.  
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Quotations from the interviews were inserted into each participant’s data collection table as a 

way to cluster all of the information together, so I would have an easier time to code the data.  

Examples of how this data collection was organized follow below in Tables 2-4:

Table 2. “Daniella” Data Collection Table Example

Participant School Description Student Population/Demographics

“Daniella” 1)  Can you describe what your high school 
was like?  What did it look like?  How 
was the campus set up?  What were the 
facilities like?  
The school was an open campus.  It has 
grades K-12 all in one location.  It was 
brick walls, small block windows and I 
think red locker rooms outside.  We did 
not have halls because the campus was 
open.  The facilities were ok.  I have 
seen both better and worse facilities at 
other schools. 

I would say there were a majority of 
Mexican American and Native American 
students at my school...  In high school, 
there were very few things that students 
could get involved in.  I was aware of 
drugs around..but not as much as I hear 
now. 

Table 3.  “Maura” Data Collection Table Example

Participant Family Values Family Knowledge/Support (HED)

“Maura” They were brought up to finish 
school and go to college. That is 
how my mom raise us. (talking 
about mom’s family) (My notes: 
emphasized pursuing higher 
education on mother’s side)

JS: Besides pushing you in the 
direction of higher education, were 
there other ways your family helped 
you in that pursuit?

Maura: They supported me . When I 
was offered an after school job my 
parents said I should do it as long 
as my grades didn't suffer. They 
were supportive
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Table 4.  “Trent” Data Collection Table Example

Participant Students Attitudes/Behaviors Teachers/Faculty Description/Behavior

“Trent” JS:  Ok.  So how did they feel about 
attending school in that town, like, did they 
like going to school or...?

Trent:  Nah, I wouldn’t say that.  I would say 
that they don’t.  They don’t like going to 
school.

JS:  Oh.  Why do you think that was?

Trent:  I think...and I think I’m just being...on 
the majority of the students...I was...I think 
I’m saying that because a lot of them didn’t 
pursue higher education.  I’m just assuming 
they didn’t like school and um...and I think 
it’s...um...not common...

JS: Ok.  So...[pause looking at 
questions]...sorry, I’m like looking at my list 
of questions.  Um...do you feel like you were 
academically challenged there as far as the 
courses go, because I know you said you 
just did enough to get by, but did you feel 
like the courses were hard for you or you 
just...didn’t--

Trent:  I think it depended on the teacher, 
definitely.

JS:  Ok.  Can you give me an example of 
how that worked for you?

Trent:  There would be a teacher--he was an 
English teacher and he wasn’t very good, 
socially so he wasn’t a very good teacher 
and he wouldn’t expect a lot out of you...

 

 The data were then analyzed and organized according to Ríos-Aguilar et. al.’s framework 

and its four phases for examining students’ educational outcomes (2011): 

(1) common sources of recognition and misrecognition participants used to access higher 

education, 

(2) the transmission processes of resources onto the participants, 

(3) the conversion of these resources into Yosso’s (2005) types of capital, and 

(4) the activation/mobilization of the types of capital into each participant’s higher 

educational outcome. 

The data were analyzed according to my research questions, and I found that by organizing it 

according to Ríos-Aguilar’s framework, the questions were answered.  
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     Data Presentation.  I use a narrative/storytelling approach to present the participants’ 

experiences on how they were able to access higher education.  Narratives allow participants to 

“speak from experience about situations” that are topics of interest for researcher’s studies 

(Schensul, Schensul & LeCompte, 1999).  I did not want to impose my own views of my 

participants’ experiences in accessing higher education, since they are very different from my 

own.  Thus, I felt it was necessary to let them give their own perceptions on their experiences 

and present the information using excerpts from their stories.

Benefits and Challenges of Methodology

 While conducting the research, I found that there were both benefits and challenges to the 

methods I used.  One of the biggest benefits I saw was using narratives, because it allowed my 

participants to tell their own stories.  When I thought about how I wanted to collect my data for 

this research, I was very concerned about not imposing my own views upon my participants’ 

experiences.  Conducting interviews through a storytelling approach was very beneficial, as it 

gave my participants a “voice” in the research.  As a result, I felt that this study was not 

conducted on my participants but rather with them, which was a very humbling experience for 

me as a researcher.  I set out to make this study about these alumni students, and I believe using 

narratives allowed me to accomplish this.

 Another benefit I found was using multiple methods for each participant as a useful way 

to conduct research for this case study.  It was much easier to schedule meeting times with the 

participants, and it allowed me more time to transcribe and analyze the data.  Using a survey 

questionnaire was especially useful for Daniella and me, because her busy schedule did not allow 
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us time to set up meetings for Facebook or phone interviews.  While multiple methods were 

extremely useful, there were some challenges that came up as I was collecting the data.     

 One major challenge in conducting Maura’s interview over Facebook chat was ensuring 

her privacy.  Having a Facebook account involves “the sharing of content and personal 

information” on one’s profile, which leads to “potential privacy risks” (Wilson et. al., 2012, p. 

212).  However, users of Facebook are made aware of such risks and can control how much 

personal content is shared over the site.  In order to be cautious of the sharing of information 

over Facebook chat, Maura’s responses were copied and pasted into a Microsoft Word document 

and promptly deleted from the researcher’s Facebook immediately after each chat.  Maura was 

informed of this procedure for collecting data from the Facebook chat feature before beginning 

her interview, and she was asked for her consent to this procedure.  Once consent was given, she 

was encouraged to delete her Facebook chat messages after interviews to ensure her privacy.  

Overall, this method ended up working very well, and Maura’s privacy was ensured to the best of 

my ability. 

 Trent’s interview also came with some challenges particularly in attempting to record our 

phone conversations.  The best method I could think of using was setting my cell phone on 

speaker phone and turning up the volume as much as possible while my portable recording 

device was set-up next to it.  Before we proceeded with the interview, Trent and I tested the 

method by recording a short conversation.  I then played back the recording, and the device 

picked up both Trent’s and my responses very clearly.  After both interviews were conducted, I 

transcribed them and saved them into a Microsoft Word document (Seidman, 2006).  Even 
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though transcriptions take a longer period of time than a Facebook interview, the length of the 

recordings was only an hour each, and it did not take me very long to do the transcriptions.

 Daniella’s interview method was the one I was most worried about.  In total, it took about 

four weeks from the time the responses were sent and for her to return them.  While it was very 

easy for me to organize her data, since the responses were already in a question-answer format, I 

felt that had I conducted an in-depth interview, I would have gotten more information about her 

experiences.  Nevertheless, her responses contributed significantly to the study.

VI.  The Study

Research Context

 It is important to highlight the characteristics of both the community and the high school, 

as they set the context for the experiences the participants faced when accessing higher 

education.     

     Apio, AZ.  Apio is a rural, border community located about 120 miles southwest of Phoenix, 

AZ and about 130 miles west of Tucson, AZ.  It is about forty-five minutes north of the U.S.-

Mexican border and is surrounded by the lands of the Tohono O’odham reservation.  Although 

Apio does not sit directly on the border, participants still consider the town a border community 

as well as a mining town.  At the southern part of the town is an open-pit copper mine that was 

shut down in the 1980s.  Since its closure, participants for this study related that there has been a 

decline in the town’s population due to the lack of jobs available within the community, as the 

majority of the jobs available were mine-related.  Apio also does not have any institutions of 

higher education located within the town limits.  The nearest college, Tohono O’odham 

Community College, is in Sells, AZ located about 72 miles east of Apio towards Tucson.  Other 
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nearby colleges and universities are found within Casa Grande, AZ, which is 103 miles northeast 

of Apio, Tucson and Phoenix.

 The participants described the town’s population as being mostly Hispanic, a large White 

population, as well as quite a few Native American residents.  Retirees from the northern United 

States flock to Apio during the winter season, making the town known as a retirement 

community, as well.  At the time participants graduated from high school, Apio had 3,907 

residents, 21.6% of whose incomes fell below the poverty level (U.S. Census Bureau, 2003).  

Participants also reported a large drug population present within the community, suspected 

because of its proximity to the border.  This led to more secure border protection in the U.S., and 

a large influx of Border Patrol agents who reside in Apio with their families.

     Apio High School.  There is only one school in the community comprised of  K-12 students.  

This school has Title I status under the Elementary and Secondary Education Act, which makes it 

eligible for financial assistance through supplemental programs, such as instructional services or 

school-wide reform efforts (Arizona Department of Education, 2012).  Daniella described the 

school as being an open campus, meaning that classrooms and facilities were located outside in 

the open, “We did not have halls because the campus was open.”  Trent offered a more in-depth 

explanation of the school’s layout:

There was like three buildings and it had maybe six classrooms in each of the buildings.  
I think we used a maximum of like nine [classrooms] for the high school.  Then there was 
the gymnasium and um...the athletic facilities, there was a library on campus, an 
auditorium and a band room on campus. 

Also noted was that K-3 students shared a smaller-sized campus located at the back of the high 

school.  However, all grades shared the library, the auditorium, the gymnasium, the cafeteria, the 
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superintendent’s office, and the principal/counselor/nurse’s office during different scheduled 

timeframes.  While the facilities at the school had been around for “at least forty years,” as Trent 

stated, all participants recalled that the buildings were in fairly good condition.  

 During their graduation years (2001, 2004, and 2006), participants estimated there were 

about 150 students total.  According to enrollment figures from the Arizona Department of 

Education, the student population was 135 in 2002, 164 in 2004 and 152 in 2006 (Arizona 

Department of Education, 2014).  Students’ socioeconomic statuses ranged from middle- to 

lower-class.  Participants also recalled that most of the students who attended the high school 

were Hispanic, mainly of Mexican descent, while the rest of the population was comprised of 

White students and Native American students.  The large Hispanic student population of students 

included those who were bussed over from an even smaller town located directly on the border, 

Lukewell. 

 Daniella lived in Lukewell while going to Apio High School and gave a short description 

of her community:

I grew up in Lukewell, AZ but attended school in Apio because there was no school in 
Lukewell.  Lukewell is a border town, not really a town.  More of a port of entry with a 
hotel, gas station, grocery store, restaurant, post office, duty free store, and some houses 
and a trailer park.  I think the population at its largest was 64 while I lived there.  We also 
had a park and were allowed to swim in the hotel’s pool.

 Several of the students who were bussed over from Lukewell to Apio were actually from 

Mexico.  Maura’s father drove the school bus that transported this group of students, and she 

recalled how and why these students were able to attend the high school:

My dad drives the school bus to Lukewell. Most of the kids say they live in Lukewell but 
they actually live in Mexico. Apio is the closest school for the kids that live in Mexico 
that don't go to Mexican schools...I believe it's around 70 students [went to Apio High 
School]. They have to have documentation that they live in Lukeville or they can't ride 
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the bus. Those who cannot provide this proof are driven in by their parents...I think [they] 
have to have a U.S. mailing address. There is a post office in Lukewell so I think a lot of 
the people just rent a P.O. Box.

 In 2004, Attorney General Tom Horne, State Superintendent of Public Instruction at the 

time, called for an investigation into the school for allowing students from Mexico to attend.  He 

argued that allowing these students to attend school in the United States was costing taxpayers 

money (Carroll, 2004).  In 2010, after a lengthy investigation into whether or not students were 

providing accurate documentation for living in the United States, Apio Unified School District 

was fined $1.2 million for providing Mexican students with a free education (Carroll, 2004).  

Neither myself nor the participants were certain as to whether or not the school has been able to 

pay this fine or if students are still being bussed over from Mexico. 

 A majority of the students at the high school during 2001, 2004 and 2006 were 

characterized by participants as “not liking” or “not caring” about school.  With further 

questioning, Daniella guessed it was because their families did not emphasize education or the 

students were on drugs.  Maura and Trent also related a problem with drugs amongst some of the 

students at the school.  However, all three participants felt that a common goal for students 

remaining in high school to completion was to leave Apio following graduation.  Carr & Kefalas 

(2009) state that this is not an uncommon goal amongst students from rural communities, and for 

the participants in this study, going to college was their ticket out of town.  Some may leave town 

in search of jobs or the military, but there is a specific number that may look at college as the 

most achievable means to leave town.          

Positioning
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 My positioning in this research is that I am a fellow alumni student of Apio High School.  

I have developed friendships and friendly acquaintances with the participants of this study, thus, 

I am an inside researcher to the study.  I also have prior knowledge regarding some of their 

experiences in accessing information and resources about higher education at our school, and this 

research provided me with the opportunity to hear the full accounts of their stories.  It is 

important to note that while I may have had similar experiences as those of my participants, my 

circumstances were very different.  When conducting the interviews and analyzing the data, I 

made sure to be very aware and careful of my prior knowledge and any biases I may have had 

towards the information I was receiving from these participants (Marshall & Rossman, 2011).  I 

made every attempt to avoid making any assumptions or guesses regarding the experiences the 

participants were relating to me and by following-up with the participants on any confusion I had 

when they were telling their stories.

Participant Biographies

     Participant 1: Maura.  Maura graduated from Apio High school in 2001.  She identified her 

cultural background as being Hispanic and Native American.  Her father’s side of the family is 

Pascua Yaqui, but they are not registered with the tribe.  Because of this, she identifies more as 

Hispanic.  Maura was one of the first persons to volunteer for the original pilot studies in 2012 

and was very interested in continuing on as a case study participant.  

 Maura lived in Apio with her family, which consisted of her mother, her father, and her 

older sister.  Maura’s mother was a teacher at the elementary school and her father also worked at 

the school as a bus driver.  She classified her family’s socioeconomic status as working middle-

class in the pilot study interviews (Salcido, 2012).  In this interview, she talked about having a 
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large extended family on both sides of her parents; however, she was closer to her mother’s side 

of the family.  She stated that getting an education was very important to both of her parents, but 

especially her mother.  She recalled, “As far back as I can remember, my mom always said 

school was important.  I had to do my best and get scholarships so I could go to college.”  When 

asked how her father felt about getting an education, she stated that he dropped out of high 

school when he was in “9th or 10th grade” and that he would support her mother “when [she] 

would push us to study and try hard.”  Maura explained that her father still supported her goal of 

getting an education, because, “he never had anybody push him.  He didn't want us to drop out 

like he did.”  This support from Maura’s parents for getting an education made her take her own 

education very seriously and she excelled academically.

 Maura said, “[In high school] I was a nerd. I didn't do sports. I was in the band, student 

council, student body, and National Honor Society.”  Her goal was to get straight A’s.  The 

motivation to set these goals was in response to the high expectations and pressure from her 

mother to maintain good grades.  She said she did not want to disappoint her parents by being a 

“failure” (Salcido, 2012, p. 16).  Maura also stated that she was very introverted in high school, 

and that her friends convinced her to join many of the organizations in which she was involved 

(Salcido, 2012).  Because Maura did not feel very academically challenged at the school, 

excelling academically came fairly easily for Maura.  In response to further probing on this, she 

replied:

I tried hard and did my best and I excelled but I always felt that I should have been 
challenged more...in math, for example, I started advanced classes in [7th] grade so my 
senior year I didn't have math because I completed pre-calculus in 11th grade. They didn't 
offer anything higher than that. And math was my best subject. So I felt very 
disappointed about that.    
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Her physics course was the only class in which Maura felt challenged, but only because she said 

science was her weakness.  Despite not feeling academically challenged, Maura still strived to do 

her best to reach her goal of getting straight A’s. 

 After high school, Maura wanted to go to college and become a math teacher.  However, 

she wanted to start out at a community college first, so as not to get overwhelmed by class sizes 

and course loads.   

     Participant 2: Trent.  Trent graduated from Apio High School in 2004.  He described his 

cultural background as half White and half Mexican, although he identifies more as White due to 

the language he speaks and being closer to his White family members.  He became involved in 

the pilot study after volunteering to participate.  While he and I shared classes in high school and 

have the same circle of friends, we never had any in-depth one-on-one conversations with one 

another until the pilot study interviews.     

 Trent was raised in a low-income, single-parent household, sharing space with his father 

and two older sisters, who are ten and eight years older than him.  His mother is originally from 

Mexico, married his father and became a U.S. citizen about thirty years ago, but his parents 

divorced when Trent was a child.  During his freshman and sophomore years in high school, 

Trent stated that the family lived on food stamps, and when he was a junior and senior, his father 

was making “under 30k a year” (Salcido, 2012, p. 13).  Despite his family’s financial 

circumstances, Trent felt that his father and sisters were very supportive of him.  He was able to 

go to them for advice, and they prevented him “from partying around the wrong 

crowd” (Salcido, 2012, p. 13).  Having a supportive unit at home was very important to Trent, 
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and he felt that his family set good examples for him.  This was especially useful for him since 

he struggled academically in high school.

 As a high school student, Trent described himself as not being very motivated 

academically:  

I would say I did enough to get by.  I uh was more interested in doing sports and hanging 
out with friends and being a class clown, so I just did what was necessary to pass and I 
wasn’t really worried about...grades...

 Despite this attitude toward academics, Trent was heavily involved in sports and a couple 

of school clubs.  He played football, basketball, baseball and track and participated in drama and 

journalism.  He stated that being involved in these activities motivated him to go to school and 

helped him decide what career he wanted to pursue after graduation (Salcido, 2012).  His goal 

was to become a sports coach, and he felt the first step toward this goal was to attend community  

college and then transfer to a university.

     Participant 3: Daniella.  Daniella graduated from Apio High School in 2006.  She identified 

herself as being Mexican-American, because, as she put it, “I am a bit of both.  I have the family 

values that the Mexican culture has, yet I also have a lot of values based on the ‘American 

Dream.’”  I personally sought out Daniella for the original pilot study and for this case study, 

because our friendship has kept us in close contact following high school graduation.  She has 

been aware of this research into the experiences of students accessing higher education at our 

high school since the first pilot project and was extremely interested in participating in this case 

study.   

 Daniella’s family consisted of her mother, her brother, her two sisters and eleven nieces 

and nephews.  She stated that during the time she was in high school, she did not have a close 
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relationship with her father, who left the family when she was eight years old.  When discussing 

her family’s socioeconomic status during the pilot study, Daniella described it as low-income, 

stating, “We lived off food stamps and our health care was welfare” (Salcido, 2012, p. 12).  In 

her survey questionnaire, she mentioned these circumstances again, saying her mother “did not 

have a lot of disposable income,” and she, her brother and sisters could not afford “luxuries.”  

When she was not in school or playing sports, Daniella worked part-time at a gas station in 

Lukewell as a cashier and stocker (Salcido, 2012).

 Unlike Maura and Trent, Daniella did not grow up in Apio, AZ.  She grew up in Lukewell 

and was bussed over to Apio High School along with other students from Lukewell and Mexico.  

She stated “Apio and Lukeville were both very similar,” meaning that there was a Mexican 

American and Native American population in the town and school.  She further explained, 

“Since the mine closed, our town has been made up of mostly people close to or under the 

poverty line.  Of course there were some families that were well off, but they were in the 

minority I would say.”  Despite living in Lukewell, Daniella felt like she was still part of the 

Apio community, especially since she attended its high school and was a top student, 

academically.  

 During the pilot studies, Daniella stated she was an “above average” student, getting A’s 

and B’s in her classes and was very involved in sports, student council and National Honor 

Society (Salcido, 2012).  When asked about her experiences in high school on the survey 

questionnaire, Daniella responded, “I do not think I was academically challenged at this school.  

Even the ‘higher’ academic classes were pretty easy for me...I thought the classes I had to take 

were pretty easy.  There were few classes that I felt were actually preparing me for college.”  
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Even though she did not feel challenged, Daniella still maintained high grades and graduated 

with honors.  After graduation, Daniella’s goals were to attend a university to pursue a career as a 

lawyer.

VII.  Main Findings

 To present the findings, I created a format using the four phases of the Rios-Aguilar et al. 

(2011) framework for examining students' educational goals and outcomes.  First, I identify 

recognized resources found within the participants' school, homes, and community.  I followed 

this section with resources that participants used towards their college pursuits that often go 

misrecognized or unrecognized by institutions and/or institutional agents.  Second, I discuss the 

transmission of resources and information onto each participant from the recognized and 

misrecognized resources in their homes and in their schools.  Third, I incorporated Yosso's 

(2005) alternative forms of capital into the conversion phase to show how the participants used 

"community cultural wealth" to convert the resources they found into types of capital that go 

beyond traditional Bourdieuan forms of capital.  Finally, I discuss how each participant activated 

and mobilized these forms of capital to pursue their college aspirations and how their capital 

affected their educational outcomes.

(Mis)Recognition of Resources

 High school students who aspire to go to college tap into a variety of resources that they 

find valuable in achieving this goal.  Some resources within their school, homes, and community 

such as academic excellence, membership in the National Honor Society,  relationships with 

teachers and other faculty members, seeking guidance from a school counselor, college fairs, 

parents who have gone to college, and community scholarships are recognized as useful sources 
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of knowledge and practices by educational institutions.  However, other resources, such as peer/

friend emotional support, family members’ emotional support, community members’ emotional 

support, and students’ college aspirations may often go unrecognized or misrecognized as useful 

sources of knowledge and practices yet are leveraged by students (Ríos-Aguilar, et al., 2011).   

The first detail Ríos-Aguilar, et. al. (2011) suggest researchers examine within students’ 

educational trajectories is to identify and recognize resources that college-bound students use to 

achieve their educational goals.  However, doing so involves more than simply recognizing the 

resources available to them within their homes, schools and communities: it also involves 

encouraging students to leverage these resources towards their educational goals (p. 176).  In the 

following section I identify those resources the participants in this study leveraged towards their 

higher educational goals with a focus on the process they employed to do so. 

 In this study, I recognize, as highly significant, all of the resources these participants 

discussed as helping them achieve their educational goals and draw from the current and 

previous pilot studies on this topic to identify and discuss both recognized and (mis)recognized  

resources in the following section.  I begin by identifying those resources that are commonly 

“recognized,” within the school, home and community and follow with those which I identify as 

“(mis)recognized” in the school, home and community.

Recognized Resources from the School

     Academic excellence and the National Honor Society.  This study recognized that one of 

the most useful resources in school was academic achievement, and more so with membership in 

the National Honor Society (NHS).  During the pilot studies, all alumni participants stated that 

this student organization was based on high academic achievement and that students needed to 
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be invited-in to participate (Salcido, 2012).  NHS was cited as a useful school resource again in 

the interviews with Maura and Daniella, who were members of the organization in high school.  

Maura stated, “NHS helped a lot” when she was accessing higher education.  Trent, although not 

a member of NHS in high school, also mentioned the same student benefits of membership.

     Talking to teachers and other faculty members.  Another resource each alumni participant 

identified as useful and available within their school was talking to teachers about higher 

education.  Participants found that when teachers discussed higher education with them, they 

were more likely to go to these teachers for advice on college planning, because these teachers 

showed that they cared about their students’ well-being and what became of them after high 

school.  These teachers would either discuss higher education with the entire class or with 

students on an individual basis.   

 While teachers might be a more common resource for students to use towards higher 

education, the alumni students found other faculty members in the school who were useful 

resources to them as well.  Maura and Daniella stated that they talked to the school librarian, 

who was also their National Honor Society advisor, about their college plans and to seek out 

information on schools and financial aid.  Daniella and Trent also stated that they talked to their 

sports coaches about their plans.  However, Daniella stated that during her time in high school, 

there was a “split between the teachers who cared and tried to prepare us for higher education 

and those who were just there because it was a job.”  Trent also confirmed this: 

[You] could definitely tell the [teachers] that wanted to be there and the ones that didn’t 
and you had teachers that made it fun and a couple of the other teachers were retiring 
while I was there so...um...some came in and they weren’t very good and you didn’t 
really wanna be in class because...I dunno...they weren’t very good teachers, I guess.  
They didn’t...connect with students.  
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 Trent added that teachers and other faculty should connect with students “because it 

shows that, you know, they care.”  Unfortunately, all participants specifically identified one 

faculty member at the school who was not as useful and/or available to them as others: the high 

school guidance counselor.

     Guidance counselor.  McDonough and Calderone (2006) explain that “counselors can have 

both positive and negative impacts on students’ aspirations, plans and enrollments, as well as on 

their financial aid knowledge” (p. 1706).  Despite the fact that there was a guidance counselor at 

the high school, participants did not view him as a useful resource. Rather, the participants’ 

described only negative experiences about their interactions with him.  

 Maura felt that the counselor was biased and gave preferential treatment to students who 

were college bound.  She said, “If we had a guidance counselor that aimed everyone for college 

bound instead of just graduating track maybe more kids would have felt encouraged rather than 

discouraged.”  In the pilot studies, Maura recalled that one of her friends had gone to talk to the 

counselor about going to college and that he discouraged her from attending due to a personal 

bias he held against her family (Salcido, 2012).  In this case, Maura interpreted the counselor’s 

actions as a negative impact on her friend’s plans to attend college, and as a result, Maura chose 

to not discuss her plans with the guidance counselor. 

 Overall, Trent’s experiences with the counselor were very minimal, and he described 

them as not being very helpful:

[We] had a few guidance counselors and some--some teachers were turned into guidance 
counselors, but I didn’t really go see them much.  I think I went to see them a couple of 
times before I graduated, but I don’t remember them being, like extremely helpful. 
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The only interaction Trent had with the same guidance counselor referenced by Maura was “to 

figure out what [courses] I needed to graduate.”  However, Daniella had the most negative 

experience with this particular guidance counselor.

 When Daniella decided to go to college after high school, she first sought advice from the 

school counselor.  Even though she was academically achieving at the top of her class, Daniella 

felt that the counselor discouraged her college-bound plans.  Rather, he advised that attending a 

community college was better suited for her than a university.  She said:

[The] one I had real problems with was our guidance counselor.  He basically told me, a 
top student, that I would be wasting my money going to a university and that maybe 
community college was the best route for me.  I felt insulted by his comments because 
well, I knew I was university material.  I stopped discussing my future with him then.

 Although Daniella told the counselor that attending a university was her first choice, she 

sensed his strong attempts to sway her into going to a community college.  Daniella did not give 

any reasons as to why the counselor tried to sway her decision, but strongly stated that it was not 

the counselor’s place to tell her where she could pursue higher education.  For each of these 

alumni participants, the guidance counselor demonstrated that he was not the best or even a good 

resource to use within the school for their post-high school plans. 

 Schuerger (1970) describes that one of the major functions of a high school counselor is 

to encourage students towards their educational goals after high school and help them seek out 

information to “lay out a plan of action complete with alternative paths” (pp. 3-4).  In spite of the 

fact that each of the alumni participants recognized the counselor as a resource for higher 

education, his discouragement, his bias against students who he determined were not college 

bound and his unavailability did not make him a useful resource for these students.  
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     College fair.  The college fair was another recognized resource in the school that the alumni 

students identified.  At the school-sponsored college fair, representatives from Arizona’s 

community colleges and universities would set-up informational stations in the high school gym 

to talk to students about their college plans while providing them with information about their 

campuses and resources.  Although the participants stated that the college fair was a resource 

students could use, they did not provide very many details on the type of information they 

gathered from the college representatives.  Trent stated, “I remember we had like college fairs at 

my high school [where] got flyers about [colleges and universities], but there was never anything 

that I learned about financial aid or taking classes or what classes to take through those college 

fairs.”  Based on his statements, the college fair may have provided general information about 

the colleges and universities in attendance but did not offer information on financial aid or pre-

requisites.  Thus, school resources, such as their teachers, certain faculty members and the 

National Honor Society, were more useful to the participants when finding essential information 

for college.  

Recognized Resources from the Home  

 While there were many resources for higher education available within students’ schools, 

there were also resources that these alumni students identified as being available to them within 

their homes:  parents, siblings and family members who have gone to college.  

     Parents. Ceja (2006) states that “parents play a vital role in shaping their children’s initial 

thoughts and aspirations to attend college” (p. 88).  Pérez & McDonough (2008) also state that 

“Latínas/os rely heavily on family and friends...for college information” (p. 255).  The 
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participants in this study found gathering information and resources for college from their 

parents and other family members to be useful.

     Parents and other family members who have gone to college.  Maura and Trent each had 

one parent who was college educated and had been through the college application process.  

Maura’s mother held a masters degree in early childhood education, and when Trent was in 

junior high school, his father attended community college and a university. These participants 

recalled that discussing college plans and the application process with their parents was very 

useful for them. Daniella was a first-generation college student.

Recognized Resources from the Community  

 Information and support does not only have to come from the students’ homes or their 

schools.  It can also come from their communities.  Following the funds of knowledge 

framework, Reddick et al. (2011) also found that “communities can fulfill a greater role in regard 

to students’ college aspirations” (p. 610).  

     Community Scholarships.  Like the study participants in Reddick et al. (2011), participants 

in this study reported that their community contributed to their pursuits of higher education in the 

form of scholarship opportunities from local organizations.  Trent said,  

There were several community scholarships that were offered and they were all different 
amounts.  I think the highest one would’ve been...I don’t know, I have no idea, maybe 
$500. So those were the ones that were immediately available and went to the students at 
our school.

 Trent further added, “Yeah they had like a Lion’s Club, some personal donors, some 

people had scholarships in names of their spouses or somebody that might’ve passed away, and 

yeah, those were what the main ones were.”  Maura also talked about receiving community 

scholarships, one from the Apio Copper News and one from the Apio Rotary Club.
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 Participants explained that the applications for the scholarships were available at the high 

school; however, they could not remember where they were available within the school.  Trent 

guessed, “I think they were just available at the school or maybe one of our teachers handed 

them out.”  Despite not remembering, each participant stated that s/he applied for them during 

her/his senior year of high school and Trent recalled, “There was a banquet at the end of the year 

that--it was like a huge banquet they would have at the end of the year and everybody would go 

to it and they would name the scholarship recipients.”  Maura was the only recipient of several 

community scholarships.  Trent and Daniella did not receive any.    

 The participants realized that these community scholarships were important for them to 

apply for if they wanted to attend college.  Scholarships seemed to be the only recognized 

resource within the community that they could recall.  None of the participants mentioned 

seeking out information from any community members for college.  Instead, most of our 

discussions regarding resources in the community centered on these scholarships.

 

(Mis)Recognized Resources 

 As mentioned before, there are often resources low-income, racial minority students may 

use towards their educational goals that are purposely unrecognized or misrecognized by 

institutions or institutional agents.  This is done to keep these students at a disadvantage when 

trying to achieve their educational goals, such as going to college.  As a researcher, I find it 

important to recognize all resources students use to pursue their educational goals.  In the 

following section, I discuss the sources from the school, the home, the community, and even the 
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participants, themselves, that might go (mis)recognized by oppressive institutions and 

institutional agents.

(Mis)Recognized Resources from the School     

     Emotional support of peers and friends.  In their research on Latino and Latina college 

choice, Pérez and McDonough (2008) explain that these students “are family oriented and are 

also greatly influenced by their friends” and “value and take into consideration their friends’ 

opinion” (p. 261-262).  When I was interviewing the participants for this study, it seemed that 

their friends played a large role for them in terms of providing emotional support.  Maura, 

Daniella, and Trent each talked about discussing their college plans with their friends and found 

their support for those plans highly useful in their college-preparation process.  Even though 

peer/friend emotional support is not widely recognized as a resource for college, it proved very 

useful for these participants. 

(Mis)Recognized Resources from the Home

     Family’s emotional support towards pursuit of higher education.  The emotional support 

of parents, siblings, and other family members remain as (mis)recognized resources.  However, 

this support lends itself well to students’ aspirations to attend college.  Ceja (2006) notes the 

supporting role parents and siblings play in Chicana’s college choice:

While these acts of support may not have helped Chicanas figure out where to apply to 
college or what issues to consider as they selected and made choices about the right type 
of college to attend, they were important enough to encourage and motivate Chicanas to 
persevere through the college choice process (p. 101).  

 All three participants recalled having the support of their parents and other family 

members who had not gone to college.  Family support and encouragement are important for 

students, because they show “the strong value [parents and other family members] had always 
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placed on getting a college education” (Ceja, 2006, p. 93).  This support plays directly into 

students’ aspirations toward attending college and reassures them that they can follow-through 

with their goals.

(Mis)Recognized Resources from the Community

     Community support of alumni students attending college.  Although Maura, Trent and 

Daniella did not mention finding other community resources other than scholarships from local 

organizations, they did state that the community was supportive of their pursuits towards higher 

education in other ways.  Participants mentioned that community members who asked if they 

were going to college seemed happy with their decisions to attend.  Trent, for example, stated 

that friends of his in the community were proud of his pursuit towards higher education.  He 

said, “Yeah, my friends’ parents and family friends that live out in the community I hear [good 

things from them] often...like ‘Good for you’ or ‘That’s awesome what you’re doing.’”  Maura 

also stated that she received positive comments about her decision to go to college while she was 

working at her after-school job.  She said, “When I worked at the copper news customers would 

ask if I was going to college and always seemed happy to hear me say yes.”  Daniella did not 

mention speaking to community members about her intentions to go to college or receiving any 

feedback from anyone in the community.  This may have had to do with her living in Lukewell 

instead of Apio.  

 As is the case with family members’ and friends’ emotional support, community 

members’ support must also be recognized as a resource.  It shows students that their pursuits 

towards higher education are valued by their communities.  Even though the alumni students did 
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not recognize this support as a resource, they were grateful to community members for providing 

positive reinforcement of their decisions to go to college after high school.

(Mis)Recognized Resource from the Participants

     Aspirations to attend college.  A final resource and often (mis)recognized resource was the 

participants’ own aspirations.  Much of what motivated the participants toward accessing the 

resources they needed for college was their drive to attend college after high school.  Similar to 

the students in the Reddick, et al. (2011) study, participants exhibited a lot of self-motivation 

when they accessed resources for higher education.  Based on their statements in the interviews, 

each participant’s aspirations were influenced by the desire to have a successful job and be 

financially stable.  

 Oftentimes, the aspirations of students go unrecognized and are not taken into 

consideration when examining their higher educational goals.  More attention needs to be given 

to students’ aspirations, as they play a vital role in the students’ motivations to attend college.  An 

examination of these aspirations may then allow researchers to discover how students got their 

ideas to pursue higher education, and then put these ideas into play.  In this research, I did focus 

on and closely examined participants’ aspirations to determine how their ideas to pursue higher 

education were transmitted to them.

Transmission of Resources onto Alumni Students

 The transmission process of Rios-Aguilar’s framework involves examining “how the 

transmission of funds of knowledge and of social and cultural capital within households” 

interacts within educational institutions (2011, p. 177).  The transmission process in this study 

examines how the participants received information about higher education from their homes and 
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from their schools.  I also examine how these resources interacted with one another to influence 

the participants’ access to higher education.  Participants’ decisions to pursue higher education 

were very different for each, as I discuss next.     

     Maura.  For Maura, transmission of information about higher education came primarily from 

her mother.  Maura’s mother’s side of the family was “brought up to finish school and go to 

college” and had a family history of pursuing higher education after high school.  Maura’s 

mother had a masters degree in early childhood education and became an elementary school 

teacher.  In addition, her uncles and three of her aunts went to college, and her grandmother was 

a nurse.

 Maura recalled her mother telling her that if “[she] wanted nice things in life, [she] would 

have to work hard and go to college and get a good job.”  Maura added, “As far back as I can 

remember, my mom always said school was important.  I had to do my best and get scholarships 

so I could go to college.”  Maura stated that her mother constantly pushed her to get good grades, 

so she could receive scholarships for college.  Her mother’s advice and guidance on doing well 

in school and pursuing higher education was extremely helpful for Maura.  As result of her 

mother’s push for academic excellence, Maura was also able to find sources for higher education 

in her high school. 

 As a student in high school, Maura excelled academically and was very involved in 

school organizations such as “the band, student council, student body, and National Honor 

Society.”  Being involved in NHS, specifically, was described by Maura to be a huge help when 

she was making college plans, as its leader provided these students with a lot information about 

college.  Maura recalled, 
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I remember at one of the NHS meetings [our advisor] had information for several 
colleges and offered her help in anyway. She had pamphlets about the universities and 
colleges...[and because] I was wanting to pick a school close to home. She helped narrow 
down the choices...She gave me some ideas on what to write for college applications.

As stated earlier, being involved in the National Honor Society meant that students needed to 

maintain a high grade point average.  This resulted in only specific types of students––those who 

were at the top of their classes––receiving this help and information from the faculty leader.  

Because Maura was involved in this student organization, she received more information about 

college within school than others.

 A few of her teachers proved to be valuable resources Maura could talk to as well.  She 

named her high school English teacher and history teacher as other sources within the school she 

could talk to about higher education.  When it came time to send out college applications, Maura 

said her English teacher helped her write essays for them and also offered advice on which type 

of college to attend, saying, 

It was my English teacher I had turned more to for help...I was scared to go to a 
university and preferred a [community] college first so I asked her opinion...[She] said 
the class sizes at [community] college are much smaller and told me if that's what I 
wanted to do then I should do it. [She was] very supportive.

 Maura’s history teacher also offered Maura and her classmates advice about college and 

even took them to visit a college campus after the class voted on which one they wanted to visit.  

Maura said her history teacher constantly stressed the importance of attending college to her 

entire class and that she had talked to him a few times on her own.  She recognized him as a 

valuable resource.

 Much of the transmission process for Maura took place within her home and her school.  

In both places, higher education was emphasized by her mother, her teachers, and the National 
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Honor Society.  Due to this, Maura was able to access an abundant amount of information and 

resources that prepared her to attend college.  However, for Trent, the transmission process 

occurred in the home.

     Trent.  Trent’s father played a significant role in his decision to pursue higher education and 

was his main source for transmitting information about college.  When Trent was in junior high 

school, his father attended a public university in northern Arizona and Trent lived with him on 

campus.  Thus, Trent was able to receive information early-on about what it was like to attend 

college:

I probably got the most information when my dad started going [to college] and moving 
up [to northern Arizona] when I was in junior high but we lived on campus, so I got to 
see--like almost firsthand.  And that was when I was in seventh grade and eighth grade.

 For Trent, the opportunity to live on campus while his father attended college enabled 

him to see firsthand, what the college experience was like.  It also influenced him to aspire to 

similar goals after high school which included attending a community college then transferring 

to a university.  When asked how his father felt about this decision, Trent said, “He was proud 

about it.  He didn’t go to college when he graduated so I think he was happy about that.”  Even 

though Trent did not attend the same community college or university as his father, his father 

was proud of him for pursuing higher education directly out of high school.  Trent also had 

extended family members who contributed to the transmission process of obtaining college 

information.  

 Some of Trent’s extended family members on his father’s side had attended college.  He 

found them to be useful people to talk to about pursuing higher education as well:

I had a couple of cousins that were teachers and I had [uncles] that were teachers and one 
of them--one of them was a P.E. teacher, which is what I became, so I talked to them a lot 
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about school...not really where I went, because they all have attended [the university in 
northern Arizona], but later on down the road I talked to them about teaching and jobs 
and stuff like that

 Trent’s extended family’s role in the transmission process involved talking to him about 

his career choices and attending school, in general.  The opportunity to discuss his college plans 

with others was an especially useful aspect of the transmission process. 

 Trent’s sports coaches also played a significant role in the transmission process as not 

only role models for the field of sports coaching, but in providing him with attractive points 

about such a career.  He recalled, “Well my coaches just by being respectful to me and making it 

fun for me and then I have family members that are coaches and they seemed to enjoy what they 

did so it looked attractive to me.”    

 The transmission process for Trent continued when he became a community college 

student.  He found out about financial aid and registering for courses from a community college 

advisor.  Trent’s father played a significant role in the transmission process toward a college 

experience beginning at an early age.  This experience likely influenced his decision to follow in  

the same steps as his father in going to college and more importantly, was likely to have provided 

him with the  initiative to do the same right out of high school. Trent’s position as an “average” 

student who did not have access to resources like the NHS or relationships with teachers may 

have been a slight disadvantage for him, but he found an alternative method to access the 

information and resources he needed to pursue higher education.  Trent was provided with the 

guidance, advice and support he needed to access higher education.      
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     Daniella.  Daniella’s transmission process occurred primarily through accessing her 

information at school.  Daniella first heard about college when her eighth grade English teacher 

discussed it with her:

I don’t remember when I first heard about [college], but I do remember when I first knew 
that it was something I wanted to do.  That was 8th grade. Mr. Frame told me he thought I 
would be great at it.  And I believed him.

After hearing about college from Mr. Frame and receiving encouragement to do so, Daniella 

knew pursuing higher education was something she wanted to do.  When she reached high 

school, Daniella sought out information from one of her teachers and the National Honor Society 

faculty leader:

Once I knew [I wanted to go], I started talking to other teachers about it.  Mrs. Greyson 
[the high school English teacher] and Mrs. Schuester [the librarian and NHS faculty 
leader] were the ones who helped me figure out scholarships and requirements...And I 
visited the campus with National Honor Society.

 Like Maura, Daniella excelled academically and was very involved in student 

organizations, such as the NHS.  Doing so allowed Daniella to receive information about higher 

education from her teachers and the NHS leader.  She also received information about college 

after visiting the campus she wanted to attend on an NHS sponsored campus trip, which 

confirmed that being involved in the organization allowed for more transmission to take place.  

 Obtaining information about higher education at the school was very useful for Daniella.  

None of her family members had attended college and could not provide her with any 

information on the college process.  She stated, “None of my family members had been to 

college in the U.S. before” thus they did not “contribute much if anything to my higher 

education.”  Being a first-generation college student had a lot to do with Daniella not receiving 
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information about college at home.  Instead, her eighth grade teacher, her high school English 

teacher, NHS and the NHS faculty leader were significant in the transmission process.  

Summary

 The participants’ transmission processes had some similarities and differences amongst 

one another.  Maura and Trent both received a lot of information about higher education in their 

homes, but since Daniella was a first generation college student, she had to rely on sources at the 

school.  Maura also found a lot of information at the school, because like Daniella, she excelled 

academically and was involved in school organizations, specifically NHS.  However, Trent did 

not access a lot of information at the school.  Unlike Maura and Daniella, Trent’s grades were 

average, and he did not have many teacher and/or faculty connections to receive information 

from them.  Nevertheless, each participant had knowledge passed on to them from some kind of 

resource, and each resource they used could be converted into a form of capital the participants 

could leverage towards higher education.

Conversion of Resources into Forms of Capital

 The conversion process of the Rios-Aguilar et al. (2011) framework involves converting 

the resources and information students access within their school, homes and community into 

forms of capital they can leverage towards higher education.  In this study, the resources that 

were “recognized” (i.e., talking to teachers, parents who have gone to college, etc.) and 

“misrecognized” (i.e., family and friends’ emotional support, participants aspirations, etc.) were 

all converted into forms of capital they could use in their pursuit of higher education.  After 

examining the transmission of these resources onto the participants, it was concluded that these 

resources, whether they be from the family or from the school, influenced the students to pursue 
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higher education.  The next research question that I addressed is: What types of capital did 

participants leverage in order to access resources and opportunities for higher education?  Yosso 

(2005) pointed out that students could leverage at least six types of capital towards their 

educational goals: aspirational, familial, linguistic, social, navigational, and resistant.  Using 

Yosso to examine the participants’ resources and how they converted them into capital, I found 

that they each used four forms during their higher educational trajectories: navigational capital, 

social capital, familial capital and aspirational capital.  Linguistic capital and resistant capital did 

not come up within this study, because the questions asked within the interviews did not address 

the participants’ languages or resistant behaviors.  While some participants converted more of 

one type of capital than others, they still had these four types in common which they leveraged 

towards higher education.

     Navigational capital.  The first type of capital that participants converted into resources for 

higher education was navigational capital.  Yosso (2005) describes navigational capital as skills 

students acquire to maneuver through hostile environments within social institutions.  For 

example, students could maintain high academic achievement despite a lack of highly qualified 

teachers, which could place students at risk of doing poorly in school.  Such navigational skills 

allow students to use “individual agency within institutional constraints” and establish social 

networks to help them navigate through their schools (p. 80).  During the analysis phase, I 

noticed that navigational capital was often interwoven within participants’ conversions of 

resources and information into social capital, familial capital, and aspirational capital.  For this 

reason, I will identify examples of navigational capital within the other forms of capital I have 

highlighted within each participant’s experiences.
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     Social capital.  The type of capital students mainly converted from the resources within their 

schools and within their communities was social capital.  Yosso (2005) described social capital as 

resources that come from social networks that “provide both instrumental and emotional 

support” to students as they navigate through institutions (p. 78).  For this study, social capital is 

defined by the resources students received in their schools and in their communities, namely, 

teachers, the National Honor Society, and community scholarships.  Each participant’s 

experience with social capital was different, as Maura and Daniella had more resources and 

information to convert into social capital than Trent.  

     Maura.  Of the three participants, Maura had the most resources and information to convert 

into social capital combined with navigational capital.  Her good grades and involvement in NHS 

gave Maura access to a lot of information through college visits and pamphlets to the state 

community colleges and universities she received from the NHS faculty leader.  Maura’s NHS 

faculty leader also helped her decide which college to attend.  This information about higher 

education helped her lay out plans to attend college after high school. 

 Maura also converted additional recognized resources from the school: advice and 

guidance from her history teacher and her English teacher into social capital.  Maura’s history 

teacher gave information about higher education to all of his students including taking his class 

on a community college campus visit.  Maura knew she could seek him out as a resource if 

needed.  Maura also chose to seek out advice and help on her scholarship essays from her 

English teacher.  Having these teachers as resources in the school were useful forms of social 

capital for Maura; they had prior knowledge on what was expected to attend college and what 

was essential to writing good scholarship essays.  Together, Maura’s use of these recognized 
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resources from school and her social networking at the school were further converted into 

navigational capital that she utilized towards higher education.    

 Maura also converted the community resource of the community scholarships she was 

awarded into social capital.  When I asked Maura if she had received any of the community 

scholarships she had applied for, she stated she received “at least 10-15 [scholarships],” which 

she used for her college expenses.  Maura confirmed that the scholarship criteria involved 

“academic accomplishments and extra curricular activities” and that she received many due to “a 

good [grade point average].”  Maura’s statements show that in order to receive community 

scholarships, students needed to excel academically and be involved in their school, two things 

that Maura did to navigate through school.  In this case, I identify Maura’s approach to accessing 

useful resources in the school and community, social networking, as the navigational capital to 

activate the social capital (good grades, NHS membership, school faculty and community 

scholarships) from the school and from the community, translating it into money to attend 

college.     

     Daniella.  Daniella’s trajectory mirrored Maura’s conversion of recognized resources from 

school into social and navigational capital: she excelled academically and was involved in the 

National Honor Society.  Being involved with NHS allowed her to seek out information about 

college costs from the NHS faculty leader and visit the university campus she wished to attend.  

Had Daniella not been involved in the National Honor Society, she may not have had the 

opportunity to visit the university she wanted to attend.  Thus, being involved in NHS allowed 

Daniella to establish a social network and gather resources she needed to plan for college after 
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high school, especially since she could not find these at home.  By doing so, Daniella was able to 

leverage both social capital and navigational capital towards her higher educational goals.  

 Another resource Daniella found within the school and converted into social and 

navigational capital was her English teacher.  Once Daniella realized she wanted to go to college, 

she said she “started talking to other teachers about it.”  Since Daniella received the idea to go to 

college from her eighth grade teacher, she felt other teachers would be good resources to engage 

towards her pursuit as well.  Daniella stated that most of her conversations about college with 

teachers were about “gathering information on financial aid” and that her English teacher, “Mrs. 

Greyson,” “helped me figure out scholarships and requirements.”  By talking to her teachers, 

Daniella was able to convert this resource into this social capital she could use towards her 

academic pursuits.  

 Unfortunately, when Daniella tried navigating resources in the community, namely 

community scholarships, she could not access them to convert into social capital.  Daniella had 

applied for the scholarships and met the academic and school involvement criteria, but she did 

not receive any of them.  She guessed it was because she lived outside of Apio and was not well-

known in the town (Salcido, 2012).  Daniella also stated in her interviews for this study that she 

did not actively seek out information in the community.  She said, “I didn’t really ask.  I figured 

it out with the help of the few people at school I asked.”

 Daniella’s reliance on resources at the school worked really well for her in her college 

planning, and she was able to convert her involvement in NHS and her relationship with her 

English teacher into resources she could leverage towards higher education.  This demonstrates 

how she used both social capital and navigational capital towards her college aspirations.
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     Trent.  Trent’s situation in converting resources from school into social capital was very 

different from Maura and Daniella; because Trent was not a member of NHS, he did not have the 

same access to information about state community colleges and universities.  In addition, he did 

not talk to teachers or other faculty members at the school about his college plans, forms of 

social and navigational capital he could have employed at the school.  When I asked him why he 

did not find more resources at the school, he stated, “I think a big part of it was that I wasn’t 

really looking for it.  I was just kind of focused on what I was doing currently and the sports I 

was playing and the friends I had or didn’t have or anything like that.  I wasn’t really looking for 

information on colleges.”  This had an impact on the establishing social capital (social 

networking) within the community, which in turn, impacted his access to eligibility for 

community scholarships dependent on good grades, involvement with recognized student 

organizations (also forms of social capital).  In fact, Trent was very much aware of the social 

capital needed in order to access recognized community resources.  When Trent was asked about 

the criteria local organizations looked for in terms of scholarship recipients, his response was 

very similar to Maura’s:

I think they were looking for...uh...obviously having a good grade point average and 
being active in clubs, being part of NHS and then being active in sports as well.  Pretty 
much wanna know you’re active in clubs and in your school and um...and also wanna see 
that you apply yourself in school.

Trent explained that even though he had applied for these scholarships, he did not receive any:

I did not get any at all.  [I felt] pretty awful.  I was pretty upset about it...I just remember 
that most of them had essays and I tried really hard on the essays and I think I did pretty 
well academically at the end of my senior year and so I didn’t really see, like the whole 
scope of my entire high school career and the kinds of grades I got and I just focused on 
what I was doing then...
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As a result, he did not have enough resources within the community to leverage as social capital 

towards his higher educational goals.  

 Trent’s accessibility to social capital and navigational capital within the school and within 

the community was the exact opposite of Maura’s, yet they shared some similarities with 

Daniella.  While Maura and Daniella had both social capital and navigational capital within the 

school that could be converted into resources for higher education, Trent did not.  He did, 

however, attempt to access scholarships within the community, but like Daniella, he did not 

leverage enough social capital within the community to receive them.  As a result, Trent needed 

to rely on other forms of capital to aid him in his educational goals, specifically familial capital.  

     Familial capital.  Another type of capital participants were able to use towards higher 

education was familial capital.  Yosso (2005) describes familial capital as knowledge that may be 

obtained from  the family, which may include extended family members and friends students 

consider to be like family.  Yosso explains these familial ties as “model lessons of caring, coping, 

and providing (educación), which inform our emotional, moral, educational and occupational 

consciousness” (p. 79).  This type of capital took on different forms depending on each 

participant’s experience.  For Trent, his familial capital came from the knowledge his father 

passed on to him about getting into community college.  Maura’s familial capital was similar in 

that her mother’s knowledge about going to college was passed down as well as the value of 

pursuing higher education after high school.  Since Daniella was a first-generation college 

student, her familial capital took on the form of the support she received from her mother, even 

though her mother had no prior knowledge of the college-going experience.  

KNOWLEDGE FOR COLLEGE                                                                                                                                 62



     Trent.  Trent relied mostly on familial capital during his pursuit of higher education, because 

he did not seek out information at the school and could not did not position himself as eligible 

for resources within the community.  His father’s knowledge and recent experience attending 

college was the familial capital Trent utilized when applying to community college:

I had a lot of help from my dad, because he was experienced recently with stuff like that, 
so he went with me to see counselors and I did my placement test and got my financial 
aid ready and he was there through a lot of it, so he helped me tremendously through it 
because I didn’t know a lot of that stuff and he had just gone through it so...and I kinda 
started late... 

Along with helping Trent set-up meetings with advisors, his father helped him fill-out the Free 

Application for Federal Student Aid (FAFSA) guided him along the application process, and paid 

for his courses.  As a result, Trent was able to convert his father’s knowledge about applying to 

college into familial capital to get into a community college.  Since Trent also found trouble 

gathering information and resources about college within the school and within the community, 

his father’s knowledge also became the navigational capital he leveraged towards higher 

education.  Overall, Trent used his father’s knowledge helped Trent as a strategy to find 

information about college at home when he could not do so within the school and community 

settings.    

     Maura.  During high school, Maura primarily discussed her college plans with her mother 

since she had attended college and received a masters degree.  She told her mother about her 

plans to become a math teacher, and her mother advised her to “start on that track and do general 

studies and see if [she] liked it.”  Her mother also helped her stay motivated to get good grades in 

high school, helped her fill-out the FAFSA application, and helped her pay for courses when her 

scholarships ran-out.  
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 Maura’s mother’s experience and family history of going to college proved to be a 

valuable resource to her when she was planning to attend college herself.  She stated, “I don't 

think I would have succeeded without my parents’ support. My mom pushed me to do my best 

and always give it my all.”  Maura was class valedictorian and received several scholarships, 

including a full-ride to a state university.   

 Maura’s mother’s knowledge and college experience allowed Maura to convert this into 

familial capital that she could use towards her pursuit of higher education.  Her mother’s support 

and consistent encouragement for Maura to go to college was also converted into familial capital.  

She was also compelled to excel because she was afraid to disappoint her parents (Salcido, 

2012).  

 Maura’s familial capital included the emotional support of friends.  When she went away 

to college, she talked about how her roommate/high school friend supported her emotionally 

through the transition into college as well as adulthood:

We started college together and had been good friends since 5th grade. She and I shared 
an apartment so we talked a lot the summer before college...I was scared about being in 
the city. I was nervous about starting a new school. I had gone to school in [Apio] from 
preschool through 12th grade with the same friends. So starting college was terrifying 
without those same friends by my side. My roommate offered emotional support and 
helped me grow up...She helped me realize that my mom wasn't around to cook and clean 
for me. My mom wasn't there to help with homework. I was on my own. It was a scary 
thought. She helped make it less scary.  

 Based on her statements, one can see that going to college without any of her high school 

friends was a very difficult experience for Maura.  Having her friend’s support during this time 

helped Maura navigate the transition from high school to college and adolescence into adulthood, 

forms of familial capital and navigational capital Maura could leverage towards higher 

education.  
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     Daniella.  For Daniella, familial capital came in the form of parental knowledge about higher 

education that was passed down to her.  Instead, her familial capital came in the form of her 

family’s emotional support.  She stated:

My family was always very supportive of my decisions.  [My mom and I] both knew that 
my family would not be able to contribute much [financially] if anything to my higher 
education...but she still supported me.   

Even though Daniella’s family could not provide knowledge about going to college, they 

supported her decision to attend.  Her mother was one of the main persons with whom she 

discussed her college plans, which shows that her mother’s support was very important during 

this time.  When I asked how her family felt about her actually attending, she said, “They are 

very proud of me and have been completely supportive throughout [the whole process].”  

Daniella was clearly grateful for this emotional support, and it directly supported her aspirations. 

Summary

 For Trent and Maura, their parents’ knowledge about going to college was a valuable 

form of familial capital they could leverage towards higher education.  The emotional support 

she received from her mother and from her roommate was crucial to Maura’s transition from 

high school into college.  The emotional support Daniella received from her mother was also 

important, especially since her mother and other family members could not offer Daniella any 

information about college.  While knowledge is oftentimes more recognized as a form of capital, 

these case studies demonstrate that it is important to seriously consider the emotional support 

students receive from their families and friends in accessing higher education.  For these 

participants, this support was converted into capital and directly impacted their aspirations to 

attend college which I discuss next. 
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Aspirational capital.  The final type of capital participants were able to utilize was aspirational 

capital.  As Yosso (2005) explains, aspirational capital is the ability for students to “dream of 

possibilities beyond their present circumstances” (p. 78) and set goals for themselves, despite 

barriers that might be in place.  Every participant displayed some form of aspirational capital 

while they were accessing resources for higher education that were based on the goals they had 

set for themselves.  

     Maura.  Maura’s goals to attend college to have better career opportunities were leveraged as 

aspirational capital towards her higher educational goals. When Maura was asked what her 

biggest motivation was for pursuing higher education, she stated, “I believed the only way to 

succeed in life was to go to college and further my education.”  This view was heavily influenced 

by her mother’s upbringing, but even so, Maura saw college as her only option after high school.  

She used this as motivation to access social capital at the school and in the community.  Maura’s 

goals and motivation were able to be leveraged as aspirational capital as well.  The same can be 

said for her plans to attend community college after high school.

 During the pilot study interviews, Maura explained that she was afraid to attend a 

university due to larger class sizes and felt community college class sizes would better suit her 

learning style (Salcido, 2012).  Even though Maura received a full-ride scholarship to a 

university, she turned it down to attend community college instead.  In this instance, Maura used 

her individual agency to decide on a school setting that would best suit her educational needs.  

Her mother was disappointed with Maura’s decision to turn-down the university scholarship, but 

later relented to Maura’s firm decision.  Maura stated, “I received several scholarships so after a 

few weeks of arguing she let me decide.”  Larger class sizes at a university and her mother’s 
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disapproval of attending a community college could be viewed as potential barriers to Maura’s 

college aspirations.  However, her numerous scholarships and determination to attend a 

community college were the forms of aspirational capital (i.e., sticking with her college goals 

despite the barriers) and navigational capital (i.e., using her scholarships and individual agency 

to convince her mother community college was a better option) she leveraged to convince her 

mother community college was a better option for her as well as a personal choice. 

     Trent.  Trent also faced barriers he needed to overcome during his pursuit of higher 

education.  For example, he could not access very much information at the school and also did 

not receive any of the community scholarships.  Even so, Trent knew he could still rely on his 

father to guide him in the college application process.  Trent also knew he could rely on himself.

 When asked what motivated him the most during his pursuit of higher education, Trent 

said, “I would throw myself in there [as a big motivator]...I just wanted to have the job that I 

wanted.”  Trent was very set on becoming a sports coach and knew he needed a college degree to 

do so:

I didn’t see not going to school as an option, because what I wanted to do wasn’t possible 
to do without a degree. 

Trent’s aspirations and self-motivation to obtain the career he wanted allowed him to convert 

these goals into aspirational capital.  Despite having trouble finding resources at the school and 

in the community, Trent used his familial capital and navigational capital to overcome these 

barriers as well as his self-motivation as aspirational capital to achieve his goals to attend 

community college after high school in order to achieve his professional goals.

     Daniella’s aspirational capital.  Since her family had never attended college, Daniella needed 

to rely on gathering information from other resources.  When asked what options she made 
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available to herself after high school, she was dead set on attending college, and stated, “I made 

sure that I would go to college.”  This strong aspiration is evidenced in how she navigated the 

barriers and maintained her goal of attending a university after high school.  

 One barrier Daniella navigated was the guidance counselor’s perception of her academic 

abilities through the advice he provided––that community college would be a better option for 

her, even though she knew that she was capable of making the best decision for herself about 

attending a university and figuring out the financial costs.   A second barrier Daniella navigated 

was when she was unable to access scholarships within the community, which would have 

helped her pay for her schooling.  Daniella’s navigational capital was the individual agency she 

used based on her strong aspiration to attend a university.  She talked to her English teacher and 

NHS faculty leader about other financial aid options and retrieved the necessary information and 

resources when her guidance counselor’s advice and community scholarships did not pan out for 

her.  Thus, she not only leveraged navigational capital but also aspirational capital to overcome 

these barriers that were set in her path towards higher education. 

Summary

 All three of the participants in this study faced obstacles in their pursuits of higher 

education.  Nevertheless, Daniella, Trent, and Maura each converted their aspirations to attend 

the college they wanted and pursue the careers they envisioned.  These case studies pointed out 

that an individual’s aspiration was the primary factor that influenced each of these participants in 

their college choices and access.

Activation/Mobilization of Capital for College Choice and Access 
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 The final stage in Ríos-Aguilar et al.’s (2011) framework is the activation/mobilization 

process.  This involves looking to see how students utilize their capital to attain their educational 

goals and outcomes.  For the participants in this study, the forms of capital they obtained 

influenced the college they chose to attend and they type of college access they had.  In other 

words, the resources they obtained from their homes, school, and community played a large role 

in helping them decide where to go to college and the types of colleges (i.e., community college 

vs. a university) that became the focus for mobilizing their capital.  

     Maura.  Maura’s resources and types of capital made it possible for her to choose to attend a 

community college or a university.  Since her mother shared knowledge and her own university 

experience, there was an expectation for Maura to attend a university right out of high school.  

She also excelled academically and received several community scholarships, including a full-

ride scholarship to attend a state university.  Maura had the social capital and familial capital 

necessary to attend a university, but her aspirations to attend a community college supported by 

several community scholarships led her to follow this path instead.  In addition, with the support 

of her parents, Maura attended a community college and obtained an associate degree.  

 During the time she was getting her associates degree, she became pregnant with her son.  

After getting her degree, she decided to pursue a certification to become a pharmacy technician 

as a way to support her new baby.  Although financial difficulties and maintaining an apartment 

in the city challenged her goal, they did not put a damper on her aspirations to complete her 

pharmacy certification at a later time.  

 Maura moved back to Apio after her son was born and talked to the local pharmacy 

owner, who is her neighbor in Apio, about getting a job at the pharmacy.  She worked for two 
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years as a clerk in the storefront, and eventually, the owners of the pharmacy paid for Maura and 

two other clerks to get their certifications.  When I asked Maura to sum up her feelings on the 

path she took towards higher education and its outcome, she stated: 

I am proud that I finished and at least got an associates degree. I have often thought that 
if I would've known I was going to end up in the medical field maybe I would've went to 
school to be a pharmacist. But at the same time I am very happy [with] where I am in life. 
I had made mistakes but I think the career I chose is perfect. I am happy with what I do. I 
don't think I would've been happy being a math teacher. Everything happens for a reason.

 Even though Maura’s original plan was to become a math teacher, pursuing a career as a 

pharmacy technician became the best option for her.  On her return to Apio, she further activated/

mobilized her social capital toward new aspirations she developed after having her son and 

assumed new responsibilities as a parent.  She now has a job as a full-time pharmacy technician 

in Apio and loves her job.  Maura’s case demonstrates that one’s social and aspirational capital is 

a continuous process. 

     Trent’s activation/mobilization.  Although Trent was limited in social capital within the 

school or within the community he could leverage to pursue his community college aspirations, 

he did have familial capital he could rely on to achieve his goals.  His father’s knowledge and 

recent experience attending college gave him the familial capital he needed to attend a 

community college.  Unlike Maura and Daniella, Trent did not go through the college application 

process until after he graduated from high school and moved to Mesa, AZ with his high school 

friend.  

 Once Trent and his friend were settled in Mesa, he decided to attend a nearby community 

college to the area in which he lived.  As mentioned in the transmission process, Trent’s decision 
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to attend a community college first and then transfer to a university was significantly influenced 

by the path his father took when he went to college:  

I kinda just followed the path that my dad took when he went back to school.  He went to 
a community college first and then went to a university, so I went to [a community 
college] first and after a few years I went to [a university]. 

Trent’s father’s experience in attending college lay the foundation for Trent to follow when it 

was time for him to attend college.  However, Trent did not attend the same college as his father.  

Instead, Trent’s college choice was influenced by his peers.

 An interesting fact that Trent noted in his community college selection was that other 

students who had graduated from Apio High School attended this institution as well.  Pérez and 

McDonough (2008) noted that students’ peer networks may influence their college choices.  In 

Trent’s case, he learned about the community college he attended through his peer networks from 

Apio High School and found that it was in close proximity to where he lived in Mesa.  He 

described this social networking in this way:

We moved into Mesa and that was the closest community college and...kids that I had 
graduated with from my high school [were attending school there] so I heard about it a lot  
and in the end I knew that it was close enough to where I was living.

 As a result of his father’s influence and his peer networks, Trent attended Mesa 

Community College for two years and transferred to Arizona State University for another two 

years to get a bachelor’s degree in Physical Education.  Once he finished his bachelor’s degree, 

Trent continued on at ASU for two more years and received his masters degree in Physical 

Education.  

 When I asked Trent how he felt about the path he took towards higher education, he said, 

“I feel good about what I accomplished and where I’m at, and where I’m teaching and having a 
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degree.”  Trent was able to successfully navigate the odds stacked against him to attend college 

after high school and surpass his original goals in high school by earning a masters degree.  Trent 

still resides in the Phoenix area, teaches middle school physical education and is a high school 

football coach.

     Daniella.  Daniella’s access to social capital within the school proved to be very useful for her 

when she pursued higher education.  The relationships she established with her teachers was 

perhaps the most important, since it was a teacher whom she cited as being the main reason she 

decided to go to college after high school.  Daniella’s eighth grade English teacher, “Mr. Frame,” 

encouraged her to attend college after high school, because he felt she would “be great at it.”  

During the pilot study, Daniella said that “Mr. Frame” suggested she attend Northern Arizona 

University, the university he attended (Salcido, 2012).  Pérez and McDonough (2008) noted that 

along with family members and peers influencing students’ college choices, school staff can be 

influential as well.  Daniella’s case supports this finding; “Mr. Frame’s” suggestion stuck with 

her, and she set that goal for herself after high school.      

 Daniella’s first choice in colleges was NAU.  Eventually, she decided that it would be the 

only college to which she would apply after visiting the campus with the National Honor Society.  

She recalled, “I knew I wanted to go to NAU after I visited.  That is the only school I applied to 

and that was it for me.”  Daniella also stated that she “liked that [it] was the smallest [university] 

in the state.”  Daniella’s opportunity to visit the campus in high school with NHS was also a 

major form of social capital she received from the school. 

 Daniella’s major concern in attending a university was the cost.  While not receiving any 

local scholarships may have discouraged her from achieving her goal, the financial aid 
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information she received from her high school English teacher and the NHS faculty advisor 

allowed her to find alternative ways to pay for college.  Daniella relied on student loans to put 

her through college, and while she stated she “will be in...debt,” she did not regret using them 

towards her educational goals:

I am glad I did it.  I am about to be done with my higher education goals and it feels 
great. I do not regret it and I know that my outstanding students loans are the only way I 
could have made it this far.   

Though Daniella needed to rely on student loans to put her through college, she felt it was 

necessary to achieve her goal of becoming a lawyer.  

 The reliance on her teachers’ financial aid information and her determination to achieve 

her goals gave Daniella the social capital and aspirational capital necessary to attend a university.   

Once she graduated from high school, Daniella attended NAU for four years and received a 

bachelor’s degree in criminal justice.  After obtaining her bachelor’s degree, she applied to law 

school in Las Vegas, Nevada, and after two years, she received her juris doctorate degree.  She 

was sworn in as a lawyer a few months later and currently works as an attorney at a local law 

firm.

VIII.  Discussion and Implications

Discussion on Findings and Considerations for Further Research

 Further research must explore the information and resources students may find for 

college within rural, low-income communities, especially those that have high minority 

populations.  The participants in this study found access to college by leveraging multiple 

resources from their school, home and community and converting them into forms of capital.  

Although Trent had limited access to resources in the school and Daniella had limited access to 
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resources in the home, they overcame these barriers by relying on the information they received 

from alternative sources in different places.  For Trent, this meant relying on information he 

received at home, and for Daniella, this meant relying on information she received at the school.  

Even though students may have limited college information and resources at their schools or in 

their homes, there are alternative forms of “community cultural wealth” (Yosso, 2005) they could 

use to find that access.  Rural communities, because they are so small, are great settings to 

employ community cultural wealth, as it allows students to nurture the social connections needed 

to gather resources for higher education.  

 One consideration that was prominent in the findings was students’ use of teachers as 

sources of knowledge and information for higher education.  Angela Valenzuela (1999) discusses 

the importance of teacher-student relations and how they benefit the welfare of the students 

within their schools.  Valenzuela states that when teachers show that they care about the welfare 

of their students, the students, in turn, put more “energy into their projects and needs” (p. 61).  It 

is important that students hear from teachers that they have the potential to accomplish their 

college aspirations.  Teachers are informed about the college process and can help pass along 

information to their students.  This makes them useful resources and significant influences on 

students’ pursuits of higher education. 

 Another important consideration is to take a look at the way these participants used their 

aspirations to attend college to follow through with their goals.  Each participant in her/his own 

way was determined to attend an institution of higher education after high school and found the 

necessary resources to do so.  Although there may have been obstacles in place, such as 

appropriate guidance counseling or a lack of access to knowledge and information for financial 
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aid, participants did not give up hope that they would still find ways to go to college.  The 

determination displayed by the participants speaks volumes about the ways students use their 

aspirations as a form of capital to leverage towards their educational goals.  Students’ aspirations 

to attend college warrants further examination, as these goals and dreams greatly influence the 

pathways take towards higher education. 

 A final consideration is to conduct more research that focuses on students’ higher 

educational trajectories and the outcomes.  One thing I found interesting when I conducted this 

research with my participants was to see the outcomes of the goals they had set for themselves in 

pursuing higher education.  Daniella accomplished exactly what she intended to do after high 

school.  Trent also accomplished his goals and took them even further by earning a masters 

degree.  While Maura attended a community college first, as she intended to, her career outcome 

was much different than she had planned.  Even so, she was very satisfied with the career 

trajectory she followed and achieved.  As I continue to study and do research in higher education 

with a focus on rural, low-income, border communities, I am very interested in doing 

longitudinal studies that follow students’ higher educational trajectories and what influences their 

outcomes.  I believe that this research agenda would provide more insight and ideas in 

contributing to improving the outcomes for these students and what they can achieve.  

Suggestions for More College Access at Apio High School from Participants

 The examination of alumni participants’ experiences in accessing higher education 

offered all of us an opportunity to identify several recommendations.  They wanted to see a better 

connection between Apio High School and colleges and universities.  While participants thought 

the career fair was a good idea, many wished they would take place more often than once a year 
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(Salcido, 2012).  Since Apio is far removed from areas with colleges and universities, more 

communication between the state community colleges and universities should be established to 

recruit more students from Apio to their schools.  Some improvements in this area have already 

been made.  In the past six years, there has been an AVID  program established within the school.  

AVID (Advancement Via Individual Determination) is a college readiness program that prepares 

students to increase their learning and performance with the goal of continuing on towards higher 

education (AVID Center, 2014).  For example, Trent stated that his nephews, by being involved 

in the AVID program, have opportunities to visit college campuses around the state. While the 

participants and I are currently uncertain about the success of the program, I think that 

implementing AVID into the school’s curriculum is a good start to steering more students from 

Apio High School towards higher education.

 Participants also felt that there needed to be better guidance counseling at the school.  As 

evidenced by the research, counselors can be very influential in helping students plan to attend 

college after high school (McDonough, 1997; McDonough & Calderone, 2006; Berg, 2010).  

Although Apio High School is a small school, I believe that having more than one counselor is 

essential for providing students with more meetings to discuss their post-secondary plans.  

Multiple and better counselors within the school would be more beneficial to the students’ needs.

 Finally, participants from the pilot study and this study discussed creating alumni 

networks for current students at Apio High School.  In the past, I have had a few high school 

students contact me through email or through phone calls to ask for information about 

scholarships, financial aid applications, and college applications.  Even if I did not have a close 

relationship with the younger students, I was happy to provide whatever assistance I could.  This 
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type of communication and networking through older siblings, friends, family members, and 

acquaintances is something that comes very naturally when one lives in a small town.  The 

participants in this study including those who participated in the pilot studies and I believe that it 

would be highly beneficial to develop an alumni networking group for current students at Apio 

High School who can then contact us regarding information about college costs, experiences, 

financial aid, etc.  This is a project I would like to take on in the near future along with my fellow 

alumni.  While my connections to staff and faculty at the school are not as strong as they used to 

be due to time and turnover, I am certain that it will be possible to develop new connections at 

the school who share this interest in reaching out to current students and helping them find more 

pathways towards higher education.  

VIV.  Conclusion

 One conclusion this study points out is that examining students’ higher educational 

trajectories limited to a social and cultural reproductive lens does not allow researchers to 

discover other forms of capital the low-income, minority students in this study leveraged towards 

higher education.  As evidenced by the participants in this case study, these students not only 

have the abilities but found alternative ways to access information about college within their 

schools, within their homes and within their communities.  Since these alternative routes are not 

as widely recognized in the field of higher education, it is important to shed light on them.  They 

give researchers and educators in higher education more perspective and more information on 

these students’ experiences and can help to improve the circumstances future students will face 

when wanting to access information and resources to go to college.  
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 A second conclusion is that future research on students’ experiences in accessing higher 

education must focus on how students’ resources can come together to help them achieve their 

higher educational goals.  This involves (1) recognizing all of the resources students possesses 

within their homes, their schools and their communities, (2) understanding where their 

information about higher education is transmitted from, and how it influences them towards 

pursuing higher education, (3) examining how they convert their resources into forms of capital, 

and finally (4) examining how these forms of capital influence their higher educational goals and 

outcomes.  By doing so, students’ pathways towards higher education are legitimized and 

considers what they were able to access versus what they were not able to access in their 

pursuits.  Doing so allows researchers and educators to examine the broad spectrum of capital 

low-income, racial minority students in rural communities can leverage towards higher 

education.  
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