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Undocumented college students face unique structural barriers in higher education, 

including financial strains, deportation concerns, immigration-related distractions, and 

exclusionary campus contexts that can compromise their academic engagement, performance, 

and retention (Chavarria et al; this issue; Enriquez et al, 2019b; Suárez-Orozco et al., 2015; 

Terriquez, 2015; Valadez et al, this issue). Indeed, research finds that undocumented students do 

not experience the same educational growth as their lawfully-present peers (Kreisberg & Hsin 

2020). However, institutional resources are key to helping students overcome obstacles and 

achieve academic success (Romo et al., 2019). Yet, undocumented students report being denied 

access to resources; a 2016 survey found that about a third of undocumented students surveyed at 

the University of California reported being denied access to a campus resource or program due to 

their undocumented status (Enriquez et al., 2019a). Further, students may contend with anti-

immigrant sentiment and/or microaggressions, raising concerns about being stigmatized when 

attempting to gain access to resources (Cha et al., 2019; Perez Huber, 2010). Additional research 

is needed to understand what factors may affect undocumented students’ uptake of campus 

resources. 

We focus on undocumented students’ use of academic support services because these 

have been shown to be key resources for supporting student retention (Grillo & Leist, 2013; 

Gansemer-Topf & Schuh, 2003). Academic support, such as supplemental instruction, can 

facilitate learning and promote academic success among students (Channing & Okada, 2019; 

Rios-Ellis et al., 2015). These services can be especially beneficial for first-generation college 

students and underrepresented minorities who have accumulated disadvantages in the 

educational pipeline (Colver & Fry, 2016; Made et al., 2019; Tienda & Mitchell, 2006).  
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In this paper, we explore how undocumented students’ individual and situational strains, 

as well as experiences of campus exclusion and integration, shape their use of academic support 

services. Given the substantial individual and structural barriers that may prevent students from 

ever accessing campus resources, we focus on whether they have ever used academic support 

services such as the writing or tutoring center. We conduct multivariate logistic regression 

analysis of a survey of 1,277 undocumented college students attending California 4-year public 

universities to assess the effects of academic performance, situational barriers, campus exclusion, 

and campus integration. We found that academic performance and situational barriers have 

mixed effects on use. Most notably, campus integration is associated with increased odds of 

using academic support services, while campus exclusion is not. 

Literature Review 

Educational access policies have paved the way for undocumented students to access 

higher education in California. Assembly Bill 540 made it possible for undocumented students to 

pay in-state tuition rates at public higher education institutions. Assembly Bill 131, part of the 

California Dream Act, provided access to state-funded financial aid. Both policies made higher 

education much more affordable for undocumented students. More recent legislative efforts have 

created loan programs and mandated each campus’ development of a liaison who can facilitate 

undocumented students’ access to support and resources. Such policies have facilitated 

undocumented students’ access to higher education (Flores 2010; Raza et al., 2019). 

Undocumented students, however, continue to lag behind their peers academically, 

highlighting the hurdles that remain for their retention and academic success. When compared to 

their U.S.-citizens peers, undocumented students in California tend to have higher rates of low 

GPA (Enriquez et al., 2021), stop out at disproportionately high rates (Terriquez, 2015), and are 
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less likely to graduate (Conger & Chellman, 2013). In addition, while undocumented college 

students are hyper-selected, as indicated by having higher high school GPAs then their peers, 

their college performance tends to flatten in college (Hsin & Reed, 2020). This suggests that the 

challenges of being an undocumented student contribute to academic underperformance. 

Academic support services can help students successfully navigate and excel in higher 

education. For example, research has shown that supplemental instruction programs, one type of 

academic support service, can increase academic performance and retention by helping students 

develop academic skills, yielding increased retention and increasing the probability of timely 

graduation (Bowles et al., 2008; Ogden et al., 2003; Skoglund et al., 2018). Supplemental 

instruction can also help reduce the performance gap between underrepresented minority, first-

generation, and low-income students and their more advantaged peers (McGuire, 2006; Yue et 

al., 2018). This research suggests that undocumented students, who occupy many of these 

intersectional identities, would likely benefit from the use of academic support services which 

could provide remediation, foster the development of study skills, and promote positive 

academic orientations. This paper builds on this prior research to examine four potential factors 

that may promote or discourage undocumented students’ use of academic support services: 

academic performance, situational barriers, campus exclusion, and campus integration. 

Academic Performance 

Academic performance is a cumulative process with individual assignment grades 

informing a course grade, which subsequently informs GPA and degree conferral. Intervention 

programs and academic support services aim to disrupt poor performance along this pathway by 

providing remediation and additional support. Indeed, intervention after assignment failure has 

been shown to help college students develop self-efficacy and support their retention (Chandler 
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& Potter, 2012). However, low academic performance may be insufficient to encourage students 

to use such services. For example, Ciscell and colleagues (2016) find that perceived stigma 

prevents students who have been informed of their poor academic performance from using peer 

tutoring services. Additional factors include personal obstacles, lack of knowledge about 

services, the availability of other options, and systemic obstacles. This resonates with other 

research that finds that a multitude of structural and socio-emotional barriers can prevent college 

students from accessing needed campus resources such as food pantries, mental health services, 

and disability services (Cha et al., 2019; El Zein et al., 2018; Marshak et al., 2010). 

Situational Barriers 

 External strains and commitments, also known as situational barriers (Mercer, 1993), can 

compromise undocumented students’ ability to access campus resources. Past research has 

shown that financial strains, such as having family financial obligations, paying for housing 

expenses, and rising tuition costs, can negatively affect students’ educational outcomes 

(Terriquez & Gurantz, 2015). Financial strains can also limit students’ integration into campus 

life (Martinez et al., 2009), and low-income students are less likely to use services that support 

their success in college (Engle & Tinto, 2008). Additionally, working and lack of time have also 

been cited as common barriers that prevent students from accessing tutoring services (Ciscell 

et.al, 2016). These issues are likely compounded for undocumented students whose families tend 

to be low-income (Conger & Chellman, 2013; Suárez-Orozco et al., 2015). Indeed, 

undocumented students report financial strains that create high work demands, compromising 

their academic performance and retention (Enriquez et al., 2019b; Terriquez, 2015). They may 

also commute from home to save on housing costs, limiting the time they have available when 

on campus (Raza et al., 2019).  
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Campus Exclusion 

 An exclusionary campus climate may also shape undocumented students’ willingness to 

access campus resources. Campus policies may neglect to recognize the full extent to which 

undocumented students experience legal vulnerability, contributing to invisibilization and 

institutional neglect (Gildersleeve et al., 2010). In some cases, a lack of awareness can result in 

the inadequate provision of campus services (Contreras, 2009; Nienhauser, 2013). Indeed, 

undocumented students report difficulties accessing resources, including receiving incorrect 

information, having to educate staff members about their eligibility, and being denied access to 

opportunities because of their immigration status (Enriquez et al., 2019a). Students may also 

encounter racist-nativist microaggressions, anti-immigrant sentiment, or explicitly hostile 

environments (Muñoz  & Vigil, 2018; Shelton, 2019; Suárez-Orozco et al., 2015). Such 

experiences may be stigmatizing and contribute to social-emotional barriers to support seeking 

(Muñoz, 2016; Pérez Huber, 2010; Yasuike, 2019). Ultimately, exclusionary campus experiences 

may prevent undocumented students from accessing academic support services. 

Campus Integration 

On the other hand, student integration is directly linked to student success and retention 

(Tinto, 1987). A sense of belonging is fostered through their interactions with students, faculty, 

staff, and administrators on campus and the feelings those interactions convey; these feelings can 

encourage persistence and participation in activities that facilitate success (Hausmann et al. 

2007; Hurtado & Ponjuan, 2005; Tinto, 2017). For undocumented students, an undocu-friendly 

campus that provides undocumented student services can help foster belonging and encourage 

enrollment and retention of undocumented students (Enriquez, et al., 2019b; Southern, 2016; 

Suarez-Orozco et al., 2015). Campuses, especially public universities in California where this 
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study took place, are making strides to integrate undocumented students through dedicated 

undocumented student services and resource centers, which may facilitate their awareness of and 

willingness to access campus-wide resources (Cisneros & Valdivia, 2020; Sanchez & So, 2015). 

Additionally, engaging with faculty outside of the classroom often leads to referrals to academic 

support services, such as tutoring or writing centers (Means & Pyne, 2017). Faculty relationships 

are critically important for undocumented students who need additional help learning how to 

navigate institutions not built to meet their needs (Chen & Rhoads, 2016; Suarez-Orozco & 

Hernandez, 2020). Further, peer social networks are an important source of information for 

undocumented students and can facilitate their incorporation (Borjian, 2018; Contreras, 2009; 

Enriquez, 2011; Muñoz, 2016; Pérez et al., 2010; Pérez Huber & Malagon, 2007; Suárez-Orozco 

et al., 2015). Finally, resource-use snowballs, so that accessing one resource may facilitate access 

to other resources (Contreras, 2009; Gonzales et al., 2013; Pérez et al., 2010). Ultimately, 

campus integration may facilitate undocumented students use of academic support services. 

Methods 

This study uses survey data collected from March to June 2020 with 1,277 undocumented 

undergraduate students attending 4-year public universities in California. The survey includes 

data about educational experiences, resource use, institutional context, and self and family 

demographics. All project activities were approved by the University of California, Irvine IRB. 

Procedures 

Participants were recruited at nine University of California (UC) undergraduate campuses 

and nine California State University (CSU) campuses. Eligibility criteria included being over age 

18, current enrollment as an undergraduate student, and self-identifying as having no permanent 

legal status (e.g., no legal status, DACA, or a liminal legal status). Recruitment announcements 
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were distributed widely, including emails and social media posts from each campus’ 

undocumented student support services office, faculty teaching large general education courses 

and ethnic studies courses, departmental and university office newsletters, and undocumented 

student organizations. The survey was administered via Qualtrics with an estimated completion 

time of 25–35 minutes. Respondents received $10 electronic gift card compensation. We used 

list-wise deletion to identify our analytical sample (n=1,131). 

Measures 

Dependent Variables 

Our dependent variable is used academic support services. Students were asked how 

frequently they visited several offices during the current academic year, including “academic 

support services (e.g., writing center, EOP, tutoring center).” Responses were dichotomized into 

using “a few times a year” or more, and are compared to “never” using. Those who believed this 

resource did not exist on their campus were categorized as never using. 

Independent Variables 

We examine four groups of independent variables to explore the factors that shape use of 

academic resources: academic performance, situational barriers, campus exclusion, and campus 

integration. The first block examines three measures that represent a range of poor academic 

performance and might indicate a need for support. For failed to turn in assignment, respondents 

were asked how frequently this happened during the current academic year. We collapsed 

categories so that those who said “sometimes” and “often” or “rarely” are compared to those 

who said “never.” For failed a course, respondents reported if this had happened at their current 

campus. Those who said “yes” are compared to those who said “no.” For GPA, respondents 

reported their overall GPA at their current campus. Response categories were in 0.25 increments. 
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We collapsed categories to compare a reference category of 3.0 or above to those who reported 

0.00-2.49 and those who reported 2.5-2.99. 

The second block includes three measures of situational barriers that might restrict 

students' ability to access services. For students’ own financial strain, respondents indicated how 

often they had experienced the following during the current academic year: “worried about not 

having enough money to pay for things,” “had difficulty paying bills,” “had to go without the 

basic things that you need,” and “had to go without the materials needed for your studies.” 

Responses included “almost never” or “never” (0), “once in a while” (1), “sometimes” (2), “a lot 

of the time” (3), and “almost always or always” (4). We computed the mean score with values 

ranging from 0 (low strain) to 4 (high strain). For working, respondents reported how many 

hours they work. We collapsed categories to compare a reference category of not working to 

those who reported working 1-20 hours a week and those who reported 21 or more hours a week. 

For commute time, respondents reported how long it takes them to get to campus on a typical 

school day. Those we reported 30 minutes or more are compared to those who reported 30 

minutes or less.  

The third block includes five measures of campus exclusion that could discourage service 

use. For denied access to a resource and received incorrect information, respondents were asked 

if they had experienced the following during the current academic year: “been denied access to a 

campus resource or program because of your immigration status,” and “been given inaccurate or 

incorrect information about how to complete a university procedure because the staff person 

didn’t know the correct procedures for someone with your immigration status.” Those who 

reported “yes, 1-3 times” and “yes, more than 3 times” were combined and are compared to 

those who said “no.” For difficult to get an answer, respondents rated the extent they agreed with 
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two statements: “It takes a lot of time to get an answer about something related to being an 

undocumented student,” and “It is stressful to get an answer about something related to being an 

undocumented student.” Response categories ranged from “strongly disagree” (1) to “strongly 

agree” (5). We computed the mean score and dichotomized it so values of 4 or higher are 

considered having a difficult time getting an answer. For negative sentiment from staff and 

negative sentiment from students, respondents indicated how often they heard each group 

“express negative feelings about undocumented immigrant communities.” Responses included 

“never” (0), “rarely” (1), “sometimes” (2), and “often” (3).  

 The fourth block includes four measures of campus integration that could encourage 

service use. We use two items to measure interpersonal relationships: studied with classmates 

and communicated with instructor. Respondents were asked how frequently they “studied with a 

group of classmates outside of class” and “communicated with the instructor outside of class 

about issues and concepts derived from a course” during the current academic year. Responses 

included “never” (0), “rarely” (1), “sometimes” (2), and “often” (3). For use of other campus 

resources, respondents indicated how frequently they had visited the following offices during the 

current academic year: identity-based center, basic needs/food pantry, student health center, or 

mental health counseling center. They also indicated whether they had “ever been to an office or 

met with a staff person at [campus] who focuses on supporting undocumented students and/or 

students who undocumented family members.” Responses were dummy coded as having visited 

(1) and not visited (0); these were added to obtain a score of 0 (used no resources) to 5 (used all 

five resources). For sense of belonging, respondents were asked the extent to which they agreed 

with four statements: “I feel a sense of belonging in this university,” “I see myself as part of the 

university community,” “I am enthusiastic about this university,” and “I can present my whole, 
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authentic self on campus without worrying about repercussions.” Response categories ranged 

from “strongly disagree” (1) to “strongly agree” (5). We computed the mean score with values 

ranging from (1) low sense of belonging to (5) high sense of belonging. 

All models controlled for demographic covariates. For immigration status, respondents 

identified their current legal status. DACA beneficiaries are compared to those with no legal 

status. For gender, female/women are compared to male/men. Respondents who identified other 

immigration status or genders were excluded from the sample due to small numbers. For 

Latina/o/x, respondents could select as many races/ethnicities that applied, one of which being 

“Latina, Latino, Latinx, or Hispanic.” Those who selected this option are compared to those who 

did not. Age at time of the survey was measured continuously. For year in school, respondents 

identified their year in school. Respondents who reported 3rd, 4th, or 5th+ year are compared to 

those who reported 1st and 2nd year. University system was a dichotomous variable comparing 

CSUs and UCs. 

Analysis 

We ran descriptive statistics to characterize our study sample of undocumented students. 

Next, we conducted a series of logistic regression models to see how academic performance, 

situational barriers, campus exclusion, and campus integration shape the odds of using academic 

support services on campus. The first four models are each dedicated to a single block of 

variables, while controlling for demographic covariates. The fifth model included all variable 

blocks and demographic covariates. Given our rate of missing data, we conducted a sensitivity 

check by estimating each individual model with all available data with similar results. All 

analyses were conducted using Stata 16. 

Findings 
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Descriptive Results 

Table 1 provides the descriptive statistics of our sample. Within our sample, the mean age 

was 21.8 and the majority self-identified as women (76.6%), Latino/a/x race/ethnicity (92.2%),  

having DACA (75.4%), and being in the UC system (52.6%). The highest proportion of students 

were in their 3rd year or higher (70.5%). Students in our sample were more likely to have a GPA 

between 3.0-4.0, followed by 2.5-2.99 and 0.0-2.49 (65.3%, 24.0%, and 10.8% respectively), 

with the majority reporting never having failed a course (57.8%). Most students reported either 

not working or working part time, between 1-20 hours (45.6% and 31% respectively). Most 

students in our sample reported the equivalent of  experiencing financial strain “sometimes” 

(mean=1.9). A smaller proportion of students reported ever being denied access to a resource 

because of their immigration status (27.9%), ever receiving incorrect information about how to 

complete a university procedure (44.1%), and it being difficult to get an answer about something 

related to being an undocumented student (42.7%). Most students reported the equivalent of 

“never” or “rarely” hearing negative sentiment about undocumented immigrant communities 

from staff (mean=0.4) and other students (mean=1.0). The average student reported studying 

with their classmates between “rarely” and “sometimes” (mean=1.6) and “sometimes” 

communicating with their instructor outside of class about issues and concepts (mean=2.0). They 

also reported a middling sense of belonging to their university (mean=3.7). Use of other campus 

resources was high as students reported using an average of 2.5 resources, and more than half of 

students (62.4%) reported ever using academic support services, our dependent variable. 

Regression Results 

The binary logistic regression analysis identified factors associated with use of academic 

support services among undocumented students (see Table 2). In our first model, we focused on 
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academic performance and controlled for individual demographic characteristics. Students who 

failed a course had higher odds of using academic support services (Model 1; OR=1.56, 95%CI 

1.15-2.10). Students with a very low GPA (0.0-2.49) had substantially lower odds of using 

academic support services (Model 1; OR=0.55, 95%CI 0.36-0.86) compared to students with a 

GPA of 3.0 or above.  

Model 2 looked at situational barriers and controlled for individual characteristics. 

Students who reported higher financial strain had higher odds of using academic support services 

(Model 2; OR=1.13, 95%CI 1.01-1.27) compared to those with low financial strain. Those 

working 1-20 hours had higher odds of using academic support services compared to those who 

were not working (Model 2; OR=1.58, 95%CI 1.17-2.14). We did not observe any significant 

differences for those working 21+ hours. 

Models 3 and 4 looked at the role of campus experiences, while controlling for individual 

characteristics. Model 3 examined factors relating to campus exclusion; notably, we did not 

observe any significant findings within this model. Model 4 focused on factors relating to 

campus integration. Higher odds of using academic support services was observed among 

students who reported studying more frequently with classmates outside of class (Model 4; 

OR=1.28, 95%CI 1.13-1.46) and students who reported communicating more frequently with the 

instructor outside of class (Model 4; OR=1.21, 95%CI 1.06-1.39). Lastly, we saw that for every 

additional campus resource used, the odds of using academic support services increased by 1.30 

(Model 4; 95%CI 1.18-1.42). 

  Model 5 in our logistic regression analysis included academic performance, situational 

barriers, campus exclusion, and campus integration, as well as individual characteristics as 

controls. We observed similar patterns from our previous models with GPA and financial strain 
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losing significance. Students who failed a course had higher odds of using academic support 

services (Model 5; OR=1.44, 95% CI 1.05-1.97); here the odds slightly decreased compared to 

Model 1. Students who reported working 1-20 hours had higher odds of using academic support 

services (Model 5; OR=1.48, 95%CI 1.08-2.03) compared to those who were not working; the 

odds slightly decreased compared to Model 2. We continued to see no significant findings for 

factors within campus exclusion. We observed the same significance patterns for the factors 

within campus integration: studied with classmates outside of class (Model 5; OR=1.27, 95%CI 

1.11-1.45), communicated with instructor outside of class (Model 5; OR=1.24, 95%CI 1.08-

1.43), and use of other campus resources (Model 5; OR=1.25, 95%CI 1.13-1.38). Lastly,  within 

our covariates we observed that DACA recipients (Model 5; OR=0.71, 95% CI 0.51-0.98), 

students in their 3rd year or higher (Model 5; OR=0.47, 95% CI 0.33-0.66), and UC students 

(Model 5; OR=0.59, 95% CI 0.43-0.79) had lower odds of using academic support services 

while Latino/a/x students (Model 5; OR=1.70, 95% CI 1.05-2.75) had higher odds of using 

academic support services. 

Discussion 

Poor academic performance does not substantially predict undocumented students' use of 

academic support services. While failing a course was consistently associated with higher odds 

of using academic support services, having a GPA under 2.5 was no longer associated with lower 

odds of using these services in the full model. Given that poor study skills are linked to poor 

academic performance and failure (Sayer et al., 2002), students who have failed a course may 

seek tutoring or other support in order to pass or remediate the course successfully. Hence, 

failing a course, or anticipating course failure, may be enough of a sign to signal to students that 

they need support, whereas failing to turn in an assignment is insufficient. Further, some research 



15 

suggests that GPA and student engagement is highly related (Kuh et al., 2008); therefore, having 

a very low GPA, might signal more serious and chronic academic struggles that also prevent 

students from accessing the services that might help them overcome these academic challenges. 

Situational barriers, such as time conflicts with academic scheduling, work, and other 

responsibilities, have been shown to prevent non-traditional students from accessing services on 

campus (Mecer, 1993). Previous studies suggest that undocumented students’ high financial need 

forces them to work, limiting their time for studying or accessing university services and 

opportunities (Enriquez et al., 2019b; Terriquez, 2015). We find limited evidence of situational 

barriers and identify heterogeneity in how working is associated with service use. Specifically, 

we find that working 1-20 hours a week, compared to not working, was associated with higher 

odds of using academic support services. This finding demonstrates the heterogeneity of 

undocumented students’ employment, especially now that they have access to state and 

institutional need-based financial aid in California. Thus, working does not appear to be a 

uniform situational barrier. Given the lack of significant differences between students who were 

not working and those who worked more than 20 hours a week, it may be that students who are 

working part-time have structural and social supports in place that allow them to achieve a 

balanced college experience. 

Notably, campus exclusion does not seem to affect the use of academic support services. 

None of the variables used to measure campus exclusion were significantly associated with the 

use of academic support services. Our measures assessed prior exclusionary experiences when 

accessing resources such as being denied resources or receiving incorrect information -- as well 

as anti-immigrant sentiment from staff and peers. Our descriptive results show that these 

exclusionary experiences do in fact transpire, reflecting prior research that has documented these 
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experiences (Muñoz  & Vigil, 2018; Shelton, 2020; Suárez-Orozco et al., 2015). However, our 

findings suggest that these experiences are not necessarily preventing undocumented students 

from accessing academic support services. This may be because the CSU and the UC campuses 

systems that we draw our sample from have sought to develop inclusive environments that 

provide undocumented students with equitable access to campus services. As a result of these 

changes, undocumented students continue to experience some exclusion, but these are 

counterbalanced by the availability of spaces of belonging (Golash-Boza  & Valadez, 2018). In 

these contexts, academic support services may be readily available to all registered students, 

neither incentivizing or preventing undocumented students from accessing them. Yet, we find 

that students in the UC system had lower odds of using academic support services. This is 

surprising given that the UC system is better resourced (Fabricant & Brier, 2016) but may reflect 

the fact that CSUs are less-selective, yielding students who may need more academic support. 

Additionally, the CSUs are teaching centered and may be fostering a culture of academic support 

service use. Additional research is needed to further examine what campus factors are driving 

variation by system. 

Importantly, campus integration substantially predicts the use of academic support 

services. Scholars have consistently found that student integration and sense of belonging is 

directly linked to student success and retention (Tinto, 1987, 2017) and have highlighted the 

importance of social capital in the utilization of campus resources (Glass & Gesing, 2018; Means 

& Pyne, 2017). Similarly, we found that studying with peers and communicating with instructors 

more frequently increased the odds of using academic support services. Previous research 

pointed to the importance of strong peer networks and guidance from caring adults as key factors 

that facilitate undocumented students’ transition from high school to college (Enriquez, 2011; 
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Hernandez et al., 2010; Ibarra, 2013; Nienhusser, 2013; Silver, 2012). Our study suggests that 

peers and faculty relationships continue to play a key role in guiding undocumented students in 

college. In addition, our research shows that the use of other campus resources increased the 

odds of using academic support services. This suggests that using other programs and resources 

might be particularly helpful in creating bridges and forms of support that help students learn 

how to navigate higher education successfully. 

Limitations and Future Research 

Our survey used a cross-sectional design and is unable to identify causal relationships. 

Future research should develop longitudinal data to investigate the long-term effects of campus 

integration on undocumented students’ resource use and determine if these actions improve their 

academic outcomes. Qualitative studies should also explore the processes and mechanisms that 

shape students’ decisions to use academic support services, and how campus integration 

motivates, facilitates, and encourages such resource use. In addition, more research is needed to 

explain how resource use shapes educational outcomes such as retention, graduation, and post-

college preparation. Second, our study took place in California universities where state and 

institutional policies and practices support undocumented students' access to higher education; 

they offer some of the most inclusive contexts in the country. This may have weakened the 

potential effects of exclusionary experiences. Third, we focus on only one type of campus 

resource that is made broadly available to students. Future research should also examine if these 

trends are consistent for other types of campus resources and services. 

Conclusion 

Overall, this paper advances our understanding of undocumented students’ resource 

uptake. Building on prior research that has documented barriers and sources of exclusion 
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(Enriquez et al., 2019b; Macias, 2018; Serna et al. 2017; Murillo 2017), we take a step back to 

examine both straining and supportive factors that may affect students’ use of academic support 

services. Doing so allows us to develop a more holistic approach to understanding how to best 

support students’ academic success. While exclusionary campus experiences are consequential to 

undocumented students’ overall educational experiences, we do not find them to be associated 

with reduced use of academic support services. However, we do find that campus inclusion plays 

an important role in this process as various forms of social and structural integration foster the 

use of academic support services. This demonstrates the continued power of student integration 

in advancing the educational success of marginalized college students, including undocumented 

students. 

Absent of a path to citizenship, undocumented students will continue to experience what 

Negrón-Gonzales (2017) calls “constrained inclusion,” in which immigration status continues to 

challenge the educational experiences of undocumented students. However, universities can 

intervene to lower the consequences of undocumented status while students are enrolled 

(Enriquez et.al. 2019b). Indeed, our study suggests that inclusive campus environments, 

particularly in the form of faculty, staff, and peer interactions, are key to facilitating students’ use 

of academic support services. Faculty should identify ways to further promote the use of campus 

resources, such as by identifying resources on their syllabi and course websites, offering extra 

credit to students who access services, and actively referring specific students who are 

struggling. Staff should seek to understand underlying constraints, such as financial strain, and 

be prepared to refer students to other resources. Campus programs should build partnerships with 

students to make them ambassadors; given the importance of peer networks, students could aid 

with effectively advertising the availability of academic resources.  
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Table 1. Descriptive statistics (n=1,131) 
Variable (referent)  n Mean (SD) or % 

Used academic support services (never)    
Has used  706 62.4 

Immigration status (no legal status)    
DACA 853 75.4 

Gender (female/women)    
Male/Men 265 23.4 

Latino/a/x race/ethnicity (no)    
Yes 1,043 92.2 

Age 1,131 21.8 (3.36) 
Year in school (1st and 2nd year)    

3rd year and higher 797 70.5 
University system (CSU)    

UC 595 52.6 
Failed to turn in assignment (never)    

Rarely  362 32.0 
Sometimes or often 321 28.4 

Failed a course (no)    
Yes 477 42.2 

GPA (3.0 - 4.0)    
0.0 - 2.49 122 10.8 
2.5 - 2.99 271 24.0 

Financial strain 1,131 1.9 (1.08) 
Working (not working)    

Working 1 - 20 hours 351 31.0 
Working 21+ hours 264 23.3 

Commute time (less than 30 minutes)    
More than 30 minutes 422 37.3 

Denied access to a resource (no, never)    
Yes 315 27.9 

Received incorrect information (no, never)    
Yes 499 44.1 

Difficult to get an answer (no)    
Yes 483 42.7 

Negative sentiment from staff 1,131 .4 (.68) 
Negative sentiment from students 1,131 1.0 (.87) 
Studied with classmates 1,131 1.6 (1.03) 
Communicated with instructor 1,131 2.0 (6.9) 
Use of other campus resources 1,131 2.5 (1.5) 
Sense of belonging 1,131 3.7 (.81) 
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