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I. Introduction 

Many of today’s employers consider completing a bachelor’s degree as fundamental to 

their employment criteria, with 75% of available new job openings requiring a bachelor’s degree 

to apply (Trend, 2022). While this phenomenon is primarily due to the perception that compared 

to non-degree holders, those with a bachelor’s degree are more proficient with “hard and soft 

skills” (Groysberg et al., 2022, p. 2), the attainment of a bachelor’s degree is also linked to a 

more desirable life that entails higher income, stable employment, and fewer physical ailments 

(Oreopoulous & Petronijvec, 2013). In fact, while COVID-19 negatively impacted student 

enrollment in four-year college programs, the latest figures from the National Student 

Clearinghouse Research Center (Berg et al., May 2023, Table 2) show approximately 7.9 million 

students enrolled in a public or private (non- or for-profit) four-year bachelor’s program in the 

Spring 2023 term. However, when we compare this to 2022 data from the National Center for 

Educational Statistics, 32.9% of college students never fulfill the four-year program, of which 

24.1% are first-time first-year students and 25.7% are first-time bachelor program students 

(Hanson, 2022). 

Consequently, those who fail to complete a four-year college degree have higher 

unemployment rates and earn 33% less than bachelor’s degree recipients (Hanson, 2022, para 1). 

Even when they attain employment, compared to non-college degree workers between the age of 

20 to 69, male bachelor's degree holders acquire $900,000 more, and female bachelor’s degree 

holders make $630,000 more in median earnings (Social Security Administration, 2015). Beyond 

the unemployment and income statistics, students who drop out, particularly those in 

disadvantaged populations, may needlessly experience insurmountable damage to their sense of 

belonging and individual abilities in the academic setting as they lose hope for a successful 
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future while also acquiring the responsibilities of student loan payments for an unfulfilled degree 

(Tretina & Hahn, 2022). 

To increase four-year college enrollment and graduation of underprivileged and first-

generation students, numerous higher education institutions and non-profit organizations have 

launched programs that specifically work with high-achieving students in this demographic eager 

to pursue higher education. Many of these programs are focused on mitigating the persistent 

achievement gap between low-income and affluent students and offer various academic and 

social supports, including subject-specific tutoring, college counseling, standardized test 

preparation, mentorship, and financial aid assistance that are critical in increasing a student’s 

chance of not only enrolling in college but also remaining and completing their higher education 

studies. One of these programs is Minds Matter National, Inc. (MMN). 

Organizational Context  

MMN is a nationally renowned 501(c)(3) organization that offers a volunteer-run 

mentoring program for “accomplished high school students from low-income backgrounds” 

(Minds Matter Seattle, 2023a). After the 1991 launch of its first chapter in New York City, the 

organization expanded and currently has fourteen chapters nationwide (Minds Matter, 2022). 

According to their FY16 annual report, there were 611 attending students (i.e., “mentees”), 1,251 

program alumni (i.e., “graduated mentees” or “graduates”), and 1,700 active volunteers offering 

academic enrichment, college prep, as well as overall program facilitation. The program 

continues to grow and was even featured in the New York Times gift-giving guide for its 

commendable work (Collins & Stephens, 2021). 

Program Structure 

While each chapter differs in size and organizational structure, they must follow a three-
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year core program established by MMN, consisting of weekly sessions during the school year 

from the beginning of 10th grade to the end of 12th grade. However, since MMN does not support 

curriculum design, educational resources, or instructor training, each chapter has full autonomy 

in program implementation and tracking of student progress. 

Weekly mentee sessions occur on Saturdays from September through May. In the 

morning, mentees engage in a comprehensive academic program that differs by grade. Following 

a quick lunch break, they participate in mentoring and enrichment, focusing on college readiness 

and other activities (Minds Matter Seattle, 2023a). During the morning session, sophomore 

mentees alternate weekly between two hours of math or writing and critical thinking, junior 

mentees receive standardized test preparation, and senior mentees engage in college counseling 

and related programming, all led by volunteers, often with significant academic or professional 

experience in that subject or program area. When chapters are not in session from June to 

August, all rising junior and senior mentees attend fully paid self-selected summer academic or 

leadership programs at various institutions in the U.S. and abroad. Each chapter, not MMN, is 

responsible for program selection and incurred costs. 

As mentioned, much of the programming is managed and run by local volunteers who 

first begin as mentors or instructors. As volunteers become more invested in each chapter’s 

work, they often step into executive positions more focused on programming and operational 

needs such as fundraising, recruitment, and grant writing. While smaller chapters rely solely on 

volunteers, some chapters have paid staff (often full-time) to manage daily operational 

responsibilities. As these paid employees do not report to MMN but to chapter board directors, 

each chapter fully covers their salaries. 
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Minds Matter Seattle (MMSEA) Background 

Launched in 2013, Minds Matter Seattle (MMSEA) is the eleventh chapter of the 

organization. Starting with just six mentees and ten volunteers in 2013, the number of mentees 

and volunteers has gradually increased each year. In academic year 2022-2023, the total number 

of mentees was 29 (with 13 sophomores, nine juniors, and seven seniors), mentors paired with 

these mentees was 57 (with 25 sophomore mentors, 18 junior mentors, and 14 senior mentors), 

and volunteers (not including board members) was 45 (V. Zamora, personal communication, 

July 10, 2023). The Seattle chapter will be even bigger next year, with 16 new sophomores 

joining the organization this fall (V. Zamora, personal communication, July 10, 2023). 

MMSEA ensures that fundraising goes directly to mentee programming, meaning they 

must also rely on donated space to host their Saturday sessions. Originally, they utilized spaces 

at Perkins Coie LLP, where one of the founding members was a long-time employee. Currently, 

the program uses designated classrooms at Seattle University, which are rented to MMSEA free 

of charge. (See Appendix A for photos of Seattle University and spaces used by MMSEA). 

Additionally, budgeting did not support paid staff. As a result, volunteers, often with 

minimal experience in education, oversaw all areas of programming and management of 

MMSEA. With minimal support from MMN, the group’s core volunteer members often spent 

innumerable hours preparing for their weekly Saturday sessions and handling various 

administrative duties critical to running the robust program. While their volunteers were 

competent and brought a variety of skillsets from their diverse professional and personal 

backgrounds, they were often overextended, juggling numerous roles within the organization in 

addition to daily jobs and other personal responsibilities. 

To lower volunteer stress and improve overall programming, in May 2022, MMSEA 
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finally hired its first paid employee, Mr. Victor Jesus Zamora, as executive director of the Seattle 

chapter. As illustrated in Figure 1, the MMSEA Organizational Chart, Mr. Zamora now directs a 

volunteer group of three directors in charge of mentee and volunteer programming and 

management and two vice presidents who strictly handle administrative duties related to external 

relations and strategy and operations. In addition, there are multiple managers and leads working 

on specific tasks under each director and vice president’s supervision. The chart uses arrows to 

indicate each manager’s team. The large organizational chart allows for leadership distribution 

so that individuals have smaller spans of direct responsibility. While this approach may appear 

overly ambitious for a small-scale organization like MMSEA that only meets weekly, it is more 

practical for the organization as every individual fulfilling these roles volunteers and has 

obligations beyond MMSEA. 

Figure 1 

MMSEA Organizational Chart 
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Capstone Purpose 

This capstone aimed to help MMSEA’s Executive Director to better understand their 

program through research-based inquiry and analysis. As the new executive director, Mr. 

Zamora strives to offer active support vital to the chapter’s sustainability and future growth. 

With MMSEA mentees (current and past), volunteers, executive committee members, and board 

directors as our key stakeholders, we gathered pertinent data that revealed the program’s overall 

impact and areas for improvement. Relevant data included mentee and mentor experience and 

academic achievement (both during and post-program participation). Such data gave us insight 

into curriculum and program needs, volunteer recruitment and training, and differentiation from 

other college preparation programs for determined and driven high school students. 

II. Problem of Practice 

Mr. Zamora has extensive experience in education and student support. He is a former 

college admissions officer in multiple colleges and has also worked in education and educational 

non-profits (Zamora [LinkedIn], 2023), making him ideal for this role. Being a first-generation 

student, Mr. Zamora understands the complexity of the college admission process, especially for 

young adults from low-income backgrounds. He is eager to enhance MMSEA’s programming, 

such as building stronger partnerships with local schools, improving tracking and analyses of 

mentee progress, and volunteer and executive committee member training that the organization 

had not previously targeted. While all that Mr. Zamora shared with our group was of great 

interest, our team of current and former educators, instructors, and curriculum specialists focused 

on Mr. Zamora’s interest in understanding and measuring the “success” of MMSEA mentees due 

to participating in the three-year program.  

MMN and MMSEA measure success by a mentee’s acceptance to a college based on the 

institution's admissions competitiveness ranking (such as Barron’s), the amount of financial aid 
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received, and the academic rigor of the institution. Academic rigor encompasses challenge, 

complexity, depth of learning experiences, high standards, intellectual engagement, critical 

thinking, and mastery of content and skills. MMSEA uses the same success metrics to evaluate 

the quality of its college preparatory programming. In doing so, MMSEA maintains 100% 

college enrollment for program participants and has received positive feedback from past 

mentees. 

Nevertheless, there is a need for a clearer understanding of the program’s purpose and 

impact beyond college enrollment. The definition of success and its alignment with MMSEA’s 

stakeholders, including volunteers, organizers, and the Minds Matter National (MMN) 

organization, requires examination. Additionally, the effectiveness of MMSEA’s programs in 

helping mentees achieve success needs assessment. These considerations led us to formulate key 

questions to determine the problem of practice: How does MMSEA, including mentees, mentors 

and stakeholders, view success? What constitutes success for MMSEA mentees? Does success 

equate to acceptance at a college of choice or is a mentee’s persistence to graduation considered 

success? How does it differ among stakeholders? Furthermore, are the current programs 

effectively supporting mentees in achieving their goals? Addressing these questions will guide us 

in identifying potential programmatic changes that can better serve the needs of MMSEA 

participants.  

Mr. Zamora is seeking clarity on the purpose and impact of the program after college 

admission. He envisions a movement beyond getting students into college to ensure success 

through and after college for MMSEA mentees. Using his vision of success, we focused on 

persistence, a characteristic critical not only to enrollment, but to the completion of college. Our 

problem of practice is working with the organization to develop recommendations to help them 
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achieve this goal. 

III. Review of the Literature 

Introduction  

To conduct our literature review, we examined the importance of college completion, 

particularly for student populations served by MMSEA. Next, we reviewed persistence literature 

and the structures and psychological factors that drive individuals to persist toward challenging 

goals. We focused on college persistence to study the development of current thinking 

surrounding what it means for students to persist in college. Finally, we reviewed factors that 

lead students to persist towards graduation and common obstacles that derail persistence, 

especially for first-generation or minoritized students. 

The Importance of College Completion 

College education has become increasingly prevalent over the years, with college 

enrollment directly from high school rising from 63% in 2000 to 73% in 2016 (Britton et al., 

2022). Given the significant financial benefits of college education, we expect to see this positive 

trend continue. College graduates earn almost 50% more per year than non-college graduates and 

have more job stability (U.S. Bureau of Labor Statistics, 2023). Annual data gathered through the 

U.S. Census Bureau and Bureau of Labor Statistics’ Current Population Survey (IPUMS) 

confirms this finding, with the median income of high school graduates in January 2022 at 

$34,320 while college graduates earn a medium of $70,000 (Federal Reserve Bank of New York, 

2023). (See Appendix B for expanded data, including differences in unemployment based on 

educational attainment between 1990 and 2022).  

Despite the positive outcomes of a college degree, some have questioned the value of 

attending college. Caplan (2018) argued that much of higher education is not just wasteful but 
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harmful and that vocational education or on-the-job training may be better suited for many 

students. Similarly, Balliester and Elsheikhi (2018) suggested that there may be other ways to 

prepare for the workforce and that alternative education options, such as vocational training, 

apprenticeships, and online courses, may be more valuable. They noted that these alternatives 

benefit some students, particularly those uninterested in a bachelor’s degree or those lacking the 

financial means to pay for college. However, they cautioned that these pathways could 

sometimes reinforce existing inequalities, such as tracking students into lower-paying jobs and 

perpetuating racial and gender disparities. 

While some people doubt the effects of going to college, earning a college degree is 

linked with greater social and economic outcomes. Chetty et al. (2017) analyzed income mobility 

from U.S. colleges and found that access to colleges depended on parent income. However, 

future earnings outcomes were not based on socio-economic backgrounds when comparing 

students from the same universities. Institutional quality also correlated with economic mobility, 

as elite schools producing the highest rates of movement. They suggested that colleges could 

play a role in intergenerational mobility and called attention to colleges that drove upward 

movement the most. 

While policymakers have focused on college access as a marker of success, more is 

needed to measure a complicated issue (Bettinger, 2015). A more meaningful measure is college 

graduation. Therefore, this literature review explores the role of persistence in college 

graduation, factors that produce persistence, and supports that increase students’ likelihood of 

earning a degree. Despite the increasing enrollment numbers, maintaining persistence toward 

graduation has been challenging, with only 59.6% of students graduating within six years 

(Britton et al., 2022). This finding is particularly concerning for minoritized students who face 
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lower completion rates (Friedman & Mandel, 2009; McElrath & Martin, 2021). As such, there is 

a need to understand the drivers of persistence and how to support students in completing their 

degrees. 

Conceptualization of Persistence 

Persistence is often discussed within human motivation as it drives goal-oriented 

behavior. Peterson and Seligman (2004) define it as the “voluntary continuation of goal-directed 

action despite obstacles, difficulties, or discouragement” (pp. 229-230). Their definition focuses 

on the idea that persistence is not a function of time; in other words, it does not matter how long 

one takes to achieve one’s goal. It requires facing and overcoming challenges in pursuit of a 

specific goal. Challenges and obstacles are deleterious to motivation, stifling progress toward the 

desired goal. Persistence is behavior that maintains motivation towards goal achievement after 

overcoming obstacles (Pajares, 2002). Persistence is a “continuous process that arises from 

resisting the urge to quit” (Moshontz & Hoyle, 2021, p. 1). To persist, one needs an attainment 

goal. 

History of College Persistence Literature 

Tinto’s Interactionalist Model is a well-known and widely recognized theory of college 

persistence that emphasizes academic and social integration in determining year-to-year retention 

(Tinto, 1975). The model hypothesizes that students will continue their studies when they 

experience connectedness to their campus through interactions with college faculty, staff, and 

peers. Within this model, persistence in college refers to a student continuing at the same 

institution the following academic year. 

Tinto proposed that academic and social integration lead to greater academic success. 

Academic integration is how students engage with their coursework and meet the requirements 
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for degree completion (Tinto, 1975). Social integration is the degree of belonging students feel 

on their campus (Tinto, 1993). The Interactionalist Model suggests that academic and social 

integration are interrelated. Students who struggle academically may isolate themselves socially, 

negatively impacting academic performance and persistence (Tinto, 1993). Students who lack 

social and academic support may find obstacles insurmountable. 

Moreover, integration also explores the correlation between student expectations of 

college and reality. Students arrive at college with specific expectations of their college 

experience. Student persistence is affected by their expectations and perceptions of reality (Metz, 

2004). If students feel they will do well in their classes or quickly make friends yet struggle to 

accomplish either, their ability to persist will decrease. This idea demonstrates the importance of 

Tinto’s model for persistence both before and during college. 

Tinto’s model provides a framework that relies on academic and social development 

during college. However, his model has received criticism due to the underrepresentation of 

minoritized students in his models and because it does not consider the psychosocial aspects of 

the student (Metz, 2004; Robbins et al., 2004; Arnekrans, 2014). Tinto’s definition of college 

persistence too narrowly emphasizes a traditional student’s year-to-year progress within the same 

university. This conceptualization more closely relates to institutional retention, a goal of 

universities, while persistence is an individual goal toward graduation, regardless of the pathway 

(Reason, 2009). Understanding college persistence in this way allows for a broader study of 

environmental and personal factors that influence persistence toward graduation, regardless of 

whether they continue consecutively or at the same university. Goals, self-efficacy, and outcome 

expectations from attending a university impact the persistence of individual students (Lent et 

al., 1994). Additionally, college preparedness, the university environment, student race and 
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ethnicity, financial backgrounds, and support structures, especially the interaction of these 

together, play essential roles in student progress and students’ ability to overcome obstacles 

(Robbins et al., 2004; Johnson, 2008; Gloria et al., 1999; Wright et al., 2013; Wei et al., 2011). 

Considering these many factors complicates the college persistence narrative and creates 

challenges for colleges to support persistence in students (Reason, 2009). 

Factors That Affect Persistence 

First-Generation College Status 

First-generation college students (FGS) confront more obstacles than their peers because 

they lack the generational experience to provide support or expectations (Stewart et al., 2015). 

Ramos-Sánchez and Nichols (2007) showed that FGS had more significant academic challenges 

than peers, even when controlling self-efficacy levels. In addition to lacking generational 

experience, FGS typically intersects with other demographic and background characteristics 

associated with lower graduation rates from college (Garriot et al., 2017). Without prior 

examples of success and facing challenges while navigating complex university systems, the 

onset of an obstacle can significantly harm FGS experiences and make it less likely that they 

persist. 

Racial and Ethnic Backgrounds  

Minoritized students are also likely to face greater challenges and have stronger 

responses to them (Gloria et al., 1999). For example, challenges affect Black and Latinx students 

most, especially when attending primarily White institutions (Fischer, 2007). These students may 

struggle with belonging on campus, face discrimination from instructors and university staff, and 

feel greater pressure to perform well if they do not feel represented within the student body 

(Gloria et al., 1999; Wei et al., 2011). These factors add additional difficulties to college, which 
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impacts how students respond to adversity. Further challenges like these may reduce students’ 

self-efficacy and affect their persistence. 

College Preparedness  

A primary predictor of college success is academic performance metrics prior to college, 

such as high school grades and entrance exams (Stewart et al., 2015). Stewart and colleagues 

(2015) found that students placed into remedial courses had worse outcomes than those who did 

not. While they did not find a gender variation, it did show a slightly significant difference in 

persistence based on ethnicity when controlling academic preparedness metrics like high school 

GPA and SAT scores. Students who must overcome more by starting further back are less likely 

to persist to college completion. Similarly, Friedman and Mandel (2009) found a statistically 

significant correlation between first-year college GPAs and high school performance metrics 

such as SAT scores and high school GPAs. They go further and examine students’ academic 

expectations and goal setting prior to college. Their findings show that students with positive 

expectations of themselves demonstrated greater persistence. Coupled with solid academics in 

high school, expecting to be successful helps students manage challenges. 

Strong academic performance before college equates to greater college-level 

preparedness, making encountering academic obstacles less likely (Friedman & Mandel, 2009). 

Students who face fewer obstacles persisted at higher rates. Additionally, students with strong 

prior performances have greater self-efficacy and belief in their ability to overcome academic 

obstacles (Lent et al., 1994; Nagaoka et al., 2013). They are more well-equipped to push through 

setbacks when they arise in the future. Such students will also likely have strong study skills that 

support their persistence through challenging material (Nagaoka et al., 2013). These factors 

support students’ persistence and set students up for success in college. 
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University Environment and Support Structure  

On an institutional level, the overall environment and available support services affect 

student persistence. Students attending schools that provide services such as first-year seminars 

and counseling have better grades and are more likely to return for their second year (Schnell & 

Doetkott, 2003). These services are essential for vulnerable populations such as FGS and 

minoritized students who often encounter more significant academic challenges (Garriott et al., 

2017; Gloria et al., 1999). Larger campuses can also make students feel lost and isolated when 

challenges arise, as finding support and building relationships with faculty is harder (Fischer, 

2007). This final factor that affects persistence supports Tinto’s original model, which suggests 

that social connectedness improves levels of persistence. 

IV. Conceptual Framing 

Theoretical Framework: Social Cognitive Career Theory (SCCT) 

Because MMSEA engaged with students before college matriculation, our work focused 

on college preparedness. Focusing on this pre-college phase required us to utilize a theoretical 

framework that considered prior outcomes and individual characteristics rather than being 

institution specific. This context and consideration lead us to the Social Cognitive Career Theory 

(SCCT) by Lent, Brown, and Hacket.  

Social Cognitive Career Theory (1994) explains individual career development through 

career choices, career-related beliefs, and behaviors. According to SCCT, career development is 

a continuous process impacted by a person’s cognitive and sociocultural factors, firsthand 

experiences, and environmental influences (Lent et al., 2000). It centers on the mutually 

reinforcing relationship between personal, contextual, and behavioral factors (Garriott et al., 

2017). While the theory’s original purpose focused on the entirety of the career development 
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process, its application to college persistence as a parallel process is prevalent in research 

(Garriott et al., 2017; Wright et al., 2013). 

SCCT extends Bandura’s Social Cognitive Theory (SCT) of motivation by framing the 

individual, contextual, and behavioral interactions within a career or academic developmental 

context. With SCT, Bandura focused on the triadic interaction between the individual, 

contextual, and behavioral aspects of motivation to show that people learn from their interactions 

with their environment (Bandura, 1986). SCT emphasizes the role of cognitive and sociocultural 

factors in shaping behavior and beliefs. The “interlocking mechanisms” within this process affect 

each other “bidirectionally,” contributing to overall learning and motivation to learn (Bandura, 

1986; Lent et al., 1994). In this way, personal factors both impact and are impacted by the 

environment within which the person engages in activities and the overt behaviors of that person 

within the given context. 

According to Lent et al. (1994), SCCT proposes four factors that influence career 

development: personal factors (self-efficacy, outcome expectations, and personal goals), 

environmental factors (social support, barriers, and environmental culture), learning experiences, 

and personal performance attainment. As with Bandura’s theory, these factors are mutually 

reinforcing and interact in ways that make it more or less likely that a person achieves the 

desired performance attainment levels. 

Self-Efficacy  

Self-efficacy is an individual’s belief in their ability to accomplish a task or goal (Jacobs 

et al., 1984). Self-efficacy is an essential factor in Bandura’s SCT (1977). It impacts persistence 

because higher self-efficacy produces greater beliefs that one can achieve one’s goals, even when 

facing setbacks. Conversely, lower self-efficacy means the individual is more likely to give up 
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instead of confronting obstacles. Self-efficacy fluctuates depending on goal difficulty, prior 

experiences, and outcome expectations. While Jacobs and colleagues (1984) describe a direct 

correlation between high self-efficacy and persistence, significant setbacks reduce self-efficacy 

and lower future persistence (Zimmerman et al., 1992). 

Self-efficacy is not a fixed quality; it is dynamic and influenced by mastery experiences, 

vicarious experiences, social persuasion, and physiological and emotional states (Bandura, 

1997). Mastery experiences refer to how learners interpret their previous experiences. Successful 

task performance increases self-efficacy, while failure may do the opposite. Repeated successful 

experiences contribute to stronger self-efficacy (Bandura, 1997). Vicarious experiences are the 

learner’s interpretations of others’ experiences. Observing others, especially similar peers, or role 

models, successfully performing a task can increase an individual’s self-efficacy. This latter 

point is increasingly crucial for FGS and minoritized students who attend predominantly White 

institutions (Garriott et al., 2017; Gloria et al., 1999). Seeing others succeed can create a belief 

that similar success is possible for oneself (Bandura, 1986). Social persuasion involves 

encouragement from others. Encouragement and positive feedback from others can enhance self-

efficacy. 

Conversely, discouragement and negative feedback can undermine it (Bandura, 1997). 

Physiological and emotional states are the positive or negative responses to a task. Positive 

emotional states and lower stress levels can increase self-efficacy, while negative emotions and 

high stress can decrease it. Individuals often interpret their emotional and physiological states as 

indicators of their abilities (Bandura, 1997). 

Any discussion of persistence must include an examination of self-efficacy, due to the 

strong relationship between the two. Self-efficacy predicts career-related outcomes, such as 
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choice, satisfaction, and success (Lent et al., 2000). In SCCT, this idea refers to how individuals 

react to performance outcomes related to their graduation goals. Self-efficacy can make students 

more likely to persist even when they face failures or challenges compared to their desired goals 

(Robbins et al., 2004). As described by Bean and Eaton, “When individuals believe they are 

competent, they gain self-confidence and develop higher levels of persistence at and 

achievement of the task and develop higher goals for task achievement. We believe that as 

academic and social self-efficacy increase, academic and social integration also increase” (2001, 

p. 77). 

Additionally, according to Zimmerman et al. (1992), students with higher self-efficacy 

demonstrate more effective learning strategies, better time management, and overcome more 

challenges in their academic pursuits. They also seek support when facing challenges, which 

develops a greater sense of belonging in the academic environment (Zimmerman et al., 1992). 

Again, this is especially crucial for FGS and minoritized students who may feel disconnected 

from their university. Without self-efficacy, students who face struggles may not attempt to 

overcome them alone or with support. 

Outcome Expectations  

Outcome expectations predict career-related outcomes, such as career choice and 

persistence (Lent et al., 2000). Observing the experiences of others, such as peers and family, can 

influence personal outcome expectations. Student experiences and support networks shape 

outcome expectations. For example, Mitchall and Jaegar (2018) found that parental 

encouragement and openness to supporting their children in college reinforced positive outcome 

expectations for enrolling in university, even if the students were FGS. They found that for FGS, 

family encouragement provided sufficient support to persist even though families did not have 
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prior knowledge of the college experience. Students who enter school with positive framing have 

greater persistence and higher self-efficacy than their peers (Friedman & Mandel, 2009). 

Goal Setting 

Setting goals helps individuals to direct their behavior, effort, and attention toward 

desired outcomes (Locke & Latham, 2002). Goals provide a target that informs tasks, choices, 

and behaviors that will move a person towards reaching their goal. Beyond targeting effort, goals 

serve as reference points for performance, and setting challenging goals affects motivation, 

which affects persistence (Heath et al., 1999). This idea means people persist toward goals to 

gain the reward of success and avoid the loss of failure. How one perceives their ability to meet a 

goal becomes important within persistence literature as this aspect affects the extent to which 

they will persist. Higher goals inspire stronger effort if the person believes they can achieve them 

(Locke & Latham, 2002). 

SCCT emphasizes the importance of career-related goals and interests in shaping 

postsecondary outcomes. Students with clear career goals and interests are more likely to persist 

towards positive academic outcomes. (Lent et al., 1994). Goal setting can help students maintain 

motivation, monitor progress, and adjust their strategies to stay on track. SCCT also highlights 

feedback and learning experiences in shaping postsecondary outcomes. Students receiving 

feedback supporting their career goals and interests are more likely to persist and achieve 

positive outcomes (Lent et al., 1994). If students face obstacles or challenges, feedback and 

support related to their goals help them maintain their course. 

Self-efficacy and outcome expectations also influence goals. Students with high self-

efficacy and positive outcome expectations are more likely to set challenging goals (Brown et al., 

2008). Challenging goals represent a risk, and a greater belief in self allows for greater risk-
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taking towards more challenging work. Moreover, the human tendency towards loss aversion 

means that if individuals do not have high self-efficacy, they may set smaller goals to avoid the 

risk of failure (Heath et al., 1999). This concept may also affect current goals as students who 

face failure will alter their goals to match their current level of self-efficacy. To combat this, 

Heath, Larrick, and Wu (1999), referencing Bandura, suggest proximal goals as checkpoints that 

lead to a distal goal, such as college completion. For example, students could set a goal to earn a 

specific GPA in their first year or complete a challenging class to reach their ultimate graduation 

goal. These small wins develop greater self-efficacy and positive outcome expectations, 

influencing students’ persistence when facing future challenges. 

This relationship between self-efficacy, outcome expectations, and goal setting is 

mutually reinforcing. Persistence is grounded in the belief that effort will lead to more robust 

performances, leading to goal attainment (Friedman & Mandel, 2009). Students who believe they 

can complete a university degree and expect that completion to lead to positive outcomes are 

likely to persist when faced with challenges. Lent and colleagues assert this claim in their 

outlining of SCCT by stating that students with positive outcome expectations are more likely to 

persist and achieve positive outcomes (1994). Coupled with high self-efficacy, positive outcome 

expectations support students through their college experience. 

Environmental and Personal Factors 

SCCT emphasizes that both environmental and personal factors influence career 

development. Lent et al. (2000) found that social support and cultural factors can significantly 

influence career choice and development by shaping individuals’ beliefs about what careers are 

appropriate for them. In the context of postsecondary education, family and peer support impacts 

academic persistence among students (Zavatkay, 2015).  
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Student dropout in postsecondary education involves both individual and contextual 

factors. Tinto’s theoretical framework highlights social and institutional factors in shaping 

students’ decisions to persist or drop out of college (1975). Other factors, like socioeconomic 

background and employment outlooks can also influence students’ decisions (Dahling & 

Thompson, 2010). 

Zavatkay (2015) found that students who receive emotional and academic support from 

family and friends demonstrate greater persistence, reducing adverse effects of stress. Tinto 

(1975) suggested that academic services can help students face academic challenges, increasing 

their chances of success. Counseling, career, and extracurricular activities also help students 

navigate challenges and develop connections to their campuses.  

For this project, we will apply SCCT to postsecondary outcomes and college persistence. 

We will explore the interactions between personal factors like self-efficacy, outcome 

expectations, and performance goals to understand which factors affect persistence towards 

college graduation (Lent et al., 1994; Lent et al., 2000; Garriott et al., 2017; Wright et al., 2013). 

Additionally, we will consider the importance of persistence on these factors concerning past 

performances as students either progress or fail to persist toward graduation.  

Conceptualization of Persistence  

For our capstone, persistence is the ability of students to continue in their studies to 

complete their degree or program, even in the face of difficulties such as academic challenges, 

financial constraints, institutional challenges, or personal issues (Brown et al., 2008). We 

decided to pursue a more generalized definition of persistence that allows students to complete 

their degrees in non-consecutive years or through transfers. This definition aligns with Reason 

(2009), who differentiated persistence as an individual trait and retention as the institutional goal 
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of student continuity year-to-year. It also aligns more directly with MMN and MMSEA’s goal of 

achieving 100% graduation from college for their mentees. So long as the student continues 

pursuing their bachelor’s degree, we consider them to be persisting. 

Persistent students stay enrolled, complete their coursework, and graduate with a degree 

or credential at higher rates (Robbins et al., 2004). In addition, persistence is often related to 

greater academic achievement, satisfaction with the educational experience, and better post-

graduation employment opportunities (Lent et al., 1994). However, persistence is not an outcome 

of college success but a factor (Reason, 2009). Students do not strive towards persistence but 

rather rely on persistence while pursuing their goals. Thus, in our framework, persistence is a 

driver of and is driven by the individual, behavioral, and environmental factors toward college 

graduation. Like the gears portrayed in Figure 2, an individual’s ability, and past performance, 

along with their outcome and expectations, are both impacted and propel their sense of self-

efficacy, generating new goals that lead to performance attainment. At the same time, keeping 

these gears in place and maximizing their efficiency is the role of persistence, both as a belt that 

tightens the pieces together and a lubricant to keep their mechanism smooth. 
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Figure 2 

Conceptual Framework 
 

 

In summary, SCCT can be applied to postsecondary outcomes to understand the complex 

interactions between the multitude of factors that influence individuals’ postsecondary 

experiences and outcomes. By emphasizing self-efficacy, outcome expectations, support, career-

related goals, interests, and learning experiences, SCCT can help educators, counselors, and 

policymakers to support students’ postsecondary success. 

As stated at the beginning of our literature review, college graduation should be the goal. 

MMSEA has successfully achieved college admissions for their mentees, but to build the impact 

of their missions, they should focus on ensuring their mentees graduate from college 

successfully. The students they serve require continued support once they begin the first semester 

of their college experience to manifest that success. While college admission should be 

celebrated as a major milestone, the ultimate measure of success is graduation. Therefore, we 

recommend that MMSEA develop its programming to facilitate this ultimate measure of mentee 

success. 
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V. Project Questions 
 

Our project will answer the following questions:  

1. How do MMSEA stakeholders understand persistence? 

2. How does MMSEA foster persistence in mentees? 

3. Given the answers to the first two questions, how should MMSEA set its short- and long-

term organizational strategy to support persistence? 

VI. Project Design 
 

Our questions emerged from conversations with the Executive Director that focused on 

how students perform once they graduate from the program and progress through college. 

Through our literature review, we determined that we should examine how MMSEA fosters 

college persistence in their mentees during the three years within the program so that mentees 

would be successful in their four years of college and beyond. Given the importance of 

persistence in college success and the disparity of persistence between first-generation students 

(FGS) and non-FGS, we also wanted to know how persistence is understood within the 

organization. We designed our project using an asset-based approach, examining how MMSEA 

currently fosters college persistence in their mentees. We then looked for opportunities for 

growth to make our recommendations to MMSEA so that they can design their short- and long-

term strategies to achieve their goal of 100% college graduation. 

We used qualitative methods through survey dissemination and follow-up interviews via 

Zoom. Our focus was to better understand the experiences of MMSEA’s mentees, both current 

enrollees and program graduates. We also sought to understand how their experiences related to 

college persistence.  

Participation was non-randomized, and sampling was based on convenience and snowball 
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methods. To recruit graduated mentees, we initially enlisted Mr. Zamora to share a video 

message aimed at former MMSEA mentees to participate in our project. This approach only 

generated two responses, so we then followed up with targeted email and text messages from a 

team member with former connections to MMSEA to schedule individual appointments. For 

current mentees, a team member visited MMSEA at Seattle University’s Pigott Building while 

students were in session and gave the survey to mentees by grade level. (See Appendix A for 

photos of the Pigott Building taken on the day of the visit by a team member.) Our initial survey 

collection identified individuals willing to be interviewed. Mentees volunteered for follow-up 

interviews within the survey by indicating they were interested and providing their contact 

information. During those interviews, additional mentees and a few mentors were recommended 

to include in our interviews. The mentees that were identified by peers and subsequently 

contacted by our team and agreed to be interviewed completed the survey after speaking with our 

team. The following section will discuss our data collection methods more in-depth, including 

survey and interview question design. 

VII.  Data Collection and Analysis Status Report 
 
Data Collection 

While reviewing the literature, we identified several scales with high reliability and 

validity that had been developed to measure SCCT factors. We drew our survey and interview 

questions from those tools. We also considered MMSEA’s populations of interest and their 

potential interaction experience with several types of questions. After weighing this information, 

we tailored survey items and interview questions to an appropriate level and anticipated amount 

of completion time.  
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Parent Consent 
 

Obtaining consent for minor mentees presented a challenge to access some participants. 

Permission was required by the mentees’ parents or legal guardians before disseminating surveys 

and conducting interviews. We anticipated minor delays in gaining parental consent and took 

steps to facilitate this process. We also anticipated other barriers, including language differences, 

access to parental contact information, and Internet and technology access in the mentees’ 

homes. To solve these concerns, we provided Mr. Zamora with printed copies of the parental 

consent form (see Appendix C), along with electronic copies and fillable, web-capable forms. 

Unfortunately, even with our extensive preparation, we ultimately experienced delays in 

obtaining parental and guardian consent using the forms. As a result, we opted to accept any 

form of approval we could document, such as email, text, or verbal authorization by the parent 

via Zoom. This combined approach allowed us to receive consent more readily while progressing 

in our interviews with mentees younger than eighteen. 

Surveys 
 

We constructed our survey by combining Schwarzer and Jerusalem’s General Self-

Efficacy Scale (GSES, 1995, p. 37) with a revised version of McWhirter’s 1997 Perception of 

Barriers Scale recreated by McWhirter (POB, Luzzo & McWhirter, 2001, p. 65). The survey 

questions were organized by the six key factors identified in the conceptual framework: ability 

and past performance, self-efficacy, outcome expectations, goals, performance attainment, and 

persistence. In addition, we included a demographic questionnaire to capture this information on 

mentees. Finally, we included an open-ended prompt for participants to explain the meaning of 

“persistence” based on their understanding and experience. (See Appendix D for the survey 

questions.) 
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On Saturday, March 25th, a team member visited the organization at Seattle University’s 

Pigott Building to explain the project’s purpose to current mentees. Mentees received designated 

time during their morning session to complete the survey. For mentee graduates, we created a 

short video for Mr. Zamora to share through MMSEA’s social media account to recruit and 

increase survey participants. This approach yielded responses from two program graduates, and 

after viewing the low response rate, we changed our approach to direct recruitment, which 

entailed emails, text messages, and phone calls from our team and Mr. Zamora. This approach 

was successful and resulted in ten (10) graduated mentee interviews. While this altered our plan, 

we felt justified in this decision. Although this approach resulted in collecting interview data 

before the survey, we requested each graduated mentee to complete the survey post-interview. 

We acknowledged that reversing the collection may have altered survey responses. 

Interviews  

In addition to surveys, we designed interviews based on the measurement tools identified 

in the literature review. Our conceptual framework shows how self-efficacy, ability, past 

performance, and outcome expectations work together to propel an individual forward to achieve 

their goals, in this case, a college graduation. We were particularly interested in understanding 

mentees’ perceptions of persistence and to what degree their self-efficacy played a role. We were 

also curious about MMSEA’s influences, including within mentor relationships, on their 

attitudes and behaviors surrounding the meaning of persistence.  

We structured our interview questions to learn about each interviewed mentee’s 

experience during their three years at MMSEA and after leaving MMSEA. (See Appendix F for 

the interview questions.) Table 1 shows sample interview questions and their alignment with our 

framework. 
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Table 1 

The Alignment of Sample Interview Questions to the Conceptual Framework 

Interview Questions Conceptual Framework 
1. Did/Do you feel prepared for the 

academic work of college? 
a. What did you find particularly 

challenging? 
b. What is/was easier than 

expected? 

Ability and Past Performance 
Self-Efficacy 

Outcome Expectations 

2. When you were at MMSEA, how 
often did you talk about goals 
regarding college and after college 
graduation? 

a. How often did your mentor 
help you set goals? 

b. How often did they help you 
make progress towards those 
goals? 

Goals 

3. How has MMSEA influenced your 
approach to overcoming obstacles in 
your academic or personal life? 

4. How has MMSEA impacted your 
sense of confidence and self-efficacy 
when it comes to achieving your 
goals? 

Self-Efficacy 
Outcome Expectations 

Goals 

 
We conducted interviews via Zoom. One team member conducted the interview. At least 

one other team member attended the interview and took notes. During the interviews, only the 

team member conducting the interview remained on camera to reduce distractions for the 

interviewee during their conversation. We felt it necessary to engage as many team members as 

possible during each interview to serve as observers and note-takers to address any questions of 

potential bias or influence of an interviewer. Following the interviews, we retained the interview 

video, audio, and transcript for analysis.  

To promote consistency, we utilized a standard interview protocol. (See Appendix E for 
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the interview protocol.) Additionally, to ensure that each mentee would share their stories as 

organically as possible, we did not alert mentees directly to the purpose of each question as it 

relates to the SCCT. Other note-taking and observational forms were also incorporated to 

supplement the prepared interview questions.  

Program Data and Documents 

To further triangulate our data, we requested program documents from Mr. Zamora. 

These documents provided further insights into the information provided from the mentee 

interviews and survey data. Particularly, these documents provided data to help us answer our 

second research question about how MMSEA currently fosters persistence in mentees. We 

reviewed items surrounding mentee academic history, admissions criteria, curriculum, mentor 

recruitment and selection, orientation, and training, family engagement, communication policies, 

social activities, and additional supports. Table 2 demonstrates connections between the 

requested documents and our conceptual framework. The documents listed provided additional 

information about how MMSEA’s current approach builds mentee self-efficacy, outcome 

expectations, ability and past performance, and goals. 
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Table 2 

The Alignment of Requested Organizational Documents and the Conceptual Framework 

CF Alignment Requested Document 

Self-Efficacy 

• Admissions and attendance policies 
• Curricular Content 
• Policy Documents 
• Mental Health Training 
• Non-structured Social Activities 

Outcome Expectations 

• Mentee and Mentor Orientation 
• Mentor Training and Policies 
• Parent/Family Engagement 
• Mentee-Mentor Assignment Policies 
• Program Communications 
• Graduated Mentee Involvement Structures 

Ability and Past Performance 
• Mentee High School GPA 
• Curricular Content 

Goals • Mentor Interview, Selection, and Partnering 
 
The documents outlined in red represent items we requested, but MMSEA did not have 

them codified in their policies. There was no evidence that mental health services were provided 

by MMSEA or that mentors and staff received training surrounding mental health for mentees. 

There was also no evidence that MMSEA provides unstructured social time to support 

relationships within mentee cohorts. Saturday sessions are reserved for academic and college 

preparatory activities. Additionally, there was little evidence of structured interaction between 

current and graduated mentees to support cross-cohort support and further mentorship.  

Anticipated Data Collection Alignment 

We also addressed concerns regarding the confidentiality of interviewees, particularly 

with the previous social interactions and closeness amongst the graduates, mentors, and other 

adults. During interviews, it was common for mentees to identify siblings as current MMSEA 

mentees. We used this identification to find additional interviewees from the current mentee 
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population but only pursued if the current mentee designated interest in partaking in a follow-up 

interview. These measures were designed to facilitate the accuracy and trustworthiness of the 

answers to our project questions. 

Data Analysis 

Our data analysis process employed a two-fold approach, including inductive qualitative 

coding of interviews and quantitative analysis of the surveys. 

Inductive and Deductive Combined Qualitative Coding 

To analyze the interview data, we chose to employ a hybrid coding method that combines 

both inductive, bottom-up, and deductive, top-down methods, as outlined by Xu and Zammit 

(2020). Given the complexity of the interview data and the robustness of our conceptual 

framework, it made sense to review each interview for specific thematic elements to identify the 

most prominent aspects of each participant’s story.  

We randomly assigned five interviews to each of our four team members to review. This 

sampling created randomized pairs for each interview so that team members could calibrate 

across different data sets. Moreover, we ensured every team member had a distinct set of five 

interviews to reduce bias in the initial coding process. Our four team members reviewed the 

assigned interview transcripts and video to determine significant themes in each participant’s 

responses. During the coding process, the team members identified and tracked recurring themes 

that surfaced consistently across the interviews. These themes were derived directly from the 

data, enabling a comprehensive understanding of the participants’ experiences and perspectives. 

Themes were named, color-coded, and counted to determine the presence and the number of 

times mentioned throughout the interview. Table 3 is an excerpt from an individual researcher’s 
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coded spreadsheet from “Lucy’s” interview. Table 4 illustrates the corresponding table tracking 

the themes and frequency of responses from “Lucy’s” interview. 

Table 3 

Excerpt of “Lucy’s” Coded Spreadsheet 

 

Table 4 

Identified Themes and Frequency of Themes from “Lucy’s” Interview 

 

Following the individual coding of interviews, our team convened to discuss the 

alignment of our initial themes. We identified recurrent and overlapping themes and sorted them 
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into three main categories: access to resources, social/emotional factors, and skill development. 

Table 5 identifies the themes and their assigned categories. 

Table 5 

Codebook Categories and Themes Derived from Interview Qualitative Analysis 

Category Access to Resources Social Emotional 
Factors 

Skills Development 

Themes 

Tangible (housing, 
transportation, supplies) 
• Financial concerns 

Relationships 
• Personal Relationships  
• Family Influence 
• Professional/interest-

based Networking 
 

Academic 
• Writing 
• Math/Science 
• Study Habits 
• Test-Taking 
• Presentations/Debate/

Public Speaking 
Expertise 
• Mentors 
• College application 

process 
• Financial matters 

(scholarships, 
financial aid) 

Self-Concept 
• Social Identity  
o Belonging 

• Self-Assurance 
o Confidence 
o Self-Advocacy 

• Imposter Syndrome 

Professional 
• Critical Thinking 
• Time and Task 

Management 
• Getting Support 
• Communication 

Opportunities 
• Summer programs 
• Test preparation 
• Tutoring 

Mental Health 
 
Growth Mindset 

 
Determining Thematic Labels. Our coding process involved developing conceptual 

definitions and categories to identify and align themes within the data. In the case of 

relationships, we identified this topic two-hundred and twenty-two (222) times and further broke 

it down into sub-themes: personal relationships, family influence, and networking. Personal 

relationships encompassed the internal communities within MMSEA, as well as relationships 

with family members, peers, teachers, and coaches. For example, we coded Mariam’s account of 

her experiences with both supportive and unsupportive teachers as “personal relationships.” She 

highlighted the impact of teachers on students, stating, “Teachers either make or break a student” 
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(Mariam, personal communication, April 19, 2023). She had positive experiences with her 

English Language Learner classes when she first arrived in the United States, recalling the 

encouragement she received. However, Mariam found some of the professors in college 

unapproachable and unkind, which led to struggles in her classes and eventually a decision to 

switch majors and leave the college (personal communication, April 19, 2023). Conversely, we 

categorized her father’s influence as a “family influence” code. She described his influence on 

her career choice. “My dad…he was disappointed that I’m not going to become a doctor because 

he really wanted to become a doctor. He is the main reason why I actually…the first (to choose 

that) career, in the first place. He was disappointed and didn’t believe that actually I would do it” 

(Mariam, personal communication, April 19, 2023). 

To ensure clarity and consistency in our coding, we developed conceptual definitions for 

each theme, as detailed in the codebook provided in Appendix H. We defined personal 

relationships as “connections and interactions between individuals, such as the mentees and their 

families, friends, mentors, teachers, coaches.” When assigning the “family influence” code, we 

considered the impact of family dynamics, values, beliefs, attitudes, and behaviors on an 

individual’s development, choices, and well-being. We also considered the roles of cultural 

traditions, socioeconomic background, education experiences and expectations, and parenting 

styles in shaping family dynamics. 

After defining and aligning our themes, we each returned to our coded transcripts and 

recorded them using the identified themes and categories. Figure 3 is a bar chart illustrating the 

total number of references per category. The graduated mentees referenced social-emotional 

factors more frequently than they referenced either access to resources or skill development. 
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Figure 3 

Number of References to Category by Interviewee 

 

We returned to the literature to explore the connections between our identified themes 

and SCCT factors on persistence. We employed a systematic approach to identify studies that 

examined the relationship between the themes we identified (access to resources, 

social/emotional factors, and skill development) and the SCCT factors (ability and past 

performance, self-efficacy, outcome expectations, goals, and attainment of goals). We included 

our codebook for reference in Appendix H. It summarizes the categories, themes, conceptual 

definitions for each theme, examples from the interviews, and literature that explains the 

connection between each theme and the SCCT factors.  
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The insights gained from the literature indicated that each of the themes identified in the 

interviews plays a significant role in fostering persistence for the MMSEA graduates. The 

narratives shared by the graduated mentees vividly illustrated how they utilized the skills 

acquired both at MMSEA and independently outside of MMSEA to surpass social and academic 

hurdles and persist in their college journeys. They also demonstrated the complex and 

overlapping nature of the SCCT factors. 

Social Emotional Factors 

Of these themes, social-emotional factors far outweighed the other two as demonstrated 

in Table 6. The themes in this category are relationships (including personal relationships, the 

influence of family, and networking), culture and diversity, mental health, and growth mindset. 

Furthermore, we observed themes related to self-concept, such as social identity, belonging, self-

assurance, and imposter syndrome. Table 6 provides the frequency of references to the themes 

categorized as social-emotional factors.  
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Table 6 

The Frequency of References to Social-Emotional Themes 

Category/Themes # of 
References 

Social Emotional Factors 764 Total 
Relationships 70 
    ·      Personal Relationships 38 
    ·      Family Influence 59 
    ·      Networking 55 
Influence of Culture and Diversity  20 
Self-Concept 5 
    ·      Social Identity  50 
    o   Belonging 40 
    ·      Self-Assurance 97 
    o   Confidence 81 
    o   Self-Advocacy 40 
    ·      Imposter Syndrome 52 
Mental Health 99 
Growth Mindset 58 

 
Access to Resources 

We operationalized “access to resources” as the availability and utilization of tangible 

and intangible supports, opportunities, and assets that individuals can leverage to enhance their 

academic success. During the interviews, several themes emerged, including financial concerns, 

access to mentorship and expertise, and opportunities such as summer programs and test 

preparation classes. As shown in Table 7, financial concerns were mentioned most frequently. 
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Table 7 

The Frequency of References to Access to Resources Themes 

Category/Themes # of 
References 

Access to Resources 268 Total 
Tangible (housing, transportation, supplies) 33 
    ·      Financial concerns 63 
Expertise 32 
    ·      Mentors 25 
    o   College application process 34 
    o   Financial matters (scholarships, financial aid) 21 
Opportunities 23 
    ·      Summer programs 34 
    ·      Test preparation 3 

 
Skill Development 

Finally, skill development was a recurring theme that mentees attributed to their 

experience at MMSEA. Specifically, they discussed academic and professional skills that they 

utilized throughout their college experience and into their careers. Table 8 shows the 

development of skills that were mentioned most frequently. 
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Table 8 

The Frequency of References to Skill Development Themes 

Skill Development  258 Total 
Academic 68 

·      Writing 19 
·      Math/Science 11 
·      Study Habits 14 
·      Test-Taking 3 
·      Presentations/Debate/Public Speaking 14 

Professional 37 
·      Critical Thinking 6 
·      Time and Task Management 32 
·      Getting Support 41 
·      Communication 13 

 
Individual Researcher’s Factors Impacting Coding 

As discussed above, each researcher developed their own coding themes during their 

initial transcript reviews. After alignment with the above themes, each researcher returned to 

their transcripts to adjust their codes to the new themes. During this process, it is important to 

note the subjectivity and individual biases that could affect the coding process. Ann, our lead 

researcher, is personally connected to MMSEA through her long-term involvement. She also has 

a personal connection to all the graduate interviewees who participated in MMSEA while she 

was a volunteer there. This personal connection may have impacted her coding, resulting in more 

occurrences of each theme in her transcripts as compared to the other three researchers.  

Survey Analysis 

We administered our survey to both graduated and current mentees. We received 35 

responses, and of those, 28 students completed the entire survey. Of the 28 respondents, 61% 

were sophomores or juniors (see Figure 4). Out of the total complete responses, 21 were from 

current mentees, representing 71% of all current mentees. The majority of all respondents 
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identified as female (61%) (see Figure 5), and more than half identified as Asian (56%) (see 

Figure 6).  

Figure 4 

Number of Survey Respondents by Graduation Year 

 

Figure 5 

Number of Survey Respondents by Gender Identity 
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Figure 6 

Number of Survey Respondents by Racial/Ethnic Identity 

 
For the survey, we separated responses by current mentees and graduated mentees. We 

reviewed the General Self-Efficacy Survey as outlined in the tool created by Schwarzer and 

Jerusalem (1995). We utilized this tool to inform and yield mentee data related to self-efficacy, 

which is a crucial aspect of our conceptual framework. We summed the ten items for each 

respondent to find their general self-efficacy score (GSES), with fifty (50) being the maximum 

possible value. This score is a validated measure of self-efficacy that is correlated to positive 

emotions and outlook regarding work. Self-efficacy is a crucial driver of persistence within the 

SCCT framework, and the GSES provides insight into students’ current levels.  

To analyze the data, we then reviewed the mean and overall distribution of GSES 

disaggregated by grade level to determine if scores differed between mentee classes. It was not 

possible to determine if observed differences were statistically significant as the total number of 

respondents in each group was fewer than required for inferential statistics. Table 9 shows the 

mean GSES for current mentees by their projected graduation year.  
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Table 9 

General Self-Efficacy Survey by Graduation Year 

 

Additionally, we reviewed the response distributions of each item by summarizing the 

quartiles. As with the GSES, we disaggregated these responses by grade to determine response 

pattern differences across the different mentee classes. Finally, we reviewed each item’s mean 

and standard deviation to understand the response distribution better and to highlight specific 

aspects of self-efficacy and outcome expectations that appeared stronger than others. We 

completed this process for both the current and graduated mentees. The tables in Appendix I 

show the mean and standard deviations for current and graduated mentees.  

For the final two questions (“What does the word ‘persistence’ mean?” [question 12] and 

“Is persistence important to you? Why or why not?” [question 13]), we looked for themes and 

patterns in respondents' definitions of persistence and their examples to determine how aligned 

mentees are, both current and graduated, in their ideas of persistence. This process provided 

valuable data to inform our findings for our first research question regarding MMSEA’s 

organizational understanding of persistence.  

The definition of persistence amongst current mentees was relatively universal. Of the 

eighteen (18) survey responses, phrases such as “to continue” and “keep going” were most 

common and appeared in sixteen (16) definitions, reflecting how most of these young people 

know that persistence is not short-term but requires a significant time commitment. Similarly, 

sixteen (16) respondents coupled persistence with “difficulty” and “challenges” that twelve (12) 
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mentees identified as requiring hard work and “trying (their) best.” Interestingly, only ten (10) 

mentees identified persistence as a means to achieve a goal or desired outcome with eight (8) 

mentees also understanding the negativity or disappointment that comes with being persistent. 

However, when asked whether persistence is important or not, all respondents answered “yes” 

and included more details that aligned with one’s ability and past performance (e.g., “in the 

future, I need to know not to procrastinate as much...because I can fall behind”), self-efficacy 

(e.g., “it shows that I am capable of anything”), goals (e.g., “it’s what’s gonna help me achieve 

my goals”), and performance attainment (e.g., “allows you to have breakthroughs in whatever 

you are learning or solving”). (See Appendix J for the survey responses to two questions and 

keywords identifying themes.) 

As for the graduated mentees, since eight (8) out of ten (10) individuals did not complete 

the survey before their interview, we asked them to define “persistence” during their interview. 

Unlike the surveys that required a written response, interviewees gave more detailed answers that 

incorporated specific instances of personal persistence. Like current mentees, all graduated 

mentees acknowledged the crucial nature of persistence in goals and personal attainment. Unlike 

younger current mentees, the graduated mentees had a more “realistic” view of persistence and a 

more personal understanding defined by their terms and experiences. For example, Nicole 

explained that persistence contributed to discovering her current career path in public health 

rather than medicine, which was her only passion throughout high school and a good part of 

college. Kata referenced persistence as the root cause of her academic anxiety and the ultimate 

catalyst that encouraged her to reach out to peers and other support to prevent her from failing a 

class. Such unique perspectives of persistence by the graduated mentees prove how persistence 

grows with time and evolves according to the experience specifically tied to each individual and 
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their circumstances. 

Thus, by employing both qualitative and quantitative analysis techniques, we provided a 

comprehensive data analysis that generated valuable insights for our research questions and 

contributed to a deeper understanding of the subject matter. 

VIII. Findings 

After analyzing our surveys, interviews, and document analysis, multiple findings about 

our project questions emerged. Our data provided insight into mentees’ thoughts about self-

efficacy, outcome expectations, and persistence. It also demonstrated how MMSEA’s focus on 

college admissions is reflected in their approach and mentees’ experiences. Through our 

interview coding and survey data, we saw the effects of social-emotional influences in every 

aspect of their lives. We also saw key areas where MMSEA could implement changes that would 

lead to developing greater college persistence factors aligned with SCCT. 

This section focuses on four findings categories and our associated recommendations to 

address them.  

• First, mentors are essential to the MMSEA’s program, but not all mentees experience 

their mentor relationships equally. Additionally, quality mentorship would benefit 

mentees once they enter college, as those who maintain informal relationships continue to 

utilize that resource.  

• Second, mentees struggle with mental health during their time at MMSEA and once in 

college. MMSEA has opportunities to address mental health needs while mentees attend 

the program, including providing resources to support mental health once in college.   

• Third, mentees expressed greater need for social connections with their program cohorts. 

Building social connections among mentees provides additional resources and support 
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systems that are crucial to college success. Furthermore, formal engagement with 

graduated mentees can help inform and assist students as they plan for and transfer to 

college.   

• Fourth, students need guidance once they leave the program for college. Students need 

help navigating college campus resources to ease the transition from MMSEA.  

We expanded on each of these findings, below. In the next section, we provided 

evidence-based tools or strategies as recommendations. 

Finding 1: Mentors play a central role in guiding mentees through the program, but 

mentees’ experiences were mentor-dependent and varied dramatically 

The mentorships offered by MMSEA are highly impactful as mentors play a crucial role 

in guiding mentees through the program by sharing their personal and professional experiences. 

Mentors serve as primary resources for supporting mentees’ understanding of themselves. They 

also serve as advisors and networking resources, helping mentees develop goals and shape 

expectations of college. Kata, a graduated mentee, said that her mentors helped her feel more 

confident in her college applications, and Elyse, another graduated mentee, spoke about visiting 

her mentor’s place of work in marketing as influential in what she wanted to study. These 

consistent positive relationships often lasted beyond MMSEA, as mentees stated that they 

remained in contact with at least one of their mentors after graduation. 

Our survey data also demonstrates mentors’ impact as a trusted resource for mentees. We 

asked mentees how much they agreed or disagreed with the statement, “I will lack role models or 

mentors in college” (see Figures 7 and 8). More than half of current and graduated mentees 

disagreed or strongly disagreed with that statement (57% of current and 57% of graduated 

mentees), suggesting that mentees expect their mentor relationships to continue into college.  
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Figure 7 

Current Mentees’ Responses to the Statement, “I will lack role models or mentors.”  

 

Figure 8 

Graduated Mentees Responses to the Statement, “I will lack role models or mentors.”  

 

However, mentees’ experiences with their mentors varied as informed by our interviews. 

For example, mentors are expected to fulfill a three-year commitment to the same mentee, but 
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many mentees spoke about changing mentors each year. Additionally, communication during 

and after the program was inconsistent. Some mentors maintained frequent contact with their 

mentees, while others spoke much less often. These experiences affected the relationship 

between them as some mentees felt they could continue to use their mentors as support even in 

college, and others quickly lost contact.  

Graduated mentees provided additional insight surrounding their mentors' effectiveness, 

and while most experiences were framed positively, others discussed the negative impacts of 

mentor attrition and behavior. Mentors’ early departure was perceived by some mentees as a lack 

of commitment. These expressions of negative experiences with mentors and questions about 

their motivations were discovered during our interviews. One mentee graduate stated, “I felt like 

there were just some adults who were just performative. Like, why are you here? Just to get 

something on your resume? Or you’re helping the students” (Felix, personal communication, 

April 17, 2023). He further went on to say, “If the intent is not there, the intent is not there” 

[meaning motivation to help the students] (Felix, personal communication, April 17, 2023). In 

addition to speaking about mentors departing early from the program, Felix based his questions 

surrounding the mentors’ motivation on his observations during Saturday morning sessions. He 

asked, “Are you here to help or are you here to socialize” (Felix, personal communication, April 

17, 2023)? In his final recommendation to mentors, he stated, “If you’re gonna be a volunteer, 

then commit” (Felix, personal communication, April 17, 2023). 

After hearing interviewees’ concerns about mentor commitment, we asked Mr. Zamora, 

“What is the ultimate determinate for their [mentor] selection?” Mr. Zamora replied, “In the past, 

we honestly took most folks that could make the year-long or three-year commitment and 

displayed an understanding of working with [underserved] youth. This year the team created a 
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rubric that you will see in the attached document” (V. Zamora, personal communication, June 

15, 2023). In reviewing the interviews and receiving this additional information from Mr. 

Zamora, both perspectives show concern with vetting prospective mentors for availability and 

commitment to the program, and the duration of their assigned mentees’ tenure. 

How mentors interacted with their mentees varied as well. While many served as guides 

and advisors, some mentors pushed decisions on their mentees, causing additional stress. For 

example, Felix spoke about feeling “brainwashed” to attend certain “prestigious liberal arts 

colleges” (Felix, personal communication, April 17, 2023). Karin’s mentors told her they had 

high expectations and set deadlines much earlier than other mentees. Looking back, although 

Karin appreciates their consistent efforts to “get her into an Ivy League or Stanford,” she 

described their relationship as “really turbulent” and “not fun,” primarily from experiencing both 

stress and admiration towards her two mentors (Karin, personal communication, May 2, 2023). 

Others, such as Mariam, Alex, and Kata, felt supported to explore their goals and find the best 

path to achieve them. The discrepancy in mentor relationship quality affected how mentees 

viewed this experience and how they utilized their mentors as resources in the college journey.  

From this finding, we reviewed the MMSEA Volunteer Handbook (VH), which contains 

valuable advice and resources for new mentors, including detailed expectations of time 

commitments, behavior, and acceptable interactions with mentees. In addition to the VH, we also 

received the MMSEA Orientation presentation and the Student/Volunteer Communication 

Policy. While all these resources are helpful, they did not provide a clear picture of the 

onboarding process and training for mentors. 

The VH lists “Onboarding Materials” as “Coming soon” (Minds Matter Seattle 

[MMSEA], 2023b). Pam, a former mentor, cited a lack of a formal onboarding process in her 
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interview, stating, “So, I missed the orientation. I do remember that. So, I don’t know, my 

onboarding was just like, okay, here we are” (Pam, personal communication, May 11, 2023). She 

further went on to say, “…it was kind of interesting because I did miss, you know, the 

fundamentals, but it seemed to work out anyway” (Pam, personal communication, May 11, 

2023). This mentor discussed her employment in the restaurant industry, specifically “front-of-

house” roles, and her ability to engage in conversation with others. She stated, “I’m trained to 

talk to anybody” (Pam, personal communication, May 11, 2023).  

This unstructured approach to onboarding likely leads to our observed variation in mentor 

relationship quality as mentors rely on outside training and experiences to fulfill their roles with 

MMSEA. The effects of the predetermined ability for mentors to connect with mentees were 

discussed in the literature. Mentors’ “self-efficacy” when mentoring youth is “associated with 

higher-quality relationships” (Karcher et al., 2005, as cited in Kanchewa et al., 2017, p. 11). It 

also leads to differing expectations for mentors about their duties toward their mentees, which 

results in inconsistent communication and approaches to mentorship. Our recommendations 

address these issues in the following section.  

Finding 2: Many students struggled with mental health issues during and after the 

program, especially related to stress and anxiety 

Students expressed feelings of anxiety, stress, and imposter syndrome as they worked 

through the program. During interviews, students expressed feelings of stress based on the 

demands from competing school, family, and MMSEA responsibilities. Mentees described 

feeling “burnt out” at different points during the program. Felix described the feeling, “I was 

severely burned out like I was honestly really depressed” (Felix, personal communication, April 

17, 2023). Graduated mentees said this continued into college, as they consider themselves 
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successful students, but are confronted with the rigor of college. Kata spoke about how her 

anxiety affected her studies. “My exam scores were not where I wanted them to be. I had an 

episode...I ended up retaking the class” (personal communication, May 2, 2023). She later 

mentioned that she needs to get a psychoeducational diagnosis and was not receiving treatment 

yet.  

Other mentees described feelings of imposter syndrome both during the program and 

college. These feelings often manifested when mentees compared themselves to other cohort 

members. During her time with MMSEA, Alex expressed doubt about herself, “Am I even 

supposed to be here? Can I even do this?” (Alex, personal communication, May 8, 2023). Even 

after graduation, mentees worried about their ability to complete college work. “I cried almost 

every day...I felt like, in class, everyone else was smarter than me” (Mariam, personal 

communication, April 19, 2023). These feelings of anxiety around imposter syndrome align with 

our literature review about some of the obstacles that FGS and minoritized students face when 

they enter university studies.  

Interestingly, our survey revealed somewhat conflicting results around ability and 

confidence. Current mentees had stronger expectations of their abilities than graduated mentees. 

On the statement, “I will not be smart enough,” current mentees were more likely to disagree 

(see Figure 9). 
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Figure 9 

College Outcome Expectation Survey Questions on Confidence 

   
 
We observed similar trends for the statements “I will not be prepared enough” and “I will 

not be confident enough” (see Figure 9). The standard deviation for each group is high, 

indicating larger variability between responses. However, these data suggest that students who 

have not yet been through college may feel more confident in their abilities than students who 

experienced how challenging college was for them. Additionally, many of the graduated mentees 

attended college during the COVID-19 pandemic, which may also explain some of the 

differences. 

The large variability in scores shows that not all students experience anxiety or imposter 

syndrome, but coupled with the interview data, there is a clear need to recognize mental health 

issues during the program and provide students with resources to be successful in college. When 

we asked Mr. Zamora, “Is there any form of mental health training for mentees,” he replied, “No, 

unfortunately, we don’t have anything” (V. Zamora, personal communication, June 15, 2023). In 

our recommendations, we will review possible paths to provide mental health support for 

MMSEA mentees both during and after the program.  
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Finding 3: Mentees expressed a need for more intra- and inter-cohort community-building 

to increase their support networks 

One of the significant findings from our analysis is the importance of increasing 

collaboration and community building within MMSEA. The mentee graduates consistently 

emphasized the value of connections and the sense of community they experienced during their 

time in the program. Their shared experiences allowed them to learn from each other and support 

one another in their academic journeys. Several, however, recommended extended networking 

opportunities within and between cohorts to enhance the sense of community. 

For example, Mariam expressed the need to connect with other alums beyond the three-

year program, especially because of the special bonds that formed between mentees, mentors, 

and other volunteers during sessions. She said, "I know it was only for three years, (but) I would 

love to hear about my other peers, my mentors, (and) everyone else’s mentors because we really 

did have a connection. You know, we see each other every week for three years. So that just 

feels like everyone’s disconnected right now" (personal communication, April 19, 2023). 

Alex also expressed a desire for greater interaction and collaboration among different 

cohorts, recognizing the potential for peer support and resource-sharing. According to Alex, she 

was aware that the younger mentees “adored” older mentees and often reached out to them when 

they were in doubt. According to Alex, “(W)e were all going kind of through it, you know, and 

it’s, we could have used each other as resources instead of, and it’s like building friendships,” 

and wishes there were “a few more events where it was more about connecting with the people” 

(personal communication, May 8, 2023). Not all mentees experienced these relationships 

because there were few formalized opportunities that connected graduated and current mentees.  
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Additionally, the mentees recognized the value of peer connections and mentorship. Kata 

shared her appreciation for an older MMSEA graduate who gave her sound advice when 

deciding on her college major. Although they had only met when this graduate visited MMSEA, 

Kata felt comfortable reaching out to him, thus, highlighting the impact of personal connections 

on decision-making and goal pursuit (Kata, personal communication, May 6, 2023). Multiple 

mentees identified other mentees as critical role models and support sources within and beyond 

their cohorts. For example, Lucy recalled how Felix, who was a year older than her, first 

encouraged her to join MMSEA, then, three years later, inspired her to apply to an out-of-state 

college. Along with her mentor and other volunteers, Lucy “shared...everything with (them) 

throughout (her) entire college application journey” (Lucy, personal communication, April 30, 

2023). As if she were paying it forward, Lucy was also a role model for a younger mentee who 

chose to pursue their bachelor’s out-of-state, just like Lucy. According to Lucy, their relationship 

has gotten stronger over the years, as their “maturity has just gotten to the point (that they are) 

able to catch up very easily with one another” (personal communication, April 30, 2023). 

As reflected in these individual accounts, the mentees see their connections with other 

mentees as equally valuable as with the adults in the program. Many mentees expressed 

appreciation for Mr. Zamora’s alumni efforts but are eager to see more. While there are different 

ways to build intra- and inter-cohort connections, we have included recommendations, including 

peer mentoring amongst current and graduated mentees. 

Finding 4: The transition from high school to college is often difficult for MMSEA 

graduates, especially related to academic, social, emotional, and financial challenges   

Many students struggled with their transition from MMSEA to college. They felt unsure 

where to find resources on campus. Others expressed a lack of support from their school. First-
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generation and minoritized students experienced difficulties with finding support and belonging 

more often than other peers, and these findings were congruent with the literature (Fischer, 

2007). In the transition from high school to college, many students experienced negative 

feelings, and considered not continuing their studies. However, we also noted that many students 

feel alone with these feelings, despite multiple mentees expressing them. Feelings of inadequacy, 

questions of belonging and imposter syndrome were noted in mentee interviews and the 

literature. Mentees compared themselves to other students and to their own abilities and past 

performance. If past performance did not match current academic demands, stress increased and 

resulted in negative perceptions of ability. One mentee graduate described her first semester as a 

near miss; “My first semester there I almost dropped out of college. I really struggled, at least in 

my mind…I wasn’t getting straight A’s or even B’s…and fighting for that, you know versus 

where I came from” (Alex, personal communication, May 8, 2023). 

MMSEA provides significant resources and support during their time with the program. 

We noted this in our interview coding as students discussed mentorships, application expertise, 

networking opportunities, and academic tutoring to name a few. These resources formally end 

after college admissions and students must navigate their university on their own.  

Mentees expressed a need for further resources during their first year of college. Some 

remained in contact with mentors, who provided advice during college, while others did not. 

These relationships were informal and mentor dependent. Many of the mentees expressed a need 

to connect with someone with college experience as they did not have familial expertise. For 

some, their MMSEA mentors served as this resource.  

From our survey, we also noted that many current and graduated mentees expected to 

struggle with college-related skills once on campus, and having direct access to someone with 
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expertise would benefit them as a resource. When asked to what degree you agree with the 

statement, “I will not know how to study enough,” 62% of the current mentees who responded 

said they were “neutral” or “agree” (see Figure 10). Graduated mentees concurred, with 57% 

responding “neutral,” “agree,” and “strongly agree” (see Figure 11). 

Figure 10 

Current Mentee’s Responses to the Statement, “I will not know how to study enough.”  
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Figure 11 

Graduated Mentee’s Responses to the Statement, “I will not know how to study enough.”  

 

Our literature review also noted the transition period as commonly difficult for all 

students, but particularly for FGS and minoritized students. This finding, along with the 

confirmation seen in the literature indicates a need for MMSEA to explore different ways to 

offer continued support during the first year of college. We will explore this recommendation 

more in depth in the next section.  

IX. Recommendations 

 Our findings led us to determine four (4) recommendations. With each recommendation, 

we provided a tool for consideration and use. These recommendations, documents and 

hyperlinks were compiled into an “evidence-based toolkit” for MMSEA’s future use. 

• Recommendation 1: Formalize mentor recruitment and training using evidence-based 

protocols 

• Recommendation 2: Offer mental health training, resources, and access to resources 
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• Recommendation 3: Develop opportunities for inter- and intra-cohort interactions, 

including current and graduated mentees 

• Recommendation 4: Support mentees’ transition from high school to college 

Recommendation 1: Formalize mentor recruitment and training using evidence-based 

protocols 

MMSEA’s recent creation and use of the mentor interview rating rubric (see Appendix 

K) suggests an evolution in the mentor “hiring” process. While the rubric categories demonstrate 

clear alignment with their values of growth, community, commitment, and curiosity, their 

recruitment process may benefit from additional evidence-based protocols. Fortunately, these 

protocols exist. 

The organization MENTOR has established checklists and processes for establishing 

mentor programs. MENTOR’s Elements of Effective Practice for Mentoring: A Checklist for 

Mentoring Programs, is one such support tool specifically designed to aid programs like 

MMSEA (MENTOR, 2015). According to MENTOR, “[Elements] details research-informed and 

practitioner-approved Standards for creating and sustaining quality youth mentoring programs 

and consequently, impactful mentoring relationships...[and] reflects the most up-to-date research, 

practice, and thinking in the mentoring field” (MENTOR, 2023a, para. 1). “Elements” provides 

benchmarks for mentor recruitment and screening to facilitate best-candidate selection and 

retention. For example, a benchmark for screening includes, “Program engages in recruitment 

strategies that realistically portray the benefits, practices, supports, and challenges of mentoring 

in the program” (MENTOR, 2015, p. 1). These checklists will provide MMSEA with externally 

established, evidence-based guidelines to ensure a comprehensive approach in supporting their 

efforts.  
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Training  

Once selected, applicants will need additional training. For mentors, “interpersonal 

skills” among other things, “play a key role in the effectiveness” of the mentor-mentee 

relationship “particularly when working with more vulnerable youth” (Kanchewa et al., 2017, p. 

11). Mentors should provide guidance to develop mentees’ goals rather than dictate what their 

goals should be. The consequences of a mentor projecting personal desires or opinions over a 

mentee’s wishes bear out in the literature. As discussed by Kanchewa et al. (2017), mentors who 

“all[ow] the relationship and activities to be guided primarily by the interests of the youth rather 

than the interests or expectations of the mentor, tend to be more effective,” (Chan et al., 2013; 

Jucovy, 2002 as cited in Kanchewa et al., 2017, p. 11). While most mentees expressed positive 

relationships, the strongest relationships existed when mentors remained with their mentees for 

the program’s duration. 

To ensure consistency of mentor-mentee relationships, MMSEA should train new 

mentors about how to effectively interact with mentees, including goal setting and providing 

guidance. Mentoring.org has authored a handbook for mentors entitled, Becoming a Better 

Mentor: Strategies to Be There for Young people (MENTOR, 2022) that could serve as a 

possible resource to develop this training. This evidence-based handbook provides a skill-

building roadmap for mentors in their desire to help youth (MENTOR, 2022). Handbook topics 

and content include: “Relationship-Building Practices and Practices for Supporting Youth” 

(MENTOR, 2022, p. 3). 

In addition to the handbook, mentoring.org provides a page on their site with training 

modules that align with MMSEA’s mentor expectations. Some topics of interest include: 

• Providing Emotional Support and Empathy 
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• Attunement in Mentoring Relationships 

• Facilitating Group Interactions 

• Working with Others in the Mentoring Relationship System 

• Honoring Youth Voice and Building Power 

• Goal Setting and Support and  

• Expanding Networks of Support (MENTOR, 2022b, section 2).  

Besides the checklist mentioned earlier, MENTOR also provides “a step-by-step toolkit 

for program managers” (MENTOR, 2005, p. 1). This resource outlines establishing and 

maintaining a mentor program and includes best practices in mentor recruitment and training, 

among other necessary program elements. We recommend that MMSEA adopt these resources 

or similar alternatives as part of their mentor onboarding process.  

Recommendation 2: Offer mental health training, resources, and access to resources 

While MMSEA does not currently offer mental health support for mentees, there are 

several ways they can include mental health support in their program. One such way is to 

provide students with information and training to help them be aware of and understand possible 

mental health challenges that may arise. There are open-source and free options to address 

mentees’ needs. One such free offering is a course entitled Introduction to Stress for Teens. This 

course is available online through the American Institute of Stress (AIS, 2023). This short, 

introductory course takes approximately one (1) hour to complete and could be offered during 

regular, Saturday sessions along with other potentially useful stress-mitigation tools like box 

breathing and mindfulness techniques. These resources, including contact information for mental 

health counselors, have been compiled and included in the “toolkit” we will provide to Mr. 

Zamora. 
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Furthermore, we encourage MMSEA to investigate a partnership with a local non-profit 

offering free or fee-reduced mental health support to vulnerable populations or private 

counselors or therapists willing to provide pro-bono therapy sessions. Project Access Northwest 

(https://projectaccessnw.org/) is a 501(c)(3) organization that has been providing various medical 

services to community members requiring extra support since 2006. Their pro bono counseling 

service is staffed by certified clinicians and graduate students requiring hours for their degrees. 

Open Path Psychotherapy Collective (https://openpathcollective.org/city/seattle/) is another non-

profit specializing in affordable mental health care. With a mission to offer affordable mental 

health support to lower- and middle-class individuals, this organization has over ten years of 

experience helping thousands of people connect with a counselor and enroll in one of their online 

wellness courses. Through this organization, students can access therapy services from licensed 

clinicians for reduced fees. 

Lastly, Ms. Jenna Lott, LMHCA (https://www.psychologytoday.com/us/therapists/jenna-

lott-gig-harbor-wa/1074579), is a former school counselor, experienced with working with high 

school students. She specializes in helping students cope with relationship challenges and 

academic stress and is a compassionate individual who exemplifies true empathy. We contacted 

Ms. Lott, and she is eager to discuss ways that she may be able to provide counseling services to 

MMSEA students. We recommend that MMSEA reach out to one of these or similar 

organizations to provide students with effective mental health support. Starting support during 

the program will help students treat stress and anxiety once they enter college, reducing the 

likelihood that mental health challenges will be an obstacle to college persistence. 
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Recommendation 3: Develop opportunities for inter- and intra-cohort interactions, 

including current and graduated mentees  

Building community is an organizational priority, and MMSEA could develop structures 

to formalize relationship-building within yearly cohorts, across cohorts, and with former 

mentees. We recommend that MMSEA expand and strengthen social connections within the 

existing mentee community. There are opportunities for MMSEA to strengthen relationships 

among and between cohorts and with mentee alumni. These network opportunities will increase 

the resources mentees have within the program and, ideally, once they graduate.  

For current mentees, we recommend adding opportunities either during or outside of 

regular Saturday sessions for non-academic social interaction. These interactions would serve as 

avenues for students to build stronger relationships with their cohort peers. Rather than seeing 

other MMSEA mentees as competitors or benchmark comparisons for their progress, mentees 

would develop richer relationships that can influence persistence after the program. Thomas 

(2000) noted the importance of peer relationships on college persistence. Students who 

developed stronger relationships with like-minded peers were more likely to continue to pursue 

their goals. MMSEA could offer social events such as bowling, ice-cream socials, attending a 

sporting event, or other similar activities that remove the academic structures and provide spaces 

for mentees to develop relationships outside of structured, academic sessions.  

Alumni are also a resource that current mentees could utilize during and after the 

program to support persistence. By more actively engaging alumni, current mentees could access 

their perspective and ease some stresses of college transition. Mariam suggested “a portal where 

all the alumni and the mentees and mentors actually connect together” as a potential solution 

(personal communication, April 19, 2023). This perspective can serve as an invaluable resource 
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to frame commonly experienced feelings. We found this backed in evidence in the presentation 

of “lay theory intervention” (Yeager, et al., 2016). Specifically, by providing a mental 

framework for mentees to assign future “meaning to experiences,” they may avoid the mental 

trap that they are alone in their feelings they will experience as first-year college students. This 

perspective could be shared by graduated mentees to serve as a perspective-building exercise that 

influences their perception of college adversities thereby diminishing questions of mentees’ self-

efficacy or belonging. 

MENTOR provides a supplemental guide for “peer mentoring” (MENTOR, 2023b). They 

describe this interaction between close age groups, like graduated mentees and current mentees, 

as “near-peer mentoring relationships” (MENTOR, 2023b). Positive social networks are 

particularly important in mentoring disadvantaged youth and impact on student persistence 

towards academic goals (Kanchewa et al., 2017; Yeager et al., 2016). We recommend that 

MMSEA increase alumni involvement through alumni visiting events, pairing mentees with 

alumni who attended the same university, and provide opportunities for mentees to connect 

virtually with graduated mentees.  

Recommendation 4: Support mentees’ transition from high school to college 

We noted three areas of intervention that would support mentees’ transition from high 

school to college. In addition to mentor follow up during the first year, MMSEA should include 

instruction about navigating academic support on campuses. Increasing awareness of typical 

programs or researching campus-specific services once mentees make their college choice will 

give them a menu of options to seek help in college. Second, and similarly, provide mentees with 

campus community information involving clubs, organizations, and other groups that promote 

campus social integration and feelings of belonging. Finally, continue providing mental health 
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support either through continuing services through a partner organization or assisting mentees in 

finding services at their school or in their area once they reach university. We will discuss each 

of these items in more detail.  

Academic Support 

Many mentees expressed concern about navigating challenging courses or where to find 

academic support. They struggled with engaging with professors for help, academic counseling 

services, and at the fundamental level, study skills. Some of these feelings expressed by the 

mentees appear to relate to academic self-efficacy. Mariam spoke about not feeling as smart as 

her classmates and her professors, telling her that she was not good enough to do well in her 

classes. These experiences led her not to speak up when she was not doing well in her classes 

(personal communication, April 19, 2023). Bean and Eaton (2001) found that building self-

efficacy increased the likelihood of academic integration, which led to stronger persistence. 

MMSEA could include practice with speaking to professors, especially ones in difficult classes 

to build mentees’ confidence in seeking help.  

Additionally, MMSEA should include instruction about how to find specific services on 

campus. Once students choose their university, they should begin to research the multitude of 

academic support services provided by the school. Students may not know how to access 

different tools on their campus to support them when needed. Mentors and graduated mentees 

could support instruction in this area by sharing their experiences, particularly if they attended 

the same university. These shared experiences are essential to giving students insight into how to 

manage what is often an overwhelming transition period into college.  

Finally, multiple mentees shared that they did not feel prepared to study well. While 

MMSEA provides excellent academic preparation, part of the rigor of college is the type of work 
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students are asked to complete. Lucy shared that she did not feel prepared in this area and that it 

was something she had to develop on her own (personal communication, April 30, 2023). 

Cognitive ability, in which study skills are included, is often a more important predictor of 

college success than academic ability (Brown et al., 2008). In fact, fear of not knowing how to 

study was one of the top outcome expectations current mentees shared in their survey, as shown 

in the chart in Figures 10 and 11, as most respondents agreed with the statement: “I will not 

know how to study enough.” MMSEA could include practice and explicit instruction about note-

taking, reading, and study strategies relevant to college demands in their program.  

Social Support  

Mentees expressed difficulty finding social groups of peers during college. This created 

stress and feelings of loneliness for some. Feeling different can foster questions of belonging. 

Some students discussed difficulties making friends or finding their place, especially at larger 

schools. Isa struggled at “East Coast Ivy League University” because she initially felt vastly 

different from her classmates (personal communication, April 26, 2023). Elyse was concerned 

about making friends because her school was large (personal communication, May 9, 2023). 

Thomas (2000) highlights the importance of strong peer relationships and their influence on self-

efficacy, goals, and outcome expectations. Students who find motivating peer groups are more 

likely to persist because of shared performance attainment goals and mindsets.  

Whether impacts to self-efficacy originated with academic performance or the acute 

awareness of their socioeconomic, minority or immediate familial immigrant status, mentee 

graduates expressed feelings of “imposter syndrome.” This awareness fostered feelings of 

inadequacy, even with peers of similar backgrounds and some from the same high schools. One 

mentee graduate stated, “We had a small cohort of very smart individuals…I felt like I was 
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expected to show up and also show out…but sometimes that also kind of got to me where I had a 

lack of confidence in myself…Can I even do this?” (Alex, personal communication, May 8, 

2023). Another graduate stated, “Just given like the background of, like my neighborhood, my 

family. I think it was a big culture shock for me, going to “West Coast University,” and like I 

think, just seeing the amount of like wealth and privilege…” She further described that the 

amount of affluence was not what she was accustomed to and caused her to wonder if she truly 

belonged to that academic community (Karin, personal communication, May 2, 2023). 

Interestingly, we also noticed a difference in outcome expectations regarding belonging 

between current mentees and graduated mentees. Current mentees were more optimistic about 

their future sense of belonging in college compared with mentees who are in college or have 

graduated. These especially stood out when asked in general about fitting in and that they would 

face problems because of their race/ethnic background (see Figures 12, 13, 14, and 15).  

Figure 12 

Current Mentee’s Responses to the Statement, “I will not fit in.”  
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Figure 13 

Graduated Mentee’s Responses to the Statement, “I will not fit in.”  

 

Figure 14 

Current Mentee’s Responses to the Statement, “I will face problems because of my race/ethnic 

background.” 
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Figure 15 

Current Mentee’s Responses to the Statement, “I will face problems because of my race/ethnic 

background.” 

 

Our survey and interview results align with the literature that first-generation and 

minoritized students face greater social challenges as they transition to college. These findings 

demonstrate a disconnect between belonging expectations before and after attending college. 

MMSEA should address this during their program and during their follow-up.  

There is a two-fold opportunity regarding this issue. Firstly, evidence suggests that 

exposure to stories that frame these feelings as common to the first-year experience have been 

used successfully to decrease dropout rates, increase student integration into their college, and 

increase GPA for those disadvantaged students (Yeager et al., 2016). Secondly, by exposing 

students to similar experiences via stories from students with similar backgrounds and 

circumstances, high school students would benefit from reframing of future experiences, and 

those sharing their perspectives would receive their request to “pay it forward,” and be more 

active as MMSEA alumni.  
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In addition to including various social networks available on campuses during MMSEA 

sessions, we recommended the organization engage the graduated mentees and utilize them as a 

resource, and this would serve both current and former mentees. Asking graduates to share their 

first-year college experiences, specifically how they felt (including any feelings of imposter 

syndrome, lack of belonging and stress) would be beneficial for both groups. This experience-

sharing session could include available mental health resources at all the prospective colleges 

and whether any mentee utilized them and to what degree or success. 

Resource Transitions  

MMSEA could continue to offer services or promote them through partner organizations 

in addition to helping mentees find campus resources. For instance, mental health not only 

impacts high school but also college students, particularly first-generation and minoritized 

students (Wei et al., 2011). Formalizing this transition through additional established protocols 

would ensure that essential services, like mental health and study habits are available after 

mentees’ MMSEA experience and would aid in managing the stressors many first-year students 

experience in the college setting. 

The current MMSEA mentor model pairs students for their final three (3) years of high 

school until college. Continued access to MMSEA services through their first year of college, 

particularly to their mentors, would provide familiarity and support consistency, thereby 

minimizing some of the transitional stress experienced by mentees. In past practice, mentor-

mentee relationships become informal and often cease once the mentee begins their university 

experience. Given the potential negative impacts on mentees’ persistence during their first year 

of college, particularly for FGS, MMSEA could alter their mentor model to extend support 

through mentees’ first year of college. For example, MMSEA could establish regular check-ins 



 

   
 

70 

with first-year graduated mentees with their mentors, who could provide additional support. This 

will likely require a retooling of the model since mentors are already expected to commit to three 

(3) years of support. MMSEA should evaluate the potential benefits of the continuation of 

mentor support as well as any unintended consequences of this programmatic alteration or 

others.  

X. Conclusion 

We feel fortunate to have gained insight into the hearts and minds of MMSEA mentees. 

In our quest to better understand this group’s motivations, needs, and stressors, we feel we have 

contributed to the conversation surrounding college persistence, and why some dropout patterns 

exist. More importantly, we hope that our findings, recommendations, and evidence-based 

toolkit aids Mr. Zamora and MMSEA in their continued success to help their mentees persist 

through college graduation and beyond.  
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Appendix A 

MMSEA Facility Photos 
 

 
1 - MMSEA Entrance Desk; 2 - Seattle University Entrance; 3 - Pigott 3rd Floor MMSEA; 4 - 
MMSEA Food Station for Mentees; 5 - Pigott Entrance; 6 - Pigott 3rd Floor View; 7 - Pigott 
Hallway  
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Appendix B 

Federal Reserve Bank of New York -- Historical Data on Earnings by Degree Earned 

(1990-2022) 
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Appendix C 

Parent Consent Form 
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Appendix D 

MMSEA Survey Questions 

 
Agreement 
Hello! We want to learn about your experiences in the Minds Matter Seattle (MMSEA) program. 
Your responses will be kept completely confidential. The survey should take you no more than 
15-20 minutes to complete. We appreciate you sharing your observations. Your participation in 
this project is voluntary. You have the right to withdraw at any point during the project. The 
Principal Investigator (PI) of this project, Ann Rubin, can be contacted [by email]. By signing 
below, you acknowledge: Your participation in the study is voluntary. You are 18 years of age 
OR have provided Ann Rubin or Mr. Zamora with a signed parental permission slip. You are 
aware you may choose to terminate your participation at any time. 
 
Demographics 
 
1. Your LAST name 
 
2. Your FIRST name 
 
3. Your age 
 
4. Which gender do you identify? 

 Male 
 Female 
 Transgender Female 
 Transgender Male 

 Gender Variant/Non-Conforming 
 Not Listed 
 Prefer not to say 

 

5. Which race best describes you? Select one or more. 
 
White 
Black or African American 
American Indian or Alaska 
Native 
 

Asian 
Native Hawaiian or Other 
Pacific Islander 
Hispanic 
 

Some Other Race 
Prefer Not to Answer 
 

6. High school name 
 
7. Year of graduation from high school 
 
8. List your mentors’ names (One name per line - LAST name, FIRST name) 
 
8a. Where did you enroll in college? 
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8b. Did you graduate? 

 Yes  No 
 
8c. If no, why not? 

 I am still attending 
 I am taking some time off, but I plan 

to return in the future 
 Financial Aid or monetary issues 

 

 I plan to transfer to a different school 
 I do not plan to continue my studies 
 Other 

 

 
General Self-Efficacy Questionnaire 
 
9. On a scale from 1-5, rate how much you agree or disagree with the following statements. 
 

Strongly 
Disagree Disagree Neither agree 

nor disagree Agree Strongly Agree 

 
a. I can always manage to solve difficult problems if I try hard enough. 
b. If someone opposes me, I can find the means and ways to get what I want. 
c. It is easy for me to stick to my aims and accomplish my goals. 
d. I am confident that I could deal efficiently with unexpected events. 
e. Thanks to my resourcefulness, I know how to handle unforeseen situations. 
f. I can solve most problems if I invest the necessary effort. 
g.  I can remain calm when facing difficulties because I can rely on my coping abilities. 
h. When I am confronted with a problem, I can usually find several solutions 
i. If I am in trouble, I can usually think of a solution. 
j. I can usually handle whatever comes my way. 

 
 
College Outcome Expectations Questionnaire 
 
10. On a scale from 1-5, rate how much you agree or disagree with the following statements 
about YOUR experience in college (either currently attending or attending in the future):  
IN COLLEGE... 
 

Strongly 
Disagree Disagree Neither agree 

nor disagree Agree Strongly Agree 

 
a. I will have money problems 
b. I will have family problems 
c. I will not being smart enough 
d. My family will express negative attitudes about college 
e. I will not fit in 
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f. I will not have support from teachers 
g. I will not be prepared enough 
h. I will not know how to study well 
i. I will not have enough confidence 
j. I will lack of support from friends to pursue my educational aspirations 
k. I will face problems because of my gender 
l. I will face problems because of my race/ethnic background 
m. I will have to work while I go to school 
n. I will have to work while I go to school 
o. I will lack role models or mentors 

 
Persistence Questionnaire 
 
Q11. What does the word “persistence” mean? 
 
Q12. Is persistence important to you? Why or why not? 

 Yes. It is important to me because... 
 No. It is NOT important to me because...  
 Prefer to Not Answer 

 
Interview Inquiry 
 
13. Would you participate in a follow-up interview regarding your experiences at MMSEA? 

 Yes 
 No 

 
13b. Please provide your email so that we can contact you about an interview 
 
13c. If you prefer, please include your phone number so that we can contact you about an 
interview 
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Appendix E 

Interview Protocol 

The following interview protocol will be applied to ALL interviews. 
 
1. Once an interviewee is selected 

§ If the interviewee is under 18, double-check that we have their parental consent on 
file. 

• Contact the interviewee and schedule a mutually convenient time for the interview. 
(If conducting the interview via video call, make sure to ask if the interviewee has a 
preference between Zoom or Microsoft Teams.) 

• Determine which team members will be conducting the interview. (Make sure to have 
at least two team members scheduled for each interview.) 

• Create a calendar invite for the interviewee and the team. The calendar invite will 
include a Zoom or Microsoft Teams link, depending on the interviewee’s preference. 

 
2. Three days before the interview 

• Send the following reminder email to the interviewee. 
 
Thank you for making time in your busy schedule to meet with us to conduct this qualitative 
interview for our capstone project with MMSEA. Your input is valuable to our project, and we 
hope you find this experience meaningful for you as well! 
 
As a reminder, the interview will take place on (Day of the week, month, day), at (time in Pacific 
Time). Please log on using the following Zoom/Microsoft Teams link. (Insert Zoom or Microsoft 
Teams link here.) (You will also receive a separate calendar invite from one of the interviewers 
with the Zoom/Microsoft Teams link.) 
 
You will be interviewed by (Team Member Name[s]). (S)he will be on standby and let you in on 
the Zoom/Microsoft Teams call as soon as you log in. Please note that (Team Member Name[s]) 
will have their camera on, but because we are dedicated to maintaining your comfort and 
privacy, your camera use will be optional. You may also use a pseudonym or initials if you 
prefer. 
 
If you have any trouble logging on to the Zoom/Microsoft Teams call or need to reschedule, 
please call or email Ann Rubin or [other interviewer names] at [contact information]. 
 
Again, we thank you for your cooperation and look forward to seeing you on [date]. 
 
Best regards, 
 
Julie Chase, Mary Chappell, Ann Rubin, and Jonathan Stewart 
Vanderbilt University Peabody College 
 

• Review the interviewee’s survey response.  
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§ Make note of the interviewee’s definition of “persistence” according to their 
survey response. 

§ Highlight any interesting points from their survey response and, if needed, ask 
for clarification during the interview. 

 
3. Day of the actual interview 

§ To prevent the interviewee from waiting in the lobby, team members conducting the 
interview will log on to Zoom or Microsoft Teams five minutes ahead of the 
scheduled start time. 

§ Once the interviewee joins the call, the interviewers will follow either the interview 
protocol for “MMSEA Mentees” or “MMSEA Graduates.” 

§ MMSEA Mentees are current mentees graduating from high school between 
2023 and 2025. Some MMSEA mentees are younger than 18 years of age and 
must have a signed parent consent form on file. A signed parent consent form 
is unnecessary for mentees 18 years of age or older. 

§ MMSEA Graduates are past mentees who graduate from high school 
between 2016 to 2022. MMSEA graduates are all 18 years of age or older and 
do not need a signed parent consent form. 

 
MMSEA Mentees and Graduate Mentees 

§ Introduction, Greetings, and Consent 
o Start off with a brief introduction of participants on the call 

 
Thank you again for your time and participation in this project. As stated, 
when we first contacted you, this interview is part of our capstone project with 
MMSEA. The members of this team are all Vanderbilt University students 
completing their Ed.D. degree through Peabody College. 
 
As you know, the aim of this interview is to learn more about you and 
MMSEA. We believe that your views and experiences are extremely valuable, 
and we want to focus on hearing your voice and understanding your 
experiences better. 
 

o Remind the interviewee that the call will be recorded and transcribed 
for further analysis. (Obtain their consent to record.) 

o Confirm the interviewee’s voluntary participation and anonymity. 
o Allow the interviewee to have their video turned off so only their 

audio is recorded. 
o Allow the interviewee to change their Zoom/Microsoft Teams name to 

either their initials or pseudonym. 
o Complete check of volume and recording settings (Zoom/Microsoft 

Teams & Otter.ai). 
 
Before we begin the interview, I want to remind you that we will record the 
call and later transcribe it for us to analyze. 
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Your participation in this interview is voluntary. Everything disclosed by you 
during this call will remain anonymous unless you give us consent to share 
your name and identity. While we are conducting this interview, members of 
the interview team may have their cameras on. However, your camera use is 
optional, so you are welcome to turn your camera off. You may also change 
your Zoom/Microsoft Teams name to either your initials or a pseudonym of 
your choice. 
 
Will you give us your consent to record and transcribe this call? 
 
(Wait for the interviewee’s response.) 
 
Would you like to change your Zoom/Microsoft Teams name to your initials or 
a pseudonym of your choice? 
 
(Wait for the interviewee’s response and time to change their name.) 
 
Thank you. Now that you have given us consent to record and transcribe, we 
will start the recording NOW. 
 

§ Interview 
o Turn Zoom/Microsoft Teams Recording ON. 
o Turn Otter.ai ON. 

 
This is [primary interviewer]. Today is [date]. It is [time].  [secondary 
interviewer] and I will be interviewing [interviewee], who was a mentee at 
MMSEA from (20XX-20XX). 
 

o See “MMSEA Graduates” questions under “Interview Question 
Summary.” 

 
§ End of Interview 

o Thank the interviewee for their time. 
o Make sure to remind them that we may contact them again with 

follow-up questions. 
 

Thank you so much for sharing your story and experience with us and for your 
time. We know how busy you are, but we want to reiterate how critical it was 
that we heard about your experiences from you in better understanding the 
three years you participated in MMSEA and who you are today. We can’t tell 
you how much this means to us. If we have any follow-up questions, we may 
contact you again. Is that okay with you? 
 
(Wait for the interviewee’s response.) 
 
Thank you so much. The interview is now officially over. I will turn the 
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recording and transcribing service OFF. 
o Turn Zoom/Microsoft Teams Recording OFF. 
o Turn Otter.ai OFF. 

 
4. After the interview 

• Zoom/Microsoft Teams Recording 
§ Check and make sure Zoom/Microsoft Teams recording was successful. 
§ Download the file and save it to Capstone Teams and Box folders. (Year of 

Graduation Interviewee Last Name_Interviewee First Name_Date of 
Interview) 

§ Otter.ai Transcript 
§ Check and make sure Otter.ai transcript was successful. 
§ Download the file and save it to Capstone Teams and Box folders. (Year of 

Graduation_Interviewee Last Name_Interviewee First Name_Date of 
Interview) 

§ Clean up transcript for coding. 
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Appendix F 

Interview Questions 

Interview Question Summary 
Based on our conceptual framework, Social Cognitive Career Theory (Lent et al., 1994), we 
focus our interview questions on student college persistence factors outlined by the theory. The 
most important is self-efficacy and the belief that one has the ability to overcome obstacles. This 
drives student goals, reactions to setbacks, and outcome expectations. We want to keep our 
conversation focused on these factors for students and how other stakeholder groups address 
these factors with students. Below are the interview questions and focus group questions we 
developed following our surveys by group. 
 
MMSEA Mentees (Class of 2023, 2024, 2025) 

1. How would you describe your experience with MMSEA so far? 
a. How did you find out about MMSEA? Who told you and why did you decide to 

apply? 
 

2. (For class of 2023 only) You are attending college next year! Have you decided where 
you are going? How do you feel about next year? (Get the conversation centered; also 
look at where students decided to attend) 
 

3. (For class of 2023 only) Now that you’re at this point, how prepared do you feel to take 
on your first year in college? How do you think MMSEA has helped you prepare?  
 

4. When you first began in MMSEA, did you set any goals about college? If yes, what were 
those goals? Have they stayed the same or changed? If not, did you set college-related 
goals later in the program? When did you discuss goals, and what are they?  

a. Who helped you develop those goals? How has the program helped you progress 
toward them?  

b. How have your goals helped you during the program? How have they affected the 
choices you have made in school and college? 

 
5. How has the program affected how you see yourself as a student? Why do you think that 

is? 
 

6. In the survey, you defined persistence as “__________.” Any thoughts? What do you 
think about your definition of persistence?  

 
7. Can you describe a time when you faced a challenge that affected you in school or in the 

program? How did you overcome it? 
a. Did the program help you overcome it? If so, how? If not, why not? 

 
8. Describe your relationship with your mentor. How as your mentor... 

a. Helped you through school? 
b. Prepare you for college? 
c. Help you through challenges? 
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9. Do you plan to reach out to your mentor once you’re in college? Why or why not?  

 
10. How have your expectations of college changed since you entered the program? Why do 

you think that is? 
 

11. How has your relationship with other students in MMSEA affected how you see yourself 
as a student? 

a. Have you helped a fellow student or been helped by a fellow student during the 
program? How? 

b. Have other students (current or already graduated) affected the goals you set for 
yourself? How? 

 
12. Would you say that MMSEA has been essential to your journey to this point? Why or 

why not? 
 

13. Do you feel better prepared for challenges in college because of MMSEA? Why or why 
not? 
 

14. Is there anything else you’d like to add or any question we didn’t ask you that we should 
have? 

 
MMSEA Graduates either in College or Graduate from College (Class of 2016, 2017, 2018, 
2019, 2020, 2021, 2022) 
 

1. Please confirm the year you started MMSEA and your year of graduation. 
a. How did you find out about the program? 

 
2. Are you attending college right now? 

a. If yes, what is the name of your college, and what are you majoring in? 
b. If not, please tell us what you are doing. 

 
3. Can you briefly describe your college experience?  

a. Did/do you feel prepared for the academic work?  
b. What do/did you find particularly challenging?  
c. What is/was easier than you expected? 
 

4. In terms of preparedness, what aspects of MMSEA do you think prepared you the most 
for college or what you are doing right now? 

a. Was there anything that was unexpected that you didn’t feel prepared for? If so, 
why do you think that is? 
 

5. Describe your relationship with your parents or another significant adult in your life. 
a. How has this adult helped you through school? 
b. Prepare you for college? 
c. Help you through challenges? 
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6. What are the names of your mentors? 

a. Please describe your relationship with your mentors. 
b. Are you still in touch with your mentors? 
c. How did your mentors help you through high school? 
d. Prepare you for college? 
e. Help you through other challenges?  

 
7. When you were at MMSEA, how often did you talk about goals regarding college and 

after college graduation? 
a. Who did you talk to about your goals? 
b. How often did your mentor help you set goals? How often did they help you make 

progress toward those goals?  
c. Did you ever feel that the goals you set were beyond reach? Why or why not? 

 
8. In the survey, you defined persistence as “__________.” Any thoughts? What do you 

think about your definition of persistence? 
a. Does it apply to you in any way? 

 
9. Can you describe a situation where you had to persevere to achieve your college goals?  

a. How do you think your time in MMSEA helped you persevere? 
 

10. How has your experience with MMSEA influenced your approach to overcoming 
obstacles in your academic or personal life?  

a. Are there any specific skills or strategies you learned through your participation in 
MMSEA that you continue(d) using in college? If so, what are they? 

b. What impact did the academic and personal support you received from MMSEA 
have on your overall college experience? 
 

11. How has MMSEA impacted your sense of confidence and self-efficacy when it comes to 
achieving your goals?  

a. How did your mentors and other MMSEA members support you during your 
college journey? Are you still in contact with them? If yes, who are they? 

b. How did the experience of your other cohort members impact your sense of 
confidence and your goals? 
 

12. How did your experience with MMSEA prepare you for success after college? 
 

13. Is there anything else you’d like to add that we didn’t talk about? 
 

14. Is there anything else you’d like to add or any question we didn’t ask you that we should 
have? 

 
Mentor Interview Questions 

1. Describe the primary goal of MMSEA. 
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2. How does your role as a mentor factor into that goal? 
 

3. Describe your relationship with your mentee. 
 

4. How do you think your relationship with your mentee impacts their lives and futures? 
 

5. Do you help your mentee set future goals? If so, describe that process. 
 

6. Describe how to help your mentee progress towards those goals (if yes to question 5). 
 

7. If your mentee faces/has faced a setback or an obstacle, how do you offer support? 
a. Do you feel that support is sufficient, or do you feel prepared to offer support? 
b. Do you feel your mentee is better equipped to face setbacks because of your 

mentorship? 
 

8. Do you feel that your personal academic experiences impacted your mentee? If so, how? 
If not, why not? 
 

9. Do you plan to stay in contact with your mentees after they graduate? If so, how? If not, 
why not? 

 
10. Is there anything else that you’d like to tell us about that we haven’t asked? 

a. What question should we have asked that we didn’t?  
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Appendix G 

The Frequency of Categories and Themes Identified in Interviews 

 

Categories/Themes #  
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Access to Resources 268 
Tangible  33 0 0 0 3 17 0 0 3 1 2 1 0 1 0 2 0 3 0 0 0 
    Financial concerns 63 1 0 4 6 14 9 1 2 1 0 7 3 2 0 2 1 5 0 1 4 
Expertise 32 0 3 0 0 5 0 0 3 6 4 0 1 0 1 0 1 3 0 4 1 
    Mentors 25 4 0 0 2 11 0 0 3 0 2 1 0 1 0 1 0 0 0 0 0 
    College app 34 1 0 1 3 9 0 0 1 0 6 3 6 0 0 0 0 3 0 0 1 
    Financial  21 1 0 0 0 1 0 0 1 0 2 5 3 0 0 8 0 0 0 0 0 
Opportunities 23 2 3 0 0 2 0 0 2 5 0 0 0 0 1 0 1 1 2 1 3 
    Summer prog 34 3 0 0 1 0 2 4 1 0 2 5 5 0 0 3 0 3 2 0 3 
    Test prep 3 1 0 0 0 0 0 0 0 0 1 0 0 0 0 0 0 0 0 0 1 
Social-Emo Factors 764 
Relationships 70 5 0 12 1 3 14 14 1 0 0 0 0 6 0 1 0 0 6 0 7 
    Personal 38 8 10 8 10 17 11 3 12 11 9 5 14 6 12 7 7 4 3 7 7 
    Family Influence 59 3 1 1 9 2 1 0 0 2 1 3 0 3 4 5 7 7 4 4 2 
    Networking 55 2 3 2 5 9 0 2 3 2 2 7 1 2 2 4 0 3 0 1 5 
Influence Cult/Divers 20 1 1 0 2 2 0 0 1 0 0 1 1 0 1 2 0 6 2 0 0 
Self-Concept 5 0 0 0 1 2 0 0 1 0 0 0 0 0 0 0 0 0 0 0 1 
    Social Identity  50 0 0 1 7 13 6 1 1 0 0 2 0 7 2 0 2 3 1 2 2 
    Belonging 40 0 0 0 5 14 4 0 5 0 0 4 0 3 0 0 0 5 0 0 0 
    Self-Assurance 97 2 3 0 13 23 0 0 6 3 4 6 0 0 9 4 5 5 2 5 7 
        Confidence 81 1 0 10 5 24 10 4 4 0 0 4 1 5 0 2 0 5 0 0 6 
        Self-Advocacy 40 2 0 5 2 6 5 6 5 0 2 0 0 4 0 1 0 0 0 0 2 
    Imposter Syndrome 52 0 1 2 14 12 0 5 4 0 0 1 0 1 2 1 0 7 0 1 1 
Mental Health 99 5 2 8 13 8 5 10 15 0 0 2 2 14 2 1 2 3 0 3 4 
Growth Mindset 58 0 1 0 13 14 1 0 5 0 0 3 5 0 6 0 2 6 0 1 1 
Skill Development  258 
Academic 68 4 6 9 2 7 3 7 0 7 4 3 4 3 2 2 2 0 1 2 0 
  Writing 19 0 0 0 0 2 0 1 0 0 3 5 4 1 0 0 0 1 0 0 2 
  Math/Science 11 0 0 0 1 1 0 0 0 0 2 0 6 1 0 0 0 0 0 0 0 
  Study Habits 14 0 0 0 1 1 1 0 0 0 3 2 1 1 0 0 0 2 0 0 2 
  Test-Taking 3 0 0 0 0 0 0 0 0 0 1 1 0 0 0 0 0 0 0 0 1 
  Public Speaking 14 0 0 1 3 0 0 3 2 0 0 1 1 0 0 0 0 2 0 0 1 
Professional 37 0 2 0 5 8 0 0 0 7 4 1 0 1 4 0 1 0 0 3 1 
  Critical Thinking 6 0 0 0 2 0 0 0 0 0 0 2 0 0 0 0 0 2 0 0 0 
  Time/Task Manag 32 0 0 5 7 2 2 3 4 0 3 2 1 0 0 0 0 1 1 0 1 
  Getting Support 41 0 0 1 9 15 0 0 11 0 0 0 0 1 0 1 0 3 0 0 0 
  Communication 13 0 0 2 5 0 0 0 0 0 2 1 0 0 0 0 0 1 2 0 0 
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Appendix H 

Codebook 
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Appendix I 
 

Mean and Standard Deviations for Current Mentees 

 

 

Mean and Standard Deviations for Graduated Mentees 
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Appendix J 
 

Current Mentee Survey Responses to Questions 12 & 13 and Keywords 
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Appendix K 
 

MMSEA Mentor Interview Rubric 

 
 

 


