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Abstract
Beyond Wills and Ways: Expanding the Scope of Srigddéope Model to Understand the
Transmission of Hope Through Developmental Relatigrs
By
Veronica Fruiht
Claremont Graduate University: 2014

Over two decades of research demonstrate thatrggigno have the agency to achieve
their goals and know how to achieve them are maceessful in their academic endeavors. Less
is known about how these skills develop or how meng might impact the way that young
people learn to have hope about their goals. Tissedation 1) investigates the relationship
between folk definitions of hope and Snyder’s (1)98&dnceptualization of hope as “wills” and
“ways” and 2) aims to understand the role of supp®m@dults in building hope among students.

Results from a longitudinal survey of 190 commumitylege students over the course of
one college semester suggest that “being hopeafutilves more than agentic and pathways
thinking. Other factors including spirituality aeecitement about the future accounted for some
of what students considered hope. Folk hope wasdtartpredictor of some student outcomes,
including connection to a campus community and etqueeducational attainment, than was the
combination of pathways and agency.

Longitudinal analyses demonstrate that the sumtodents felt at the beginning of the
academic term was predictive of how hopeful thdlydethe end of the term. Nominated
mentors were primarily parents and other relativke provided support in four domains:
emotional, academic/problem solving, goal settiagger planning, and role modeling. Among

these, emotional support was the best predictetuafents’ folk hope and agency.



Academic/problem solving support was related tdetis' pathways thinking. Implications of

these findings for future research and practicedaeussed.

Keywords: hope, community college, agency, pathwayentoring, developmental networks,

social support
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CHAPTER ONE: INTRODUCTION AND LITERATURE REVIEW

When faced with the question of whether or ndtdep going, hope is often cited as that
driving force that makes us endure, believing m plossibility of that which may feel
impossible. Further, we think of hope as the gde&er or energy that fuels our efforts. Martin
Luther is credited with having captured this simijplyhe phrase, “Everything that is done in this
world is done by hope” (Luther, trans 1903). Hopeeyrbe the reason we continue to move
forward, and in that regard it is necessary for &armriving. In this study, | investigate the hope
of college students and the ways that hope migludeinterpersonally, through relationships
with mentors and supportive adults.

The transition into college is a major life charigat offers many new opportunities and
challenges. While some thrive in their new circuamses, for many this transition is a time of
significant upheaval (Bayram & Bilgel, 2008). Irtallege setting where individuals must take
responsibility for their education, they may firht they lack the skills, knowledge, or
motivation to accomplish their academic goals. €hssdents may fall through the cracks in
their college’s support network and wind up drojgpam stopping out before graduation.
Students who persist in college are those withadacipport, a sense of integration and
commitment to their college, and commitment tortigeials (Tinto, 1993). The leading
psychological construct of hope focuses heavilypeimg motivated and able to come up with
ways to reach goals (Snyder et al., 1991; Snyd¥x2Rand thus may have particularly useful
applications in the study of college retention.

This dissertation begins with a review of the higtaefinition, and measurement of hope
and identifies a gap in the modern study of hogenhimarize the current literature on the

benefits and correlates of hope in young adultsedksas strategies for building hope. Finally, |



consider the mechanisms through which hope camimenunicated through developmental
relationships and the ability of this transmissiommpact college student success. In the present
study | seek to (1) understand the construct hepeéined by psychologists and its relation to
lay conceptions of hope and (2) to understand #ngsvhat both forms of hope can be
transmitted through mentoring relationships todostudent success and retention.
The History of Hope

The origins of hope in ancient mythology and rielig and in Western culture, date back
to the myth of Pandora. From Pandora’s box camdreevery form and all that remained as
Pandora reclosed the lid was hope. Whether the astblished hope as a gift that helps us
cope with the troubles we face, or as an evil foheg plagues us, remains up to debate (Smith,
1983). Roman philosopher, Marcus Tullius Ciceraredited with coining the phrase, “Dum
spiro spero,” that is, “While | breathe, | hope hh suggests that to hope is a natural and
undeniably human experience (Smith, 2007). Hope lads a deep meaning in spiritual contexts.
Christians hold hope, one of the three theologigalies, as an expectation of the goodness of
Christ. That is, hope can be defined as the maatfesa of faith, which gives a certain
expectation that the future will occur in accordamdth God’s word (Keathley, 2005; Luther,
trans 1903). This parallels a modern definitiomope, outside of the field of psychology or
religion, where to hope is to “want something tppen or be true and think that it could happen
or be true” (Merriam-Webster, 2013), or “a feelmigexpectation and desire for a certain thing
to happen” (Oxford, 2013).

Prior to the late 1950’s hope received very liditeention from the psychological
community because such constructs were consideredantific (see Eliott, 2005). In 1959,

Menninger introduced hope as a cognitive consimacthy of consideration in psychotherapy,



and over the next decades hope became increasisglyl in clinical settings (Frank, 1968;
Orne, 1968). Most influentially, Stotland (1969 la movement to study hope as a cognitive-
behavioral theory in which he characterized hoparasxpectation of achieving one’s goals.

The study of hope came into vogue in psychologh@&1980’s. Along with Snyder and
colleagues’ (1991) model, a number of other resemschegan to develop frameworks for
understanding hope stemming from qualitative (Dlif&@uMartocchio, 1985) and quantitative
(Obayuwana et al., 1982; Herth, 1991) research.nMichis research comes from the field of
medicine, in which hope has been studied as a dilmef patient resilience (Herth, 2005).
Two substantial conceptualizations emerged in fyelplogical study of hope, both of which
build from Stotland’s (1969) discussion of hopedcection to goals and goal-directness
(Bruininks & Malle, 2005). Averill, Catlin, and Chq1990) describe hope as an emotion in
which we hold a realistic expectation that an int@orand morally acceptable goal will be
achieved, and we are willing to take action to eeaiit. This is not entirely unlike the cognitive
construct that Snyder and colleagues (1991) calehahich is defined by personal willingness
or volition to achieve a goal, paired with knowledyf the pathways or means of achieving it.
However, Snyder’'s model inspired hundreds of eroplirand theoretical works in the past two
decades (cf. Reichard, Avey, Lopez & Dollwet, 2QE3rning it a position as the foremost
definition of hope within psychological research.

The Hope Construct

Rather than having an emotional or spiritual fodimha(see Eliott, 2005), Snyder’s
construct of hope is a cognitive one, groundedh@wray that we think about our ability to
achieve our goals (Snyder, Cheavens, & Michael520a this model, hope is the combination

of two dimensions: agency and pathways, often afdiied as “wills” and “ways,” respectively.



Agencyis the extent to which people feel they have thiéion to move towards a goal, and
pathwaysare the ways in which people can envision movawgatrds that goal (Snyder et al.,
1991).

Hope can be defined as either a trait-like comstiat is stable within an individual, or a
state-like construct that is more dependent omsdnal factors (Snyder et al., 1996). Both
forms of hope are defined by the same componeratbivays and agency. From a trait
perspective, an individual may be particularly Hapa all walks of life, applying his or her
sense of agency and pathways thinking to any gegérdless of the domain. A small body of
literature looks at trait hope from a domain spge@gerspective, suggesting individuals can be
very hopeful in one area of life, such as athleticg have little agency or pathways thinking for
another domain, for instance, academics (Lopez]élliaCoffman, Stone, & Wyatt, 2000). A
third, and more distinct form of hope is state hapkich looks at levels of hope on a moment-
to-moment basis. State hope is dependent on sihatiactors and can be easily manipulated
through short interventions (e.g., Berg, SnydeHa&milton, 2008). No clear consensus has been
reached regarding the value or importance of onstaact over the other but trait hope has been
more extensively studied than state or domain pdmpe.

Goals

In order to accept Snyder’'s model of hope, onetiimss accept the tenet that people are
goal-directed individuals. Most simply, goals aescribed as the targets for which we aim with
our actions (Snyder, 2002). An extensive literagxists surrounding goal setting, striving, and
attainment outside of the study of hope. Identiyotear goals is valuable for personal
achievement in academics (Covington, 2000), attdd€tiocke & Latham, 1985) and variety of

other domains including the workplace (cf. Lathanhdke, 2007). Goal theory defines the



types of goals that individuals set, the sourcegoad motivation, and the way in which
individuals respond to challenges (Dweck & Ellidi®83). Hope research draws from this
research to identify differences between high amdhope individuals’ goals as well as the
different ways that high and low hope individuglsrceive obstacles that they face while
working toward a goal (Chang, 1998; Peterson, Gdtl&Rode, 2006; Snyder, Shorey et al.,
2002). Hope research should be thought of as a leonent to this literature because it builds
from these important ideas and uses the framewialgency and pathways to understand the
mechanisms by which goals get achieved rather titezations behind them.

Agency

Agency represents motivation or drive in the hoplel. People with a strong sense of
agency have clear goals and are highly driven htegie them. Agency is also based on self-
motivation and the sense that not only is a gdalratble, but it is attainable through the hard
work and effort of the individual. Agentic thinkirggten involves positive self-talk including
phrases like, “I can do this” (Snyder, Lapointep@son, & Early, 1998).

The concept of agency extends beyond its useeihdpe model. It has been defined by
various disciplines in vastly different ways. Faample, agency sometimes refers to a more
specific ability to control motor skills and locotian (see Kannape & Blanke, 2012) or in more
philosophical contexts as a construct based inngtatgding the self as an enactor of moral
actions, causing change in the larger social corieeg., Moretto, Walsh, & Haggard, 2011). The
thread that runs through all of these varying pecpes of agency is a personal volitiordtm
something. Although each field studies this froniféerent perspective, all focus on the

individual's sense of volition to carry out a phoaior psychological action.



Pathways

Pathways thinking involves knowing of, and peragvoneself as capable of, following
multiple ways of moving toward a goal. Hopeful pkojpave clear and well-defined pathways to
get where they want to go (Snyder, 2002). An imgadrtimension of pathways thinking is
having backup plans when encountering obstaclegefdbpeople are more adept at coming up
with alternative pathways to achieve their goalewthey confront difficult circumstances
(Irving, Snyder, & Crowson, 1998; Snyder et al.91p

Like agency, goal-directed thinking is studiedsme the hope model. Typically within
psychology, goal-directed behavior is set at th@ogie end of a behavioral continuum from
impulsivity (see Hogarth, Chase, & Baess, 2012)iahdoked at from a cognitive or
neurological perspective of executive functionimgl anpulse control (e.g., Lehto, 2004). Thus,
there are many applications of goal-directed bedramithe domains of education and behavior
modification (see O’Connell & Robertson, 2011).
New lIterations of Hope

During its first decade, the model of hope wasrfiand redefined in a number of
ways. The most recent conceptualizations (Snyd$22Snyder, Cheavens, & Michael, 2005)
include an expanded model of hope that descrileesetationship between hope and goal
attainment (see Figure 1). Within a pre-existingp#amal context of hopeful thoughts built from
past experiences, a goal activates agency and agshtwinking. In turn, this informs an
emotional set, and the individual establishes doame value for the goal, deciding on the
extent to which achieving the goal matters. Leweélgsathways and agentic thought for the goal
are fed from the activation of this emotion set anttome value. As unexpected events,

obstacles, and stressors impede goal achieverherifdividual decides whether these are



surmountable. All interactions occur within the pi@e or negative emotional context created by
past experiences of goal attainment or failure,@rtdomes feed back into this context as future
goals are activated (Rand & Cheavens, 2009; Sn206€). When this model is applied to
conceptualizations of stable, trait hope, theselraeisms may apply across domains of life,
whereas from a more variable, domain-specific paatpe of hope, this model applies to hope

within that given domain.

M

emotional context

> Goal pursui> = e

Pathways thought |, |
from past
experiences
of correlation
[feausality

Pathways thought
about goal

Pre-event
QOutcome Value

of goal

Goal Attainment

Stressors/Obstacles or non-attainment

Emotion set

Agency thought
from past
experiences
of the self as the
cause of a chain
of events

Agency thought
about goal

emotional context

Figure 1.Adaptation of Snyder’s (2002) model of the feedblaop of agency, pathways and
emotion during a goal striving sequence. This mbdslbeen adapted from Snyder’s (2002)
work to explicitly includegoal pursuitas a directional and driving factor in the procassvell
as to demonstraggathwaysandagencymore clearly as distinct, albeit interdependentds.

In the model shown in Figure 1, each componenessmts values, thoughts, or emotions
that individuals experience, based on their le¥élape. For instance, for high hope people, goal

activation leads to a positive emotion set, a sefsalue for achieving the goal, and a can-do



attitude. Conversely, for low hope people, it letmla negative emotion set, less value for the
outcome of goal-attainment, and a more pessinadtittide in which the person feels unable to
achieve the goal. These attitudes affect pathwagisagency for the current goal. When
obstacles and stressors arise, again high hoparitbpe people react differently. High hope
people see these stressors as surmountable, anddief in their ability to achieve the goal
(agency), as well as their ability to develop patkhgvaround the obstacle (pathways) are
activated. Low hope people, on the other hand, titxr ability to develop pathways, and they
feel incapable of overcoming the challenge. Thisleh@f the emotional and cognitive responses
of high hope and low hope people is primarily roatethe theoretical conceptualization of
hope, but it has preliminary empirical support @a@demic settings (Onwuegbuzie, 1998;
Onwuegbuzie, & Snyder, 2000).
Folk Hope Revisited

Snyder and colleagues’ (1991) model of hope deeelapganically from discussions
with research participants and interviewees whdamed that their behaviors were guided by
attempts to achieve their goals. Individuals spafkinding alternative routes to their goals and
being motivated to take the next steps to get climsthem. Snyder searched for a word to
describe this mindset and, with the help of collessgand encouragement from Menninger who
had lead research on hope from a cognitive pernspdatthe past, settled upon “hope” (Snyder,
2000b). While this definition is resonant with $aod’s (1969) conceptualization, the leap from
a simple expectation that a goal will be attairtedhaving the personal volition and pathways to
attain it, diverges from common definitions. Rec@&search has highlighted this, indicating that
the definition of hope put forth by Snyder and ¢adleagues does not accurately capture lay

conceptions (Bruinicks & Malle, 2005; Tong, Fre#tson, Chang & Lim, 2010). Identifying this



discrepancy between Snyder’s definition and folnilions does not call into question the
importance of studying “wills and ways,” but ingleéaquestions the rationale for naming this
“hope.”

Folk hope, or lay conceptions of the constructdse inclusive than pathways and
agency thinking (Bruinicks & Malle, 2005) and congess what some hope researchers actively
exclude from their definition of hope: wishing. Ley(2013) argues that we must not conflate
“wishing” with “hoping,” however 27% of people meémied wishing when giving their own
definition of hope (Bruinicks & Malle, 2005). Thssiggests that folk hope may be, at the
broadest level, a wish or desire. This is reflectetthe varied ways that the word “hope” is used
conversationally. For instance, we may use this tersuggest a desire that something will
happen (e.gl,hope that my team wins the championghap expectation that it will (e.glhere
is still hope that this will turn aroungdor a faith in something larger providing a dedir
outcome (e.gEven when there was nothing left for me to tryaswopeful that | would
survive.

Snyder’s hope model assumes the key conditionyadiddinitions of hope, that is, the
expectation and desire that something will hapg&ddrd, 2013), but it adds two constraints on
the definition: goals/agency and pathways. Thus,ittodel looks not at folk hope but at a
specific phenomenon that may occur in conjunctigth Wope, by grounding hope in goal-
directed, agentic thinking, and determination. Samgdconceptualization of hope disallows the
unrealistic, impractical, and unstable by requiriing consideration of one’s current
circumstances through personal agency and pathways.

The first divergence from lay definitions of hopecarred when Stotland (1969) defined

hope as the expectation thaj@al would be achieved. Goals parallel the wishes regsor



anticipated outcomes described by folk hope buddfinition include a component of personal
“ambition or effort” (Oxford, 2013). Folk hope irestd allows for the satisfaction of that desire
or aim to come from outside of the self. For insgrone may hope for better weather, a desired
outcome, without any control or sense of persoespponsibility. That is, one can hope without a
goal or any sense of personal agency to make sargaibcur. Snyder’s hope model does not
include this type of hope in its scope. This sinifthe definition of hope made for a necessary
distinction between “active” hope based in motiwatand “passive” hope that is not (Miceli &
Castelfranchi, 2010).

Beyond the constraints of goals and personal ag8ngger’'s model also requires
pathways or means of achieving a goal in ordemat@hope, requiring the goal to be realistic
and plausible. One study which focused specifiaatiyhope for personal goals found that
laypeople conceptualize hope in terms of Snydeyénay, or desire to achieve a goal, but not
necessarily as having the pathways to get thereg&bal., 2010). For instance, one may hope
to run a marathon but lack the knowledge about twotrain for one. Again, Snyder’s model
would not call this hope.

Though folk conceptualizations allow for “hope” it pathways, agency, or goals, one
cannot develop the agency or drive to work towardesired outcome without first having a
desire. Moreover, one cannot develop pathwaysh@eae that outcome, without a desired
outcome to achieve. Using this rationale, | propgbs¢ individuals must have folk hope to
develop the cognitions that make up Snyder’s canstf hope. Figure 2 presents the
relationship between folk hope and components gti8ris hope model, proposing that folk
hope can include having goals, agency, and pathtuatyghat those together make up just a very

small portion of what lay people call “hope.” Th@del presents goals, pathways and agency as
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a set of distinct but partially overlapping cogoits that require folk hope to occur. This
illustrates that one can have folk hope for mamyg$ that are not within the scope of agency
and pathways, but desire and expectation (i.&,Hope) underlie the development of agency
and pathways.

Decades of basic and applied research verify thebamation of agency and pathways,
when brought together into a single construct.g@ssential to success in school, the workplace,
and beyond (Reichard et al., 2013; Snyder, Sharak,e£2002). However, the use of the term
“hope” to describe this construct puts this valedbhmework in danger of criticism and
misinterpretation and systematically excludes paogiof folk hope from scientific inquiry.
Therefore, for the duration of this dissertatiomill refer to hope, as defined by Snyder and
colleagues, as “grounded hope” to illustrate theessity of agency, determination, and realistic
pathways, in addition to desire and expectatioat, ctomprise this construct. The qualifier
“grounded” has been selected as an adjective witeghis form of stable and reasonable hope,
tied more closely to practicality than to faith.the dissertation that follows, | will use these
terms (i.e., folk hope and grounded hope) to desdhese two different, albeit nested, manners
of understanding hope.

Discriminating Grounded Hope From Other Constructs

From its infancy, the proponents of grounded hapesiworked to distinguish it from a
number of other positive constructs. A critical mearhin the study of grounded hope came in
2002, when a special issueRdychological Inquiryplaced the hope model before the research
community for critique. This issue, including a uétal by hope researchers (Shorey, Snyder,

Rand, Hockemeyer, & Feldman, 2002), helped to gthean the theoretical understanding of
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Figure 2.Model of the overlap of folk hope (i.e., everythithgit one might hope for) with
dimensions of grounded hope (i.e., things thatlmyees for, has set a goal to accomplish, has

the volition to accomplish, and has the ways teoagaish).

grounded hope and to distinguish it from neighbgpoonstructs. Dispositional optimism, for
instance, is the belief that one will have gooctouates in life (Scheier & Carver, 1998). This is
a broader expectancy than that of grounded hopga(B& Cvengros, 2004). Grounded hope
requires not just expecting positive outcomes kg seemaining motivated to progress towards
achievable goals to attain those outcomes. Thaxkelk difference between these two constructs

is grounded hope’s emphasis on personal agencyc@laBowling, & Khazon, 2013; Carver &
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Scheier, 2002; Gallagher & Lopez, 2009). Similaaysmall body of literature looks at the
beliefs associated with “wishful thinking” in whichdividuals desire or wish for an outcome,
and thus are more likely to expect it to happenz@dr & Windschitl, 2007). Like optimism, this
captures the desire for goal attainment or a gougnome but is not rooted in agency or
pathways thinking.

Self-efficacy captures individuals’ beliefs in thability to accomplish something in a
specific context (Bandura, 1994). This shares gittunded and folk hope a belief that goals are
attainable. Most commonly, self-efficacy is compht@ the agency dimension of grounded
hope. However, agency goes beyond individualsebéii theirability to achieve goals to
capture the belief that théytendto accomplish them. As Snyder (2002) describes, “A
important difference here lies with the words cad will...” (p. 258). That is, self-efficacy is
the belief that oneanachieve a goal, whereas agency is the belief theivdl.

Self-regulation also shares conceptual ground gritunded hope in that both involve
goal-directed activity and having the means to@aahigoals (Vohs & Schmeichel, 2002).
Hopeful people are likely to have more self-regquiatresources, and grounded hope
interventions may develop these self-regulatorgueses. Hopeful individuals are also more
aware of their ability to self-regulate and moréeab make plans and identify realistic pathways
provided those finite resources (Vohs & Schmeich@02). Thus grounded hope requires an
understanding of self-regulation and some abibtgigage in it, but the two are distinct.

Measuring Grounded Hope in Adults
The section that follows discusses the varioussomes of hope. For an extensive review

of all measures of Snyder’s hope construct, seeafdly Rand, Lopez, and Snyder (2006).
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Trait Hope Scale

The most commonly used measure of grounded hdpe igrait Hope Scale (Snyder et
al., 1991). This scale was developed to measure asp stable, trait-like characteristic and is
made up of subscales that measure pathways andyadiemas 12 items, four to measure
agency, four to measure pathways, and four distraeims. The correlation between the two
subscales is moderate< .43 - .62ps < .001) suggesting that they are related bundist
(Bailey, Eng, Frisch, & Snyder, 2007; Magaletta &@r, 1999). The Hope Scale has been
subjected to the scrutiny of various psychometudigs (Babyak, Snyder, & Yoshinobu, 1993;
Cheavens, Gum, & Snyder, 2000; Snyder et al., 188d)has been translated into a number of
languages (e.g., Abdel-Khalek & Snyder, 2007; Halah®99). It demonstrates good internal
reliability (alphas from .74-.85; Feldman & Snyd2005; Hellman, Pittman & Munoz, 2013;
Snyder et al., 1991) and test-retest reliabil®@{.Hellman et al., 2013). It has also been shown
to demonstrate acceptable convergent validity WiehLife Orientation Test$ between .50 and
.60,ps< .001), Problem Solving Inventory € -.62,p < .001, where lower scores represent
better perceived problem solving), and Self-Est&male ( = .58,p < .001) and discriminant
validity with measures of negative affectivity, a&ty, Intelligence Quotient (IQ) and self-
consciousness (Snyder et al., 1991; Snyder, Slatraly, 2002).

However, various articles pose concerns abowahdity of the Trait Hope Scale. The
agency subscale in particular has been criticinedts focus on success, rather than perceived
ability to succeed (Carver & Scheier, 2002). Ipesse, Shorey and colleagues (2002) pointed
to the numerous studies and factor analyses oé themes which suggest that items are
conceptually separate from filler items as welpathways items, rather than directly addressing

this criticism. However, Carver and Scheier’s (2082ument may demonstrate a
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misunderstanding of the conceptual meaning of “agewithin the hope model. That is, agency
focuses on volition aintentto succeed, rather thambility to succeed, and must be measured as
such. Items do not focus specifically on past tureiinstances of success, but rather on the
more abstract idea that when individuals set goatmrdless of whether those goals were set in
the past or have yet to be set, they will attaoséhgoals.

Since, it has also been argued that agency itantsas “| meet the goals that | set for
myself,” and “I've been pretty successful in lifel® not accurately capture movement toward
specific, real-life goals but rather capture sonmgtimore akin to optimism, or the belief that
goals can be accomplished without specifying whedg®ts may be credited for accomplishing
them (Tong et al., 2010). This criticism has yeb#otested empirically, but it may be rooted in
the lack of distinction between folk hope and gmbesh hope in past literature.

Domain Specific Hope Scale

The Domain Specific Hope Scale (DSHS; Lopez eR&l00) measures grounded hope in
six specific life-domains (i.e., social, acadenf@nily, romance, work, and leisure). These
scales were adapted closely from the Trait HopéeSbat they focus on feelings of agency and
ability to develop pathways within a specific domaf life. Each scale is made up of eight
items; four measure domain specific agency androeasure domain specific pathways. Scales
have demonstrated adequate internal consistenaya@range from .86 and .93) and factor into
six distinct domain-based subscales, however nbghaa studies have considered the temporal
stability of these scales. Each scale has demaedtagppropriate convergent validity with other
related scales (Sympson, as cited in Lopez e2@00Q). The psychometrics of these scales have

not been thoroughly investigated, and the scales harely been used in research.
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State Hope Scale

In response to criticism that grounded hope cartdlate depending on circumstances,
Snyder and colleagues (1996) developed a six-itexte $Hlope Scale, which measures an
individual’s level of grounded hope on a more motagnbasis. Internal reliability is adequate
(alphas from .79 to .95), and the measure is distrom the Trait Hope Scale € .79,p < .001)
and shows convergent validity with the State SelieEm Scale and Positive Affect Scale
(Snyder et al., 1996). The State Hope Scale has i in a number of intervention studies
and can be influenced by hope training (e.g., Bém., 2008), but it has not been as widely
used as the Trait Hope Scale.

Measures of Hope from Clinical and Medical Settings

In clinical settings, grounded hope has been medsirough interviews using questions
directed at goals, agency, pathways, and barsess l(opez et al., 2000). Moreover, one
unpublished study investigated the potential of sndag agency and pathways through
narratives. However, researchers could not estabitsrrater reliability (Vance, 1996). While
these measures have not been validated, they desutat a qualitative approach may be a
fruitful way of triangulating measurements of grded hope.

Within psychotherapy and nursing, a variety of esaheasure alternative
conceptualizations of hope among ill individualee$e range from objective measures such as
the Miller Hope Scale (Miller & Powers, 1988) ame tHerth Hope Index (Herth, 1991), to
Gottschalk’s Hope Scale, which comprises a verbatent analysis based on Herth’s
conceptualization of hope (Gottschalk, Bechtel, lBnan, & Ray, 2005). These scales are
designed to capture hope for overcoming diseasdlaeds utilizing a complex folk definition

of hope that incudes both the cognitive, goal-drj\aegency component grounded hope, as well
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as the affective, emotional, and spiritual meanwigelk hope. The Miller Hope Scale, for
instance, measures the anticipation of a bettardwgtemming from perceptions of individual
competence and coping which may or may not be basedlity (Miller & Powers, 1988).
Similarly, the Herth Hope Index measures the preserf goals overall positive outlook on life
and expectancies for the future (Herth, 1992).ddit#on, these scales also include the two
additional components of connection to a highergroand a sense of interconnectedness or
relation to others.

More closely aligned with the Trait Hope Scale guantitative scales based on goal
striving and attainment intended to measure hopdinrcal settings and research. The Hope
Index (Staats, 1989) and Stoner Hope Scale (Sti@empfer, 1985) measure individuals’
volition for and expectancy of achieving specifaats. These scales may be useful in parsing
grounded hope from folk hope, because they medmibhethe “wishing” that is omitted from
grounded hope and the “expectations” componentigtegsential to grounded hope.
Unfortunately, they have been scarcely utilizednmpirical research which likely results from
the divide between basic research and clinicaltipeac

One potentially fruitful approach to understamdihe distinctions and overlap between
folk hope and grounded hope lies in the psychomettegration of the Trait Hope Scale with
clinical measures. One such undertaking, condugtdda general population of Austrians,
developed a 23-item measure for use in psychotkat@&psettings that combines items from
Snyder’s Trait Hope Scale, the Herth Hope Scald,the Miller Hope Scale (Schrank,
Woppmann, Sibitz, & Lauber, 2011). Again, this sdaés yet to be used in any subsequent
empirical work, but it does demonstrate the poksds for bridging the divide between folk and

grounded hope.
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Grounded Hope Interventions

In their discussion of hope Peterson and Seligri@04) suggest that hope is a “Velcro
construct,” meaning that it tends to correlate wagtarly any positive trait or outcome. Hope
predicts a number of psychosocial outcomes susklagfficacy (Snyder et al., 1991), life
satisfaction (Bailey, Eng et al., 2007), well-be{iMychael & Snyder, 2005), problem solving
(Chang, 1998), and coping skills (Irving et al.9890nwuebuzie & Snyder, 2000), as well as
healthy lifestyle behaviors (Berg, Ritschel, Swan, & Ahluwalia, 2011; cf. Cheavens,
Michael, & Snyder).

As knowledge of the potential benefits of grountiege has increased, efforts to foster
the construct have increased. A recent meta-asagsnonstrated that these interventions have
been minimally effective (Weis & Speridakos, 201igwever, the meta-analysis included both
grounded hope interventions seeking to increasefabpess as measured by the Trait Hope
Scale or Children’s Hope Scale, as well as intetean focused on developing hope as
measured by the Herth Hope Scale. Thus, we caramseé phe effectiveness of grounded hope
interventions from the effectiveness of other typelope interventions. The effort underscores
the weakness of hope research, as a whole, thanded hope is not sufficiently distinguished
from folk hope in current research. In order toidwbis conflation, the review that follows
discusses only interventions aimed at building goad hope.

Goal Setting and Goal Striving Interventions

Given that Snyder and colleagues (2003, 2002)eat ¢uat the foundation for building
grounded hope lies in fostering good goal setiiing,not surprising that many grounded-hope
interventions center around teaching people tgsals and develop pathways to achieve those

goals. These interventions tie to hope theoretiaaild focus on developing agency and
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pathways through individual and group exercisekiging discussion groups and activities that
range from multi-month programs (Cheavens, Feldr@am, Michael, & Snyder, 2006) to 90-
minute interventions (Feldman & Dreher, 2012). tiegrants learn how to set goals, develop
pathways, and overcome obstacles and are trainesetmore hopeful language (Pedrotti,
Edwards, & Lopez, 2009; Snyder, Hoza et al., 1997).

Within the framework of coaching psychology, practiers have begun to develop
effective programs to foster grounded hope amoiegtsl using goal setting and goal striving
training. Coaches and therapists trained in cogabiehavioral, solution-focused life coaching
strategies train the client to develop goals, dgvelction plans to achieve those goals, and then
actively “coach oneself” toward goal attainmenté@r, Grant, & Rynsaardt, 2007; Green,
Oades, & Grant, 2006).

Grounded hope can also be encouraged in clingi@lations through the use of pre-
existing cognitive psychotherapy techniques thatifoon goal setting, problem solving, and
positive self talk (Cheavens et al., 2006). Thessets are developed in clients through modeling,
scaffolded experiences, and finally reflection lba ¢goals, pathways, and successes that the
client experienced in therapy. Group therapy sessihere goals are set and “workshopped” as
a group have been successful in building hope agdhmsocial resources (Cheavens at al.,
2006; Klausner et al., 1998).

Strengths-Based Interventions

A second trend in grounded hope interventions leas bhe use of strengths-based
training. These interventions have been less tlgimywstudied, but they are used in the coaching
community to help clients become more hopeful atg®ed with life (Biswas-Diener, 2010).

One rationale for strengths based approachestishiaprovide participants with experience
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treating their strengths as tools to use in difficucumstances (Linley, Nielsen, Gillett, &
Biswas-Diener. 2010). Similarly, by asking partamps to look for exemplars of the strengths in
action and brainstorming ways to use strengthkerfuture, these interventions may highlight
strategies for problem solving and goal achievenfieost, Diessner, & Reade, 2009). If this is
the case, applying strengths may serve as new pgthte goal achievement. That is,
participants may develop new tools (or ways) taelegoals as well as feelings of agency from
seeing hopeful exemplars and focusing on goal sement. From this theoretical framework,
researchers posit that strengths-based interventi@y build grounded hope in addition to their
previously demonstrated effect on well-being (Sehg, Steen, Park, & Peterson, 2005).

One commonality between these two types of intdiges is the utilization of discussion
groups and coaches. Similar to other grounded mipe/entions, successful strengths-based
interventions also utilize trained teachers andthea in group coaching sessions to help people
learn about and practice their strengths (Fruibt,02 Madden, Green & Grant, 2011). Thus,
interaction with others may be an essential compbtoethe successful development of
grounded hope at any age.

Developmental Considerations Concerning Grounded Hme

Grounded hope and interventions to build it havenb&udied across the lifespan in a
variety of contexts, yet application of developnagtiheory to understanding how grounded
hope develops organically has been minimal. Somerétical work has considered the
development of grounded hope in childhood (Snyt@®4; Snyder, 2000a) but little research

considers the developmental tasks of adolescenadutthood as they apply to grounded hope.
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The Developmental Trajectory of Grounded Hope

As a goal-based cognitive construct, grounded helpes on developmental models of
goal-focused thinking and goal-directed thoughe(ay) to understand how it develops. Snyder
(1994) argues that goals begin to influence hunaratior during infancy, when the infant
develops perceptions of external stimuli and arewstdnding of the linkages between actions
and reactions. Between 3 and 6 months, infantsadeginderstand that they can affect the world
around them, which in turn leads to a very earlgaratanding of goals (Snyder, 1994). Snyder
(2000a) describes these developments as the ¢argesirsors to pathways thought, in terms of
understanding how actions will set in motion a olafievents to achieve a goal.

As infants begin to develop a sense of self-conicethhe second year of life (Rochat,
2001a) they begin to see the self as an instigdtaction. Infants not only understand cause and
effect but also the self as the cause of changaetnoh (Snyder, Rand & Sigmon, 2002). These
realizations can be considered the earliest fornagientic thinking (Snyder, 2000a). By 3 years
old, toddlers are agentic, insisting that theycaeable of doing things by themselves. In these
early years, the ability to develop alternate pays\to overcome barriers is already visible in
the form of basic problem solving skills (see Ke20i1).

Parents and other important adults can be valalds for children developing
grounded hope. A secure attachment to a caregiverich the child feels comfortable
exploring the world from a secure base may be ¢éiss@mdeveloping the ability to face and
overcome barriers (Snyder, 2000a). These claimswgrported by research demonstrating that
securely attached toddlers have better social prolsiolving skills and less tendency toward a
negative attributional bias in early childhood tlearxious-resistant or anxious-avoidant toddlers,

perhaps because of the interpersonal skills amadioakhip strategies acquired in early
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attachment relationships (Raikes & Thompson, 2008jldren with secure attachments are
likely to be able to set goals that they might awpbsh together with their caregivers (“we can”
goals; Snyder, 2000a). This proposition is in lvith the developmental theories of social
contingency that suggest that between 9 and 18hmpimfants develop a sense of dependence
on others to accomplish goals that they cannot gepa their own (Rochat, 2001b). In
addition, to best nurture the development of graahldope, Snyder (2000a) argues that parents
should not remove barriers from the paths of tbleildren but rather scaffold the experience of
overcoming them. This might be done through roleleiog and coaching so that children can
become more capable of overcoming these barrietiseanown in the future.

Just as the development of “I can” language mar&isild’s ability to understand the self
and personal agency, language in the form of sgn&rratives, and stories can help to bolster
grounded hope among children (Snyder, 2000a).ri&bamce, elementary school students who
read and discussed short stories with hopeful chensascored somewhat higher on teachers’
blind observational reports on the Hope Scale byetid of eight weekly sessions (McDermott &
Hastings, 2000).

As children move into adolescence and focus on r@é&ionships and long-term career
goals, grounded hope comes into play in differeaysv Just as toddlers develop “we can” goals
with their parents, adolescents are able to devgbats for what they would like to accomplish
socially as well as “we can” goals with their pgesups (Snyder, 2000a). Moreover, as they
develop a sense of identity (Erikson, 1980), thenlerstanding of their own personal abilities
aids the development of longer-term goals for latrlescence (e.d.want to play on the

varsity basketball tearar | want to pass the Advanced Placement test in Spani
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Again, caring adults can play an important rol¢hie development of grounded hope
among adolescents by encouraging social skillspaodding support for overcoming obstacles.
For instance, adolescents with emotional and behawlisorders living in a residential care
facility that provided social skills training, ptise problem solving training, and an environment
with consistent expectations and consequences leegare hopeful and demonstrated a variety
of other positive outcomes (McNeal et al., 2006).

Hope and Emerging Adulthood

The period of life encapsulating the college yeard beyond, from the late teens through
the mid-twenties, is known as emerging adulthoochéft, 2000). Critics argue that this is not a
unique stage, but rather is an extension of adetescthat results from societal, economic, and
social forces that make it easier and more prddocasome individuals in certain industrialized
regions to prolong adolescence before taking omdleeof adult (Bynner, 2005). However, the
concept of emerging adulthood has gained populasts way of illuminating the new cultural
phenomenon created by a period of life after irdinals leave their families of origin but have
not yet married or had children of their own. Dgrihis period of transition individuals
experience instability and a sense of feeling “atwieen.” Like adolescence, emerging
adulthood is a time of identity exploration and$etus. Individuals have a chance to focus on
their own needs and self-exploration with far mangonomy than adolescents but without
having to worry about the needs of a dependend ¢Ailnett, 2000).

Individuals emerge from adolescence with a newfaumderstanding of the self
(Erikson, 1980) and an improved ability to thinlsehctly about the future (Piaget, 1983). While
high school students are likely to have ambitidasp (Reynolds, Stewart, MacDonald, &

Sischo, 2006), unrealistic and overly optimisticega goals fade as individuals reach early
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adulthood (Rindfuss, Cooksey, & Sutterlin, 1999ll€ye students often receive their first
exposure to higher education and find, in timet thair goals may not be realistic (Rindfuss et
al., 1999; Schneider & Stevenson, 1999).

This transition to more realistic career prospadablights the distinction between the
developing folk hope and grounded hope of a yowarggn. A new college student may have the
folk hope to imagine and desire long-term acadesueocess, however those desires may not be
based in reality nor the pragmatics of what it wake to achieve those outcomes. In contrast, a
sense of grounded hope for those goals would ntedersts not only imagine and desire these
outcomes, but they also know how to achieve thamsTrecent high school graduates may lack
the grounded hope to achieve lofty goals, but thay hold onto folk hope while navigating the
transition into adulthood.

Recent research has aimed to understand the &githat contribute to a thriving
emerging adult (O’'Connor et al., 2011). Self-rejalahas been highlighted as a key factor
(O’'Connor et al., 2011; Shulman et al., 2009) asviduals in this stage often are, for the first
time, responsible for their own academic and vocdti choices. Although it has not been well
explored outside of the educational context, gredndope is likely to also be a beneficial
characteristic for emerging adults given the imgatrdevelopmental task of developing a sense
of identity and finding one’s path in life durinigese years.

The skillset of people with grounded hope, thabesng able to set long term goals for
what one wants to accomplish and subsequently mepaths to achieve those goals, may be an
essential skill for navigating the process of depelg identity and life meaning. Preliminary
evidence for this relationship is beginning to egee~or instance, among emerging adults,

grounded hope correlates with identity developnagak this relationship is mediated by purpose
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in life (Burrow & Hill, 2011). Furthermore, agenayediates the relationship between purpose in
life and life satisfaction (Bronk, Hill, Lapsleyijlib & Finch, 2009). These studies begin to
highlight the impact of grounded hope on psychadatevelopment and provide a basis for
future developmental research.

Grounded Hope and College Success

A common challenge of emerging adulthood is enteghigher education, a transition
that can be very difficult (Bayram & Bilgel, 20083bout 33% of four-year college students and
46% of two-year college students nationwide fapswsist beyond their first year (National
Center for Education Statistics, 2010). Just 5702%iudents who enrolled in a four-year college
in 2002 had completed their degree 6 years latggesting over 40% of students who start
college, do not finish on time (National Center Eatucation Statistics, 2009). This demonstrates
the need for extra supports for newly enrolledesgdl students.

Many college students, fresh from a structuredh Isichool setting, realize that they are
solely responsible for their academic decisionsraaéle choices that hinder their academic
potential. While they may fully expect and desiegree in a folk hope sense, such choices
demonstrate a lack of understanding of the pathwagshieve academic goals, or a lack of
volition to achieve them. Moreover, students machecollege and face the reality that a degree
is still many years away and give up, relinquishieg only their grounded hope but also their
folk hope for completing college. Models of studestention suggest that institutional and goal
commitment are the two key components to collegsigtence. To stay in college, students must
set goals for themselves and be well enough coedéattheir schools to seek out resources to
help them be successful and stay motivated (Tk83). While folk hope is necessary to desire

college success, grounded hope must also be akesitatvork towards it.
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Not surprisingly, among college students grounggk is correlated not only with GPA
(Curry, Snyder, Cook, Ruby, & Rehm, 1997; Gilmaopl2y & Florell, 2006; Snyder, Shorey et
al., 2002) but also with future academic perforneaft@iarrochi, Heaven & Davies, 2007).
Students high on grounded hope outperform lessfhbgieidents even in longitudinal studies of
achievement that stretch across multiple acadeeacsy(Day, Hanson, Maltby, Proctor, &
Wood, 2010; Rand, Martin, & Shea, 2011), and threynaore likely to persist in college than
less hopeful students. In one study, grounded n@sepredictive of persistence in a
developmental writing course at a community coll@gadison, 2010). Furthermore, higher
hope scores in the first semester of college ptedicigher GPA and college persistence six
years later (Snyder, Shorey et al., 2002). Howeayiggn that grounded hope correlates with an
individual's general intelligenceg= .14 - .22ps < .05;Day et al., 2010; Leeson, Ciarrochi &
Heavens, 2008), researchers should control for @nnooking at the relationship between
grounded hope and academic success. In additisljkely that the relationship between
grounded hope and these indices of performanchkidirectional; that is, academically
successful students may feel more hopeful aboutdbéity to achieve academic goals.

In addition to predicting better performance aedsgstence, grounded hope also
correlates with satisfaction with academic life goditive attitudes about obstacles in academic
settings (Chang, 1998). Findings such as theseestugtat some of the positive correlates of
grounded hope may be partially mediated by relahgs between grounded hope and skills
necessary for academic success. For example, ssudih grounded hope are less likely to
procrastinate on writing term papers, reading fasses, and studying for exams (Alexander &
Onwuegbuzie, 2007). These types of behaviors mayige a mechanism for the relationship

between grounded hope and academic success.
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Grounded hope has also been used to understadehttucoping strategies in the face of
academic challenges. Individuals with higher lewxélgrounded hope display lovwer levels of
performance-related anxiety (Snyder, 1994) and tdexeels of test anxiety for college or
graduate level exams (Denizli, 2004; Onwuegbuz88}, although such studies do not account
for the role of 1Q in this relationship. Studentghamore grounded hope use more effective
coping strategies when studying and taking exas their lower-hope counterparts
(Onwuegbuzie & Snyder, 2000). Specifically, mor@é&fol students are less likely to use social
withdrawal and self-criticism to cope with acadestiess (Chang, 1998). Thus, they are not
only less likely to be anxious about school, betythare also able to cope more effectively with
anxiety.

Setting Goals and Overcoming Obstacles

Setting goals and remaining committed to thoseggsad critical component of college
persistence (Tinto, 1993). Even after controllinggrior academic achievement, students who
start college with clearly defined academic goageha higher GPA (Bordes-Edgar, Arredondo,
Kurpius, & Rund, 2011) and are more likely to gratdufrom community college (Bailey,
Jenkins & Leinbach, 2007) than their counterpaithout clear academic goals. College
students who were trained and encouraged to st gedormed better academically than a
comparison group (Morisano, Hirsh, Peterson, Pil8l&re, 2010), demonstrating that goal
setting programs, even without a focus on buildjrmunded hope, can encourage academic
success.

Because goals are an essential component of dded hope model, there is overlap
between the study of grounded hope in academingetin the goal setting and goal

commitment literature. People with more groundeplenset more ambitious goals than less
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hopeful people and are more likely to achieve tgeals in many domains of life from athletics
to financial planning (Feldman, Rand & Kahle-Wraiide 2009). In the academic realm, they
attempt more difficult tasks even after controllfiog indicators of ability (Harris, 1988, as cited
in Snyder et al., 1991), but they feel just as bépaf achieving their more difficult goals as
individuals with lower grounded hope and less aiob# goals (Anderson, 1988, as cited in
Snyder et al., 1991). These findings suggest tbaple with more grounded hope perceive the
barriers they encounter on the path to goal attaiiras surmountable challenges, rather than
immovable obstacles (Snyder, 2002).

This difference in the perception of challenge rhaydue to another adaptive skill
correlated with grounded hope. Grounded hope igipely relatedto rational problem solving
and negatively related to avoidant problem-solfi@gang, 1998). People with more grounded
hope develop more solutions to problems at worll,these solutions are rated by managers as
being of higher quality than those of less hopptdple (Peterson & Byron, 2008) suggesting
grounded hope predicts problem solving performahbes may help explain why hopeful
people are more capable of overcoming adversityvaver, it is likely that the self-efficacy and
optimism of hopeful individuals also contributetkeir ability to overcome obstacles.

For obvious theoretical reasons, grounded hopedrag to be thought of as very closely
tied to goal orientation. Studies of college paesise have even used the Trait Hope Scale as an
operational definition of global goal orientatiddavage & Smith, 2008). In addition, a recent
study demonstrated a new connection between gtiedgsand grounded hope. Individuals who
set self-concordant goals (i.e., goals that thesiddal identifies with and are concordant with
his or her interests and values; Sheldon & Kad€98) are more likely to develop pathways to

goal achievement (Carraro & Gaudreau, 2011). Tiesiks to the importance of self-initiated
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agency and personal volition to achieve a goateating pathways and offers new support for
the role of grounded hope in predicting educatigual achievement.

An investigation of community college studentsafgosuggests that while ambitious
goals predict persistence and graduation, stu@elast and change their goals as they move
through their education (Bailey et al., 2007). Tidisa integrates with Snyder and colleagues’
(1996) discussion of the adaptive nature of “religgd’ Successes and failures in goal pursuit
lead hopeful individuals to change or replace theals to be more realistic (Feldman et al.,
2009). While re-goaling can be adaptive in changingumstances or when initial goals are not
realistic, it can also have drawbacks. These ast matable when grounded hope is low for an
entire domain, such as academics, and the indiv@pta to set new goals in a different domain
rather than setting more attainable academic &algder, Feldman, Shorey, & Rand, 2002).
Fostering Grounded Hope in Higher Education

Overall, both grounded hope (e.g., Curry et al97)%nd goal setting (e.g., Bordes-
Edgar et al., 2011) positively correlate with agagesuccess and persistence among college
students. Beyond the empirical studies of acadeonelates of grounded hope and goal
attainment, various theoretical and review artitiage considered the implications and
applications of grounded hope in educational cdstéxg., Snyder, Lopez, Shorey, Rand, &
Feldman, 2003; Williams & Butler, 2010). Thesede$ suggest that school counselors can
serve as coaches who influence the developmenbahded hope among students by guiding
students through the goal setting process whilgitglto ensure that goals are meaningful and
appropriately ambitious (Pedrotti, Edwards, & Lop2208; Snyder, Feldman et al., 2002).
Counselors might help students develop a list @lggdo rank goals in order of personal

importance, and to aid students in setting cledpemts to these goals (Snyder, Feldman et al.,
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2002). This final step is valuable in light of passearch that suggests that concrete goals are
achieved more quickly than abstract goals (Emmb@32).

Williams and Butler (2010) posit that that groudd®wpe may be a useful construct in
encouraging college persistence among first geioarabllege students, who are at high risk for
college drop out (Thayer, 2000). They provide aetgrof suggestions for building grounded
hope into retention programs including using a Roased curriculum in first-year experience
courses, building support groups in which collefgelents learn about grounded hope and see
the success of others, and training professorssterf goal setting and pathways thinking among
their students.

Developing Grounded Hope in an Interpersonal Settig

One commonality of both grounded hope interverstiand these theoretical and practical
suggestions for fostering grounded hope is anpetsonal dimension of working with a parent,
teacher, or coach, or in small groups to learn egand pathways thinking. This is very much in
line with the position of Elliott and Sherwin (19%hat grounded hope is developed through
social interaction and development of grounded tebymeild be thought of as an interpersonal
process embedded in the individual’s cultural cent€hey posit that interactions with family
and groups of identification are paramount in depiglg hopeful individuals. This stance
supports Snyder’s (2000a) claim that grounded lwapebe fostered in children through
encouragement and scaffolding from a secure attashfiyure. Social supports, including
positive relationships with peers and parentsgasential components of positive development
in emerging adulthood (O’Connor et al., 2011). Thus possible that efforts to build grounded
hope using an interpersonal process benefit indalglby nurturing these relationships as well

as through their impact on pathways and agency.
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Furthermore, the neighboring constructs of sedfitation and goal setting both have
important interpersonal components. Self-regulatvamch like grounded hope involves goal-
directedness, is a valuable asset in social denedap(Eisenberg et al., 1995). Controlling one’s
desires in order to achieve a larger social gagh s fostering a relationship with a potential
friend, is the hallmark of self-regulation, butstalso a necessity for grounded hope. When
individuals are hopeful about their ability to aee social goals, as described by Snyder,
Cheavens, and Sympson (1997), we can expect thanded hope will have the same
substantial impact on social skills that self-regioin can. Recent expansions upon goal theory
suggest that goal striving may be more effectivenvit is an interpersonal process. For
example, when an individual is working towards algnd seeks advice or support from
someone who is interested in promoting goal attaimrthat person will make the individual
more motivated to attain the goal (Righetti, Firdeer & Rusbilt, 2011). Similarly, when one
pursues the same independent goal as another pghsois perceived as similar, both are likely
to put more effort into pursuing that goal (Shtegrgh& Galinsky, 2011). Thus, having the
support of others while working towards a goalesdficial.

The efficacy of grounded-hope building interventiand the relationship between hope
and interpersonal relationships, suggest that lgaavicoach is useful in building grounded hope.
It is possible that these skills can be best prech@then an individual has a more experienced
person to help them navigate the waters of gotihgednd goal attainment.

Future Directions in Building Hope in College Studats

Just as parents and caregivers can provide thmdugnd scaffolding for developing

pathways and agency to overcome challenges ingdumtbd and childhood (Snyder, 2000a),

supportive adults are likely to be an essentiapsupn helping emerging adults to overcome the
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new challenges of adulthood. Parents are cautinoetb remove the challenges from their
children’s lives but rather to help support theno¥ercome these challenges to build an
understanding of pathways and agency in their dnldSnyder, 2000a). Perhaps this same
philosophy could be adapted to develop groundee hopollege students and emerging adults
in that supportive adults should not aim to remobstacles by advocating for college students
but rather to help students to advocate for theresellThese suggestions, however, stand in
contrast to the philosophy that parents and coansehould be supportive of high-risk students
by removing as many barriers to education as plessilihe hopes of maintaining students’
desire to succeed. Adults who take these measimet® anaintain the folk hope of students,
keeping the desire and possibility alive, perhapgbheaexpense of an opportunity to teach folk
hope.

The transition to college is a developmental pevibere students are expected to set
goals and make plans to work towards them andftreres an ideal time to scaffold experiences
of goal setting and developing pathways. Also, th&y be a time when individuals are ripe to
learn hope building skills, as these skills willibemediately useful in their academic endeavors
(Collins, Onwuegbuzie & Jiao, 2009). Some of thallemges facing a new student, such as
finding campus resources, communicating with pisdes, and managing time are skills that a
supportive adult could help a student to learmamathan trying to remove the obstacles by doing
these things for the student. This process of slehdtl skill-building may help students to create
new pathways and could potentially be included graunded hope intervention for college
students.

Building from a coaching or small group model nhaythe first logical step in

developing ways to increase grounded hope in celitgdents. Life coaching interventions for
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high school students utilized trained teacher&toesas coaches for students (Green et al., 2007)
and researchers have suggested that school cormantbteachers may be capable of filling a
similar role to promote grounded hope among stied@tedrotti et al., 2008; Snyder, Feldman et
al., 2002). However, it may not be realistic to esfpthis of counselors and teachers at the
college level due to constraints on time and ttianeaof the student-counselor relationship at
this level. The average college student has onéf biteractions with an academic counselor or
advisor. In fact, a recent study of community agdi@ttrition found that 74% of students who
dropped out of community college did not reachtoutounselors or faculty first (Pearson
Foundation, 2010). Thus, while counselors may biéimtentioned, it is not likely that low hope
students will seek out the guidance and coachiatgttiey need from counselors. Instead, college
students may be more likely to benefit from grouhbepe training supported by the mentors,
coaches, or positive role models already in theasl. If this is the case, it would be essentiat th
the individuals who play these roles in the livéstodents know how best to encourage
grounded hope, and that they are aware of the pateinawbacks to nurturing folk hope while
leaving students ill-equipped to achieve their goal
Building Grounded Hope Through Mentoring Relationshps

Decades of research already point to the valueesitoning relationships in supporting
the academic success of college students (see &B8pz, 2009 for a review). Students with
mentors are more likely to persist in college aadehhigher grade point averages (Campbell &
Campbell, 1997; Pagan & Edwards-Wilson, 2003) tihair unmentored counterparts.
Furthermore, research has begun to unpack the meaf&by which college students’ mentors
help their protégés. The most widely-accepted moflebllege student mentoring suggests that

mentors can benefit their students by providingerhptional support, 2) career exploration and
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goal setting support, 3) academic advancement @nec matter support, and 4) role modeling
(Nora & Crisp, 2007). This model provides a framéwio which to understand the transmission
of both folk and grounded hope in developmentalti@hships.

Concrete academic and subject matter support mayeobanisms for the transmission
of grounded hope, as these give mentors an oppiyrtortrain the goal setting and pathways
development that characterize hope-building intetieas. Mentors can enhance student agency
by teaching goal setting in context and, given scbinatter expertise, can help the protégé to
develop pathways towards these goals. Additionalymodeling goal setting and striving
behaviors, a mentor may be able to pass along demlinope in the same way that role models
in stories help children to develop grounded hdgefermott & Hastings, 1999).

This same role-modeling mechanism may also plajeain the transmission of folk
hope in relationships. Mentoring relationships srait not only concrete task related practices
but also values and beliefs to protégés (Nakan8harnoff & Hooker, 2009). Thus, mindsets
like the positive expectancies of folk hope maydie passed through these relationships.
Finally, although it is not well-represented in thierature, some evidence suggests that college-
aged protégés report feeling supported spirituafiyheir mentors (Chan & Dubon, 2013;
Erickson & Phillips, 2012; Fruiht, in press). Givére spiritual component of folk hope, it is
worth consideration that mentors might even bwlé hope by providing this spiritual support.
The Role of Informal and Off-Campus Mentors

College students report mentors from a spectrurole$ including relatives, coaches,
neighbors, and older peers (Liang, Spencer, Brogarral, 2008). However, recent studies
point to the lack of research on the role of infarmentors at the college level (Coles &

Blacknail, 2011; Linnehan, 2003). Preliminary evide shows that informal mentoring
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relationships may provide the types of support Nord Crisp (2007) ascribe to mentors (Fruiht,
in press), suggesting that researchers may bengiasiimportant source of mentoring by
disregarding these individuals. Conversely, itasgible that students who seek support only
from an informal or off-campus mentor are missing @n key skills to success because while
informal mentors may be equipped to provide ematisnpport, they may not have the
experience to scaffold problem-solving and godirsgtor to provide beneficial academic
advice. Mentors who did not attend college themeseimay not have the experience to provide
academic support and subject-matter expertiselemmodeling hopeful academic behaviors,
thus students may miss out on critical skill-builgliHowever, because past studies have looked
almost exclusively at professors, who are likelywodd a master’s degree or higher, researchers
have failed to consider the role of mentor’s ediooa attainment on student outcomes.
Developmental Networks

This narrow operationalization of mentoring in peestearch demonstrates gap in the
current college student mentoring literature. Tfagee support and role modeling from the
experienced caring adults in the lives of collegelents, both formally and informally, on
campus and off, should be investigated as fornmeoftoring. A potential framework to address
this gap exists in the recent shift in the careentoring literature from looking at one-on-one
developmental relationships to a view of developtaemetworks (Higgins & Kram, 2001). This
perspective argues that individuals may seek mel8ppportive, experienced individuals who
provide both complementary and overlapping formsumport and guidance. For instance, a
developing professional may receive concrete jtdied training from a supervisor, information

about workplace norms from a step-ahead peer, moti@al support from a spouse.
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Nearly two decades of research now support thetltgadevelopmental network size, or
the number of people in a network, predicts a spbsitive subjective and objective work
outcomes for developing professionals (Baugh & 8oam 1999; Higgins, 2000; Van Emmerik,
2004). Moreover, network breadth, or the diversityoles and organizations from which people
in the network come, may be even more importaptédlicting the benefit of the network
(Baker & Lattuca, 2010; Dobrow & Higgins, 2005).i3 hiterature highlights the benefit of
garnering support through non-work relationshipsriler to succeed and flourish at work and in
life (Murphy & Kram, 2010). Within academic settgiglevelopmental networks have been
studied among Master of Business Administrationaf@@her & Kram, 2005; Higgins, Dobrow &
Chandler, 2008; Murphy & Kram, 2010) and doctotatlents (Baker & Lattuca, 2010).
However, this perspective may be a useful direatiomhich to move the college student
mentoring literature as it is likely that collegadents, too, receive support from a variety of
sources including faculty, peers, family, and comityumembers.

In terms of the development of grounded hope, bsimgpunded by a network of
developmental relationships may provide a studetft mvultiple role models from which to
observe hopeful behavior, as well as multiple soundoards for discussing and developing
goals and pathways. Developmental networks thatiggggosychosocial support, over time, have
been shown to produce more optimistic young pradessds (Higgins, Dobrow & Roloff, 2010),
suggesting that developmental relationships caraanpverall expectancies about the future.
Further, it should be considered that while sontevokk members may be able to model and
encourage folk hope, others may be well suiteduttolfrom that foundation to foster grounded
hope. Thus, in looking at the transmission of otk and grounded hope through

developmental relationships, it may be useful teehaultiple supporters simultaneously.
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Mentoring of Community College Students

One specific population of college students who m@agspecially well positioned to
receive support from a variety of sources is thamaoinity college student population. Because
these students are more likely to attend schotitpae and are more likely to live with their
parents or relatives (National Center for Educa8tatistics, 2007), they may have pre-existing
networks of community or familial support on whichdraw. However, because they are also
more likely to be first-generation college goersafidnal Center for Education Statistics, 2007),
it is possible that those supporters may not know to help them navigate the unique problems
of the college transition. Additionally, the focos general education and the role of guidance
counselors rather than field-specific academic satgi at the community college level make it
seemingly less likely that a community college stutdvould have a formal faculty mentor.
Thus, the problem created by looking exclusiveljpanal, on-campus relationships may be
even greater in this population.

Because mentoring has been demonstrated to aiddarg retention at the four-year
college level and community college students aragiter risk for dropout than four-year
college students (National Center for EducationiStes, 2010), it is especially critical to
understand the mentoring relationships in the conitycollege population. However, no large-
scale studies have been published describing theeince of formal and informal mentoring of
community college students. Not only are commuaodNege students in need of additional
support to encourage their persistence, but trexyfake different challenges than many four-
year students. In addition to being more likelp&ofirst-generation students and being more
likely to attend school part-time, community cokecampuses have been argued to lack the

sense of connection and community which Tinto (3@88ues is a critical contributor to student
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retention (Karp, Hughes, & O’Gara, 2010; Mutter929 Consequently, positive validating
relationships with faculty members may be an urtddred yet critical contributor to retention
(Barnett, 2011) as they may help provide that sehsennection to campus.

As well as providing connection to campus, menabithis level may be beneficial for
lower achieving students because such mentors maple to help students build the grounded
hope that they did not have in place to successhaligate the four-year college application
process. This echoes the suggestions of hope cbsesmho argue that college counselors can
use academic planning as an opportunity to disgaaksetting and pathways building (Snyder,
Feldman et al., 2002) and that first generatiodestts may be particularly benefitted by this
type of training (Williams & Butler, 2010). Studentvho arrive at community college with the
desire to be successful have the folk hope thetistical prerequisite to success, nurtured by a
parent or other supportive adult leading up todbléege transition. But, they may lack the
grounded hope (i.e., the goal setting skills, @it and ability to develop pathways) that they
need to truly be successful. Mentors at the collegel should help scaffold the development of
these skills, which again brings to light the intpoce of studying informal, off-campus
relationships to ensure students who rely on thelstionships are being adequately supported.
Thus, understanding the diverse developmental m&saaf community college students, and the
ways that they are supported, is essential. Fyrtimelerstanding how grounded hope is
transmitted successfully though these relationshipide a valuable step in understanding how
best to promote the success and retention of stsiden

Goals of the Present Study
This dissertation addresses gaps in the literatomeerning both hope and mentoring that

have been identified herein and looks more cloaethe ways that hope might be transmitted
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through college students’ developmental relatigmnshusing a longitudinal design, the study
intends to shed light on both grounded hope (GH)falk hope (FH) as separate but
interdependent characteristics that may be inflaérxy a mentor or supportive adult as well as
the academic outcomes of community college studehtsare supported in different ways. This
comprises five essential questions:
1. Are Folk Hope and Grounded Hope distinct constrats?

Hypothesis 1la.Components of GH (agency, pathways), global R, (tbeing
hopeful”), and the specific components of FH (gesifuture orientation, connection to a higher
power) will comprise five distinct factors withimet multi-dimensional measure of hope used in
this study.This exploratory hypothesis aims to better undethe relationship between
different dimensions of hope measured by Snydercalidagues (1991; agency and pathways),
Herth (1991; connection to a higher power), anddzof2013; positive future orientation), as
well as previously unmeasured dimensions.

Hypothesis 1b.Both components of GH (agency, pathways) willipeifecantly
correlated with global FH (i.e., “being hopeful”)ral specific facets of FH (positive future
orientation, connection with a higher powefhe model of the relationship between FH and GH
proposed by this dissertation (Figure 2) would gstjghat these variables are overlapping and
thus should all be correlated. Therefore, itemmftderth and Lopez’s scales capturing
dimensions of folk hope (not agency or pathwaysukhcorrelate with Snyder’s Trait Hope
Scale.

Hypothesis 1c.GH (agency, pathways) and specific facets of Fosifpve future
orientation, connection with a higher power) wilah account for unique variance in global

FH. This hypothesis is exploratory in nature, but gibs to test the proposed model of FH as a
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superordinate construct that includes both Snydeitls and ways, as well as other dimensions
of hope.
2. Do network and mentor characteristics predict Ftk Hope and Grounded Hope?

Hypothesis 2a.Controlling for demographic characteristics, GHRH at the start of
the semester will be associated with size of dpwadmtal network at the start of the semester.
Just as having more network members promotes pegitofessional development (Baugh &
Scandura, 1999; Higgins, 2000; Van Emmerik, 20ld4)ay also provide more opportunities for
the development and transmission of hope.

Hypothesis 2b.Controlling for demographic characteristics andwerk size, GH and
FH at the start of the semester will be associateét breadth of developmental network at the
start of the semesteA broad network is predictive of positive professl outcomes (Baker &
Lattuca, 2010; Dobrow & Higgins, 2005) and a broativork may provide multiple points of
view when discussing goal setting and problem sglvas well as multiple models of folk hope.

Hypothesis 2c.There will be a significant positive relationstiptween student and
mentor GH, as well as student and mentor FH astae of the semesteGrounded hope can be
transmitted through role modeling (McDermott & Hags, 1999) as well as intentional training
on the part of academic counselors (Pedrotti e2@08; Snyder, Feldman et al., 2002). Thus, is
it predicted that in mentoring relationships, mesthare their hope with their protégés.
3. Are Folk Hope and Grounded Hope transmitted thraigh the support provided by a
mentor?

Hypothesis 3a.The 12 support types assessed will be inter-catedl and will show an
underlying factor structure representing distingpés of supporSupport items were selected to

capture the dimensions proposed by Nora and Cr{8087) model (i.e., emotional support,
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career exploration and goal setting support, acadadvancement and subject matter support,
and role modeling), so it is possible that the séamtors will emerge as in Crisp’s (2009) scale
development. Although it was measured as a tyeipport, financial support is not expected to
fall into any of these factors, as it is not a aboesource and does not fit into the framework of
mentoring.

Hypothesis 3b Students who received more “Career and Goal sgtHupport” at the
start of semester will report more agency (GH)het €nd of semestdvlany grounded hope
building interventions focus on teaching goal settby working with an individual to set goals
for his or her life, and as suggested by Snydddriran et al. (2002), academic planning may be
an ideal opportunity to transmit goal setting skith students.

Hypothesis 3c.The relationship between “Career and Goal Setupport” at the start

of semester and agency (GH) at the end of the senveii be moderated by the level of

education of the mentokentors with higher levels of education are exgédb provide
more effective support for these skills in an acaidecontext given their experiences as
college students and understanding of the typgeals that will be most beneficial to
college students.

Hypothesis 3d.Students who received more “Academic and Probleiwir®) Support”
at the start of semester will report higher pathwagores (GH) at the end of the seme$éren
mentors provide support for academic progress amlolgm solving, they have the opportunity
to model problem solving skills and help their €not$ become better at developing pathways,
just as theoretical papers have suggested thateesaand counselors should aim to do (e.qg.,

Williams & Butler, 2010),
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Hypothesis 3eThe relationship between “Academic and Problenvi&glSupport” at

the start of semester and pathways (GH) at theadilde semester will be moderated by

the level of education of the mentbtentors with higher levels of education are expéct

to provide more effective problem solving stratsgirethe academic context, given their
experiences as college students.

Hypothesis 3f.Students who received more spiritual support atstfart of semester will
report more FH at the end of semesteiven the spiritual dimension (Elliot, 2005) andtia
based definitions of FH (Keathley, 2005), it is egied that individuals who are guided by their
mentors to connect with a higher power will repadre folk hope as a result of that connection.

Hypothesis 3g.The relationship between spiritual support at $tert of semester and

FH at the end of the semester will not be moderbtethe level of education of the

mentor.Academic skills and college experience should eatécessary for developing

or passing FH through spiritual beliefs.

4. Do Folk Hope and Grounded Hope predict distincstudent outcomes?

Hypothesis 4a.Student FH at the start of the semester will ppedcademic success at
the end of the semester and GH at the start a$eén@ester will mediate this relationshiphe
relationship between GH and academic success leasvwE| demonstrated by past research
(Curry et al., 1997; Day et al., 2010; Gilman et 2006; Snyder, Shorey et al., 2002) and should
replicate in this dataset. If FH is required in@artb have GH, then it would be expected that FH
would correlate with academic outcomes as well. e\, the skills of GH, not FH beliefs, are
expected to be the characteristics driving acadsmicess. This is supported by the well-

demonstrated effect of GH on academic outcomesd@nyphorey et al., 2002).
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Hypothesis 4b.Student GH and FH at the start of the semestéreath uniquely
predict expected educational attainment at the @frttie semestemhe components of GH
(agency, pathways) consistently predict acadentatrament (Snyder, Shorey et al., 2002).
Additionally, FH expectations of a better futureatd be reflected in expectations of academic
attainment.

Hypothesis 4c.Student GH and FH at the start of the semestéreadh uniquely predict
connection to campus at the end of the semd&Stemponents of GH (wills, ways) are thought to
encourage interpersonal connection (Snyder, Chea&e3ympson, 1997) and FH beliefs,
although not well studied, may both encourage cotime to others and be nurtured by
connection with others.

5. Do network characteristics and mentor support déct student outcomes? Do Folk Hope
and Grounded Hope mediate these relationships?

Hypothesis 5a.Network breadth and supports provided by a meatdhe start of the
semester will each uniquely predict student conaed¢b campus at the end of the semester.
Students with supporters on campus, in additiasfftdampus supporters, should feel more
connected to their campus community as a resutiasfe connections, as was suggested by
Barnett (2011). In addition, psychosocial suppartrf an effective mentor should promote the
interpersonal skills necessary for connecting \&itampus community, and more pragmatic
support from a mentor should lead the student terstand how essential connection is to
success.

Hypothesis 5b.Network breadth at the start of the semesterpvéldict academic

success at the end of the semeaiel student GH will partially mediate this relat&mp.
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Past studies of developmental networks have dematedtthe benefit of developmental
networks in predicting student success at the giedevel (Chandler & Kram, 2005; Higgins et
al., 2008; Murphy & Kram, 2010) and these findirage expected to replicate in this sample.

If network breadth is found in prior analyses tedict better transmission of GH (Hypothesis
2b), then it is possible that through their suppoentors help students build grounded hope
which in turn promotes academic success (Curr{.,€t297; Day et al., 2010; Gilman et al.,
2006; Snyder, Shorey et al., 2002).

Hypothesis 5¢c.Mean overall support provided by a mentor at ttagtof the semester
will predict academic success at the end of theeséen and student GH will partially mediate
this relationshipMore support in all domains of mentoring shouldii@e beneficial to the
student (cf. Crisp & Cruz, 2009), which should sfate to academic success. If support is found
in prior analyses to predict better transmissio®bff as stated in hypotheses 3b and 3d, the
academic benefit of mentor support may be partptared by the effect of GH on academic

success (Curry et al., 1997; Day et al., 2010; &irat al., 2006; Snyder, Shorey et al., 2002).
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CHAPTER TWO: METHODOLOGY AND MEASURES

This longitudinal study followed two groups of comnity college students across the
course of a college semester. In the first weekbheterm, students completed a brief paper and
pencil survey, and one of the two groups was agk@ass along a survey to a mentor they
nominated. At the end of the term, students respadmal a similar survey so that their results
could be compared across the semester.

Participants

Participants were 190 California community collsgedents, recruited from
mathematics, statistics, and music courses duniaditst weeks of the semester. The majority of
the sampler(= 122) was recruited at the start of the springestar, and a smaller subsampie (
= 68) was recruited at the start of the fall seereStudents ranged from 18 to 43 years bld=(
21.12,SD=4.77); 83.7% were 23 years old or younger. Hme included 113 females
(59.5%). Participants identified as Hispanic (46)8@aucasian (28.5%), Asian (5.8%), African-
American (2.1%), or of mixed race or another etityid 6.8%). This is representative of the
diversity of the community college population i tfegion. Both samples of students were also
surveyed at the end of the semester during whiep were recruited. The fall and spring
samples suffered 48% and 35% attrition, respegtiveler the semester. Responses from the end
of the fall semester totaled 62, and responses fhenend of the spring semester totaled 45.
Students who had dropped the course where dataollasted could not be surveyed in the
classroom. These students were contacted for falipwy phone and text message but just 3
responded. Thus, sample attrition in part represiat high course drop/withdrawal rate at

community colleges.
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To recruit a sample of mentors, students in thestahple were asked to share a survey
with the person they nominated as a primary suppajtist 26 supporters (21.5%) completed
and returned these surveys. These individuals chimgage from 36 to 63 = 48.67,SD =
7.45). The mentor sample was made up of 20 fenaalddive males and one individual who
declined to report gender; 48% were Caucasian, 868 Hispanic, and 16% identified as being
of mixed or another race. Nominated mentors coegigtimarily of students’ parents (24 or
92.3%).

Measures

Students completed surveys at the beginning anaktie academic term. The first
survey included questions about developmentaliogistips, hope, connection to campus, and
basic demographic information. The second survpgated measures about developmental
relationships, hope, and connection and also ircludeasures of academic success. The key
differences between the surveys in the spring alhdémester samples were that the fall sample
responded to a measure about their developmeritabries as well as completing an additional
series of questions about folk hope, which thengpsiample did not complete. Nominated
mentors completed one brief survey in the beginointpe semester that included measures of
hope, support provided to the student, and basimodeaphic information. For complete
measures see Appendices A through E.

Developmental Network Nominations

Utilizing the nomination procedure common to depeh@ntal network research

developed by Higgins (2000), students were askelin& of the people who had most

influenced them and helped them to be successtidliage and list these individuals. After this
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process, students circled the name of the one mqerienced individual from the list who had
the most significant impact. Only students in thkk $ample completed this procedure.

In order to understand the primary supporters efsipring sample, students instead were
asked to think of “. an individual in your life who has more experietitan you and supports
you and guides you as an adult and college studdms. person is someone you look up to, you
trust, and you feel like he/she cares about’yBtudents selected the individual who best fit tha
description from among 21 closed-ended optionsugiol: father, mother, step-parent, sibling,
cousin, aunt/uncle, grandparent, godparent, neiglidmily friend, friend’s parent, friend,
significant other/spouse, high school teachergéthtoach, religious leader, professor,
academic advisor, personal counselor/therapigithar. Options were presented in this fixed
order, which may have biased responses towardgreapltions on the list. This item was
adapted from past studies of high school studeatisiral mentoring relationships (Rhodes,
Contreras, & Mangelsdorf, 1994; Sanchez et al.820hd resembles language used to identify
members of the developmental networks of graduatiests (i.e., individuals whddke an
active interest in and concerted action to advaymer career...they may be people with whom
you work or have worked, friends, or family membeassd they may assist you with personal as
well as professional developméritliggins et al., 2008, p. 212).

Open-ended responses from the fall sample wereddatiethese 21 categories and the
circled individual was treated as the “primary soiper” of students in this sample. Network size
was calculated by counting the number of valid oesges entered on the lines provided or listed
in extra space. Invalid responses, which were aohted towards the total network size
included: myself, God, and my pet. All other respegprovided were counted towards network

size. Plural responses (e.g., my parents) weretedwas two network members.
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Network density measures the number of unique oategjof supporters in a student’s
network. Each of the following categories of cortrats was counted separately: parents, other
relatives, friends/spouses/roommates, parentsasfds/significant others, college
professors/teachers, K-12 teachers, athletic cesachesic/art teachers, connections through
church/religious leaders, neighbors, friends ofifgiparents, coworkers/bosses. Network
density was then calculated by counting the nurobdifferent categories represented in each
group. Two independent coders coded for networlsitheand established inter-rater reliability
in the first iteration of coding = .96,p < .001).

Parents made up 58.5% of nominated “primary suppsirat the start of the semester.
Other family members including siblings, aunts,laaccousins and grandparents made up an
additional 14.6%. Friends, parent’s friends, sigalfit others, in-laws, and friend’s families
comprised 17.7% of the sample. Just 4.3% of memters from the community (e.g., bosses,
clergy, clinicians, coaches) and 4.9% were academiators (e.g., former teachers, professors,
advisors). Students were asked to identify if tbenmated individual worked or studied on the
same college campus that they attended. Just 6atked on campus and 6.9% studied on
campus. Nomination rates were comparable at thektiet semester and comprised 53.8%
parents, 18.7% other relatives, 17.8% friends/cant others, 6.5% community members, and
3.7% academic mentors. Categories of responsesireggrimary supporter were nearly
identical in the fall and spring samples, sugggséiminimal effect of the method of primary
supporter nomination. The difference in primary moation type varied by no more than 3% for
any type (e.g., the spring sample nominated 56%nsyrthe fall sample nominated 59%

parents).
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Support Received and Provided

Students reported the level of support they Fetriominated individual provided in each
of 12 ways, including: (ap always there for mgb) supports me financially(c) is someone |
can talk to openly about personal issu@h;supports my goal-settinge) gives me good
suggestions on how to be a better studéptielps me come up with ways to solve a problem;
(g) supports me in figuring out what | valug) supports my career exploratio() helps me
examine my degree option(; supports me spiritually(k) recognizes my accomplishmerdsag
() is a role model to m&hese items were rated on a 5-point scale fromoiL 4t al) to 5 {ery
much. Mentors also completed this inventory, reporting extent to which they provide support
in each of these 12 ways.
Academic Success

At the beginning of the semester students repdheid level of academic achievement in
high school, perceived academic progress in reldtdheir peers, and planned educational
attainment. At the end of the term students wekeasore specifically about their academic
success in the semester coming to a close. Thess measured expected overall grades for the
semester as well as expectations of successfulhplaiing an English and/or math course.
These measures were selected because completiuhabdfcollege-level English and math
courses is often cited as an indicator of studergness at the community college level (Bailey,
Calcagno, Jenkins, Leinbach, & Kienzl, 2006; GakiiRab, 2010).
Multidimensional Measure of Hope

Students in the fall sample completed a 20-iterasuee of hope at both time points. This
measure included the 12-item Trait Hope Scale (8ngtlal., 1991), two items from the Herth

Hope Scale (Herth, 1991) intended to capture amsoe of hope surrounding a connection to a
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higher power, three items from the Hope Scale &by Lopez (2013) intended to capture
excitement about the future, and three additidaak-valid items introduced to capture global
folk hope (i.e.)’m pretty hopeful; People say I'm hopeful; Everbad times I'm hopefulin
analyses, “folk hope” is operationalized as a cositpmf these three items measuring global
folk hope. Participating mentors also completed theasure. Students in the spring sample
completed only the 12-item Trait Hope Scale.

The Trait Hope Scale is made up of two subsc&lest items measure agency, four
measure pathways, and four serve as distracteiss¢ale has demonstrated good internal
reliability (alphas from .74 to .85; Feldman & Seyd2005; Hellman et al., 2013; Snyder et al.,
1991) and good test-retest reliability (mean ofa8fbss 17 studies; Hellman et al., 2013).
Response options for all 20 items were presentes ®point Likert-type scale ranging from 1
(not at all like mg¢to 5 (very much like me
Student Connection to Campus

Integration and connection to campus, a criticalahsion of student retention (Tinto,
1993), was measured by the 8-item Social Conneetsdfcale (Lee & Robbins, 1995) which
assesses student belongingness on campus andnhassti@ted high internal consistency
(Cronbach’sa = .91) and 2-week test-retest reliability«.96,p < .001; Lee & Robbins, 1995).
It also shows appropriate divergent validity witkeasures of Social Assurance (Lee & Robbins,
1995), the UCLA Loneliness Scale and the SociaViBrans Scale (Lee & Robbins, 2000).
Response options for the eight items were presemted5-point Likert-type scale ranging from

1 (not at all like mgto 5 (very much like nje
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CHAPTER THREE: ANALYSIS AND RESULTS

The chapter that follows describes the series alyaps conducted to understand the
relationship between folk and grounded hope. Exgdboy factor analyses are utilized to
understand the structure of the relationships batvitems measuring folk and grounded hope as
well as the structure of the relationships betwitsms that assess support from mentors. A
series of hierarchical linear regressions aim ¢ghlght the different mentor and developmental
network characteristics that predict grounded atkiHope. Further hierarchical linear
regressions investigate the extent to which stisd@ope scores can predict outcome variables,
such as connection to campus and academic aspsatiad the distinct effects of folk and
grounded hope in predicting these outcomes. Theslgses, in sum, highlight the differences
between grounded and folk hope.

In order to maximize the power of analyses givealssample size, missing data were
handled using expectation-maximization estimatiR@sponses were not imputed for items that
participants did not have the opportunity to regptm(e.g., folk hope scores were not imputed
for the spring sample and end of the semestenvdaganot imputed for non-responders). Thus,
sample sizes vary depending on the analyses beimycted. See Table 1 for a summary of
sample sizes and descriptive statistics and Talbe & correlation matrix of key variables used
in hypothesis testing. Given the limited samp#e ssimple models were tested that look at
outcome variables independently, rather than moneptex latent variable models. This was

done to maximize the probability of detecting eféewith this small sample.

! None of the African American students in the falirple persisted in the study to the second
data collection. Thus, analyses using only theitadgal fall sample do not have a comparison
category for African Americans included in statiatimodels.
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Table 1.

Sample Sizes for Various Analyses

Sample N Mayge % female

Grounded hope (Start of semester) 190 21.12 59.47
Folk hope and grounded hope (Start of Semester) 122.35 61.67
Grounded hope (Longitudinal) 109 21.85 51.40

Folk hope and grounded hope (Longitudinal) 64 20.0546.77

1. Are Folk Hope and Grounded Hope distinct constrats?

Hypothesis 1la.Components of GH (agency, pathways), global R, (ibeing
hopeful”), and the specific components of FH (gesifuture orientation, connection to a higher
power) will comprise five distinct factors withimet multi-dimensional measure of hope used in
this study.

Principal axis factoring with direct oblimin rotati with Kaiser normalization was
utilized to assess the underlying structure of -#d®& measure of hope. All but six items showed
acceptable skewness and kurtosis, and given thgveelobustness of the principal axis
factoring technique (Gorsuch, 1983), analyses wenelucted without transformation. Table 3
provides descriptive statistics for each item. Kaisleyer-Olkin Measure of Sampling
Adequacy was .851, and Bartlett’s Test of Spheriwvis satisfiedd < .001) suggesting that
factor analysis was appropriate with these data.ifdm ‘Even in bad times, I'm hopefdhiled

to show communality greater than .30 and thus waited from the final analysis.
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Table 2.

Correlations Between Key Variables

1. 2. 3. 4. 5. 6. 7. 8. 9. 10. 11. 12.
1. Agency - 558+ S578%* 254%** 581 xx* 424 AQ5xrx .304** 212*  305%** .292%+* 249%*
2. Pathways - A486%* 119 A11%* 5O4%xx 300** 112 .093 113 .196** 135
3. Folk Hope - .337*** .365** .351** 553*** A1% .193* .294** .269** .188*
4. Connection - 161 .022 162 AQTHH* .145* 84 .185* .041
5. Agenc;} - .B21%** AL 176 146 .296** 257** .033
6. Pathway5 - 7327 129 -.030 .243* .234% .066
7. Folk Hopé - 227 .007 418* .285* .104
8. Connectioh - .037 .228* .235* .105
9. Goal Setting - ABLH** 548*** A29%**
10. Emotional - A85%** A89***
11. Academic - 37 3xr*

12. Role Modeling

Note.*p < .05, **p < .01, ***p < .001."Measured at end of the semester; variables 9-¥2gept student reports of support provided

by primary supporter.
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Table 3.

Descriptive Statistics for 16 Hope Items and Cornipss

N M SD Skew Kurtosis
Agency 190 3.98 .634 -.327 -414
| energetically pursue my goals 190 4.12 811 -.767 .556
My past experiences have prepared me well for ryréu 190 4.18 967 -1.053 418
I've been pretty successful in life. 190 381 .894 -.245 -.553
| meet the goals that | set for myself. 190 3.82 .854 -.265 -.348
Pathways 190 3.99 .604 -.156 -.342
| can think of many ways to get out of a jam. 190 4.02 .826 -.599 .199
There are lots of ways around any problem. 190 3.87 932 -.416 -.366
| can think of many ways to get the things in ttfi@t are important to me. 190 4.18 776  -597 -.292
Even when others get discouraged, | know | candimdhy to solve the problem. 190  3.88 .867 -.303 -.670
Positive Future 122 461 510 -1.238 .687
My future will be better than the present. 122 4.55 728 -1.413 .887
| have the power to make my future better. 122 461 .663 -1.441 .766
I’'m excited about at least one thing in my future. 122  4.65 .642 -1.619 1.332
Connection to a Higher Power 121 4.06 .798 -.538 -.834
| have a deep inner strength. 122 4.02 953 -.557 -.746
| have a faith that gives me comfort. 122 410 1.094 -.968 .010
Global Hope 122 4.22 .671 -.589 -.449
People say I'm hopeful. 122 4.8 900 -.781 -.382
Even in bad times, I'm hopeful. 122 4.12 1.033 -1.028 .260
I'm pretty hopeful. 122 4.37 763 -.966 171
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On the basis of scree plot and interpretabilithrae-factor solution was generated which
accounted for 53.32% of the total variance in resps. The first factor accounted for 36.98% of
the variance, which was much greater than the peezounted for by the second and third
factors (9.08% and 7.26%, respectively). Overh#, model was difficult to interpret as a result
of low factor loadings and many cross loadings. fits¢ factor largely encapsulated goal pursuit
and success, or Snyder’s agency. The second wesctdrézed by problem solving in
challenging situations, or Snyder’s pathways. Bynidle third factor captured ‘being hopeful’
and positive expectations about the future. Faum# cross-loaded between two factors.
Correlations between the three factors were moddmat .385 - .438). Table 4 shows the
loadings for this model. This analysis providedtiphsupport for the first hypothesis that
agency, pathways, global hope, positive futurenaigon, and connection with a higher power
are distinct factors. That is, global hope did aygpear to factor with Snyder’s wills and ways
items. However, Lopez’s items about future origotatippeared to be more closely associated
with global folk hope than hypothesized. Also, deamnection with a higher power items
provided by the Herth scale did not form factort kather they shared some variance with the
agency dimension of hope.

Although the underlying structure did not map pseby onto the sources of these items,
we must consider that this analysis was conductddarsmall sample and may not be
generalizable or replicate with a larger sampleausTlas a first attempt to better understand the
distinction between folk and grounded hope withbetpossibility of introducing error from this
factor analysis, items were organized on their iibigcal basis rather than their factor loading for

the remaining analyses. Given Snyder’s well-vakdatcale, | continued to use its
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Table 4.

Principal Axis Three-Factor Solution Pattern MatriX = 122

ltem Factor1 Factor2  Factor 3
| have a faith that gives me comfort. .604

| meet the goals that | set for myself. 547

I've been pretty successful in life 541

| energetically pursue my goals. 443

My past experiences have prepared me well for myéu 416 -.328
| have the power to make my future better. .336

There are lots of ways around any problem. .637

| can think of many ways to get out of a jam .507

Even when others get discouraged, | know | candimhy to solve the problem. 443

| have a deep inner strength. 409

| can think of many ways to get the things in tii@t are important to me. 334 407

I’'m excited about at least one thing in my future. -.703
I'm pretty hopeful. 435 -.502
My future will be better than the present. 416 -.433
People say I'm hopeful. -.372

Note.Loadings of < .300 are not shown.
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structure to measure grounded hope, and itemsdimgjuhe term “hopeful” continued to be used
to measure a face valid, global hopefulness.

Hypothesis 1b.Both components of GH (agency, pathways) willigueifscantly
correlated with global FH (i.e., “being hopeful”)ral specific facets of FH (positive future
orientation, connection with a higher power)

Composite scores were created for each of thediimensions of hope measured (i.e.,
agency, pathways, global hope, connection to agnigbwer, and positive future orientation).
Composites created of three to four items had loenGach’s alphas ranging from .591 to .687.
The two “connection with a higher power” items &bated at just .348. Pearson correlations of
the five composites are presented in Table5 @412 - .584ps< .001).

Hypothesis 1c.The combination of GH (agency, pathways) and §ipdecets of FH
(positive future orientation, connection with alnég power) will each account for unique
variance in global FH

To test this hypothesis a series of hierarchiogiagsion models examined the variance
in global folk hope predicted by different measusébope (Table 6). In the initial model, mean
agency and pathways scores (grounded hope) weseedrdlone into the model to predict global
folk hope. Grounded hope was a significant prediofdolk hope,R? = .364,F (2, 119) =
34.010,p < .001.

In the second model grounded hope scores weresenberthe first step, and one of
Lopez’s items about positive future orientatidy(future will be better than the presgntas

entered on a second step. This item significantiyroved the modeR? = .388 AR? = .024,
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Table 5.

Correlations Between Various Measured Dimensiortsapfe

1. 2. 3. 4. S. 6. 7. 8. 9. 10.
1. Global Folk Hope - S47* 528**  B78*** 486  .407 226 A77  -.026 .105
2. Positive Future - 4129 B21*%* BAG*FR* 161 570  .381  .205 .339
3. Higher Power - S584*** 424 297 107 315 -.074 .028
4. Agency - b558*** 153  .062 050 -.043 .066
5. Pathways - 351 459* 169 .262 495*
6. Mentor Global Folk Hope - 549**  509* .334 .392
7. Mentor Positive Future - 331 .569** .6%7*
8. Mentor Higher Power - .001 155
9. Mentor Agency - .610**

10. Mentor Pathways -

NOte.*p < .05, **p < .01, ***p < .OOl.Nstuden[: 122,Nment0r= 22.
Global folk hope Cronbachs = .591, Positive future = .615, Higher powes = .348, Agencyx = .669, Pathwaya = .687

“Global Folk Hope” is a composite of the items “Ipretty hopeful,” “People say I'm hopeful” and “Bven bad times I’'m hopeful.”
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Table 6.

Hierarchical Regression Predicting Global Hope frétope Measures, N = 122

Step Predictor AR AF B B
1 364  34.010*** 1.384
Agency 473 AL
Pathways 241 217
2 .024 4.715* 1.036
Agency 462 AZT7*
Pathways 147 132
My future will be better than the present. 167 181~
3 .034 6.916** 537
Agency .406 .384***
Pathways .130 117
My future will be better than the present. .116 .126
I’'m excited about at least one thing in my future. .219 .210**
4 .006 1.212 375
Agency 374 .354***
Pathways 126 113
My future will be better than the present. .104 113
I’'m excited about at least one thing in my future. .207 .198*
| have the power to make my future better. .091 .090
5 .028 5.909* 486
Agency 319 .302**
Pathways .069 .062
My future will be better than the present. .062 .068
I’'m excited about at least one thing in my future. .223 213**
| have the power to make my future better. .058 .057
| have a deep inner strength. 151 .214**
6 .015 3.184 .350
Agency .255 .241*
Pathways .087 .078
My future will be better than the present. .074 .081
I’'m excited about at least one thing in my future. .223 .214**
| have the power to make my future better. .046 .046
| have a deep inner strength. .145 .206*
| have a faith that gives me comfort. .083 135

Note.CumulativeR® = .471; Adjusted?¥’ = .439
*p<.05, *p < .01, **p<.001.

“Folk hope” is a composite of the items “I'm prelttypeful,” “People say I'm hopeful” and
“Even in bad times I'm hopeful.”
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AF (1, 118) = 4.715) = .032. In a third step, another of Lopez’s ites@s addedl{n excited
about at least one thing in my futir&his item significantly improved the mod&¥. = .422,
AR?=.034,4F (1, 117) = 6.916p = .010. Finally, a third item from Lopez’s scalasentered
on a fourth stepl have the power to make my future bettand failed to significantly improve
the model R? = .428 AR? = .006,4F (1, 116) = 1.212p = .273. Together, these results indicated
that Lopez’s items capture variance in folk hopgdnel agency and pathways.

In the third model, grounded hope scores were agatered on the first step, Lopez’s
three items about positive future orientation wameered on a second step, and one of Herth's
items capturing a connection with a higher powdrafe a deep inner strengtivas entered on a
third step to predict folk hope. This item signéfitly improved the modé¥ = .456 4R*= .028,
AF (1, 115) = 5.909 = .017. When a final item from Herth’s scaldéve a faith that gives me
comfort)was added on a fourth step, it failed to signiftbaimprove the modelR? = .471 AR
=.0154F (1, 114) = 3.184p = .077. In total, these results showed a substantprovement
(total AR = .107) in our ability to predict respondents’ sen$folk hope by including the
dimension of positive future orientation as welklas component of connection with a higher
power (measured by the itdrhave a deep inner strengttGiven that these items came from
pre-existing scales and had been shown to loadiega factor analyses some items were
expected to share variance with one another. Trderéor items in the first five steps of this
model were between .50 and .80. In the final g@prance for the agency subscale dropped to
464, which is still in the acceptable range (Fi&d09).

Support of Hypothesis 1c suggested that while agand pathways are dimensions of
folk hope, they do not adequately capture the etytof folk hope. Furthermore, agency

appeared to be a much more robust predictor offfope than pathways thinking. For the
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duration of these analyses, folk hope was measigieg the three-item, face-valid measure of
global folk hope.
2. Do network and mentor characteristics predict Ftk Hope and Grounded Hope?

The second set of hypotheses concerned the chasticseof the developmental
networks and mentors of college students and tbgaerce of these characteristics to grounded
and folk hope. Overall, network size ranged frore tmtwelve people, with a median size of
five members. Network breadth ranged from onexdyges of members, with a median breadth
of three categories from which support was drawn.

Network composition varied by student. A parent watuded in 81.4% of networks and
at least one non-parent family member was includé®.5% of networks. Siblings and
grandparents were the most commonly nominatedvetatiust 5 students (4.2%) did not
include parents or family members. Friends, inalgdignificant others, roommates, family
friends, and friends’ parents, were nominated asark members by 59.2% of students.
Academic supporters including former teachers,gg®edrs, and academic/guidance counselors
were nominated by 42.5% of students. Finally, 850% of students nominated a community
member as a mentor. The most common nomineessicdtegory included coaches and
religious leaders.

Hypothesis 2a.Controlling for demographic characteristics, GHRH at the start of
the semester will be associated with size of dpwadmtal network at the start of the semester.

Hypothesis 2b.Controlling for demographic characteristics andwerk size, GH and
FH at the start of the semester will be associateét breadth of developmental network at the

start of the semester.
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Three hierarchical linear regressions were caledl&d look at the ability of network size
and breadth to predict agency, pathways, and fofiehin the first step, demographic variables
were entered. To be most comparable with pastestudithis, and all other analyses including
race as a demographic variable, Caucasian wasassbe reference category. In the second,
network size was entered. The third and final stejuded network breadth. No model was
significant for agency (8, 113) = .926p = .498, pathwayk (8, 113) = .837p = .572, or folk
hope,F (8, 113) =.832p = .577. Thus, hypotheses 2a and 2b were not stgapby the data.
See Table 7 for a summary of these findings.

Hypothesis 2c.There will be a significant positive relationshiptween student and
mentor GH, as well as student and mentor FH, atstae of the semester.

Hypothesis 2c was tested using Pearson correldiolo®k at the relationship between
mentor and student agency, pathways, and folk hofiee start of the semester. In order to
maximize sample size in these analyses, casesexel@ded pairwise. As expected agency,
pathways, and folk hope were intercorrelated; sa®ers for complete correlations. In partial
support of Hypothesis 2c¢, student pathways scoegs significantly related to mentor pathways
scoresi(=.495,p = .019,n = 22) and student folk hope scores were margimalbted to mentor
folk hope scores (= .407,p = .060,n = 22). However, there was no significant relatiopsh
between student and mentor agercy {.043,p = .849,n = 22).

3. Are Folk Hope and Grounded Hope transmitted thraigh the support provided by a
mentor?

Hypothesis 3a.The 12 support types assessed will be inter-catedland will show an

underlying factor structure representing distingbés of support
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Table 7.

Hierarchical Linear Regressions Predicting HopernfrtNetwork Characteristics, N = 122

Agency Pathways Folk hope

Step AR B B AR B B AR B B

1 (Constant) .059 3.830 .050 4.109 .043835
Gender -070 -.055 -139 -.115 .062 .046
Age .007 .045 -.004 -.028 .008 .048
Asian -.025 -.008 .253 .083 .091 .027
African American .350 .050 -.640 -.096 613 .083
Hispanic 334 .252 .184 .146 292 .209*
Other Ethnicity .128 .078 224 .143 107 .061

2 (Constant) .001 3.811 .006 4.165 012746
Gender -075 -.059 -124  -103 .039 .029
Age .007 .044 -.004 -.024 .007 .044
Asian -.020 -.006 .239 .079 113 .034
African American 327 .047 -575 -.086 510 .069
Hispanic 332 .251* .190 151 282  .202*
Other Ethnicity 129 .079 219 .140 115 .066
Network Size .006 .026 -.018 -.077 029 111

3 (Constant) .001 3.824 <001 4.164 0@ 754
Gender -073 -.057 -124  -103 .040 .030
Age .008 .050 -.004 -.024 .008 .047
Asian -.032 -.010 .239 .079 105 .031
African American .286 .041 -574 -.086 484  .065
Hispanic 328 .248* .190 151 .280  .200*
Other Ethnicity .140 .085 219 .140 121 .070
Network Size .020 .081 -.019 -.080 037 144
Network Breadth -.034 -.070 .002 .003 -022 -.042

Note.Agency: Cumulativé¥ = .061; Adjusted?” = -.005
Pathways: Cumulative? = .056; Adjusted?® = -.011

Folk: CumulativeR? = .056; Adjusted?® = -.011
“Folk hope” is a composite of the items “I'm preltypeful,” “People say I'm hopeful” and
“Even in bad times I'm hopeful.”
*p<.05.
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To assess the underlying structure of the 12-itevasure of mentor support completed
by students, principal axis factoring with diretlimin rotation with Kaiser normalization was
utilized. Although the majority of items violatelet assumption of normalcy as a result of
negative skew, analyses were conducted withousfoamation. Kaiser-Meyer-Olkin Measure
of Sampling Adequacy was .860, and Bartlett's DéSphericity was satisfiegp .001)
suggesting that factor analysis was appropriatk this sample. Financial support was not
expected to fall into any of these factors, as ot a social resource and does not fit into the
framework of mentoring. As expected, the itesagports me financiallydid not share adequate
variance with the other items, with a communalityl®9, and thus was excluded from the
analysis. The final analysis included just thetéins measuring dimensions of mentoring and
non-financial support.

A four-factor solution was created on the basithefscree plot and interpretability. This
solution accounted for 71.48% of the total variamceesponses. The first factor, which
accounted for 41.84% of the variance, centeredrobl@m solving and academic advice. The
second factor comprised the itenis d role model for nfeand “recognizes my
accomplishmentsand accounted for 12.89%. The third factor, whicks made up of
dimensions of psychosocial support, accounted .8it% of the variance. Finally, the fourth
factor included the dimensions of goal setting eaaker exploration and accounted for 7.44% of
the variance. The items'always there for mMiecross-loaded on the psychosocial and role
modeling factors. Correlations between the foutdiacwere small to moderate< .197 - .504).
Table 8 shows loadings for this factor analysis.

Given the small sample size in this analysis, figdishould be considered with caution.

However, this factor structure does provide sonedimpinary evidence for future analyses with a
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Table 8.

Principal Axis Four-Factor Solution Pattern Matrigr Support, N = 122

ltem Factor1 Factor2 Factor3 Factor 4
Helps me come up with ways to solve a problem 71 -.321

Gives me good suggestions on how to be a bettdestu .566

Helps me examine my degree options 561

Recognizes my accomplishments .687

Is a role model to me .683

Supports me spiritually -712

Is someone | can talk to about personal issues -.612

Supports me in figuring out what | value -.541

Is always there for me 310 -.440

Supports my career exploration .645
Supports my goal setting .558

Note.Loadings of < .300 are not shown.
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Table 9.

Descriptive Statistics for 12 Support Items And @osites, N = 190

Original Transformed
M SD Skew  Kurtosis M SD  Skew Kurtosis
Psychosocial Support 4.35 752 -1.475  2.101 .638 .372 -945 .156
Supports me spiritually 419 1.198 -1.436 1.040 578 553 -859 -721
Is someone | can talk to about personakssu 424 1.031 -1.350 1.074 577 509 -.710 -.866
Supports me in figuring out what | value 4.29 980 -1.440 1.599 .600 494 -750 -.783
Is always there for me 4.67 .643 -1.980  3.433 796  .373 -1.500 .835
Academic and Problem Solving Support 4.21 862 -1.240 1.398 566 425 -710 -.454
Helps me come up with ways to solve a pmoble 4.37 .880 -1.420 1.693 .633 467 -771 -.796
Gives me good suggestions on how to beterstudent 4.37 933 -1.484 1.728 .643 .483 -.880 -.679
Helps me examine my degree options 3.88 1.277 -.818 -.564 422 586 -321 -1.445
Role Modeling 453 745  -1.935 3.923 730 .385 -1.301 743
Is a role model to me 4.47 941  -2.002 3.571 .707  .467 -1.308 442
Recognizes my accomplishments 459 756 -2.277 5.979 754 406 -1.385 .838
Goal Setting and Career Support 4.67 573 -2.116 4.771 799 321 -1.534 1.544
Supports my goal setting 4.68 647 -2.434 7.107 .806 .366 -1.637 1.524
Supports my career exploration 4.65 .702 -2.461 6.791 791 .383 -1.617 1.567
Supports me financially 3.51 1.645 -571 -1.344 312 679 -231 -1.634
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larger sample. The factor structure establishethisyexploratory factor analysis was utilized to
create composite scores for four different dimemsiof support provided, which are used in
further analyses. Descriptive statistics for thes@posites can be found in Table 9. Student
reports of support from mentors were heavily negéyiskewed, thus prior to the remaining
analyses, an inverse natural logarithmic transftionavas performed on reflected support
variables, then data was again reflected to regmriginal directionality. All regression
analyses were performed with transformed supporesc

Hypothesis 3b Students who received more “Career and Goal sgtupport” at the
start of the semester will report more agency (@Hthe end of the semester.

Hypothesis 3c.The relationship between “Career and Goal Setupport” at the start
of the semester and agency (GH) at the end ofetmester will be moderated by the level of
education of the mentor.

In order to test Hypotheses 3b and c, data fromhestis who responded both at the
beginning and end of the semester in either fadipping were included in the analysas<
109). These hypotheses were tested using a higrartihear regression of longitudinal data to
predict student agency at the end of the sem@dterfirst step of the model contained only
demographic variables, the second step of the mdeided start of semester student reports of
support for career exploration and goal settingyels as education level of the mentor. No steps
of this model were significant suggesting a mafeafof neither this type of support nor
mentor’s level of education. The interaction teraswot significant. Thus, hypotheses 3b and ¢
were not supported. Table 10 reports these fireding

Hypothesis 3d.Students who received more “Academic and Problewir®) Support”

at the start of the semester will report highertpaadys scores (GH) at the end of the semester.
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Hypothesis 3eThe relationship between “Academic and Problenvi&glSupport” at
the start of the semester and pathways (GH) aettteof the semester will be moderated by the
level of education of the mentor.

Hypotheses 3d and e were tested using a similearblacal linear regression to predict
student pathways at the end of the semester. Afgadents with data from both the start and end
of the semester were included. The first step efnlodel contained only demographic variables,
the second step of the model included start of seenstudent reports of support for problem
solving and academic advice, as well as educagiesl bf the mentor. As shown in Table 11, no
steps of this model were significant suggestingaareffect of neither support nor mentor’s
level of education. The interaction term was ngh#icant. Therefore, no support was found for
hypotheses 3d and e.

Hypothesis 3f.Students who received more spiritual support atdfart of the semester
will report more FH at the end of the semester.

Hypothesis 3g.The relationship between spiritual support at skert of the semester
and FH at the end of the semester will not be metéerby the level of education of the mentor.

Finally, hypotheses 3f and g were tested usingloéical linear regression to predict
student folk hope at the end of the semester. Taeakyses could only include students from the
fall sample who responded to the folk hope scateparticipated at both the beginning and end
of the semesten(= 64). The first step of the model contained ordyndgraphic variables and
was non-significant; (5, 58) = .644p = .667. In the second step when spiritual suppert an
individual support score, not a composite) wasredte the model was marginally significant in
predicting folk hopel (6, 57) = 2.100p = .067. Spiritual support was a significant préaliof

folk hope = .376,t = 2.989,p = .004), and the variable representing other/metbadicity was

68



also marginally significani(= -.261,t = -1.937,p = .058). This suggests that students who
identify as being of multiple ethnic backgroundswose ethnicity fell outside of the categories
used, are overall lower in folk hope than otheosyéver given the very small sample size in
these analyses, this should be considered cautidaghe final step, education level of the
mentor was added. The overall model was no longeifgant, F (7, 56) = 1.784p = .109.
Similarly, when the interaction term was includedatsess moderation, the model remained
non-significantF (8, 55) = 1.534p = .167, and the interaction term not did contrebtat the
model. Results provided support for hypotheses8fain that spiritual support was a
significant predictor, whereas education was neé Bable 12 for complete results.

4. Do Folk Hope and Grounded Hope predict distincstudent outcomes?

Hypothesis 4a.Student FH at the start of the semester will predcademic success at
the end of the semester and GH at the start ofe¢n@ester will mediate this relationship.

The proposed mediation was tested using Preacldddayes’ (2004) bootstrapping
method. The SPSS “PROCESS” macro developed by Ikreand Hayes (2008) utilizes a
bootstrapping technique to test mediation with feassumptions about sampling distribution
than a traditional Sobel test approach. To testathgsis 4a, this macro conducted 10,000
bootstraps to create a 95% confidence interval §4) for the indirect effect of grounded hope
through folk hope and academic success.

Due to the lack of variability in response to tteam about expected grades in the present
semester as measured at the end of the term, edpgretdes was recoded into a dichotomous
variable. Overall, 29.9% of students expected ta a@ostly A’s, 61.7% expected to earn mostly
B’s, 7.5% expected to earn mostly C’s and just (Bfie case) expected mostly F’'s. Thus, this

variable was dichotomized into students who expkegtestly A’s (coded a%) and students who
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Table 10.

Hierarchical Linear Regression Predicting Agencyi®s from Support, N = 109

Step AR AF B B

1 (Constant) .044 773 4.540
Gender -.144 -.115
Age -.021 =172
Asian .186 .082
African American 155 .024
Hispanic .095 .076
Other Ethnicity .070 .044

2 (Constant) .017 931 4.130
Gender -.141 -.113
Age -.021 -.175
Asian 124 .055
African American 149 .023
Hispanic .045 .036
Other Ethnicity .045 .028
Goal Setting & Career Support 261 .136
Mentor Education Level -.007 -.016

3 (Constant) .001 136 4.403
Gender -.144 -.116
Age -.022 -.180
Asian 112 .050
African American 135 .021
Hispanic .030 .024
Other Ethnicity .032 .020
Goal Setting & Career Support 127 .066
Mentor Education Level -.042 -.102
Support X Education .044 115

Note.CumulativeR* = .062; Adjusted?’ = -.023.
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Table 11.

Hierarchical Linear Regression Predicting Pathw&mores from Support, N = 109

Step AR AF B B

1 (Constant) .030 525 4.416
Gender -.075 -.058
Age -.012 -.094
Asian -.101 -.043
African American -.148 -.022
Hispanic -.004 -.003
Other Ethnicity 204 123

2 (Constant) .061 3.329* 3.761
Gender -.077 -.060
Age -.005 -.038
Asian =177 -.076
African American -.060 -.009
Hispanic -.037 -.029
Other Ethnicity .187 113
Academic & Problem Support 407 261*
Mentor Education Level -.037 -.086

3 (Constant) <.001 .001 3.748
Gender -.077 -.060
Age -.005 -.038
Asian - 177 -.076
African American -.059 -.009
Hispanic -.037 -.029
Other Ethnicity .188 113
Academic & Problem Support 415 .266
Mentor Education Level -.035 -.082
Support X Education -.003 -.008

Note.CumulativeR® = .090 Adjusted?” = .008; % < .05.
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Table 12.

Hierarchical Linear Regression Predicting Folk Hoeores from Support, N = 64

Step AR AF B B

1 (Constant) .053 .644 4172
Gender -.152 -.098
Age .003 .019
Asian 152 .048
Hispanic .073 .045
Other Ethnicity -.361 -.183

2 (Constant) 128 8.935** 3.939
Gender -.168 -.109
Age .001 .004
Asian -.062 -.020
Hispanic 109 .066
Other Ethnicity -.515 -.261
Spiritual Support 529 376%*

3 (Constant) .001 .093 3.031
Gender -171 -.110
Age <.001 <.001
Asian -.094 -.029
Hispanic .089 .055
Other Ethnicity -.538 -.273
Spiritual Support .528 375**
Mentor Education Level -.021 -.040

4 (Constant) <.001 .003 4.043
Gender -.170 -.110
Age <.001 <.001
Asian -.090 -.028
Hispanic .090 .055
Other Ethnicity -.537 -.272
Spiritual Support .509 .361
Mentor Education Level -.025 -.047
Support x Education .006 .016

Note.CumulativeR® = .182; Adjusted?” = .080 ; **p < .01.
See footnote 1 regarding African American comparigaup.
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expected B'’s, C’s or F's (coded @scomprising 70.6% of the sample). To measure grodinde
hope, a composite of both agency and pathwaysseas utilized. Age, sex, and ethnicity
variables were entered as covariates in these sodel

The first model to assess mediation looked atelationship between folk hope and
grounded hopeaj, which was significantg = .502,t = 5.887,p < .001). The logistic regression
model that followed, however, indicated that thees no significant relationship between
grounded hope and expected student gradesr(astly A’s 0 =mostly B’s or lowerwhen folk
hope was included in the mode) or significant indirect effecteffect= -.406, 95%_LCI = -
1.768,ULCI = .798). Bootstrapped confidence intervals inalgdiero suggested no significant
effect. There was no significant total effect dkfbope on student grades éffect=.627, 95%
LLCI =-.386,ULCI = 1.639). The direct effect controlling for growttlhope as a mediatar |
effect= 1.023,95% LLCI=-.211,ULCI = 2.258) was larger than the total effect, butairad
non-significant suggesting a non-significant suppian effect of grounded hope. Figure 3

provides unstandardized coefficients for this mioilemodel.

grounded hope

N

a=.502 "™ b=-809
/

folk hope —'3{;:1&;2%?—.. grades

Kk p= 001
Figure 3.Unstandardized coefficients for grounded hope mediator of folk hope and student

grades.
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Hypothesis 4b.Student GH and FH at the start of the semestéreath uniquely
predict expected educational attainment at the @frtie semester.

A binary logistic regression model was utilizecctmsider the ability of grounded and
folk hope to predict expected educational attainimé&gain, a binary model was necessary as a
result of lack of variability in responses. Whilg.2% of the sample expected to earn a Ph.D.,
28.4% expected to earn a master’s degree, and 42péeted to earn a bachelor’s degree, just
4.6% expected to earn only an associate’s degnele 9&o (one student) did not expect to earn a
degree. Therefore outcomes were dichotomized tarmae the potential of detecting an effect
of the contribution of hope in this sample. Outcemere recoded into bachelor’'s degree or less
(coded a®), and master’s or doctoral degree (codetl)as

Demographic variables were entered in the firgt sfehe model, folk hope was entered
in the second, and grounded hope was entered thitlde The first step of the model with
control variables was non-significant. The secaeg including folk hope was significanf(6)
= 21.609p = .001,Nagelkerke R=.382), and folk hope was the only significamicibutor to
this model Wald (1) = 10.716p = .001,o0dds ratio =6.627). The final model including agency
and pathways was significanf (8) = 23.020p = .003,Nagelkerke R=.402). Neither agency
(Wald (1) = 1.119p = .290,0dds ratio= 2.085), nor pathwayS\(ald (1) = .004p = .949,0dds
ratio = 1.040) was significant. Folk hope was the keadptor in the final modeMWald (1) =
5.129,p = .024,0dds ratio= 4.428). This suggests that for every one poictdase in folk hope,
students were about 4 times more likely to expaptduate degree. These results provided
partial support for Hypothesis 4b. Notably, ethtyiciariables for both other/mixed ethnicity and

Asian were marginally significant in this model eSEable 13 for more complete information.
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Table 13.

Binary Logistic Regression Predicting Educationtiefament from Hope, N = 64

Model Predictor B S.E. Wald oD

1 Gender 299 539 .308 1.349
Age -.083 .069 1.480 .920
Asian 1.880 1.267 2.203 6.556
Hispanic .785 .615 1.631 2.193
Other Ethnicity 1.110 .755 2.158 3.033

2 Gender 0.686 0.631 1.183 1.986
Age -0.090 0.085 1.11 0.914
Asian 2.279 1.362 2.801 9.77
Hispanic 0.314 0.710 0.195 1.369
Other Ethnicity 1.624 0.914 3.158 5.075
Folk Hope 1.891 0.578 10.716**  6.627

3 Gender 0.895 0.678 1.741 2.446
Age -0.100 0.084 1.434 0.905
Asian 2.282 1.363 2.803 9.793
Hispanic 0.336 0.718 0.219 1.399
Other Ethnicity 1.823 0.977 3.483 6.189
Folk Hope 1.488 0.657 5.129* 4.428
Agency 0.735 0.695 1.119 2.085
Pathways 0.039 0.613 0.004 1.040

Note.NagelkerkeR = .403; P < .05, **p < .01.

“Folk Hope” is a composite of the items “I'm prettgpeful,” “People say I’'m hopeful” and
“Even in bad times I'm hopeful.”
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Hypothesis 4c.Student GH and FH at the start of the semestédreadh uniquely predict
connection to campus at the end of the semester.

To test the final hypothesis about the effect olugided and folk hope in predicting
factors related to college retention, a hierardHinaar regression was conducted to predict
students’ perceived connection to campus at theoétite semester. Demographic variables
were entered in the first step, start of semesl&rtfope in the second, and start of semester
grounded hope in the third. The first step of thedel was non-significant. The second step,
including folk hope, was significanE (6, 57) = 2.998p = .013) and demonstrated the effect of
folk hope in predicting connectioff € .379,t = 3.156,p = .003). As shown in Table 14, the final
model accounted for about 25% of the variance imeaotion to campud=((8, 55) = 2.28¢p =
.034), but did not significantly improve from thecend step. Again, agengy £ .120,t = .705,

p = .484) and pathwayg € .021,t = .138,p = .891) did not make a significant contribution to
the model, but folk hope was a marginally significpredictor of student connectigh=£ .298,t
=1.912p =.061). Again, the variable representing othemaitiple ethnicities was marginally
significant in the final model such that studenteovidentified outside of the largest ethnic
groups, or who identified as multi-ethnic, felgitly less connected to their campus than other
studentsf = -.230,t = -1.769p = .082) in this small sample. This analysis preddanly partial
support for Hypothesis 4c.

5. Do network characteristics and mentor support pedict student outcomes? Do Grounded
Hope and Folk Hope mediate these relationships?

Hypothesis 5a.Network breadth and supports provided by a meatdhe start of the
semester will each uniquely predict student conaed¢b campus at the end of the semester.

In a hierarchical linear regression predicting ehdemester connection to campus,
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Table 14.

Hierarchical Linear Regression Predicting Connentio Campus from Hope, N = 64

Step  Predictor AR AF B B

1 (Constant) 107 1.390 3.656
Gender -.110 -.081
Age -.008 -.054
Asian 213 .076
Hispanic 133 .092
Other Ethnicity -.428 -.246

2 (Constant) 113 9.963** 2.051
Gender -.055 -.040
Age -.006 -.041
Asian 212 .076
Hispanic .016 .011
Other Ethnicity -.404 -.232
Folk Hope 370 379**

3 (Constant) .010 .355 1.755
Gender -.016 -.012
Age -.007 -.046
Asian 219 .078
Hispanic .013 .009
Other Ethnicity -.401 -.230
Folk Hope 291 .298
Agency 124 120
Pathways .022 .021

Note.CumulativeR® = .250 Adjusted?¥ = .140; **p < .01.

“Folk Hope” is a composite of the items “I'm prettgpeful,” “People say I’'m hopeful” and

“Even in bad times I'm hopeful.”
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Table 15.

Hierarchical Linear Regression Predicting Connentio Campus from Support, N = 64

Step  Predictor AR AF B B

1 (Constant) 107 1.390 3.656
Gender -0.11 -0.081
Age -0.008 -0.054
Asian 0.213 0.076
Hispanic 0.133 0.092
Other Ethnicity -0.428 -0.246

2 (Constant) .187 2.801* 2.974
Gender -0.111 -0.082
Age -0.007 -0.043
Asian 0.334 0.119
Hispanic 0.246 0.170
Other Ethnicity -0.358 -0.206
Network Breadth 0.085 0.161
Emotional Support 0.083 0.046
Academic & Problem Support 0.733 0.444**
Goal Setting & Career Support -0.681 -0.352*
Role Modeling 0.127 0.080

Note.CumulativeR® = .294 Adjusted?¥’ = .160; ’ < .05, **p < .01.

demographic variables were entered at the firgt, sbed network breadth as well as the four
support type that emerged in a factor analyselseostipport items were entered at the second
step. The model was significafit(10, 53) = 2.203p = .032,R*= .294. Of the four support
types entered (i.e., emotional, academic/problerirgpn goal setting/career, and role modeling)
the only significant predictors of connection weugport for problem solving and giving

academic advicef(= .444,t = 2.757 p = .008) and support for goal setting and caresmiphg
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(B =-.352,t =-2.254 p = .028). Network breadth was not a significantg®r of connection in
the final model £ = .161,t = 1.341p = .186). See Table 15 for complete model summaries
providing partial support for Hypothesis 5a.

Hypothesis 5b.Network breadth at the start of the semesterpvédict academic
success at the end of the semeaiel student GH will partially mediate this relat&mp.

To test the proposed mediation, again PreacheHagds’ (2008; model 4) PROCESS
macro for SPSS generated 10,000 bootstraps te@edi% confidence interval. Demographic
variables were entered as covariates. Groundedwape&ntered as a composite of both agency
and pathways items, and the outcome variable weasp{coded amostly A’'s = 1,mostly B’s
or lower=0), and

First, analyses considered the relationship betwetnork breadth and grounded hope
(a), which is non-significantg = -.012,t = -.208,p = .826,R* = .105). Furthermore, the logistic
regression model that followed indicated that tiveas no significant relationship between
grounded hope and expected student grades wheonkdiveadth was included in the model
(b), nor was there a significant indirect effeefféct=.001,95 % LLCI=-.105,ULCI = .1445).
There was no totaty effect=.454,95 % LLCI=-.059.,ULCI = .9581) or direct effect after
controlling for the effect of grounded hope as aiar C’; effect=.454,95 % LLCI=-.050,
ULCI = .957) of network breadth on student grades. &ibeg, results did not support

Hypothesis 5b. Figure 4 provides unstandardizefficmnts for this mediation model.
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Hypothesis 5¢c.Mean overall support provided by a mentor at tteetof the semester
will predict academic success at the end of theeséan and student GH will partially mediate
this relationship.

The same technique used to test Hypothesis Slutiéaed to test this proposed
mediation. In these analyses, mentor support weetex from a composite of the 11 transformed
support types (excluding financial support) ande@ss the proposed predictor variable in this
model 6 = 109). The relationship between grounded hopesapgort was significanB(= .434,

t = 2.479p = .015,R* = .130). However, grounded hope did not predistisnt grades, and there
was no significant indirect effeceffect=.022,95 % LLCI= -.554,ULCI = .568). There was
also no significant totak( effect= 1.448,95 % LLCI=-.259,ULCI = 3.155) or direct effect

after controlling for the effect of grounded hogesamediatord’; effect= 1.42395 % LLCI= -

.333,ULCI = 3.179) of support on student grades. FigureeSemts this model.
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grounded hope

support received |——°

*p<.05
Figure 5.Unstandardized coefficients for grounded hope mediator of support from primary
supporter and grades.
Supplemental Analyses

Perhaps as a result of sample size, regressiopsasaiesting hypotheses 3b-g did not
detect notable effects of support provided on stutepe as tested using a priori analyses. Thus,
in order to begin to answer the third research tijpesthat is, Are GH and FH transmitted
through the support provided by a mentoad exploratory supplemental analysis investigated
the associations between support provided and stinge. Three hierarchical regressions
highlighted the unique impact of each of four typésupport in predicting agency, pathways,
and folk hope (Table 16). In each model, gendes, agd ethnicity were entered in a first step,
and mean scores for each of the four support tffpesemotional, academic/problem solving,
goal setting/career, and role modeling) were edteare second step. In predicting end of
semester agency, the first step of the model wassignificant,F (6, 102) =.773p = .593.
When support was entered, the model was margieghificant,F (10, 98) = 1.803p = .070,
R? = .155. Rather than career planning and goahsgstipport driving this effect however,
emotional support emerged as the most importargatipype in predicting agency € .309,t =

2.627,p = .010).
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Table 16.

Hierarchical Linear Regressions Predicting HopeSwypport Types, N =122, 122, 64

Agency Pathways Folk Hope

Step AR B i AR B B AR B i

1 (Constant) .044 4.540 .030 4.416 .053 4.172
Gender -0.144 -0.115 -0.075 -0.058 -0.152 ®.09
Age -0.021 -0.172 -0.012 -0.094 0.003 0.019
Asian 0.186 0.082 -0.101 -0.043 0.152 0.048
African American 0.155 0.024 -0.148 -0.022 - -
Hispanic 0.095 0.076 -0.004 -0.003 0.073 0.045
Other Ethnicity 0.070 0.044 0.204 0.123 -0.361 -0.183

2 (Constant) 112 3.602 125 3.811 256  3.23
Gender -0.079 -0.063 -0.045 -0.035 -0.037 ©.02
Age -0.017 -0.140 -0.005 -0.041 0.001 0.003
Asian 0.094 0.041 -0.087 -0.037 0.161 0.051
African American 0.441 0.067 0.143 0.021 - -
Hispanic 0.129 0.103 0.105 0.082 0.198 0.121
Other Ethnicity 0.093 0.058 0.273 0.165 -0.313 -0.159
Emotional Support 0.512 0.309* 0.421 0.247* 46.9 0.468**
Academic & Problem Support 0.220 0.145 0422 702 0.493 0.263
Goal Setting & Career Support -0.004 -0.002 3.5 -0.269* -0.764 -0.349*
Role Modeling -0.245 -0.150 -0.027 -0.016 -6.13 -0.076

Note.Agency: Cumulativd¥’ = .115; Adjusted?’ = .069
Pathways: Cumulative? = .155; Adjusted?’ = .069

Folk: CumulativeR? = .309; Adjusted?® = .194

“Folk hope” is a composite of the items “I'm preltypeful,” “People say I'm hopeful” and “Even indbames I'm hopeful.”

*p < .05, * p< .01.
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Similarly, the first step of the model predictingdeof semester pathways scores was non-
significant,F (6, 102) = .525p = .789. However, the second step was marginailyifsicant, F
(10, 98) = 1.798p = .071,R? = .155. This effect was driven in part by the hjesized support
type of academic and problem solving suppbrt (271,t = 2.287 p = .031), emotional support
(p=.247,t=2.097p =.039), and also in part by goal setting anderasepportf = -.269,t = -
2.179,p = .032).

Finally, the initial model for end of semester fblgpe N = 64) was not significant
whereas the second step of the model was signifiEg®, 54) = 2.684p = .012,R* = .309. This
effect was driven by emotionat € .468,t = 3.161,p = .003) and goal setting suppgftX -.349,
t =-2.284p =.026). Table 16 provides complete model stassti

Hypothesis 3 also aimed to understand the effecteoftor education level. The latter
did not significantly predict any form of hope Imethypothesized model. Given the limited
scope of past research on community college stigdemdrmal mentors, it is worthwhile to
capitalize on this data set to understand moretahewature of these relationships and the
characteristics that predict effective mentoringug, a series of regression models were
calculated to better understand the relationshiwéxen mentor education level and support
provided. These two-step models, described in TabJeach controlled for mentor type in the
first step. Educational attainment was enteretiénsecond. Regression models for role
modeling and for goal setting/career support weresignificant. The final model in predicting
academic and problem solving support was only mailyi significant,F (5, 184) = 1.895 =
.097, but suggested that mentors with higher educatattainment were more likely to help
with problem solving and providing academic suggest( = .162,t = 2.110,p = .036). Both

steps of the model predicting emotional supporevgggnificant, but the effect was driven by
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Table 17.
Hierarchical Regression Models Predicting SuppagrtMientor Characteristics, N = 190

Emotional Role Modeling Academic & Problem Goal & Career
AR B B AR B B AR B B AR B B

1 (Constant) 152 .666 .036 .760 .026 .558 .021.789
Other Relative Mentor -.130 -117 .019 .016 9.10 .085 .044 .046
Friend Mentor 135 131 -.089 -.084 -.006 -.005 .078 .087
Community Mentor -.219 -112 -.136 -.066 -.264-118 -.164 -.097
Academic Mentor -.596 -.323%** -315 -.165* 125 .059 -.045 -.028
(Constant) .005 .716 .008 .699 .023 441 4 .00 .800
Other Relative Mentor -121 -.109 .008 .007 8.08 .069 .046 .048
Friend Mentor 125 121 -.076 -.071 .020 .017 .075 .085
Community Mentor -.205 -.104 -.153 -.075 -.299-.133 -.161 -.095
Academic Mentor -.556 -.301%** -.365 -.191* .030 014 -.036 -.023
Mentor Education -.018 -.079 .022 .094 042 2*16 -.004 -.020

Note.Emotional: Cumulativé¥ = .157; Adjusted?¥ = .134

Role Modeling: Cumulativé® = .043; Adjusted?? = .017

Academic & Problem: Cumulatiie? = .049; Adjusted?® = .023

Goal & Career: Cumulative? = .021; Adjusted?’ = -.005

“Folk” is a composite of the items “I'm pretty hdpk’ “People say I'm hopeful” and “Even in bad ta® I'm hopeful.”
*p< .05, ** p< .00L.
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mentor-type not educational attainment. In thelfmadel,F (5, 184) = 6.870p < .001,
academic mentors were shown to provide less enatsupport than the reference group
(parent-mentorsy = -.301,t = -4.230,p < .001).

As noted in Table 7, Hispanic students reportgtidr levels of folk hope than Caucasian
students. Given this finding, supplementary anaysmsidered the orientations to hope of the
Hispanic students in this sample. A series of taitetl independent-samples t-tests with
Bonferroni adjustmenty(= .01 for 5 tests) was conducted comparing theetsgpres of Hispanic
to non-Hispanic students in this sample. Overaplnic students were marginally higher in all
measured forms of hope (i.e., agency, pathwayk hope, excitement about the future, and
connection with a higher power), but none of théiflerences were significant at the= .01
level. See Table 18.

Table 18.

T-tests Comparing Hope of Hispanics and Caucasians

Hispanic Caucasian
N M SD N M SD t p
Agency 89 4.067 .630 54 3.856 .640 1.929 .056
Pathways 89 4.018 .551 54 3.801 .605 2.202 .029
Folk Hope 89 4380 .625 54 4.092 .657 2.126 .036
Higher Power 43 4221 811 51 3.863 .775 2.185 .031
Positive Future 43 4.729  .400 51 3.000 .582 2.471015.
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CHAPTER FOUR: DISCUSSION

The key goals of this study were to (1) understhedelationship between Snyder’s
model of hope (grounded hope) and lay understasdihbope and (2) to understand the ways
that hope can be transmitted to community colleégdents through mentoring relationships.
Analyses demonstrated that folk and grounded hopassociated but that there is more to
“being hopeful” than agency and pathways alone. [&tter is evidenced by the differential
outcomes associated with the two types of hopeedisaw by the somewhat different
mechanisms through which they are transmitted tiirauentoring relationships. The conclusion
is that folk hope may be a precursor to groundqeehthat is, a necessary mindset that allows
one to build in the direction of having agency gathways to achieve a goal.

Distinguishing Grounded Hope from Folk Hope

Recent criticisms of Snyder’s hope model arguetti@dimensions of agency and
pathways do not accurately capture what laypeagl€'toope” (Bruinicks & Malle, 2005; Tong
et al., 2010). While a large body of research spealthe value of this construct as well as
successes in measurement of agency and pathwdigsoanect exists between grounded hope
and folk hope. In order to address this issuermitglogy, | conducted a series of analyses
using both the Trait Hope Scale as well as itenpsucang other dimensions of hope from other
scales. These analyses demonstrate that thereéstona respondent’s sense of “being hopeful”
than is captured by measures of agency and pathways

Given the well-demonstrated factor structure of Theit Hope Scale (Hellman et al.,
2013), it is not surprising that when these iteneserentered into an exploratory factor analysis
with alternative hope items from other measures félotors largely maintained their integrity.

The structure included many items with low factmadings, suggesting a relatively poor model,
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overall. However, in the three-factor solution thaterged from this analysis the two subscales
of agency and pathways formed separate factorsrelgivant items from other measures.
Agency items about perceptions of one’s succesketbavith the itemsl“have the power to

make my future betterdnd ‘1 have a faith that gives me comfd@ne possible interpretation of
these findings is that the spiritual componentotk hope can fuel what Snyder called agency.
That is, the connection with a higher power feenls ©sense of volition or drive to achieve a
goal. Though, the items from Herth’'s (1991) scaéasuring connection with a higher power tap
the strength or volition provided by faith, ratllean faith alone, which may drive the connection
between faith and agency.

A second factor emerged that was comprised of thirélee Trait Hope Scale pathways
items as well as the itenh have a deep inner strengtilhis factor captures the specific ability
to solve problems and overcome obstacles. Agagn¢dimnection to a higher power item taps the
“inner strength” that faith may provide, which makemore clearly fit with a sense of having
the ways to achieve one’s goals. Finally, a tharctdr captures a sense of primarily non-agentic
global hope, perhaps more akin to optimism. Thahisse items give the sense that the future
will be better but that this may not necessarilyobene’s own doing which more closely aligns
with the lay definition of both hope and optimishiis provides preliminary evidence that folk
hope and grounded hope are psychometrically distinc

Factor analysis was conducted with a relativelylsszample and thus must be
considered cautiously. More data are necessaryrtfirm these results and understand the likely
complex relationships between the variables beiagsured. To provide additional evidence
concerning the distinction between folk and grouhkepe, analyses were conducted to

understand how the additional hope items from Lq@643) and Herth (1991) fit into one’s
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sense of being hopeful. A series of hierarchiceddr regressions demonstrated that while the
Trait Hope Scale measures of agency and pathwapsiated for about 36% of the variance in
the “hopefulness” of this sample, items about pasituture expectations accounted for an
additional 6.4%, and items about connection wikinghier power accounted for an additional
4.3%. In particular, the two item$ &m excited about at least one thing in my futared |

have a deep inner strengtmade the most substantial impact on the modedupport of Tong
and colleagues’ (2010) finding that laypeople répwait when they hope to achieve a goal, they
have a sense of agency but not necessarily a sépathways, items measuring agency
accounted for more of an individual's sense of figenopeful” than did pathways items.

While positive future expectations and connectiatin & higher power help better
explain what folk hope means, there is still marenderstand about how it is conceptualized.
For instance, just as “inner strength” may capgmetuality as a source of strength rather than
spirituality alone, “excitement about the futureaydiverge from other positive future
expectations items in that it captures positive@ffRelative predictive strength of this item
suggests that there may be an affective compoodotk hope as well. Given these preliminary
findings, | propose that folk hope may be a comglenstruct made up of multiple interacting
constructs and beliefs including excitement abbetfuture, a faith in something larger than the
self, a sense of optimism about the future, pasiéiffect, and a sense of connection to others as
suggested by Herth (1991) as well as Miller and &ew1988).

These findings support the initial hypothesis af gtudy, which suggests that there is
more to folk hope than what we capture in measugimoginded hope, and moves further to
suggest that folk hope and grounded hope are distather than overlapping as was initially

proposed. This has potentially important implicatidor the future measurement and
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operationalization of folk hope and grounded hope rovides an avenue for future research to
better understand not only the components of tbhesstructs but also their relationships with
neighboring constructs. Further evidence for tistimition between folk and grounded hope
comes from analysis of the outcomes associatedeaith and the mechanisms by which each
may be transmitted through developmental relatimssh

Outcomes Associated with Folk and Grounded Hope

While there is a moderate positive correlation leetwvgrounded hope and folk hope,
analyses of student retention outcomes demonstratéolk hope may be a better predictor of
some outcomes than grounded hope. Folk hope psdubith expected educational attainment
and student connection to campus better than gezbhdpe. While it was hypothesized that
both grounded and folk hope would provide uniqueavece in predicting these outcomes, the
ability of folk hope to explain variance above d®yond the variance explained by grounded
hope provides evidence for the distinction betwibese two constructs. This demonstrates that
some outcomes we associate with grounded hope abadllg be the result of a sense of overall
folk hope, not the specific skills and cognitiofggoounded hope and gives rise to the
conclusion that folk hope is a construct of its pwhich may influence grounded hope, but not
subsume it.

Grounded hope at the beginning of the semestehwasthesized to predict student
connection to campus at the end of the semestaubetopeful students would be more likely
to seek out the on-campus resources that theytndssisuccessful, therefore building
connections. Also, it was expected that hopefudetts are less likely to socially isolate
themselves when coping with academic stress (CH&88), which would give hopeful students

more opportunities to connect with the campus comityuResults demonstrated instead that
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folk hope was better than grounded hope in pradjatonnection to campus. This may result
from the self-report nature of the student con&cto campus measure used. The scale
measures student perceptions of belongingnessdingp, and brotherhood on campus. It is
possible that individuals with more folk hope havenore positive outlook in general and
therefore saw campus throughout the semester asraewand more inviting place. It is also
possible that people who are high on folk hopelsade more positive expectancies are more
likely to share the warm interpersonal style ofimgts (Smith, Ruiz, Cundiff, Barron, &
Nealey-Moore, 2013). Given that folk hope has resrbstudied in relation to explanatory style,
outlook, or student retention, more research isled¢o understand these results.

In addition to connection to campus, analyses caned the relationship between hope
and students’ expected educational attainment. ii@eggded barriers to success such as lack of
academic preparedness and financial hardship @€riék-Rab, 2010) the community college
students in this sample had very high expectationtheir future education that did not reflect
the reality of typical student performance at thestitutions. This finding replicates past studies
of the expected educational attainment of commuotiege students (Bailey & Morest, 2006;
Hoachlander, Sikora, Horn, & Carroll, 2003). Soresearchers suggest that these pervasive high
expectations among low achieving students makeestadess motivated to take the actions
necessary to be successful in college. That ig,dlew lower performing students to believe
that even without significant academic effort amejgaration they can still expect a college
degree (Jerrim, 2014; Rosenbaum, 1998). While édyltational aspirations do not predict
academic performance as strongly as it did in gaserations of students, those with higher
aspirations do still work somewhat harder and tagh school more seriously than those with

lower aspirations (Domina, Conely & Farkas, 201éyholds et al., 2006). According to one
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analysis of high school student success, groundpd mediates the relationship between effort
and expected grades (Levi, Einav, Ziv, Raskind &d¢adt, 2013).

However, like connection to campus, folk hope taisnore about a student’s expected
educational attainment at the end of the semdsd@rdoes grounded hope. While this may seem
counterintuitive, given the numerous studies alloeitrole of grounded hope in predicting
educational success (Day et al., 2010; Gilman.e2@06; Rand et al., 2011; Snyder, Shorey et
al., 2002), it is likely that by measuriegpecteceducational attainment we capture “hope” of
obtaining a degree, rather than the agency or @ath¥or doing so. Having folk hope, but
lacking grounded hope, to achieve an academicagpirmay account for some of what Clark
(1960) refers to as “cooling out.” This term waseal to describe the process by which students
who enter community college with the intent of sBamring to a four-year institution come to see
that college is not a good fit for them and leaigh@r education before transferring. Although
this term originated in the 1960’s when the acadasiimate was different than today’s, more
students than ever “cool out” of community collegen learning that they are academically
underprepared (Reynolds et al., 2006). While ofsestudents must first believe it possible that
they can earn a degree, they must also have tlhwdged hope to work towards that goal, know
what is required to earn it, and develop alterpathways around the obstacles to their success.

Student’s unrealistically high expectations of etional attainment may instead be an
example of what some clinical psychologists redeas “false hope.” That is, when hope is built
on unrealistic expectations and strategies forpnggriate goals, it can be maladaptive (Polivy &
Herman, 2002; Snyder, Rand, King, Feldman, & Woadw2002). Unrealistic beliefs about the
likelihood of a positive outcome can cause ovegimistic individuals to fail to take action to

better their situation or prevent negative outcariiéss phenomenon, called unrealistic
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optimism (Weinstein, 1980), is one reason thatmgtin does not consistently predict positive
academic (Rand et al., 2011) or health (Janseln @04.1) outcomes. Further, this supports the
argument that inflated educational expectationsvail necessarily lead students to take the
steps necessary to earn the degrees they expeon(J2013; Rosenbaum, 1998).

The detriment of unrealistic optimism is mentiotgdgrounded hope researchers as
evidence of the distinction between grounded haykogptimism. If goal attainment is no longer
plausible, people high on grounded hope developymats around obstacles and reset goals
based on the steps they might take to be succéSsfutler, Feldman, Taylor, Schroeder, &
Adams, 2000). Conversely, unrealistic optimism semmaintaining the belief that the goal can
still be achieved, even when it is no longer plaigs{Weinstein, 1980). Because of grounded
hope’s basis in realistic problem solving rathemtipositive thinking one cannot have “false
hope” in a grounded hope framework (Shorey e8l02; Snyder, Rand, King et al., 2002). Folk
hope, which focuses only on desire and expectati@positive outcome, may be more closely
related to the construct of optimism. In their worksignature strengths, for instance, Peterson
and Seligman (2004) group hope and optimism togétihe a single strength and do not
distinguish between their characteristics in@aracter Strengths and Virtueandbook. This
relationship will need to be better investigateelttetically and empirically in order to
understand the relationship between folk hope gtigngssm.

The relationship between folk hope and expectedrattent provides some evidence that
folk hope is based more in the expectation of pasutcomes than the pathways and agency to
achieve a goal. However, folk hope may provideuméation for the development of pathways
and agency thinking, as is evidenced by the ma@éstionship between expectations and

academic effort (Domina et al., 2011) and the oflgrounded hope as a mediator of this

92



relationship (Levi et al., 2013). Determining theent to which this foundation for the
development of grounded hope is unique to folk htipet is, distinguishes it from optimism or
unrealistic optimism, requires further study. Frartheoretical perspective, inclusion of the
components excitement about the future, positifecgffaith, and connection to others may give
folk hope a stronger basis for building groundegdéhthan optimism. Rather than simply an
expectation of the best, folk hope may be more oyaaproviding additional supports and
connections that make it a stronger foundatiorbtolding agency and pathways. The extent to
which optimism is also conceptualized as includimgse additional components, and the ability
of these components to support grounded hope exttesteps in understanding the relationship
between folk hope, grounded hope, and optimism.

The main conclusion from this set of analysesas thik hope and grounded hope are
likely distinct constructs that play different psypdogical roles in the process of achieving one’s
desires. Given the present finding that folk hopEdrts academic aspirations, whereas
grounded hope has been demonstrated in past stagresdict academic success (Snyder,
Shorey et al., 2002), and building on Miceli andt@#ranchi’'s (2010) conceptualization of
active versus passive hope, | propose folk hope lmeay separate construct that serves as a
precursor to developing grounded hope. That i& Hope, which may be a result of a number of
different beliefs, values, and attitudes, is a neglicontext for building grounded hope and
maintaining grounded hope in any given goal purdinus, figure 6 provides a further adapted
version of Snyder’s (2002) model of grounded hapdemonstrate the role of folk hope in this
model. The figure depicts folk hope as providingrecursor for emotional set as well as one’s
beliefs about agency and pathways thought. The hsoggests that the positive or negative

emotional set surrounding a goal comes not frorhvpays and agency but rather from folk
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hope, or that sense of positive expectancy, faitd, excitement about the future. These emotions
then impact one’s ability to bring forth the agemay pathways to achieve a goal. Finally, the
outcome of the goal pursuit, in attainment or ntialament, feed back into one’s sense of folk

hope as well as the pathways and agency thinkiigotie has in future goal pursuits.
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Figure 6.Adaptation of Snyder’s (2002) model of the feedblaop of agency, pathways, and
emotion during a goal striving sequence. This mbdslbeen further adapted to demonstrate the
role offolk hopeas a precursor to the emotional set surroundiadjgarsuit and a distinct
contributor to the process of building agency aathways thinking.

This model provides a foundation for understandiggrelationship between folk hope
and grounded hope for academic success and how ¢hase disconnected when students lack
past experiences of goal attainment or past expeggeof correlation/causality. This disconnect

between some students’ educational expectationshandagency and pathways to achieve
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educational goals highlights another emphasiseptiesent study: to learn more about the ways
in which mentors can provide support for studestesas and effect the development of hope.
Transmitting Hope Through Developmental Relationshps

The second goal of this study was to identifyrttechanisms through which grounded
hope and folk hope might be transmitted throughtorarg relationships. A number of
hypotheses were presented about the ways thatogenehtal network characteristics, mentor’s
levels of hope, and support provided by that memtight predict student hopefulness. The
overarching finding from these analyses is thateth® a relationship between students’
perceived support from their mentors and theirleewéboth grounded and folk hope.

Because community college students often live ##ir parents or guardians and may
have a pre-existing network of support in the comityuwr neighborhoods where they attend
school, they may also be well positioned to recsiygport from a variety of sources during their
college years. Therefore, in addition to lookinghet specific ways in which a primary supporter
may contribute to hope, analyses also consideeedriaracteristics of the networks of
individuals that students nominated as supporters.

The hypothesized relationships between the dewstopal network characteristics of
size and breadth were not supported by the analigseas hypothesized that larger and more
diverse developmental networks would afford stuslembre opportunities to learn grounded
hope skills from supportive adults. While netwoharacteristics did not predict hope, there
were significant relationships between studentraedtor self-reports of both folk hope and
pathways thinking. This is only a correlationaldimg and comes from a very small sample of
students and mentors € 22), but does suggest that hopeful students raag more hopeful

mentors. This correlation only held true for patggvéhinking and folk hope, but not for agency
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thinking. While this may have been a result ofsh®all sample, it is also possible that a sense of
personal volition to achieve goals is less easdggmittable through relationships, as is
supported by additional findings about the rolswbport in predicting hope. While McDermott
and Hasting's (1999) work suggests that hope carabsmitted from mentor to protégé through
role modeling, Snyder (2000a) might argue that ttansferred through deliberate scaffolding
and training. In order to understand the mechannssipport through which mentors can pass
their hope on to their students, students repartethe ways that they were supported.
Forms of Perceived Support

In order to best describe the support receivedimyents from their primary mentors an
exploratory factor analysis was conducted withltBdorms of support assessed. Items in this
support measure were selected to capture skiltduad in agency and pathways thinking,
emotional support and role modeling suggested maldod Crisp’s (2007) model, and support
for spirituality and identity development that steed from qualitative pilot data. In order to
build a sense of the way in which these items Hoggther, an exploratory analysis was utilized.

The factor analysis showed a four-factor solutltat was somewhat reflective of Nora
and Crisp’s (2007) model of college student mentprOne factor captured Emotional Support,
including items like, is always there for m&*is someone | can talk to about personal isSues
and, ‘supports me spirituallyy A second factor comprised something akin to whata and
Crisp (2007) called Degree and Career Support aagdnaade up of the two itemsupports my
goal setting and “supports my career exploratidrin the present dissertation, this support is
referred to as “Goal Setting and Career Supporthifd factor included items most closely
related to Nora and Crisp’s Academic Subject Knolgkincluding helps me come up with

ways to solve a problémigives me good suggestions on how to be a bett@erstiand, “helps
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me examine my degree optidrBecause of its components, this type of supgodiscussed in

the present dissertation as “Academic and Probleiwir$§) Support”. In Crisp’s (2009) scale
development, items about degree options fell intbdategory of Degree and Career Support, but
in this sample factored with other items about aoaid progress. Finally, a fourth factor mapped
most closely to Nora and Crisp’s Role Modeling, &@lgb included the itenrécognizes my
accomplishmentsyhich is more traditionally thought to be a foohpsychosocial mentoring.

The item ‘supports me financiallydid not have sufficient communality with otherpgort items

to fit into the factor structure, suggesting thas type of support is somewhat different from the
other ways in which students benefit from mentonelgtionships.

This factor analysis was conducted with a reldyigenall sample, and would need to be
replicated with a larger group of students to bialbée, but does provide some preliminary
categories to conceptualize these support itemes fadtors that emerged from this factor
analysis then comprised composites for furtheryaeasl about the effects of support on student
hope and outcomes.

The Effects of Support on Hope Scores

First, a series of hypotheses about the differeeatiacts of support on grounded and folk
hope were tested to look at the relationship betveegport provided at the start of the semester,
and hope reported at the end of the semester.dthgpized that goal setting support would
predict agency, that academic/problem solving stppould predict pathways thinking, and
that spiritual support would predict folk hope, givthe theological and spiritual component of
folk definitions of hope. Results did not suppt first hypothesis about the support that should
feed agency, however academic and problem solwipgat did predict pathways thinking.

Moreover, spiritual support emerged as an importantributor to students’ folk hope. This
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finding provides yet another important insight abitne need for differentiation between folk
and grounded hope. While grounded hope is notteffiday theology or religious involvement
(Coe, 2012), these findings support a connectitvwden spirituality and folk hope.

Given the non-significant findings regarding suggoedicting agency, a set of
exploratory supplemental analyses were conductedderstand the role of support received in
predicting student hope. | utilized the longitudisample for these analyses to look at the
differential effects of various types of perceiggpport at the beginning of the semester in
predicting student hope at the end of the semdstgeneral, a positive relationship between
perceived support and all dimensions of hope endeffee four composite support scores
predicted about 15% of the variance in student @gand pathways, and 30% of the variance in
folk hope. All of these findings are correlatiomald cannot provide causal evidence for the
transmission of hope, but they do illustrate tlahe forms of support predict student hope better
than others. In addition, the longitudinal natur¢his data means that we can look at support
received at the beginning of the semester andiaksupport to feelings of hope in the final
weeks of the semester.

Agency.Grounded hope interventions often claim to bugdracy by helping students
learn to set clear, specific, self-concordant gtad$ matter to them (Cheavens et al., 2006;
Pedrotti et al., 2009), thus it was hypothesized kielp with goal setting would make students
more agentic. Contrary to this expectation, the significant predictor of student agency scores
was emotional support.

Pathways.Pathways thinking involves knowing how to work &ras a goal and to
overcome problems and obstacles when they arises, Tinypothesized that support for

academic problem solving would be the best predmtpathways thinking. While this support
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alone did not predict enough variance to buildgaiicant model in a priori analyses, when all
four support types were entered into the modell@réc problem solving support clearly drove
the effect of support in predicting pathways thngki This finding replicates past findings that
feeling like a mentor or supporter is there to tssfve problems is a good predictor of pathways
thinking (Fruiht, in press). Surprisingly, the atlsggnificant contributor to pathways thinking in
this model was career/goal setting support. Wheered alongside the other forms of support,
however, career/goal setting support actually hadgative effect on pathways thinking. Given
the critical role of goal setting in building grailed hope, this is somewhat counter-intuitive,
however the data suggest that with demographicotrat forms of support held constant,
support for perceived goal setting and career eaptm predicts less pathways thinking in this
sample.

Folk hope. To build on the finding that spiritual support gicts students’ folk hope, an
exploratory analysis using all four forms of suggorpredict folk hope was conducted. The
results were similar to those regarding pathwayskihg. In line with Higgins, Dobrow, and
Roloff's (2010) findings regarding developmentdat®nships and optimism, emotional support
was the most substantial predictor of folk hopeaiAggoal setting and career exploration
negatively predicted folk hope in this model, anddemic subject matter support was
marginally significant. Given the overlap betweethpvays thinking and folk hope, it is not
surprising that the two are predicted by similanstellation of support, but it is important to
note that while emotional support is clearly thg factor in predicting folk hope, problem
solving support appears to be the key factor inlipteng pathways thinking. Essentially,

pathways thinking requires all of the supports Beagy for folk hope as well as problem solving
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support. This provides evidence for the distincti@tween the two constructs, but also for the
role of folk hope as a prerequisite for pathwayskimg.

Different types of support. Overall, emotional support appears to be paramiount
predicting hope. Just as students with more fotkgounded hope feel more connected to their
campuses, they also feel like their primary supgsrprovide more psychosocial support, in
general. Snyder (2000a) suggests that, in yourdrehi, the attachment to a secure base is
essential to build hope, as a child must be abéxpbore the world and build a sense of agency
knowing that there is a trusted adult there to @®support and safety. This may help to explain
the integral role of emotional support and a seéhaethere is someone who is “always there” in
developing both grounded and folk hope. Furthermioseipports the proposition that the
development of grounded hope is an interpersorthtahurally embedded process (Elliott &
Sherwin, 1997). Prior to this study, there waseligmpirical support for this claim or to suggest
that building grounded hope requires interperssopport. Past arguments regarding the
interpersonal nature of grounded hope have begeliatheoretical in nature. The finding that
emotional support is paramount in predicting hopiges a foundation for future research
about the interpersonal aspect of hope and hopdHhgti

Support for problem solving was also an importaettor of hope, in particular for
pathways thinking. This may speak to Snyder’s (20@gument that to build hope in children,
parents should aim to support children’s autononprablem solving, rather than just
eliminating problems. Mentors who support probletvisg, provide suggestions on how to be a
better student and help students examine theiomptnay be providing just the type of
scaffolded problem solving that Snyder (2000a)cpeited would be necessary to develop

pathways thinking.
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These analyses also isolated role modeling sugsaatpotential predictor of student
hope. Past studies demonstrate that grounded laopleectransmitted through role modeling
(McDermott & Hastings, 1999), and Lopez (2013) sagig that one way to become more
hopeful is to “borrow” the hope of others by segkout and emulating hopeful people. These
data did not support the idea that role modeling svaignificant predictor of grounded or folk
hope perhaps suggesting that the role modelstilndersts in this study looked to were not
models of hope. Role modeling alone would not jgeeted to make students more hopeful,
instead they would need hopeful models to look to.

Most surprisingly, support for goal setting andesarexploration may have had a
negative impact on pathways thinking and folk hoper the course of the semester. Given that
goal setting is among the most common forms ofingi involved in grounded hope
interventions (Cheavens et al., 2006; Pedrottl.eP809) this was an unexpected finding.
Grounded hope interventions, however, rely onattitind well-trained coaches who work to
guide students through the process of settingsteéalspecific, and meaningful goals. It is
possible that goal setting was not beneficial ia gopulation because the nominated mentors, a
group primarily comprised of parents and other fammiembers, may not have the skills to help
set these effective goals. Instead, these studesgsexperience goal setting or career
exploration support as parents pushing them toweadsers or goals that they would rather not
pursue. While learning how to set effective goalsutd build hope, being pushed in the
direction of a goal that the student is not intex@sn may be detrimental to feelings of agency
and pathways. This finding has potentially impottamplications for developing mentoring and

hope-building programs for young people. Studehtaikl be encouraged to seek out mentors
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who are experienced in setting goals and helpihgrestto set goals, and programs that pair
students with mentors should provide training axygeeience for future mentors in these skills.

Mentor education. In order to better understand the way that mesitexperience and
training might impact the effectiveness of theipgort, a set of analyses considered mentor
education level as a moderator of the effect opsupon building grounded hope. The rationale
was that mentors with more experience in highecation would be more able to provide useful
suggestions for problems solving and effective ge#ting support. However, mentor education
level did not significantly contribute to studemgeacy or pathways scores and was not a
significant moderator in the models tested. Thegefmentor education level does not appear to
account for the benefit of support provided.

To better understand the role of mentor educadéwel, supplemental analyses used
mentor type (i.e., parent, relative, academic) etied education level to predict support
provided. The only form of support contingent ugalucation level was support for academics
and problem solving. Given the necessity of expegeas a student in providing good academic
suggestions, this is not surprising. But, it doghlight the potential importance of a mentor
with college experience to provide certain formsabport to a college student.

The Role of Off-Campus and Informal Mentors

One goal of this study was to shed light on the of informal and off-campus mentors
as supporters of college students given how ligtearch has been conducted on these types of
relationships (Coles & Blacknail, 2011; Linneha@p3). However, very few (6.9%) of students
nominated a primary mentor who worked on campugteld the substantial majority of students
nominated a parent (58.5%) or other family memhdrg%) as a primary supporter. On-campus

mentors were so rare that reliable analyses catlth& conducted to compare these two groups,
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so conclusions cannot be drawn about the diffesebeéveen these two types of mentoring
relationships in this sample.

Interestingly, 42.5% of students surveyed about ttevelopmental networks did
nominate an academic mentor (i.e., a past or présacher or academic advisor) as at least one
member of that network. This brings to light arenetsting challenge in studying the mentoring
relationships of college students. Without usirggmple from an existing mentoring program,
the traditional technique of identifying collegedé&nt’'s mentors has been through nomination.
Students are asked to nominate an individual wimois parent, or in some cases, not a family
member (e.g., Harris & Udry, 1994-2008), who sera®s mentor. This, unfortunately, excludes
the parents, aunts, uncles, grandparents, and adlérrelatives who students in the present
study nominated as mentors. The support providetidse individuals may, for some students,
surpass the traditional “social support” that resieers ascribe to this relationship (e.g., Napoli
& Wortman, 1998), and family members may be souofesademic guidance as well as
emotional support. Especially in situations wheaieepts, siblings, or other family have
experience with higher education themselves, themgors who can provide both emotional and
academic support may be crucial assets for stiglmaess. To truly understand the differences
between mentored and un-mentored students, wetoeadount for these familial mentoring
relationships and should allow them in the nomaraprocess in future research.

However, the technique of excluding family memhbsrss evidenced by our results, in
place for a reason. When given the opportunityciminate the person who provides support and
guidance, students are likely to nominate a pareen if that parent does not provide the types
of support and guidance that we know to be beraficiacademic success. We can therefore fail

to detect the influence of formal or on-campus rmenbecause they do not show up in the
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nominations. This problem makes a case for usiagldvelopmental network nomination
technique to gain a broader understanding of thépteuforms of support in students’ lives.
Beyond asking about the existence of these indalgjunowever, it would be beneficial in future
research to survey students about the degree padfysupport that they receive from each
member of the network. This would allow for distioo between parents who provide only
emotional support, professors who are only avalabkthe classroom, and the familial and
academic mentors who provide both emotional andexo& support.
Student Outcomes

A final set of analyses aimed to understand tfferéint outcomes associated with
support received from a mentor and developmentalork characteristics. It was hypothesized
that grounded hope might mediate the relationsbtpvéen these support characteristics and
student’s grades. While there was some suppoth&hypothesis that mentor support predicts
student connection to campus, network breadth doeg-urthermore, neither network breadth
nor mentor support predicted self-reported studeades. There were also no significant
mediating relationships between these variables.
Mentor Support

It was hypothesized that perceived support wouddlist how connected students felt to
their campus. Findings paralleled those regardiuppart and pathways thinking. Support for
academics and problem solving positively predic@adnection, and support for goal setting and
career exploration negatively predicted connectibis. possible that students feel their mentors
are not assisting in goal setting, but forcing gagdlon them, which may subsequently make
them feel less connected to their campus commanityiess motivated to become a part of that

community. Support, overall, did not predict studgrades. This may have been a product of the
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somewhat unreliable measure of student gradesekpected, based on the very high proportion
of A’s and B’s reported by participants that repdrgrades not only lacked adequate variability
to be used in analyses but were also subject talstesirability or unrealistic expectations and
were not reflective of students’ true academicqrenfince.

Network Breadth

Given past findings which suggest that people Vetber and more diverse
developmental networks have more positive outcaah@grk (Dobrow & Higgins, 2005) and
school (Baker & Lattuca, 2010) it was hypothesiiteat students with broad networks made up
of individuals from multiple domains of life woulzk more successful academically. However,
network breadth did not predict student gradesoanection to campus at the end of the
semester. Grades were likely not a significant istedbecause of the lack of variation a8nd
over reporting of high grades in student’s respsnaanore objective measure of academic
success may be necessary to detect an effect.

It is plausible that network breadth did not prédmnnection to campus because students
with broad networks are connected to many diffecemimunities and thus have less time and
resources to link up with their on-campus commaesitMany students with broad networks
nominated an immediate family member, an extendedly member, someone from work, and
someone from an extracurricular or community orgation. These students may already be
well-connected outside of school and have a goatiafesocial support from other domains so
they do not seek out connections on campus, orrttegysimply be too busy balancing family,
work, and outside social events to find time toramt to the campus community.

This may be an issue of particular relevance ancongmunity college students and

deserves further exploration. Because communitigge$ are designed to provide educational
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opportunities to individuals who live in the surmaling community, rather than a residential
university experience, connection to campus caa tieallenge to foster in this setting (Karp,
Hughes, & O’Gara, 2010; Mutter, 1992). While brakayelopmental networks may be useful in
providing support to developing professionals @dgrate students, broad networks may not be
as valuable to community college students who areertikely to lack the campus connection
that is known to be important for retention. Studemith a good deal of off-campus support may
benefit from the knowledge and experience of tharoanity, but not feel the necessity to build
close connections on campus that would afford ttherexpertise of faculty members or the
social support of their peers.
Limitations

The most critical limitations to this study includesmall sample, potential confounds,
poor measures of objective academic outcomes,renshiort timespan of the longitudinal
component. As is often the case with longitudiealearch, it was difficult to maintain a large
enough sample of participants across the semestentluct reliable analyses. Furthermore, it is
likely that the students who did not complete thevgy at the end of the semester were different
from those who did. Because data were collectemliege classrooms, students who were still
in attendance at the end of the semester were likehg to have completed the survey at the end
of the term, and those who dropped the class did¢amoplete it. Also, students in the most
demanding courses surveyed (college level Calcuvesg not provided time in class at the end
of the semester to complete the survey and werdaskfill it out at home. Thus these students,
who made up approximately 30% of the fall samplesenunder sampled at the end of the
semester. Given their academic success, thesenstuday have been better connected to

campus and higher on grounded than the rest cfaimgple.
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Because the sample was heavily Hispanic, cautionldibe used in considering the
generalizability of these results to students @edent ethnic or racial backgrounds. Cultural
differences may have played a role in the nomimadiomentors as well as perceived supports on
campus. It would be beneficial to investigate thle of cultural differences in future research.
Furthermore, Hispanic students in this sample eibrt marginally higher hope scores than
Caucasian students on all measured dimensionspef. Atis, of course, may be a result of
sampling error, and this trend does not match fpadings that demonstrate no differences
between different ethnic groups on the Trait Hopal&(Chang & Hudson, 2007; Hirsch,
Visser, Chang, & Jeglic, 2012). Given, howevert the trend appeared in the understudied
population of community college students, it watsdnture consideration.

A second limitation of this study was the lack elfiable, objective academic
achievement measures. Students were asked teepelfttheir expected grades and passing rates
for their gateway courses. They overwhelmingly esdd that they would pass both a math and
English course and that they would receive mosttyiAtheir courses in the semester they
participated in the study. This is not consisteitihthe reality of community college student
performance. While analyses were attempted wittiesits’ self-reported grades, there were no
significant relationships between these outcomesaary of the other variables measured.
Ideally, student academic records and tangiblentiete outcomes would be accessed to assess
academic performance, as self-report data showetttactable differences between students’
performance.

Additionally, with the very diverse nature of thenemunity college student population in
this sample, controls for student success charatitsrwould have been beneficial in reducing

potential confounds. Participants ranged from Benester freshmen in developmental math
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courses to more experienced and higher achievudgsts. However, students did not reliably
report their past academic performance or numbanib$ completed at the college level, thus
variables such as academic preparation, acadeajectiory, and college experience could not be
controlled for in analyses. Given the vast variiio California community college students,
ranging from students who lack a high school di@dmilding vocational skills to those
preparing to transfer to top-tier universitiegsipossible that confounding variables such as
academic preparation or socio-economic status raeg hffected the validity of these analyses.
Again, collecting institutional data regarding ssntlacademic preparation and experience would
strengthen future studies.

To understand the relationship between the varsaddsessed by this study and student
retention, it would be necessary to track studaotsss their academic trajectory and look at
persistence and matriculation rates in the saniplis. would require not only more objective
measures of academic success, but also a muclr Istogey. Generally, at least three phases of
data collection are required to accurately asseggtldinal outcomes, and the present study, as
a result of the short timeline of this project,essed only two time points. Given the standard
16-week semester at California community collegebtae difficulty in retaining participants
across multiple semesters in this population, i@ thinase of data collection was not practical.
However, future research should consider followshglents across multiple academic terms and
utilizing multiple waves of data collection to bai clearer picture of the effect mentoring on
hope and academic outcomes.

Finally, data about the support provided by memtegee limited to student report.
Students were overwhelmingly positive in their nép@f support received and negative skew on

support items paired with a ceiling effect in ttegadmay have made it more difficult to capture
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the relationships between support and student mésoldeally, mentors would report the types
of support that they provided in order to triangelan the experience of support. Although
mentors were surveyed, non-response made it dificalraw any useful conclusions from these
data. Furthermore, mentor demographics also sugggsbnse bias in the sample of mentors.
While parents made up about 60% of primary supporieminated, they were overrepresented
in the sample of mentors who responded (92%). thtiacth, mentor respondents were more
heavily Caucasian than student respondents (48%h¥@8.5%) suggesting these respondents
are not likely representative of the sample of ptr@ominated.
Future Research

This dissertation provides many avenues for futasearch. First, it provides a
foundation for the exploration of a psychologicahstruct of folk hope in parallel to continued
study of Snyder’s hope model. Second, by studymegriformal mentoring relationships of
community college students it demonstrates the farddture research that looks at the formal
and informal relationships that support studenettgument, and the characteristics that make
mentoring relationships successful in this popatatFinally, it begins to develop an empirical
literature to strengthen the recommendations tfatrgled hope can be built in students through
the pre-existing support structures in place incliéege setting (Pedrotti et al., 2008; Snyder,
Feldman et al., 2002; Williams & Butler, 2010).

By developing a new language around Snyder’'s maidebpe, this dissertation provides
a space for psychologists to better understandiiofle and what it comprises. Grounded hope
has been thoroughly demonstrated to be a usefuéti@ctive construct, but this dissertation
sheds light on the understudied gap between gralindee and lay definitions. Future research

should continue to distinguish folk hope from grded hope as well as from neighboring
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constructs such as spirituality (Sawatzky, Rat&ethiu, 2005), optimism (Gerhard, 1996) and
wishful thinking (Krizan & Windschitl, 2007). Fonstance folk hope must demonstrate
divergent validity from optimism (Life Orientatiohest), explanatory style (Attributional Style
Questionnaire), and self-efficacy (General Seliidaify Scale). Furthermore, research should
aim to understand the various components of fofkehibat past researchers have proposed.
Better psychometric investigation of the relatiapdtetween folk hope and excitement about the
future (per Lopez, 2013) and a sense of conneutitinothers (per Herth, 1991; Miller &

Powers, 1988) should be considered among otheip@stimensions of folk hope.

Beyond contribution to hope research, this studyedli to fill a gap in the college student
mentoring literature by looking at community cokesfudents, as well as informal mentorship.
However, community college students overwhelminglyninated parents and other family
members as their mentors. While these analysesuwgefal in beginning to assess the role of
these informal mentoring relationships, there igiolsly a good deal left to learn. Future
research should aim to understand the formal doednnal mentoring relationships of both
community and four-year college students. Withfthendation provided by this study as well as
Crisp’s (2009, 2010) research about mentoringeatttmmunity college level, comparison
studies that include all types of mentors shoulddieducted that look at the on-campus and off-
campus mentoring relationships that support theskests. Given the present finding that
community college students glean support from nemesources outside of their parents and
relatives, a network nomination technique shouldtdeed to allow students to indicate the
types of support that they receive from famili@ponunity, and on-campus mentors.

The use of the developmental network frameworlufaderstanding mentoring may be a

useful place to begin this endeavor, but it willtezessary to carefully consider not only the
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prevalence of positive supportive developmentati@hships with parents, relatives, community
members, and academics, but also the effectivarigbese relationships. The present study
demonstrates that there are differences among tfmgoport in predicting positive outcomes,
but was unable to assess the characteristicsaxtafé mentors. For instance, mentor education
level was not found to significantly predict stutlaope, but it did play a role in predicting the
types of support that students perceived receiaagn after controlling for the type of mentor.
In order to ensure that students are provided thigrsupport they need to succeed, future
research should look at outcomes associated wittianeharacteristics.

Finally, this study was the first to look at théerof naturally occurring mentoring
relationships in developing grounded hope. Buildnogn the suggestions of past authors (e.qg.,
Pedrotti et al., 2008; Snyder, Feldman et al., 200lliams & Butler, 2010) that hope should be
fostered through relationships with the counsedm@ educators who are in place to support
students, the present study demonstrated thatiffpog mentors provide to college students can
play a role in students’ hope. Few students noradthatlucators or counselors as their mentors in
this sample, but future studies would benefit frlomparing the support and hope-building
potential of parents, family, friends, and academitis study provides preliminary evidence
that the pairing of emotional support with supgortacademics and problem solving may be a
useful combination for building grounded hope huitife studies should look more closely at the
specific behaviors and relationship characterighies build hope in college students. Emotional
support, which is not typically mentioned as a comgnt of hope building interventions was a
key predictor of both grounded and folk hope irs thata, whereas goal-setting support, which is

typically the key component in a grounded hopeiculum, did not positively influence hope
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scores in our sample. Thus, the present study detimades the necessity to understand what
types of support can be provided by supportiverstt@best nurture hope.
Conclusions and Implications

This dissertation presents three key findings ¢patik to the broader scope of research
and practice. Two decades of research support demlinope as an indicator of thriving and
success, but most efforts to build hope have bemugh formal intervention programs that are
labor intensive and unsustainable. This study iguein that it begins to investigate how hope
is developed in natural contexts. The preliminamgihg that support from a mentor predicts
student hope begins to build a case for the utibmaof naturally occurring mentoring and
supportive relationships to build hope. First gatien college students provide an interesting
case study of a population in clear need of th@@gand pathways to achieve their goals. As
Williams and Butler (2010) suggest, there may nember of opportunities to teach grounded
hope skills to these populations using the fram&saiready in place in these students’ lives.
This study opens the door beyond the academic rdelmever, to look at the ways that off-
campus mentors and family members can also interieemake students more hopeful.

This study highlights the role of these off campnd informal mentors in the
development of community college students. Givendear benefit of mentoring relationships
demonstrated by past studies, every effort shoglch&de to provide these supports to every
college student. If parents, relatives, friendsl e@ammunity members can fill these positions, or
supplement the support provided by faculty and sahegi, it could have a substantial effect on
student success. However, current methodologiesnderstanding college student mentoring

relationships are lacking in their ability to detdee impact of mentors in students’ lives. So we
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cannot know the extent to which these informal menbelp students succeed or are already
supplementing the support of formal mentors.

Finally, findings demonstrate a need for a shifthi@ language or conceptualization of
hope. Agency and pathways create a robust constraicshould certainly continue to be studied
and applied in academic, professional, and persmmdkxts, but the findings present a case for
studying folk hope as a psychological construate. Given religious and cultural ideals about
hope and the adoption of this term by politicaldidates, medical institutions, and social
services, there is an obvious human interest i hBphavioral scientists should take this
opportunity to understand not only the version @bdr that has been studied for the past two

decades, but to begin to understand folk hope amdithaffects behavior as well.
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APPENDIX A
Fall Student Survey Time 1

1. Think about the people who have influenced yudi fzelped you to be successful as a college
student. List as many of these people as comend om the lines belowlease DO NOT

provide their names, instead note how you know eagberson If you need extra space, you
can continue to list people on the back of thepasfe, or the margin of this sheet.

Thinking about this list of people, select one parm particular who you feel supports you and
guides you as a college student. This person i€somwho has more experience than you, who
you look up to, you trust, and you feel like he/shees about you.l€ase select jusbne person
who you would say best fits this description and GCLE his or her name on the list above.

2. How often do you talk to this person?

L1 Daily L1 Weekly L1 Monthly

L1 Every other month L] Less than every other month

3. How do youmost oftencommunicate with this person
L1 In person L1 On the phone L] Via text message

L1 Via email or instant message [l In another way (how? )

4. Would you most consider this person to bela¢se ONE
1 Mentor

L] Coach
I Friend
L1 Counselor
L] Parent

1 Something else
What?
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5. To what extent does this person support yoherfallowing ways? This person...

notatall alittle some  quite abit very much

is always there for me.

O U U U O
supports me financially. [ ] ] ] [
is someone | can talk to openly about personaéssu [ [ [ [ [
supports my goal-setting. n 0 0 0 O
gives me good suggestions on how to be a bettdestu [ [ [ [ [
helps me come up with ways to solve a problem. n [ [ [ n
supports me in figuring out what | value. [ ] ] ] [
supports my career exploration. [ ] ] ] [
helps me examine my degree options. [ ] ] ] [
supports me spiritually. [ ] ] ] [
recognizes my accomplishments [ ] ] ] [
is a role model to me. n [ [ [ n

Does this person support you in any other waydisted above?
If so, how?

What do you consider the most significant way that person supports you?

7. Does the person who you circled currently warktady on your college campus?
1 Works on campus [] Studies on campus LI Neither

8. What is the highest level of education this perisas achieved?
1 less than high school graduate

L1 high school graduate
1 some college (no degree)
L1 Technical school or 2-year college degree/Asscsidégree

L1 4-year college degree/ Bachelor's degree
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L1 Master’s degree

L1 Ph.D. or professional degree
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Now you will answer some questions about yourselhd your college experience.

9. Read each item carefully and respond in thetivalybest describes YOU.

| can think of many ways to get out of a jam

| energetically pursue my goals

| feel tired most of the time.

There are lots of ways around any problem.

| am easily downed in an argument
| have a deep inner strength.

My future will be better than the present.

People who know me would say I'm a hopeful pers

| can think of many ways to get the things in tifat

are important to me.
| worry about my health.

Even when others get discouraged, | know | candin

way to solve the problem.

My past experiences have prepared me well for my

future.

I’'m excited about at least one thing in my future.

Even in bad situations, I’'m hopeful.

| usually find myself worrying about something.

| meet the goals that | set for myself.

| feel pretty hopeful about the future.

| have a faith that gives me comfort.

| have the power to make my future better.

I've been pretty successful in life.

not at all

O

OO0 oooooo o o0 ooooOoooaoad

10. In terms of academic success, do you feelimatre:

1 Ahead of your peers
L1 About even with your peers

L1 Behind your peers
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quite a very

bit
O
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much

O
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11. Overall, in high school, what were your graliles?
1 Mostly A’s

1 Mostly B’s
1 Mostly C’s
L1 Mostly D’s
L1 Mostly F's

] I don’t remember

12. Do you plan to attend college:
L] Part-time.

O Full-time.

13. Do you plan to work while attending college?
I No.

L1 Yes, part time (less than 30 hours a week)
L1 Yes, full time (more than 30 hours a week)

14. In your experience so far at your college, latxextent do you agree or disagree with these
items?

strongly disagree neutral agree strongly
disagree agree
| can relate to my fellow classmates [] [] O 0 O
| catch myself losing all connectedness with ca@lle¢ ] ] ] ]
life
Other people make me feel at home on campus ] ] ] ] ]
I have friends on this campus that | feel | cah tel ] ] ] ] [
anything.
| don’t feel related to anyone on campus [] [] O O O
| feel connected to campus life. [ [ [ n [
| feel that | fit right in on campus. [ [ [ n [
There is no sense of brotherhood/sisterhood with [ [ [ n [
college friends.
| don’t feel | participate with anyone or any graup [ [ [ n [
on campus.
| know a lot of people on this campus. [ [ [ n [
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15. What is the highest level of education you ptaattain?
[1 some college (no degree or certificate)

LI Locally or state recognized certification or traigiprogram
[1 Associates degree

L1 4-year college degree/Bachelors degree

L1 Masters degree

L1 Ph.D. or professional degree

16. Have you selected a major or course of study?
LI No

[ Yes, it is:

17. With whom will you primarily live during the ademic year (check all that apply)?
L1 Alone.

L1 With the person | answered questions about above.
L1 With parents, grandparents, or former guardians

L1 With friends, classmates, roommates

[ With a spouse/partner/significant other

1 With my children or minors in my care.

18. How old are you (in years):

19. With what ethnicity do you identify (select #dihat apply)?
L1 Asian or Pacific Islander

LI Black or African American
L] Caucasian or White

L1 Hispanic/Latino

L1 Hispanic/Non-Latino

L] Middle Eastern

L1 Other

] Decline to answer

20. What is your gender?
1 Male
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] Female

] Decline to answer
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APPENDIX B
Fall Student Survey Time 2

1. Think about the people who have influenced yudi fzelped you to be successful as a college
student. List as many of these people as comend om the lines below. You DO NOT need to
provide their names, instead nbigwv you know each personlf you need extra space, you can
continue to list people on the back or margin o #iheet.

Thinking about this list of people, select one parm particular who you feel and supports you
and guides you as a college student? This perssomgone who has more experience than you,
who you look up to, you trust, and you feel likgdine cares about youleBse select jusbne
person who you would say best fits this descriptioand CIRCLE his or her name on the list
above.

2. How often do you talk to this person?
L1 Daily 1 Weekly L1 Monthly

L1 Every other month L] Less than every other month

3. How do youmost oftencommunicate with this person
1 In person 1 On the phone [1 Via text message

] Via email or instant message [l In another way (how? )

4. Would you most consider this person to bet¢se ONE
L1 Mentor

L] Coach
L] Friend
L1 Counselor
L] Parent

1 Something else
What?
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5. To what extent does this person support yoherfallowing ways? This person...

notatall alittle some  quite abit very much

is always there for me.

O U U U O
supports me financially. [ ] ] ] [
is someone | can talk to openly about personaéssu [ [ [ [ [
supports my goal-setting. n 0 0 0 O
gives me good suggestions on how to be a bettdestu [ [ [ [ [
helps me come up with ways to solve a problem. n [ [ [ n
supports me in figuring out what | value. [ ] ] ] [
supports my career exploration. [ ] ] ] [
helps me examine my degree options. [ ] ] ] [
supports me spiritually. [ ] ] ] [
recognizes my accomplishments [ ] ] ] [
is a role model to me. n [ [ [ n

Does this person support you in any other waydisted above?
If so, how?

What do you consider the most significant way that person supports you?

6. Does the person who you circled currently warktady on your college campus?
1 Works on campus [] Studies on campus LI Neither

7. What is the highest level of education this persas achieved?
1 less than high school graduate

L1 high school graduate
1 some college (no degree)
L1 Technical school or 2-year college degree/Asscsidégree

L1 4-year college degree/ Bachelor's degree
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L1 Master’s degree

L1 Ph.D. or professional degree
Now you will answer some questions about yourselhd your college experience.
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8. Read each item carefully and respond in thetivalybest describes YOU.

not at all

| can think of many ways to get out of a jam

| energetically pursue my goals

| feel tired most of the time.

There are lots of ways around any problem.

| am easily downed in an argument

| have a deep inner strength.

My future will be better than the present.

People who know me would say I'm a hopeful pers

| can think of many ways to get the things in tifet
are important to me.
| worry about my health.

Even when others get discouraged, | know | candin
way to solve the problem.

My past experiences have prepared me well for my
future.

I’'m excited about at least one thing in my future.

Even in bad situations, I’'m hopeful.

| usually find myself worrying about something.
| meet the goals that | set for myself.

| feel pretty hopeful about the future.

| have a faith that gives me comfort.

| have the power to make my future better.

I've been pretty successful in life.

9. In terms of academic success, do you feel thataye:
1 Ahead of your peers

1 About even with your peers

L1 Behind your peers

O

OO0 oooooo o o0 ooooOoooaoad

a little

O

Ooooooooo 0o oo ooooOoogogodgd

some

O

Ooooooooo 0o oo ooooOoogogodgd

quite a very

bit
O

OO0 oooooo o o0 ooooOoooaoad

much

O

Ooooooooo o oo oooo0oogogodgd

10. Before this semester, about how many degrelecaple units have you completed at the

college level? If you are unsure, please estimate.
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units
11. Before this semester, how many semesters lavatjended this community college?

L1 None, this is my first semester
01 02 03 14 5
16 (i 18 19 110+

12. Is this your last semester before transfemingraduating?
1 Yes 1 No 1 I'm unsure

13. Have you selected a major or course of study?
1 No L1 Yes, itis:

14. What is the highest level of education you ptaattain?
[1 some college (no degree or certificate)

1 Locally or state recognized certification or traigiprogram
[1 Associates degree

L1 4-year college degree/Bachelors degree

L1 Masters degree

L1 Ph.D. or professional degree

15. In your experience so far at your college, lminextent do you agree or disagree with these
items?

strongly disagree neutral agree strongly
disagree agree
| can relate to my fellow classmates [ [ [ n [
| catch myself losing all connectedness with calle¢ [ [ n [
life
Other people make me feel at home on campus [ [ [ n [
| have friends on this campus that | feel | cah tel [ [ [ n [
anything.
| don't feel related to anyone on campus [ [ [ n [
| feel connected to campus life. ] ] ] ] ]
| feel that | fit right in on campus. [] [] O O []
There is no sense of brotherhood/sisterhood with ] ] ] ] ]
college friends.
| don’t feel | participate with anyone or any greaup [] [] O O []
on campus.
| know a lot of people on this campus. ] ] ] ] ]
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Now you’ll answer some questions that are more spiéically about your experiences during
the semester that will end soon, that is Fall 2013.

16. What do you, realistically, expect your grattebe?
1 Mostly A’s

1 Mostly B’s
1 Mostly C’s
L1 Mostly D’s
L1 Mostly F's

17. How many units did you enroll in/sign up for? units
18. How many units did you complete with a D ortéxét units

19. Did you take a math class?
L1 Yes, and | will pass it with a C or better

L1 Yes, but | withdrew or will not pass it.
LI No.

20. Did you take an English or writing class?
L] Yes, and | will pass it with a C or better

LI Yes, but | withdrew or will not pass it.
I No.

21. Did you work during the semester?
L1 Yes, more than 30 hours a week

[ Yes, less than 30 hours a week
] No.

22. With whom will you primarily live during the ademic year (check all that apply)?
L1 Alone.

L1 With the person | answered questions about above.
L1 With parents, grandparents, or former guardians

[0 With friends, classmates, roommates
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L1 With a spouse/partner/significant other

L1 With my children or minors in my care.

23. How old are you (in years):

24. With what ethnicity do you identify (select giat apply)?
L] Asian or Pacific Islander

L1 Black or African American
L1 Caucasian or White

] Hispanic/Latino

1 Hispanic/Non-Latino

[ Middle Eastern

L1 Other

] Decline to answer

25. What is your gender?
L1 Male

] Female

[0 Decline to answer
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APPENDIX C
Spring Student Survey Time 1

1. Is there an individual in your life who has mesgerience than you, and supports you and
guides you as an adult and college student? Thsopes someone you look up to, you trust, and
you feel like he/she cares about ypleése select jusbne person who you would say best fits
this description).

[ Yes, he/she is:

[ My father 1 My friend

1 My mother 1 My friend’s parent

L1 My sibling L1 My boyfriend/girlfriend

L1 My step-parent 1 My husband/wife/significant other

1 My aunt/uncle 1 My high school teacher

L1 My cousin L1 My religious leader

L1 My grandparent 1 My professor

1 My godparent 1 My academic counselor/advisor

1 My neighbor 1 My non-academic counselor/therapist
L1 A family friend L1 My athletic coach

[1 Someone else
Who?
1 No. (If no, please skip to page ¢}

2. How often do you talk to this person?
LI Daily 1 Weekly L1 Monthly

L1 Every other month L] Less than every other month

3. How do youmost oftencommunicate with this person
1 In person [1 Onthe phone [ Viatext message

] Via email or instant message [l In another way, what?

4. Does this person currently work or study on ymllege campus?
1 Works on campus L] Studies on campus L1 Neither
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5. What is the highest level of education this perisas achieved?
1 less than high school graduate

L1 high school graduate

1 some college (no degree)

L1 Technical school or 2-year college degree/Asscsidégree
L1 4-year college degree/ Bachelor's degree

L1 Master’s degree

L1 Ph.D. or professional degree

6. To what extent does this person support yoherfallowing ways? This person...

notatall alittle some  quite abit very much

is always there for me.

O
O
O
O
O

supports me financially.

is someone | can talk to openly about personaéissu
supports my goal-setting.

gives me good suggestions on how to be a bettdestu
helps me come up with ways to solve a problem.
supports me in figuring out what | value.

supports my career exploration.

helps me examine my degree options.

supports me spiritually.

recognizes my accomplishments

is a role model to me.

O 0000000000
O0O0000O0000000.:n0
O0O0000O0000000.:n0
O0O0000O0000000.:n0
O 0000000000

Does this person support you in any other waysistedd above?
If so, how?

What do you consider the most significant way thet person supports you?
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7. Are there any ways that you wish this persoridceupport you that he or she cannot or does
not know how to do?

LI No
L] Yes, | wish this person could:
1 always be there for me.
1 support me financially.
1 support me academically.
L] support my career exploration.
1 support my goal-setting
L1 support me when | run into a problem until | salve
L1 support me in figuring out what | value.
L1 support me spiritually.

L1 support me in another way.
How?

8. Would you most consider this person to be a
L1 Mentor ] Coach I Friend

1 Counselor L1 Parent 1 Something else, what?

9. Read each item carefully and respond in thetiatybest describes you.

notatall alittle some quite a bit  very much

| can think of many ways to get out of a jam

O
O
O
O
O

| energetically pursue my goals

| feel tired most of the time.

There are lots of ways around any problem.
| am easily downed in an argument

| can think of many ways to get the things in tifiat
are important to me.
| worry about my health.

Even when others get discouraged, | know | can fi
a way to solve the problem

My past experiences have prepared me well for my
future.

I've been pretty successful in life.

O O OO0 Oo0o0oaoad
O O OO0 Ooo0ooaoao
O O OO0 Ooo0ooaoao
O O OO0 Ooo0ooaoao
O O OO0 Oo0o0oaoad
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| usually find myself worrying about something. ]

| meet the goals that | set for myself. O]

10. In terms of academic success, do you feelihatare:
L1 Ahead of your peers [ About even with your peers
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L1 Behind your peers
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11. Overall, in high school, what were your graliles?
1 Mostly A’s

1 Mostly B’s
1 Mostly C’s
L1 Mostly D’s
L1 Mostly F's

] I don’t remember

12. Do you plan to attend college:
L] Part-time. LI Full-time.

13. Do you plan to work while attending college?
LI No.

L1 Yes, part time (less than 30 hours a week)
L1 Yes, full time (more than 30 hours a week)

14. In your experience so far at your college, latxextent do you agree or disagree with these
items?

strongly disagree neutral agree strongly
disagree agree
| can relate to my fellow classmates [ [ [ n [
| catch myself losing all connectedness with calle¢ [ [ n [
life
Other people make me feel at home on campus [ [ [ n [
| have friends on this campus that | feel | cah tel [ [ [ n [
anything.
| don't feel related to anyone on campus [ [ [ n [
| feel connected to campus life. [ [ [ n [
| feel that | fit right in on campus. [] [] O O []
There is no sense of brotherhood/sisterhood with ] ] ] ] ]
college friends.
| don’t feel | participate with anyone or any greup [] [] O O []
on campus.
| know a lot of people on this campus. ] ] ] ] ]

15. What is the highest level of education you ptaattain?
L1 some college (no degree or certificate)
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L1 Locally or state recognized certification or traigiprogram
L1 Associates degree

L1 4-year college degree/Bachelors degree

[1 Masters degree

L1 Ph.D. or professional degree

16. Have you selected a major or course of study?
1 No

[ Yes, it is:

17. With whom will you primarily live during the ademic year (check all that apply)?
L1 Alone.

[ With parents, grandparents, or former guardians
[ With friends, classmates, roommates
[ With a spouse/partner/significant other

1 With my children or minors in my care.

18. How old are you (in years):

19. With what ethnicity do you identify (select #dihat apply)?
L] Asian or Pacific Islander

LI Black or African American
L] Caucasian or White

L1 Hispanic/Latino

L1 Hispanic/Non-Latino

[ Middle Eastern

L1 Other

[0 Decline to answer

20. What is your gender?
1 Male

0 Female
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APPENDIX D
Spring Student Survey Time 2

1. At the beginning of this semester, we askedafmut an individual in your life who has more
experience than you, and supports you and guidesiy@n adult and college student? This
person is someone you look up to, you trust, andfgel like he/she cares about you. Looking
back on THIS SEMESTER, would you say there is aqein your life who fits this
description? fflease select jusbne person who you would say best fits this descriptio This
DOES NOT NEED TO BE THE SAME PERSON YOU SELECTED IN THE FALL ).

[ Yes, he/she is:

[ My father I My friend

1 My mother 1 My friend’s parent

L1 My sibling L1 My boyfriend/girlfriend

L1 My step-parent 1 My husband/wife/significant other

1 My aunt/uncle L1 My high school teacher

L1 My cousin L1 My religious leader

L1 My grandparent 1 My professor

1 My godparent 1 My academic counselor/advisor

1 My neighbor 1 My non-academic counselor/therapist
1 A family friend L1 My athletic coach

[1 Someone else
Who?
1 No. (If no, please skip to page 3

2. How often did you talk to this person this set@es
L1 Daily

1 Weekly
L1 Monthly
L1 Every other month

L1 Less than every other month

3. How did youmost oftencommunicate with this person this semester?
L1 In person

L1 On the phone

L] Via text message
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[ Via email or instant message

LI In another way
what?

159



4. To what extent did this person support you enftillowing ways this semester? This person...

notatall alittle some  quite abit very much

is always there for me.

O
O
O
O
O

supports me financially.

is someone | can talk to openly about personaéssu
supports my goal-setting.

gives me good suggestions on how to be a bettdestu
helps me come up with ways to solve a problem.
supports me in figuring out what | value.

supports my career exploration.

helps me examine my degree options.

supports me spiritually.

recognizes my accomplishments

O 0000000000
O 0000000000
O 0000000000
O 0000000000
O 0000000000

is a role model to me.

What do you consider the most significant way that person supported you?

5. Would you most consider this person to be a
L1 Mentor

L] Coach
I Friend
1 Counselor
L] Parent

L1 Something else
What?
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6. Read each item carefully and respond in thetiatybest describes you.

notatall alittle some quite a bit  very much

| can think of many ways to get out of a jam ] ] ] ] ]
| energetically pursue my goals ] ] ] ] ]
| feel tired most of the time. n [ 0 0 N
There are lots of ways around any problem. [ [ [ [ [
| am easily downed in an argument [ [ [ [ [
| can think of many ways to get the things in tifiat [ [ [ [ [
are important to me.

| worry about my health. [ [ [ [ [
Even when others get discouraged, | know I can fi [ [ [ [
a way to solve the problem

My past experiences have prepared me well for my [ [ [ [
]ICL\J/tg rt?éen pretty successful in life. [ [ [ [ [
| usually find myself worrying about something. ] ] ] ] ]
| meet the goals that | set for myself. [ ] ] ] n
7. In terms of academic success, do you feel thataye:

L1 Ahead of your peers

L1 About even with your peers

L1 Behind your peers

8. Overall, this semester, what do you expect goades to be like?

L] Mostly A’s

1 Mostly B’s

1 Mostly C’s

1 Mostly D’s

LI Mostly F's

9. How many college units will you complete thisnester? units

10. Did you take an English or writing course thesnester?
1 Yes, and | will pass with a C or better.

L1 Yes, but | dropped it or will not pass.

161



] No.

11. Did you take a math course this semester?
L] Yes, and | will pass with a C or better.

L1 Yes, but | dropped it or will not pass.
I No.

12. Did you work this semester?
I No.

L1 Yes, part time (less than 30 hours a week)
L1 Yes, full time (more than 30 hours a week)

13. In your experience so far at your college, latxextent do you agree or disagree with these
items?

strongly disagree neutral agree strongly
disagree agree
| can relate to my fellow classmates [ [ [ n [
| catch myself losing all connectedness with cale¢ [ [ n [
life
Other people make me feel at home on campus [ [ [ n [
I have friends on this campus that | feel | cah tel ] ] ] ] [
anything.
| don’t feel related to anyone on campus [] [] O O O
| feel connected to campus life. ] ] ] ] ]
| feel that | fit right in on campus. [] [] O O []
There is no sense of brotherhood/sisterhood with ] ] ] ] [
college friends.
| don’t feel | participate with anyone or any greup [] [] O O []
on campus.
| know a lot of people on this campus. ] ] ] ] ]

14. What is the highest level of education you ptaattain?
L1 some college (no degree or certificate)

1 Locally or state recognized certification or traigiprogram
[1 Associates degree
[1 4-year college degree/Bachelors degree

[1 Masters degree
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L1 Ph.D. or professional degree
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15. Have you selected a major or course of study?
1 No

[ Yes, it is:

16. With whom will you primarily live during the ademic year (check all that apply)?
L1 Alone.

[ With parents, grandparents, or former guardians
[ With friends, classmates, roommates
[ With a spouse/partner/significant other

1 With my children or minors in my care.

17. How old are you (in years):

18. With what ethnicity do you identify (select #ihat apply)?
L] Asian or Pacific Islander

L1 Black or African American
L] Caucasian or White

] Hispanic/Latino

1 Hispanic/Non-Latino

L] Middle Eastern

L1 Other

] Decline to answer

19. What is your gender?
L1 Male

] Female
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APPENDIX E
Fall Mentor Survey

You were nominated by a college student from whomop received this survey, as someone
who has made a positive impact in his or her devgdmnent. In this study, we are interested
in learning a little more about you and the ways tht you support this student.

1. What would you most consider yourself to behis student¢hoose ONE?
L1 Mentor

L] Coach
L] Friend
L1 Counselor
L] Parent

1 Something else
What?

2. To what extent do you support this student enftllowing ways?

not alittle some quite very

at all abit  much
| am always there for him/her. O [ [ O [
| support him/her financially. 0 n n 0 n
| am someone s/he can talk to openly about persssias. [ [ [ [ [
| support his/her goal-setting. ] [ [ ] [
| give him/her good suggestions on how to be abstudent. ] [ [ ] [
I help him/her come up with ways to solve a problem ] [ [ ] [
| support him/her in figuring out what s/he values. ] [ [ ] [
| support his/her career exploration. 0 n n 0 n
I help him/her examine his/her degree options. O [ [ O [
| support him/her spiritually. 0 n n 0 n
| recognize his/her accomplishments O [ [ O [
| am a role model to him/her. [ n n [ n

3. What is the most important thing that you dsupport this student?
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4. Read each item carefully and respond in thetvatybest describes YOU.

| can think of many ways to get out of a jam

| energetically pursue my goals

| feel tired most of the time.

There are lots of ways around any problem.

| am easily downed in an argument

| have a deep inner strength.

My future will be better than the present.

People who know me would say I'm a hopeful pers

| can think of many ways to get the things in tifet
are important to me.
| worry about my health.

Even when others get discouraged, | know | candin
way to solve the problem.

My past experiences have prepared me well for my
future.

I’'m excited about at least one thing in my future.

Even in bad situations, I’'m hopeful.

| usually find myself worrying about something.
| meet the goals that | set for myself.

| feel pretty hopeful about the future.

| have a faith that gives me comfort.

| have the power to make my future better.

I've been pretty successful in life.

5. How old are you (in years):

not at all

O

OO0 oooooo o o0 ooooOoooaoad

6. With what ethnicity do you identify (select #iat apply)?
[0 Asian or Pacific Islanderd Black or African American

L1 Hispanic/Latino L1 Hispanic/Non-Latino

[0 Other [0 Decline to answer
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O
O

Ooooooooo 0o oo ooooOoogogodgd
Ooooooooo 0o oo ooooOoogogodgd

[0 Caucasian or White

] Middle Eastern

quite a very

bit
O

OO0 oooooo o o0 ooooOoooaoad

much

O

Ooooooooo o oo oooo0oogogodgd



7. What is your gender?
0 Male 0 Female [0 Decline to answer
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