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 This qualitative study sought to provide a list of outcomes that mentors have 

as a result of being involved in a service-learning course over the course of one 

academic semester. The service learning course, Leadership in the Community, 

requires the enrollees to serve as a mentor to a local middle school student. 

Specifically, this study examined the mentoring outcomes of student development, 

self-esteem, and personal reflection. Data included semistructured interviews, 

researcher observations, Rosenberg Self-Esteem Scale (RSE), mentor journals, and 

personal reflection papers. Twenty-one participants were included in this study. An 

analysis of the data sources illustrated how each participant experiences mentoring 

and its outcomes and was informed using literature on mentoring, self-esteem, student 

development, and service-learning including: Maslow (1976), Chickering and Reisser 

(1993), Boyer (1990), Kram  (1985), and Rosenberg (1965). In summary, this study’s 

purpose was to identify mentoring outcomes and how participation in a service-
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learning course can contribute to changes in student development, self-esteem levels, 

and personal reflection.  

 This study found that participants enrolled in the course for specific reasons, 

which included (a) forming relationships, (b) providing hope and promoting personal 

development, and (c) modeling goal setting. In regards to self-esteem development, 

the Leadership in the Community course provided the participants with a positive 

support system, a forum for sharing personal accomplishments, and an outlet to serve 

the local community by serving as a mentor. The participants displayed the ability to 

personally reflect about themselves and their mentoring experience in classroom 

interactions, mentor journals, interviews, and personal reflection papers. Themes and 

patterns noted in the participants’ personal reflection were reflections about (a) 

personal growth, (b) identity formation, (c) past experiences, and (d) experiences with 

their classmates. This study suggests that service-learning courses that require 

mentoring as an enrollment requirement provides participants with an opportunity to 

develop as a student and as a person by contributing to the local community, 

increasing self-esteem, and reflecting upon one’s past experiences. This study also 

makes a contribution to the literature by examining the mentoring relationship from 

the mentor’s perspective. This departure from the existing literature on the mentoring 

relationship provides a new perspective for future research.  
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Chapter 1 

Introduction 

 The concept of mentoring has existed for thousands of years. The 

“extraordinary accomplishments of Socrates and Plato, Aristotle and Alexander the 

Great, Anne Sullivan and Helen Keller, and Freud and Jung substantiate the 

mentoring myths that certain relationships can greatly influence a person’s course in 

life” (Lucas, 2001, p. 23). The term mentor has origins in Greek mythology that trace 

back 3,000 years. Legend has it that Mentor, confidant of Odysseus, was asked to be 

in control of Odysseus’s personal affairs and his son, Telemachus, while Odysseus 

fought the Trojan War. Mentor’s role was to teach young Telemachus while his father 

was absent. Mentor loved Telemachus and prepared him for future leadership 

responsibilities to his country. According to the story, Athene, the goddess of 

wisdom, would disguise herself as Mentor when Telemachus was in need. Athene, 

who took human form to foster the education and development of Telemachus, was 

first recognized for the mentoring relationship between her and Telemachus (Pickett, 

2000). Telemachus saw Mentor as a protector and supplier of knowledge and 

wisdom, embodying both paternal and maternal qualities, which has led to defining 

the term mentor in this manner. 

 Why research the outcomes of mentoring for the mentor, specifically in the 

areas of personal development and self-esteem; why focus on a specific college 

course, which requires mandatory mentoring and community involvement? Previous 

research has evaluated the relationship from the protégé’s viewpoint. For example, 
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the emphasis on the benefits for the protégé were enumerated by Packard, Walsh, and 

Seidenberg (2004), who concluded, “During the college years, mentoring 

relationships become increasingly relevant to the personal, academic, and 

professional development of students” (p. 1). From the other perspective, Harris and 

Crocker (2003) indicated mentoring had “valuable benefits in reflection and 

introspection” for the mentor in addition to the “introduction of new ideas, renewals, 

and the satisfaction of helping someone else” (p. 71).  

In this chapter, a brief description of the research study is presented, which 

explains the framework of the dissertation. The central purpose of this study is to 

explore the outcomes of mentoring as experienced in the Leadership in the 

Community course, which requires enrollees to mentor a local middle school student. 

The Leadership in the Community course is seen as a process, which includes a class 

member presenting his or her personal story to students and participating in group-

mentoring experiences with local middle school students.  

The Leadership in the Community Course 

 The Leadership in the Community course combines academic study with 

community service. Referred to as service-learning, this type of course is popular on 

college campuses and bridges the gap between the real world and academic learning 

(Cantor, 1995). There are many identified benefits for students involved in a service-

learning class. For example, service-learning provides “opportunities for students to 

connect their personal goals with academic study and to apply what they are learning 

to real-world situations” (Ngai, 2006, p. 166). Another aspect of this course is the 
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development of community among the class members. Because of its shared 

educational mission and dedication to community service, students in the course share 

a common goal. Boyer (1990) challenged higher education to create learning 

communities that have purpose and discipline and that are open, caring and 

celebrative.  

The Leadership in the Community course is taught on a large university 

campus in the southwest region of the United States. One requirement for the class is 

that each college student participate in a formal mentoring program with local middle 

school students. The class enrollees are undergraduate student-athletes at the 

university. As student-athletes at the university, the class members serve as powerful 

role models for the middle school students. Another course requirement is a 

presentation to the middle school students and a written narrative of the mentor’s 

personal story. The personal narratives examine how the class members confronted 

the challenges and the obstacles of being student-athletes and include coping 

strategies for avoiding negative situations such as gang involvement and drug use.  

Mentoring 

Current definitions portray mentors as influential people who significantly 

help the protégé reach his or her major life goals or as people who enhance the 

competence, self-esteem, and personal development of another. Shea (2002) stated 

that mentors intend to direct protégés toward greater productivity and future 

achievement. Due to conflicting roles, defining the term mentoring can be confusing. 

Levinson, Darrow, Klein, Levinson, and McKee (1978) described the multiple roles 
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of the mentor: teacher, sponsor, host, guide, and developer of skills and intellect. 

Holland (1998) contended the roles represent a continuum of relationships along 

levels of intensity and involvement. Phillips-Jones (1982) noted six distinct 

mentoring roles: (a) traditional mentoring, (b) supportive bosses, (c) organizational 

sponsors, (d) professional mentors, (e) patrons, and (f) invisible godparents, 

suggesting different characteristics of each role.  

Mentoring has been characterized as a solution for many of society’s 

problems. According to Mertz (2004), both professional and popular literature found 

that “mentoring is a cure for a thousand ills, the sine qua non of personal 

development, professional development, and career advancement” (p. 541). Because 

the term is used inconsistently, researchers “cannot agree on what mentors are” 

(Hurley, 1988, p. 38). Each definition of mentor or mentoring has a different focus 

and differing levels of inclusiveness. However, most research suggests mentors are 

older than the protégé and have experiences to pass on to him or her. Kram’s (1985) 

mentor role theory includes two themes: career and psychosocial development. This 

theory suggests benefits for the mentor include the fulfillment of the desire to help 

others and to aid the protégé’s development. Despite the variety of connotations, one 

consistent aspect is the mentor as a source of knowledge and support. Throughout the 

course of this study, the term mentoring is defined as a relationship between two 

people that includes encouragement, personal growth of one or both members, and 

mutual respect.  
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From its roots in Greek mythology, mentoring has developed into a positive 

relationship between a mentor and a protégé. Ragins and Cotton (1999) identified two 

ways in which mentoring relationships can form: naturally or planned. Several 

characteristics distinguish natural from planned mentoring. For example, naturally 

formed mentoring relationships occur spontaneously and include a personal 

investment in the creation and maintenance of the relationship, which explains the 

longer duration. Planned mentoring describes the type of mentoring relationships in 

programs such as Big Brothers/Big Sisters of America (BB/BSA). However, planned 

mentoring relationships have a much shorter duration than natural relationships 

(Ragins & Cotton, 1999). In this study, the mentoring relationship is planned because 

of the structure and limited time the mentors have with their protégés. 

One definition of the term mentor is someone “who significantly helps you 

reach your major life goals. They have the power—through who or what they know—

to promote your welfare, training or career” (Phillips-Jones, 1982, p. 21). Daloz 

(1999) proposed that the mentor “seems to manifest for protégés someone who has 

accomplished the goals to which they now aspire, offering encouragement and 

concrete help” (p. 21). As previously mentioned, formalized mentoring programs, 

such as BB/BSA, are intentionally formed. Given the decreasing numbers of social 

support systems for youth in today’s society, formal mentoring emerged as an 

intervention to assist with the transition from childhood to adulthood. The Leadership 

in the Community course provides college students with an opportunity to be 

involved in a mentoring program, with a specific target of local middle school 
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students as protégés. In addition to mentoring, this study incorporates student 

development by linking the development of the mentor to specific theories, including 

Chickering (1969), Chickering and Reisser (1993), Erikson (1963), Perry (1968), and 

Schlossberg (1989). 

Student Development 

A student’s tenure in higher education is a pivotal developmental period 

during his or her lifetime. This study attempts to articulate the manner in which 

students develop as a result of their involvement in the Leadership in the Community 

course, which requires the establishment of a mentoring relationship with a local 

middle school student. The outcomes of the mentoring experience are central to this 

study and deserve an evaluation because of the positive effects mentoring may offer. 

Harris and Crocker (2003) discovered that the benefits for the mentor include an 

opportunity for self-reflection, continued learning and personal development, and 

increased self-esteem. Research provides a framework for the relationship between 

mentoring and college student development (Ambrose, 2002; Ferrari, 2004; Kram, 

1983).  

College student development is complex. Developmental stage models 

provide higher education administrators with a framework for student development. 

Pascarella & Terenzini (1991) concluded that college student affairs practitioners 

often focus on the students’ moral, cognitive, identity, or psychosocial development 

because each one influences student learning.  
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Student developmental theories fit into specific categories: psychosocial 

(Chickering & Reisser, 1993; Erikson, 1963; Schlossberg, Waters, & Goodman, 

1995), cognitive structural (Perry, 1968), and moral development (Gilligan, 1993; 

Kohlberg, 1984). Erikson’s psychosocial theory of development focuses on the 

psychosocial factors, as does Schlossberg et al.’s theory. Schlossberg’s transition 

theory (Schlossberg et al.) is typically considered a theory in adult development and 

is relevant to college students because of the number of changes they are likely to 

experience during college. Perry (1968) focused on the intellectual development of 

college students. Chickering and Reisser elaborated on Chickering’s (1969) theory on 

identity development by expanding upon environmental conditions that influence 

student development. The theories of Kohlberg and Gilligan were not developed 

specifically for the college student population, but the “complex questions of why 

students behave as they do and how they conceptualize what is good are more readily 

understood in the frameworks provided by Kohlberg and Gilligan” (Dunn & Forney, 

2004, p. 16). 

Self-Esteem 

Braden (as cited in Ellis, 2005) popularized the concept of self-esteem in The 

Psychology of Self-Esteem: A New Concept of Man’s Psychological Nature, 

published in 1969. Braden offered two prerequisites for self-esteem: self-confidence 

and self-respect (as cited in Ellis). Braden’s ideas link how self-confidence and self-

respect affect self-esteem. Self-esteem, when compared to self-concept, is a more 

generalized and personalized concept of self. Coopersmith defined self-esteem as 
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“personal judgment of worthiness that is expressed in the attitudes the individual 

holds towards himself” (as cited in Pascarella & Terenzini, 1991, p. 171).  

The subjective nature of self-esteem makes it difficult to measure. The most 

commonly used measurement tool is the Rosenberg Self-Esteem Scale (RSE; 

Rosenberg, 1965). The RSE is composed of 10 questions measured by a Likert scale, 

with responses ranging from strongly agree to strongly disagree. One central factor in 

a self-assessment scale, like the RSE, is that the research participants must answer 

questions honestly if the intended construct is to be measured accurately.  

Past research on self-concept and self-esteem has revealed that the terms are 

often used interchangeably. This can lead to confusion of meaning; each requires a 

clear definition. Self-concept is a “relational term that is used to denote students’ 

judgments of their competence (whether academic or social) relative to those of other 

students” (Pascarella & Terenzini, 1999, p. 171). Kram (1985) concluded that the 

mentor’s self-concept must be healthy to nurture the development and growth of his 

of her protégé’s self-esteem. Consequently, the two most salient characteristics of 

successful mentors are a high level of self-esteem and an altruistic outlook. 

Statement of Problem 

Mentoring research in higher education focuses on the success stories or 

outcomes of those who are being mentored (DuBois & Neville, 1997; Freeman, 1999; 

Packard et al., 2004). At the university level, the mentoring relationship typically 

involves a faculty member and a student, or peer-mentoring, which includes two 

people who “are engaged in a relationship which, due to its supportive content, its 
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duration, and its ethos of mutuality, is termed mentoring” (Kadar, 2005, p. 1). The 

research presented in this study focused on the mentor and, more specifically, on how 

he or she perceived the outcomes of the mentoring experience. The question is not 

what mentoring has the potential to influence, but rather how a mentoring relationship 

can achieve outcomes, such as a difference in the mentor’s self-esteem level. 

Research has shown that a mentor provides a variety of benefits to his or her 

protégé, such as nurturing both personal and professional growth, assisting with 

networking opportunities, and familiarizing the protégé with cultural and social 

norms (Bolton, 1980; Carden, 1990; Carter, 1982; Hall & Sandler, 1983; Kram, 1983; 

Levinson et al., 1978; Luna & Cullen, 1995; Phillips-Jones, 2001). Previous research 

has emphasized the positive contributions to the protégé and how the mentoring 

relationship promotes his or her personal development. For instance, a student 

involved in Florida International University’s Psychology Research Initiatives 

Mentorship Experience stated, “My mentor helps me more than I can say. She has 

guided me, helped me express my ideas and thoughts, and given me the opportunities 

that without her I wouldn’t have had” (as cited in Waid, 2003, p. 66). This student’s 

quote illustrates how involvement in a mentoring relationship assists a protégé and 

aids in his or her development. Contrary to past research on the mentoring 

relationship, this study explored the outcomes of mentoring from the mentor’s 

perspective. 
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Significance of the Study 

The significance of this study is found in the practical and theoretical utility of 

identifying the mentoring outcomes of the Leadership in the Community course. This 

course, open to student-athletes at the university, provides an opportunity for college 

students to be involved in community service by mentoring a local middle school 

student. To promote the welfare and retention of college student-athletes, it is 

essential to explore how specific courses, such as the Leadership in the Community 

course, affect college students’ development and self-esteem. The unique aspects of 

the Leadership in the Community course include combining structured classes, 

providing the enrollees with a sense of community within the class, and supporting 

student success for both the mentors and protégés. To expand the Leadership in the 

Community course to other universities, it is imperative to discover the characteristics 

and specific qualities of the course, including the outcomes of mentoring. 

Purpose of the Study 

 The study provided participants with the opportunity to learn new skills, 

experience the mentoring relationship, and interact with classmates and protégés. The 

class provided the students with the opportunity to voice these experiences and 

explore their meaning. The purpose was to examine the outcomes of mentoring 

experienced during the Leadership in the Community course. 
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Research Questions 

 The following five research questions guided the study: 

1. What is the nature of the college students’ experience in the Leadership in 

the Community course? 

2. What factors encouraged the college student to enroll in the Leadership in 

the Community course? How are these factors exhibited by the college students 

enrolled? 

3. How do participants experience self-esteem and self-efficacy throughout 

the Leadership in the Community course? 

4. What developmental changes do college students perceive in themselves 

throughout their experience in the Leadership in the Community course? 

5. How do participants experience the process of self-reflection through their 

enrollment in the Leadership in the Community course? 

The mixed methods of this study allowed the researcher to evaluate the 

benefits of the mentoring relationship to the mentor, both quantitatively and 

qualitatively. Integrating both types of research methods ensured an exploration of the 

constructs in different ways. The incorporation of course documents, observational 

notes, semistructured interviews, and the RSE provided the researcher to collect a 

variety of data.  

Assumptions 

 An assumption of this study was that participants would be truthful in 

responding on the self-report scales and personal interviews. Due to the use of self-
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reporting instruments such as the RSE, interviews, and personal narratives, it was 

imperative for participants to be honest in their responses. Thus, an assumption was 

that the participants were trustworthy and the data were reliable.  

Delimitations of the Study 

 The researcher controlled for several factors, such as specific qualities of the 

sample and the consistent environment where the research was conducted. 

Undergraduate student-athletes currently or previously enrolled in the Leadership in 

the Community course were interviewed. The study sample included 40 participants, 

including former class enrollees and current students, who participated during the 

Spring 2007 semester. The professor for the course gave written approval for the 

researcher to conduct the study during the defined semester.  

Definitions of Terms 

 The following key concepts are defined: mentoring, mentor, personal 

narrative, protégé, self-efficacy, self-esteem, and student-athlete. 

Mentoring. Mentoring is characterized as a “relationship between a more 

experienced individual and a less experienced protégé, in which the mentor provides 

support and guidance” (Levinson et al., 1978, p. 84). The mentor’s role is to be a 

supporter, listener, educator, and role model. The mentor is a part of the protégé’s 

support system, which encourages self-esteem and personal development. Mentoring 

is referenced in this study as a process of interacting with local middle school 

students during the Leadership in the Community course. 
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Mentor. In the context of this study, a mentor is a college student-athlete who 

is actively involved in a mentoring relationship with a local middle school student. 

The mentor’s role is to guide the protégé’s development through personal 

interactions, instruction, and role modeling.  

Personal narrative. The personal narrative refers to a course document in the 

Leadership in the Community course. Each class member presents his or her personal 

story, first to the class and then to the middle school students. There are two personal 

narratives. The first is a detailed written document of the presentation the mentor 

makes to the middle school students, describing personal obstacles and the outcomes 

of those specific situations. The second narrative is a self-reflective paper. The class 

member describes his or her perceptions of the mentoring relationship as a process 

and the classroom experiences. This assignment provides class members with the 

opportunity to reflect and sense responsibility to share information: “If I had only 

known then what I know now.” 

Protégé. Historically and linguistically, protégé is the masculine form and 

protégée the feminine form (Hunt & Michael, 1983). In this study, the term protégé is 

used to identify the less experienced person in the mentoring relationship. Specific to 

this study, the protégé is a middle school student. 

Self-efficacy. Self-efficacy plays a role in shaping individual behavior and the 

shaping of goals. Bandura (1986) stated, “Self-efficacy refers to beliefs in one’s 

capabilities to organize and execute the course of action required to manage 
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prospective situations” (p. 95). One’s personal competence, or self-efficacy, is often 

more of an indicator of developmental success than actual ability is. 

Self-esteem. Self-esteem is one’s reflection of self. Self-esteem’s function is to 

regulate “feelings of self-worth, particularly when negative outcomes, such as failure, 

criticism, or rejection, are experienced” (Brown, 1998, p. 42). Self-esteem has several 

forms, including collective self-esteem and global self-esteem. This study focused on 

global self-esteem, the most comprehensive. Brown and Marshall (2001) referred to 

global self-esteem as “how people feel about themselves after they fail” (p. 583). 

Thus, resiliency is apparent in those with higher global self-esteem.  

Student-athlete. Student-athletes are college students who compete athletically 

for the university. In this study, the student-athletes attend a large university in the 

southwestern United States and compete athletically for a National Collegiate 

Athletic Association Division I-A Institution. To control for age variations in 

development, only undergraduate student-athletes were included in the sample.  

Organization of the Study 

 This dissertation consists of five chapters. Chapter 1 provides an introduction 

to the study and states the need to expand the research surrounding the outcomes of 

mentoring, as experienced in a course that  requires the establishment of a mentoring 

relationship. The first chapter defines the significance of the study and its limitations, 

assumptions, and delimitations. Chapter 1 identifies and defines the terms used 

throughout the study. The research questions, initially proposed in chapter 1, are 

referenced in multiple chapters to provide continuity and consistency. 



 

 15 

 Chapter 2 presents the historical background for the study. In addition to the 

historical aspects, this chapter provides a review of the relevant literature in the 

specific categories related to the study. The chapter is divided into four parts: (a) a 

brief introduction, (b) student developmental theories, (c) the foundations of 

mentoring, and (d) the concept of self-esteem in research. More specifically, the 

chapter contains developmental theories of Chickering (1969), Erikson (1963), Perry 

(1981), Sanford (1966), and Schlossenberg (1989), which frame the conceptualization 

of college student development. Kram’s (983) mentor role theory and the varying 

types of mentoring are included. The outcomes of the mentoring experience are 

reviewed, and service-learning courses and the potential benefits to the college 

students enrolled are explored.  

 Chapter 3 contains a description of the methods and procedures used in the 

study. The research questions are explained to delineate the framework of the study. 

Incorporated are descriptions of the mixed-methods research design, sampling 

procedures, population specifics, data collection instrumentation, and interviewing 

protocol and techniques that were used.  

 Chapter 4 provides an analysis of the data, which includes research 

measurements and coding descriptions from interview data, observation notes, and 

the RSE. Themes and patterns in the data are identified and explained. 

 Chapter 5 presents the summary, findings, discussion and recommendations of 

the study and how it influences the fields of education and social work, specifically in 

the areas of student development and mentoring. Implications for future research in 
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the areas of mentoring outcomes, student development, self-esteem, and the benefits 

of service-learning courses for college students are reviewed. 
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Chapter 2 

Review of the Literature 

Background for the Study 

This review of the literature presents an overview of student development 

theories, mentoring, and self-esteem. The developmental theorists discussed in this 

chapter are Chickering (1969), Erikson (1963), Maslow (1976), Perry (1968), and 

Schlossenberg (1985). In the field of higher education administration, students’ 

psychosocial, moral, and cognitive identities are researched because of the significant 

role identity development plays in structuring educational curriculum. Theories from 

Coakley (1990), Cross (1991), and Marcia (1980) provide further developmental 

theories. Additionally, self-esteem, self-concept, and self-efficacy are presented; 

aspects of self-esteem, such as the practices of self-acceptance, self-responsibility, 

self-assertiveness, and incorporating personal integrity are involved in the Leadership 

in the Community course. Self-esteem is assessed due to the role it has in adjusting to 

the pressures of college life.  

 Thus, the three areas of research explored in this chapter are (a) student 

development, (b) mentoring, and (c) self-esteem. Frieden and Pawelski (2007) 

suggested, “Curricular and program goals may be sequenced so that students learn to 

connect relevant concepts to their own life narratives, relate empathetically to others, 

and acknowledge their embeddedness in a system that is interdependent and 

complex” (p. 1). Education includes more than factual information learned in the 

classroom. Learning is cognitive, affective, and behavioral. This illustrates the need 
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for exploration of alternative college courses that incorporate aspects of service-

learning in their curriculum. The first of the three topics is student development 

theories.  

Student Development Theories 

 The origins of student development were based upon studies at elite private 

institutions using White male participants (Pascarella & Terenzini, 1991). Since then, 

researchers have revised their theories to be applicable to a more diverse college 

student population. The majority of the college student population ranges in age from 

18–24 (Cejda & Kaylor, 2001). Most theories were designed to explain changes and 

development within this specific age group. However, many nontraditional students 

attend college in both 2-year and 4-year institutions. Levine and Cureton (1998) 

concluded that only 1 in 6 college students fits in the “traditional student” category, 

which includes living on campus, being a full-time student, and being 18–22 years 

old. Student development, as proposed by Rodgers (1990), is a “concern for the 

development of the whole person” (p. 27). Another way to explain the complex and 

multidimensional process of student development is through interdisciplinary 

approaches. King and Howard-Hamilton (2001) posed the question of whether or not 

theories developed in the 1970s and 1980s are relevant for today’s college students; 

in fact, most models and theories were based on “specific populations and designed 

for use within certain contexts” (p. 25). Ranging from psychosocial to typological, 

each theory was based upon certain traits of students. Consequently, it is necessary to 
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use a critical eye when reviewing such theories and to embrace the most inclusive 

ones. 

King and Howard-Hamilton (2000) emphasized how developmental theory is 

incorporated into the classroom experience. King and Howard-Hamilton concluded 

that because of the “emergence of student development theory as a body of 

knowledge, many educators have called for theory-based educational practice, both in 

classroom and cocurricular settings” (p. 20). Strange and King (1990) suggested an 

alternative cyclical model relating the concepts of theory, research, and practice. 

Entering college is a significant turning point in one’s life, a time when students 

experience their first opportunity for personal independence, consider their futures, 

and augment personal growth. Skills and knowledge gained during college have the 

potential to considerably influence the student’s life course. 

Research on student progression through college has identified change and 

development as the difference in the student from the beginning of college until 

graduation. It is critical to recognize the minute differences in the denotations of the 

words. Pascarella and Terenzini (1991) referred to the concept of change as 

“alterations that occur over time in students’ internal cognitive or affective 

characteristics” (p. 16). Thus, change refers to any kind of variation in the students’ 

characteristics.  

On the other hand, the term development is more controversial. According to 

Pascarella and Terenzini (1991), development “has generated considerable 

philosophical and theoretical debate among psychologists, sociologists, and others for 
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some time” (p. 16). Development includes individual adjustments, in addition to the 

incorporation of values and morals. The concept of development is complicated 

because of the psychological, social, and moral implications the term change does not 

possess. Recognizing the differences between the two terms is vital when analyzing 

college student development.  

 College student development theories are divided into types, each salient to 

the critical nature of the institution’s role in the development of each student. 

Developmental, or stage theories, strive to include each dimension of student growth. 

The second class of theories identifies “sets of variables that are presumed to exert an 

influence on one or more aspects of student change, with particular emphasis on 

between- and within-institutional effects on change or development” (Pascarella & 

Terenzini, 1991, p. 17). Within the theoretical sets of developmental and college 

impact theories are subsets of psychosocial theories, person-environment interaction 

models, and cognitive-structural theories. 

Psychosocial Theories 

 Psychosocial theories focus on the content of development and the issues in 

which the students are concerned. Although these theories focus on the psychological 

aspects of the student’s development, it is important to evaluate the social part as well 

(Komives & Woodard, 2003). 

Erikson’s psychosocial theory of development. Erik Erikson’s (1963) theory 

incorporated culture as an integral aspect of establishing identity. Erikson claimed 

individuals develop according to the “epigenetic principle,” which is an “internal set 
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of developmental, ontogenetic laws that shape psychosocial change, doing so to some 

extent (but not entirely) independently of environmental and sociohistorical 

influences” (as cited in Pascarella & Terenzini, 1991, p. 177). Individually and 

collectively, Erikson included stages of development, each with a dichotomy that 

begins in infancy and may last until old age. Each stage is characterized by a crisis. 

At the culmination of a stage, the resolution of the existing crisis results in a fully 

functioning ego identity. Erikson focused on physical, emotional, and psychological 

changes on how the individual encounters problems and challenges in each life stage. 

Howard-Hamilton and Sina (2001) found, “People with strong ego identity have high 

self-esteem and feel good about who they have become” (p. 36). Erikson (1963) 

considered the theoretical framework of student development in the mentoring 

process in his psychosocial theory of development. The eight developmental stages of 

Erikson’s (1963) theory are (a) trust versus mistrust, (b) autonomy versus shame and 

doubt, (c) initiative versus guilt, (d), industry versus inferiority, (e) identity versus 

role confusion, (f) intimacy versus isolation, (g) generativity versus self-absorption, 

and (h) integrity versus despair. 

Each stage incorporates crisis, growth, and a healthy personality. With the 

resolution of the crisis, the individual progresses psychologically to the next part of 

the sequence. However, Erikson (1963) emphasized that without the complete 

resolution of each stage’s crisis, the individual’s ability to cope in later stages 

becomes difficult. 
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Maslow’s holistic-dynamic theory. Unlike Erikson’s developmental theory, 

Maslow’s holistic-dynamic theory focuses on human potential. According to Leahey 

(1980), humanists believe that people have goals to reach the highest level of their 

potential. The self-actualized person, according to humanistic psychology, strives for 

personal growth, self-improvement, and full utilization of his or her own potential 

(Maslow, 1976). Maslow emphasized the feelings of respect for others, love, 

belonging, and self-respect. In his hierarchy of needs, Maslow suggested that humans 

are intrinsically trustworthy and have the desire to love and grow. General needs 

include physiological needs, safety, love, and esteem. Maslow (1976) concluded that 

human nature presses towards actualization; the process is hindered by cultural 

norms, peer pressure, and habit.  

Strange and Banning (2001) built upon Maslow’s concept of self-actualization 

by defining the goal of learning, “seen as the merging of personal identity, values, 

beliefs, knowledge, skills, and interest toward a purposeful endpoint of fulfillment 

and human actualization” (p. 108). Parallel to Maslow’s (1968) hierarchy of needs is 

the hierarchy of environmental purposes and designs, which illustrates the steps 

needed to achieve involvement and community. Strange and Banning explained that 

creating a successful learning environment involves risks, and “acquiring a new 

system for making meaning and learning new ways of responding to the world is 

fundamentally a risk” (p. 107). The hierarchy of learning environment processes is 

depicted in Figure 1. 
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Figure 1. A hierarchy of learning environment processes. From Educating by Design: 
Creating Campus Learning Environments That Work (p. 109), by C. Strange and J. 
Banning (2001), San Francisco: Jossey-Bass. 

Chickering’s theory on identity development. Chickering (1969) first proposed 

his theory of student development in Education and Identity. Chickering expanded 

upon Erikson’s (1968) concepts of identity as the central developmental issue in the 

college years. Chickering provided “ideas concerning the organization of educational 

programs to more systematically enhance student development” (Evans, Forney, & 

Guido-DiBrito, 1998, p. 39). Unique to Chickering’s theory of identity is the term 

vectors; Chickering believed that students “move through these vectors at different 

rates, that vectors can interact with each other, and that students often find themselves 
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reexamining issues associated with vectors they had previously worked through” 

(Evans et al., 1998, p. 38).  

 Chickering’s (1969) seven vectors are (a) achieving competence, (b) 

managing emotions, (c) moving through autonomy toward interdependence, (d) 

developing mature interpersonal relationships, (e) establishing identity, (f) developing 

purpose, and (g) developing identity. The vectors are evaluated according to the 

mentors’ stage of development. Each vector has unique characteristics. One specific 

vector includes three types of competence: (a) college-intellectual competence, (b) 

physical and manual skills, and (c) interpersonal competence.  

 Chickering (1969) found the overall sense of competence increases when the 

student begins to trust his or her abilities, receives feedback from others, and begins 

to develop self-assurance. Chickering concluded that the student’s “sense of 

competence, the confidence one has in one’s ability to cope with what comes and to 

achieve successfully what [one] sets out to do” (p. 9).  

Managing emotions, ranging from anger to impulse gratification, occurs when 

students learn to create appropriate channels to express them. In this vector, it is ideal 

to become aware of the full range and variety of feelings and to learn to exercise self-

regulation versus repression. Experiencing emotions changes from “rigid, reflexive 

controls inculcated by parents and society during childhood” to “internally adopted 

behavioral standards and controls” (Pascarella & Terenzini, 1991, p. 21).  

Chickering (1969) claimed that developing autonomy is having not only “both 

emotional and instrumental independence,” but also “recognition of one’s own 
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independence” (p. 12). This vector contains the developmental step of learning to 

function with relative self-sufficiency, to take responsibility for personal goals, and to 

be less influenced by other people’s opinions. Chickering also believed students 

develop “instrumental independence, which includes self-direction, problem-solving 

ability, and mobility” (Evans et al., 1998, p. 39).  

Interdependence is key, because tasks associated with this vector include the 

“development of intercultural and interpersonal tolerance and appreciation of 

differences, as well as the capacity for healthy and lasting intimate relationships with 

partners and close friends” (Evans et al., 1998, p. 39). Establishing identity is an 

integral part of Chickering’s theory due to its unique aspect of building upon previous 

vectors. This “pivotal” vector acknowledges differences in identity development 

based on gender, ethnic background, and sexual orientation (Pascarella & Terenzini, 

1991, p. 21). The establishment of identity hinges on the competence of the previous 

vectors and influences the following three vectors: (a) relationships, (b) purpose, and 

(c) integrity. In sum, establishing identity is essential in developing a strong sense of 

self-esteem and self-worth.  

Developing purpose entails the tasks of creating “clear vocational goals, 

making meaningful commitments to specific personal interests and activities, and 

establishing strong interpersonal commitments” (Evans et al., 1998, p. 40). In this 

vector, tasks include identifying career and life decisions and developing appropriate 

choices to achieve the goals. This stage requires the “development of plans that 
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integrate priorities in recreational and vocational interests, vocational plans and 

aspirations, and life-style choices” (Pascarella & Terenzini, 1991, p. 22).  

Finally, developing integrity is the vector in which the student adopts 

society’s rules, making them personally meaningful. Chickering and Reisser (1993) 

agreed this vector includes “three sequential but overlapping stages” (p. 51): (a) 

humanizing values, (b) personalizing values, and (c) developing congruence (Evans et 

al., 1998). In this stage, the individual’s values are questioned and an “absolute 

reliance on rules yields to more relativistic consideration of rules and the purposes 

they are intended to serve” (Pascarella & Terenzini, 1991, p. 22). Landino (2000) 

pointed out,  

By applying this [Chickering’s] framework to the student’s chosen pathway 
through the college years, both the student and his or her parents may be able 
to make more sense of this turbulent time in life and recognize it to be part of 
a process that will result in a consolidated sense of self with which to face the 
post-college period. (p. 2) 
 
Chickering and Reisser (1993) revised Chickering’s initial theory by 

incorporating relevant research. They determined other factors contributing to 

psychosocial development, which are the institution’s size and type, devotion to the 

university’s mission, and teaching styles.  

Marcia’s model of ego identity status. Marcia (1980) developed the model of 

ego identity status, which elaborates upon identity formation in adolescents. He 

maintained that presence or absence of commitment could produce four states of 

identity: (a) diffusion, (b) foreclosure, (c) moratorium, and (d) achievement. Identity 

diffusion includes little exploration or consideration of a particular ideology. Having 
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premature commitment to ideals, values, and roles, is a characteristic of identity 

foreclosure. Identity moratorium involves the individual experimenting with 

alternative ideologies. It is beneficial to experiment with different ideologies, but 

there is the possibility of becoming stagnant within this stage. Marcia’s fourth stage, 

identity achievement, is marked by the individual’s acceptance of a sense of self and 

direction after exploring alternative possibilities. 

Cognitive Development Theories 

 Change takes place according to cognitive development theories because of 

assimilation and accommodation. Assimilation, according to Komives and Woodard 

(2003), is the  

process of integrating new information into existing structures, rounding them 
out and contributing to their expansion—a quantitative change. 
Accommodation is the process of creating new structures to incorporate 
stimuli that do not fit into existing structures—a qualitative change. (p. 187)  

Cognitive development theories are applicable to the college student population 

because of the emphasis of challenge and support in Sanford’s (1966) theory and the 

problem-solving strategies featured in Perry’s (1968) theory of intellectual and ethical 

development.  

Perry’s theory of intellectual and ethical development. Perry began forming 

his theory when working with undergraduate Harvard students in the 1950s and 

1960s. Blending cognitive and moral development, this theory is “useful in planning 

how student affairs practitioners can ‘package’ effective developmental programs and 

services”; it assists the practitioner in viewing how the student makes meaning of his 

or her world (Rodgers, 1990, p. 221). Perry described the stages as “positions,” which 



 

 28 

are “static, with development occurring not in the positions but during the transitions 

between them” (as cited in Evans et al., 1998, p. 130).  

 It is imperative to note Perry’s position labels. Defining and understanding his 

use of duality, multiplicity, relativism, and commitment are necessary in 

understanding the intended positions. Dualism represents a “mode of meaning 

making that tends to view the world dichotomously: good-bad, right-wrong, black-

white” (Evans et al., 1998, p. 131). As cited in Evans et al., Perry described 

multiplicity as “honoring diverse views when right answers are not yet known” (p. 

131).  

Sanford’s idea of support and challenge. Sanford was one of the “first 

developmental theorists to pay attention to the idea of student development as a 

function of person-environment interaction” (Evans et al., 1998, p. 25). Similarly, he 

believed development continued throughout one’s life. Sanford proposed that college 

should be a place where students are presented ideally with both challenge and 

support and are surrounded by a developmental community (Knefelkamp, Widick, & 

Parker, 1978). Accordingly, Sanford (1966) suggested, “The goal should be to find 

the range of optimal dissonance for the person . . . [and] the amount of challenge a 

person can tolerate is a function of the amount of support available” (p. 26).  

 Baxter Magolda (1992) incorporated elements of intellectual development in 

her study of male and female undergraduates. Her qualitative study explored the five-

perspective model. The perspectives are (a) silence, (b) received knowledge, (c) 

subjective knowledge, (d) procedural knowledge, and (e) constructed knowledge. 
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Each perspective becomes more of a complex structure as one applies meaning-

making strategies. Baxter Magolda (1992) identified four meaning-making patterns in 

the study: (a) absolute knowing, (b) transitional knowing, (c) independent knowing, 

and (d) contextual knowing. According to Schlossberg (1989), it is critical for 

students to feel needed, as it is a central tenant to increase responsiveness to learning.  

Schlossberg’s transition theory. Schlossberg’s transition theory (Schlossberg 

et al., 1995), typically viewed as an adult development theory, incorporates the use of 

transitions as pivotal points in one’s life. Schlossberg et al. defined a transition as 

“any event, or non-event, that results in changed relationships, routines, assumptions, 

and roles” (p. 27). Consequently, this theory is applicable to college students because 

of the many changes and adjustments students are likely to experience during their 

college career.  

How the individual perceives the transition is a key component of the 

outcome. Schlossberg et al. (1995) identified three factors to consider when 

evaluating a transition: (a) type, (b) context, and (c) impact. The types are anticipated 

transitions, unanticipated transitions, and nonevents. The meaning given to the 

transitions is relative to each individual. Context is how someone relates to the 

transition. For example, is it personally affecting the individual, or is the transition a 

nonfactor? Impact is determined by how much the transition affects one’s daily life. 

Evans et al. (1998) stated, “Both positive and negative transitions, as perceived by the 

individual, produce stress” (p. 112).  
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 Individuals progress through transitions in phases and need effective coping 

tools. Schlossberg et al. (1995) proposed four major sets of factors, which influence a 

person’s ability to cope with a transition. Referred to as the 4 Ss, the factors are (a) 

situation, (b) self, (c) support, and (d) strategies. The situation set includes significant 

factors such as the timing of the transition. The self includes two categories: personal 

and demographic characteristics and psychological resources. Support refers to 

intimate relationships, family units, networks of friends, and institutions and 

communities. The last set of factors is the individual’s strategies, which includes 

coping skills and how the individual modifies the situation. The 4 Ss provide structure 

to the transition model (Schlossberg et al.), which illustrates its applicability to the 

college student population. 

Experiential Learning Environments 

 John Dewey (1959) emphasized immersion into an environment that offers 

feedback as the optimal learning situations for students. Noting that the nature of 

learning is related to the content, he pointed out that the learner’s ability to 

conceptualize what he or she knows is premised on direct experience and reflection. 

Kolb (1984) elaborated on Dewey’s principles to formulate the experiential learning 

cycle, which is rooted in the notion that an educative experience must add value and 

lead to further development. Emphasizing cognitive development, Piaget formed a 

foundation from which changes in development can be understood. Piaget (1952) 

envisioned how children construct and renegotiate meanings as they interact with 

their environments. Frieden and Pawelski (2007) suggested four strategies that 



 

 31 

incorporate the frameworks of Dewey and Piaget: (a) developing experiences that 

resonate, (b) addressing student strengths, (c) modeling respect for students’ pace and 

awareness, and (d) understanding his or her experiences.  

Service-Learning 

 Service-learning is the combination of academic study and community 

service. Boyer (1987) stated that the undergraduate experience must be filled with a 

sense of community. By “community,” Boyer (1987) was referring to an 

undergraduate experience that “helps students to go beyond their own private 

interests, learn about the world around them, develop a sense of civic and social 

responsibility, and discover how they, as individuals, can contribute to the larger 

society of which they are a part” (pp. 67–68). Participating in service-learning allows 

students to achieve personal and academic goals, in addition to serving the 

community and performing civic duties. The connection between school and 

community is another benefit of service-learning.  

 Research has shown the influence of service-learning courses on students’ 

intellectual growth, personal development, and commitment to social service (Astin, 

Vogelgesang, Ikeda, & Yee, 2000; Markus, Howard, & King, 1993; Rhoads, 1998). 

Ngai’s (2006) study elaborated on the effects of service-learning on university 

students. The results illustrated how the majority of students benefited from 

participating in a service-learning course. For example, Ngai wrote, “By developing 

personal autonomy through real world experiences, students develop a recognition of 

and faith in their potential. It enhances self-assurance, assumption of new 
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responsibilities, and achievement of individual growth” (p. 165). Ngai stated that 

students  

move toward becoming responsible citizens and agents of social change. By 
learning to care for deprived groups in the community, they [college students] 
are assuming meaningful roles and responding to real issues in ways that have 
a long-lasting impact on their own lives. (p. 165)  

 Astin et al. (2000) found that students involved in service-learning 

demonstrated significant improvement in leadership and self-confidence. Ngai (2006) 

concluded that the “value of service-learning in enhancing academic skills, in 

increasing awareness of the diversity of humanity, and in fostering students’ social 

commitment is thus justified empirically” (p. 166).  

The academic service-learning course has four criteria: (a) linking the 

volunteer service component directly to the academic learning objectives of the 

course, (b) defining the volunteer service performed by students as meeting a 

community need, (c) making course curriculum structured opportunities an integral 

part of the course for students to reflect critically on the community service and 

synthesize these experiences with academic theories and concepts, and (d) evaluating 

the overall course performance of students based on their success at integrating the 

academic concepts of the course and the community service experience. Through 

community service and volunteering time to the local community, college students 

are able to engage in aspects of community-building experiences. Schlossberg’s 

(1989) model of mattering and marginality elaborates on how an individual responds 

to differing experiences in his or her life. Schlossberg contended the conditions 

critical in establishing environments that induce that a student matters are “attention, 
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importance, ego-extension, dependence, and appreciation” (as cited in Komives & 

Woodard, 2003, p. 545). Students feel marginalized when these conditions are not 

present.  

Student Development for Specific Groups 

 Certain groups require focused attention to assure student developmental 

needs are addressed appropriately. Historically underrepresented groups in higher 

education research are African Americans and Latinos (Cross, 1991; Marcia, 1980). 

Challenging the “color-blind” stance on development, White (2002) concluded, 

“rather than indicating its [race] irrelevance, the silence on race is a determining 

silence that both masks and marks its centrality to the development project” (p. 408). 

Furthermore, research offers a valuable opportunity to evaluate these groups to better 

understand student development.  

African American identity formation and development. Research often has 

focused specifically upon minority student development because of the challenges 

minority students encounter in the higher education setting. Phinney (1990) began 

research in the area of minority youth’s acquisition of an ethnic identity. 

Incorporating aspects of Marcia’s (1980) research on ego identity status, Phinney’s 

model is contingent upon exploration of oneself and one’s relationships with others.  

It is imperative to review models and theories based upon specific populations 

of college students. For African American student development, Helms (1990) 

identified three aspects of racial identity: (a) personal identity, (b) a reference group 

orientation, and (c) an ascribed identity. The categories are assumed to derive from 
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how the individual emphasizes the three components. Diaz (1990) identified the 

following six categories as potential barriers to minority students: (a) socioeconomic 

conditions (e.g., poor academic preparation), (b) sociocultural factors (e.g., historical 

and cultural differences), (c) political factors (e.g., higher education and government 

policies), (d) academic factors (e.g., lack of needed tutoring), (e) personal factors 

(e.g., different values and beliefs), and (f) institutional factors (e.g., lack of faculty 

and staff support). These factors may hinder minority groups and their progress in 

higher education.  

Incorporating a sociological perspective, Winant (2001) cited previous 

theories on racial formation to establish a framework for understanding how racial 

dynamics are connected through micro actions and macro social-structural 

inequalities. Winant sought to “develop the racial development approach in a world-

historical perspective” (p. 21).  

Cross (1991) developed the Nigrescence theory in the 1970s from the French 

word Nigrescence, the process of turning Black. Helms (1990) concluded that 

Nigrescence is a developmental process in which one “becomes Black”; race is 

defined as a way of thinking. According to Cross, individuals assess the process of 

affirming a Black identity in an American context by moving from Black self-hatred 

to Black identity to self-acceptance. In Stage 1, Pre-encounter, the “individual’s 

worldview is dominated by Euro-American determinants, with the emphasis being 

assimilated or integrated into the dominant, white world” (Pascarella & Terenzini, 
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1991, p. 25). The next stage, Encounter, includes the confrontation of what one 

person believes is the “White world” versus the belief about the “Black world”.  

In Stage 3, Immersion-Emersion, the individual searches for a new 

understanding of being Black. Cross (1991) noted this stage is “the most sensational 

aspect of Black identity development” (p. 29).  

Internalization is the fourth stage, in which the outcome has four different 

possibilities:  

Continuation and rejection, continuation and fixation, internalization that 
brings an inner security and satisfaction with self but involves only a 
receptivity to discussions and plans for action, but no commitment to action; 
and movement to what is actually Stage 5, internalization-commitment 
(Pascarella & Terenzini, 1991, pp. 25–26) 

The last stage is controversial because of the difficulty in differentiating it from the 

other stages, and “doubts have been raised about whether Stage 5 constitutes a 

discrete identity level” (Helms, 1990, p. 26).  

Along with research on African American college students, other minority 

groups have been specifically explored, including Asian Americans (Sue & Sue, 

1971), Latinos (Martinez, 1988), and Native Americans (Johnson & Lashley, 1988). 

Although much of the research illustrated the similarities in the psychosocial 

development of college students, it is necessary to include information from specific 

groups of students so the institution can serve its students better. The population in 

this study is exclusively student-athletes who are competing at an elite institution, 

both academically and athletically. Examining the unique characteristics of student-
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athletes is critical in understanding how student development relates to the population 

studied in this dissertation. 

Student-athlete development. Student-athletes have unique experiences during 

college, as many aspects of their lives are tightly structured. Due to this academic and 

athletic structure, and being associated with a team rather than an individual, student-

athletes often “face great challenges in addressing identity” (Howard-Hamilton & 

Sina, 2001, p. 37). Moreover, across campuses and in classrooms, it is difficult to 

develop relationships because of a lack of time for extracurricular activities. Howard-

Hamilton and Sina determined that the “skills of listening, cooperating, and 

communicating are needed in these settings, but conversations may focus on activities 

that are not part of the athlete’s frame of reference” (p. 37). Another critical area of 

research in student development, specifically with college athletes, is out-of-class 

activities. Despite the time constraints of each student-athlete and the rigidity of his or 

her daily schedule, each activity is crucial in the development of the student. Student-

athletes face the “same sets of academic and social pressures as non-athletes” (Pope 

& Miller, 1996, p. 4). Fusing the relationship between athletics and academics is 

imperative in working with student-athletes. Specifically, Etzel et al. (1991) found 

that student affairs programmers focus on specific areas when serving student-

athletes: personal, academic, and athletic.  

According to Watt and Moore (2001), three issues relate to the negative 

experiences of student-athletes: (a) scheduling demands, (b) self-image, and (c) 

isolation from nonathletes. For example, nonathletes have more flexibility in their 
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schedules and choose when they want to study, take classes, and socialize. Being 

responsible for everyday aspects of life prepares students for life after college. 

However, student-athletes may not have the same opportunity, due to athletic and 

academic constraints. The lack of time and flexibility results in student-athletes’ 

avoiding responsibility and leaving decision making to others (Keene, 2000). In 

addition to the differences in their daily lives, the student-athlete’s overall college 

experience contrasts with that of the traditional college student. Each student-athlete 

has structure in aspects of life, such as practice, training, travel, study hall, and 

volunteer experiences.  

Academically, student-athletes’ self-perceptions are often unrealistic. Rich 

(2001) concluded that student-athletes are recruited for their athletic talent but 

compete in the classroom with nonathletes. Simons, Van Rheenan, and Covington 

(1999) stated that student-athletes are required to practice many hours when their 

sport is in season. Consequently, the same student-athletes miss classes due to travel 

for competition or play and are required to cope with the fatigue and injuries that 

occur. These factors contribute to the academic difficulties of the student-athlete. 

According to Coakley (1990), a student-athlete must resolve the conflict of the dual 

roles of student and athlete to succeed academically and athletically in college.  

In some cases, student-athletes foreclose on their identity because of the 

possibility of pursuing a career in professional sports. Keene (2000) referred to this as 

“identity foreclosure” (p. 21). To address the dual roles of student-athlete, Coakley 

(1990) proposed five ways to reconcile the roles:  (a) First, synthesize them so that 
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they are harmoniously merged into a single role; (b) create an effective 

compartmentalization of each role and the associated activities so that conflicting 

expectations do not occur simultaneously; (c) modify the expectation associated with 

one or more roles; (d) then, minimize or deemphasize one or more roles; and (e) 

finally, withdraw from the specific situation in which conflict occurs. 

The third issue that affects the academic development of student-athletes is 

isolation. Student-athletes spend much of their time with each other. They live, 

practice, and travel together and are often enrolled in the same classes. Coakley 

(2001) added that student-athletes enroll in courses to stay eligible or in classes that 

fit their constraining schedule, contributing to their not being as involved in the 

academic aspect of their college experience. Clark and Parette (2002) concluded that 

professors who believe student-athletes have limited abilities perpetuate the “dumb 

jock” stereotype. Evidence of this belief is seen when faculty encourages mediocre 

performance or assigns unchallenging tasks to student-athletes.  

Unfortunately, faculty perceptions of student-athletes are often not favorable. 

Many faculty members believe that student-athletes have no desire to be a student. 

Rich (2001) explained how one bad experience has the ability to taint future 

perceptions. He noted that a student-athlete who falls asleep during class, skips 

classes, or cheats on exams does harm to his or her fellow athletes. Winter, 

McClelland, and Stewart found the student-athletes have “a set of experiences during 

college that are particularly rich in terms of their potential for impact on adaptive and 

critical thinking processes” (as cited in Pascarella & Terenzini, 1991, p. 152). A 
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limitation of this study is that results were based upon research at a small liberal arts 

college. Thus, a different outcome might be expected in a larger institution or if the 

athletics department emphasizes profitability.  

Specific populations experience student development in unique ways. It is 

important to include racial aspects into consideration when discussing student 

development. Because the mentoring relationship is a part of the Leadership in the 

Community course, the topic of the mentoring is explored. 

Mentoring 

Historical Roots of Mentoring 

 As described in chapter 1, the term mentor has Greek origins. Shea (2002) 

noted that examples of mentoring relationships include Socrates and Plato, Hayden 

and Beethoven, and the early relationship of Freud and Jung. Mertz (2004) presented 

a model to differentiate the role of mentoring and other types of supportive 

relationships. The term mentoring refers to a variety of relationships, and even 

“researchers cannot agree on what mentors are” because of the inconsistent use of the 

term (Hurley, 1988, p. 38). The confusing and contradicting role of a mentor 

increases the difficulty in defining the actual term. Levinson, et al. (1978) credited 

mentoring with several role possibilities: teacher, sponsor, counselor, host, and skill 

developer. Likewise, Mertz noted the  

absence of a shared, stipulative definition of mentoring and of boundaries for 
distinguishing mentoring from other types of supportive relationships makes it 
difficult to talk to one another, within or across contexts, with any sense of 
certainty that we are talking about the same things—researcher to researcher, 
researcher to participant, practitioner to researcher, practitioner to 
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practitioner—or to maximize the potential benefits of mentoring in any kind 
of relationship. (p. 543) 

 There is a need for research that analyzes mentoring relationships from the 

mentor’s perspective. Society assumes mentoring is “inherently good and beneficial 

to the mentor; thus, everyone should want to be a mentor” (Mertz, 2004, p. 545). 

Goodwin, Stevens, and Bellamy (1998) found three considerations central to 

evaluating the mentor relationship: (a) voluntary involvement by the mentor, (b) the 

presence of mutual respect, and (c) an accessible mentor. In evaluating the mentor 

relationship, determining which type of mentoring is being researched is crucial. 

Types of Mentoring 

The literature describes four primary types of mentoring: (a) life (or personal) 

mentoring, (b) organizational mentoring, (c) youth (or school-based) mentoring, and 

(d) professional mentoring. In this study, the mentoring is categorized as school-

based mentoring. In addition to types of mentoring, there are variations in how the 

relationship is created. 

Natural and planned mentoring. A natural mentoring relationship forms 

spontaneously between two people and does not involve a contract or need for 

negotiation. On the other hand, planned mentoring is a formal relationship that 

involves predetermined goals and objectives. This research study involves the 

Leadership in the Community course, which incorporates planned mentoring and an 

opportunity to serve the local community. 

 Mentoring versus coaching. As a result of their similarities, the terms 

mentoring and coaching are often used interchangeably. Mentoring and coaching are 
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both effective ways to help others and transfer information. Palmer (2003) suggested 

that coaching is more focused on developing the personal qualities of the client. In 

contrast, mentoring relies on the knowledge, wisdom, and experience of mentors as 

well as their ability to impart that wisdom to others. Kaye (2001) focused on several 

facets of one-on-one interpersonal relationships, elaborating on the differences 

between mentor and coach. The first difference is the scope. Mentors are involved 

more completely with their protégé’s personal development. On the other hand, a 

coach is more concerned with task-related aspects within a definable scope. The 

difference is in the role. Mentors are committed to the development of the protégé. 

This contrasts with the coach, who takes the role of facilitator of a specific agenda 

and resulting goal. The next difference is in the focus. Mentors transfer key skills to 

their protégés. However, coaches empower and motivate the individuals. The basis of 

support is another difference. Mentors encourage protégés to take responsibility for 

their own development. Coaches foster self-insight and focus on learning from the 

feedback from others. Finally, Kaye (2001) suggested that mentors and coaches 

provide advice differently. For instance, mentors give advice, which is often new 

information, whereas coaches offer advice to further development and provide 

feedback.  

Culture’s Role in Mentoring  

There is evidence of how both culture and environment influence the nature of 

mentoring. In fact, Chickering and Reisser (1993) incorporated environmental factors 

in the revisions of Chickering’s (1969) initial theory of student psychosocial 
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development. Chickering and Reisser added to the list of vectors by including factors 

such as institution size, mission, and faculty relationships.  

Barriers to the Mentoring Experience 

 Despite the clear benefits of the mentoring experience, barriers may limit the 

benefits of the mentoring relationship. Harris and Crocker (2003) emphasized 

obstacles that affect the overall success: “Inadequate time, understanding of the 

mentor role, and communication with the [protégé] often kept the mentor/[protégé] 

relationship from being the rich opportunity envisioned by the mentor” (p. 80). 

Because this research was conducted during one academic semester, the length of the 

study was one limitation. Ideally, long-term effects occur as a result of a mentoring 

experience for both the mentor and the protégé. However, only short-term effects can 

be evaluated in this study.  

Mentoring Theories 

Kram’s (1983) mentor role theory suggests that mentors provide both career 

and psychosocial development for their protégés. Career development includes 

sponsorship, coaching, protection, challenging assignments, and exposure. 

Psychosocial development enhances the protégé’s level of competence and self-

esteem. Kram (1985) explained four psychosocial functions mentors provide: (a) 

assisting in the development of a sense of self for the protégé, (b) providing 

counseling advice, (c) offering kindness and support, and (d) being a role model. 

 Kram (1985) emphasized two fundamental themes of the mentoring 

relationship, the mentor’s desire to help others and the development of the protégé’s 
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sense of self. Kram (1985) proposed one’s self-concept might be a predictor of 

success for mentors. The mentor’s self-concept must be strong to nurture the 

development and growth of their protégé’s self-esteem. Consequently, the two most 

salient characteristics of successful mentors, according to Kram (1985), are a high 

level of self-esteem and an altruistic outlook. Due to the emphasis on the benefits of 

the mentoring relationship, it is relevant to review the literature of college students 

and mentoring and how it relates to factors such as retention and improved self-

esteem. 

Ethnic Minority Students in Higher Education 

 Retention: College students with mentors. Previous research concluded that 

minority groups have a higher rate of attrition at the university level (Taylor & 

Olswang, 1997; Walton, 1979). Contributing factors  include a lack of academic 

preparation and estrangement. Nora and Cabrera (1996) found that Latinos and 

African Americans are more likely to drop out of college than Caucasians, by 13% 

and 22%, respectively.  

 Tinto (1982) researched the disparity between races and persistence. Tinto’s 

theory of departure attempted specifically to explain the attrition of college students. 

In addition, Tinto proposed that students enter institutions of higher education with a 

variety of life experiences, including personal, academic, and familial areas. These 

specified areas are reformulated through a longitudinal series of interactions between 

the individual and the structures and members of the academic and social systems of 

the institution. Tinto emphasized the intra-institutional influences in addition to 
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influences of other personal contacts. The term integration defines how a student 

confirms views and values with peers and faculty at the institution and how the 

student complies with institutional norms and regulations. Tinto stated a lack of 

integration is a result of negative interactions and experiences. According to Tinto, it 

is paramount for a college student to integrate the “academic and social systems of an 

institution” (as cited in Pascarella & Terenzini, 1991, p. 53).  

 Outside factors contribute to student persistence. Lufi, Paris-Plass, and Cohen 

(2003) examined the internal factors that affect student retention, including 

personality factors. They found a high correlation between emotional stability, 

assertiveness, competitiveness, and self-discipline. The development of leadership 

traits and keeping the expectations of the university in perspective both contributed to 

student persistence. Several predictors were useful in “predict[ing] minority student 

success in higher education. In addition, another predictor was the availability of a 

strong support person” (Walton, 1979, p. 124). Walton elaborated on the terms 

developed by Bandura (1973) and Skinner (1974). Emphasizing the role of rewarding 

behaviors, Walton contended, “Ethnic minority students who establish a sense of 

psychological identification with scholarly mentors whom they value, and who also 

receive rewarding interaction through either direct or vicarious reinforcement, are 

more likely to emulate the intellectual attributes of the model” (p. 125).  

To stay within the behaviorist concepts, Walton (1979) suggested that 

universities “identify, support, and reward mentors” (p. 126). He implied mentors 

should be established in the academic units within the university. These selected 
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mentors have two responsibilities. First, mentors must respond to the “academic 

needs of ethnic minority students, and of helping the students to interface with other 

components of the institution, while employing the principles of reinforcement”; 

second, mentors “should be able to attract a significant number of ethnic minority 

students” (Walton, p. 126). Social support is a mechanism to encourage persistence in 

higher education. Certain populations, such as Latinos and African Americans, have 

been researched to show how factors affect each group either specifically or 

collectively. Since these groups are represented in the sample, it is useful to review 

literature that may contribute to how higher education is experienced by each group. 

Latinos in higher education. Latino students face obstacles in higher 

education, such as cultural differences, financial need, and lack of role models. 

Padilla (2001) outlined four types of barriers: (a) discontinuity barriers, (b) barriers 

experienced as a lack of nurturing, (c) barriers related to a lack of presence on 

campus, and (d) resource barriers. Discontinuity occurs when a student arrives on a 

large college campus from a small community. A lack of nurturing is evident in 

examining the deficiency in the areas of mentoring, familial support, and academic 

support. The absence on campus of a minority group illustrates need to promote 

retention for first-generation college students. Finally, resource barriers focus on the 

need for financial assistance in the form of financial aid. Padilla concluded that many 

students, despite facing these barriers, are able to succeed in college and graduate. 

Beyond those faced by Latinos, African Americans have unique obstacles in higher 

education. 
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African-Americans in higher education. The literature shows the need for 

mentoring at all levels of student achievement. Freeman (1999) declared, “Mentoring, 

broadly conceived, includes the giving of advice and passing of messages, but equally 

important, it involves genuine feeling of goodwill for mentees and for their growth 

and development” (p. 13). Freeman conducted a longitudinal study of 21 African-

American students who were identified as a “Top High School Senior,” by Ebony 

magazine in 1994 and 1995. Her study discovered how institutional factors contribute 

to the overall success of high-achieving African American students. Freeman 

discovered that high-achieving African American students “confront a double 

dilemma in their academic and social adjustments to higher education institutions” (p. 

16). In addition to being identified as high achieving, pressures to succeed are evident 

in this population of African Americans. 

 Studying gifted African American male students, Fries-Britt (1997) found, 

“They encounter the problems associated with adjusting academically and socially to 

the college environment” (p. 67). Furthermore, he discovered that mentoring is 

involved in establishing awareness in the academic arena. Establishing a mentoring 

relationship is significant when individuals are entering a new environment. 

Educators emphasize the significance and timing of the formation of the mentoring 

relationship. According to Credle and Dean (1991), African American students 

“should be matched with persons with whom they can communicate freely and with 

faculty and staff who have similar interests” (p. 18). Freeman (1999) addressed the 

importance of mentoring in the adjustment process of African American students. 



 

 47 

Specifically, in Freeman’s study, students “found the relationships extremely 

important to their initial adjustment to their institution, in their stay there, and in their 

transition from their institution to graduate school or to the work environment” (p. 

20).  

Three themes emerged from Freeman’s (1999) examination of mentoring of 

the high-achieving African American students:  

1. The mentor “provides trust and encouragement” (Freeman, p. 22). Students 

in the study said that mentors spent time with their protégés and did so without 

imposing any expectations of success. From the perspective of the student, initially 

getting to know the protégé as a person was an integral part in establishing a healthy 

mentoring relationship.  

2. The theme of trust and encouragement was present in the mentoring 

relationship. Students claimed a good mentor was someone who encouraged them to 

excel beyond their expectations. One student described the mentoring relationship: 

I think that a good mentor challenges you. They are not comfortable leaving 
you on the level you are. I think staying on top of the mentee is very 
important. I would say that they [the mentee] have been living their life and 
no one challenges them to give more, do more, try more, work harder, learn 
more, they are going to stay right where they are. Sometimes they need that 
extra person in their life to push them, encourage them, and stimulate their 
thinking—causing them to think bigger. Make them believe in themselves. 
(Freeman, 1999, p. 23) 

 
 3. The mentor acted as “a second Mom or Dad” (Freeman, 1999, p. 23). A 

nurturing, intimate relationship was identified as what some African American 

college students need to achieve their full potential on the university level.  
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College Students as Mentors 

As previously discussed, the literature has focused on the benefits of the 

mentoring relationship for the protégé (Bolton, 1980; Carden, 1990; Carter, 1982; 

Hall & Sandler, 1983; Kram, 1983; Levinson et al., 1978; Luna & Cullen, 1995; 

Phillips-Jones, 2001). Thus, a focus on the mentoring experience from the mentor’s 

perspective is needed to understand how a college student serving as a mentor 

experiences the mentoring relationship. One organization that provides an opportunity 

for college students to become mentors is BB/BSA. 

Founded in 1904, BB/BSA is a planned mentoring program that allows 

volunteers to be big brothers or sisters, donors, fundraisers, or board members. 

College students, who BB/BSA refers to as “First Mentors,” spend, on average, 2–4 

hours per week with a protégé. This time commitment of college students signifies 

the willingness to invest in future generations. Conveying prevention strategies to 

young children through programs such as BB/BSA is one way to “assist youth in 

meeting academic, social, career, or personal goals” (Nettles, 1991, p. 139). An 

assessment of a 6-month study of 39 undergraduate student mentors in BB/BSA 

examined the concept of voluntary mentoring and its effects on youth (DuBois & 

Neville, 1997). A questionnaire measured the characteristics of the mentoring 

relationship, like youth-mentor contact, mentor feeling of closeness to the protégé, 

barriers within the relationship, and the degree of involvement in different types of 

activities.  
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Results showed BB/BSA mentors believed 80% of their protégés received 

“moderate” or “great” benefits during the 6-month relationship (DuBois & Neville, 

1997, p. 229). According to DuBois and Neville, “One basic requirement for 

mentoring programs should be the availability of appropriate supports to insure that 

adult volunteers spend time with youth on a regular basis and in ways that are likely 

to foster close emotional bonds” (p. 233). The limitations of this study include the 

small sample size and the exclusive dependency on the mentors for information about 

the mentoring relationship. These limitations make it difficult to generalize the 

findings to other settings, such as school-based mentoring programs. Due to the 

reliance on the mentor’s honesty in self-reported data, this study has limitations 

similar to the BB/BSA study. 

Definitions of Terms: Mentor and Mentoring 

Defining mentoring often leads to the historical Greek roots of the word. In 

fact, Dennis (1993) concluded that the word mentor is derived from the Greek word 

enduring. Kram (1985) defined mentoring as follows: 

[Mentoring] implies a relationship between a young adult and an older, more 
experienced adult that helps the younger individual to learn to navigate in the 
adult world. . . . A mentor supports, guides, and counsels a young adult as he 
or she accomplishes this important task. (p. 2) 

Merriam (1983) wrote, 

[Mentoring] is a powerful emotional interaction between an older and younger 
person, in a relationship in which the older member is trusted, loving, and 
experienced in the guidance of the younger. The mentor helps shape the 
growth and development of the protégé. (p. 163) 
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Shea (2002) stated, “Mentoring is a fundamental form of human development where 

one person invests time, energy, and personal know-how assisting the growth, and 

ability of another person” (p. 3).  

Outcomes of Mentoring for the Mentor 

 Mentoring outcomes include benefits for both the mentor and the protégé. 

Wunsch (1994) concluded that professional mentoring situations have benefits for 

both mentors and their protégés: “Engaging in a mentoring relationship will assist the 

protégé’s professional development and will celebrate the accomplishments of the 

mentor” (p. 17). The focus of this literature review is on the mentoring outcomes 

from the mentor’s perspective. How does the mentor benefit from the mentoring 

experience? Wollman-Bonilla (1997) elaborated on the benefits for teachers serving 

as mentors for their protégés, who were 1st-year teachers. The benefits for the mentor 

included recognition of his or her expertise and development of leadership skills. 

Wollman-Bonilla described the mentoring relationship as a “two way street” in which 

both members benefit (p. 50). Janas (1996) specified the outcomes from the 

perspective of the mentor’s personal development. Janas concluded that it is possible 

for mentors to “reach even higher levels of development than they otherwise would 

have reached” (p. 4).  

 Harris and Crocker (2003) elaborated on benefits for the mentor, including 

reflection and introspection into one’s own development. The rewards for mentoring 

are categorized as: opportunities for leadership, self-renewal, and continued learning. 

The opportunity for leadership is present by being selected to be a mentor, which 
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implies the mentor is considered to have skills and abilities to assist others. Self-

renewal for the mentor may occur with personal reflection. The mentor’s opportunity 

for continued learning occurs when the mentors become “able to evaluate more 

critically their own intuitive processes by analyzing and reflecting on what they do so 

they can explain it to their [protégés]” (Harris & Crocker, p. 73). Czaja and Owens 

(1999) suggested that this process increases the mentor’s self-esteem. An intrinsic 

value of mentoring is the ability to assist in the future of others. The “willingness of 

both people to invest their time, energy, emotions, and themselves in an agreement to 

work together can result in shared personal enhancement, growth, and satisfaction, as 

well as improved communications skills” (Harris & Crocker, p. 72). Research has 

shown that self-esteem is an indicator of coping strategies for stress and change 

(Ornstein, 1981) and that an increase in self-esteem is an outcome of the mentoring 

experience (Czaja & Owens). 

Self-Esteem 

Self-Esteem in College Students 

 Self-esteem is an integral aspect of adjusting to the stresses of college life and 

of how a student copes with his or her newly found independence. The college 

campus is an optimal setting to examine identity development due to the changes 

students encounter in their physical and social environments. Aryee, Chay, and Chew 

(1996) found higher levels of self-esteem are associated with individuals who are 

industrious members of society and are willing to volunteer their time to assist others 

in their development. Therefore, higher levels of self-esteem contribute to a 
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willingness to participate in activities such as community service and mentoring. 

Cotton (1989) identified three components of self-esteem: (a) the esteem of others; 

(b) one’s own competence; and (c) the personal self, which is a combination of the 

first two factors.  

According to Brown and Marshall (2001), self-esteem is the most frequently 

assessed dimension of the trait of self-concept. Self-concept is defined as “a person’s 

self-perceptions, formed through experiences with his or her environment, 

particularly with significant others” (Shavelson, Hubner, & Stanton, as cited in 

Pascarella & Terenzini, 1991, p. 171). Conversely, Oates (2004) concluded that while 

“self-esteem and self-efficacy obviously are correlated positively—manifestations of 

a fundamentally healthy constellation of thoughts and ideas about oneself—they are 

different” (p. 17). It is necessary to assess self-esteem and how it is related to the 

personal development to a positive sense of self. Branden (as cited in Ellis, 2005) 

proposed the six pillars of self-esteem, which elaborate on the traditional components 

of self-esteem: t(a) the practice of living consciously, (b) the practice of self-

acceptance, (c) the practice of self-responsibility, (d) the practice of self-

assertiveness, (e) the practice of living purposely, and (f) the practice of personal 

integrity. 

Defining self-concept is integral to the evaluative component of self-esteem. 

Self-esteem is the extent to which one likes one’s self and the affective evaluation of 

one’s own worth and importance. Self-esteem is trait-like and consistent within 

individuals over time (Blascovich & Tomaka, 1991). A panoply of terms refers to 
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self-esteem: self-worth, self-respect, self-regard, and self-acceptance. Throughout 

this study, the term self-esteem is used exclusively. Self-esteem is more generalized 

and personalized than self-concept. Pascarella and Terenzini (1991) proposed that 

studies of self-esteem “examine students’ generalized judgments of their own 

personal worth or merit, evaluated not in terms of their position relative to others but 

with reference to an internal, personal standard” (p. 175).  

Memberships in particular groups provide college students with a positive 

sense of self. Crocker (1994) integrated some aspects of social identity theory into his 

conclusions that belonging to specific social or racial groups directly influences 

adjustment. That is, “collective self-esteem was positively correlated to psychological 

well-being, especially for members of minority groups” (Bettencourt, Charlton, 

Eubanks, & Kernahan, 1999, p. 213). By definition, collective self-esteem is the 

manner in which an individual evaluates his or her social group. Collective self-

esteem has four subscales (Bettencourt et al.): 

1. Private collective self-esteem is the extent to which individuals feel 

positive about their social groups. 

2. Public collective self-esteem is the extent to which individuals believe that 

other people feel positive about their social groups. 

3. Membership esteem is the extent to which individuals believe they are 

good members of their social groups. 

4. Importance to identity is the extent to which individuals believe their 

social groups are an important part of their self-concept. 
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Initial research in the area of collective self-esteem proposed that ethnic 

minorities’ psychological and subjective self-esteem were easily related to their level 

of collective self-esteem (Blaine & Crocker, 1995). Bettencourt et al. (1999) 

concluded, “Practitioners seeking to improve students’ adjustment to college should 

recognize the capacity of group memberships to enhance positive adjustment in that 

context” (p. 220). 

Self-Esteem, Ethnicity, and Gender 

In part, racial implications make self-esteem and its applicability to minority 

students a complex and controversial issue. In fact, Hines and Berg-Cross found, 

“Direct measures of self-esteem . . . should be interpreted with caution since scoring 

systems for many indices of self-esteem are designed to automatically evaluate 

responses to self-descriptions . . . as positive or negative without objective knowledge 

of the individuals’ personal value system” (as cited in Belton, 2004, pp. 16-17). 

Abouserie (1994) established that gender plays a role in self-esteem levels; he 

proposed that females are more stressed than males and students with high self-

esteem are less stressed than those who have low self-esteem. The relationship 

between stress and self-esteem is a strong one. Linville (1987) identified self-esteem 

and self-concept as two factors that serve as a guard against the negative effects of 

stress. 

Self-Esteem Measurements 

Rosenberg (1965) identified elements that influenced self-esteem in 

individuals: ethnicity, religion, family structure, social class, social problems, and a 
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variety of personality traits. Subsequently, Rosenberg, Schooler, Schoenbach, and 

Rosenberg (1995) found that the maintenance of self-esteem leads to the development 

of other coping and self-protective processes. Self-esteem contains both cognitive and 

affective elements. Rosenberg et al. (1995) defined global self-esteem as based upon 

psychological well-being and specific self-esteem as connected to a behavior. 

Specific self-esteem is more judgmental and evaluative and is associated with 

behaviors.  

Although self-esteem is subjective and difficult to measure, many scales 

evaluate it. In fact, Miskimins and Braucht (1971) asserted it is possible to indirectly 

measure self-esteem with scored questionnaires. However, the use of simple, direct, 

self-reporting questionnaires such as the RSE has emerged as a frequently used and 

valid measurement of self-esteem. The RSE was originally designed by Rosenberg in 

1962 to measure self-esteem levels of high school students. Despite being developed 

for high school students, the scale has been used for other populations including 

adults in a variety of occupations (Corcoran & Fischer, 2000). The RSE measures 

self-worth and global self-esteem. The RSE is a 10-question scale, with the four 

responses ranging from strongly agree to strongly disagree, using a Guttman scale. A 

Guttman scale indicates that the items represent a continuum of statements, ranging 

from those focusing on high self-esteem to others emphasizing low self-esteem 

(Rosenberg, 1965). The RSE is self-administered and scored by totaling the 

individual 4-point items after reverse-scoring the negatively worded items.  
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The RSE correlates with other self-esteem measures, like the Coopersmith 

Self-Esteem Inventory (CSEI; Lane, White, & Henson, 2002). Used in educational 

and psychological investigations, the CSEI exists in several forms. The School Form 

was developed for use with students aged 8–15 and consists of 58 items. Fifty of the 

items are self-esteem related, and the other 8 comprise the “Lie Scale, which is a 

measure of a student’s defensiveness or test wiseness” (Lane et al., p. 689). The CSEI 

School Form contains four subscales: (a) general self, (b) social self/peers, (c) 

home/parents, and (d) school/academic. The second version is the Short Form, which 

contains 25 items. It does not include the Lie Scale or the four subscales. An Adult 

Form was developed for ages 16 and above. Each form, regardless of type, is 

dichotomously scored based on respondents’ endorsements of statements. Lane et al. 

noted that previous studies show reliability estimates, indicating the scale has internal 

consistency.  

Self-esteem has been linked to numerous emotional states. Brown and 

Marshall (2001) conducted a study with 178 undergraduates using the RSE to 

determine which emotions were related to self-esteem. Happiness and pride were the 

two feelings researched in the study. Happiness was defined as being more diffuse 

and pride as being directly influenced by inferring causal responsibility. Brown and 

Marshall maintained that the RSE “uniquely predicted people’s self-relevant 

emotional reactions to success and failure” (p. 582). Another conclusion was that 

levels of self-esteem are clearly predicted in global self-esteem compared to domain-

specific self-esteem. Many research studies have been conducted measuring self-
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esteem and the factors related to it. Extending this area of research is a necessary step 

in understanding college students. 

Summary 

Blending the worlds of mentoring, student development, and self-esteem 

growth, this chapter explored the mentoring experience from the mentor’s 

perspective. This literature review began with an exploration of student development 

theories to provide a comprehensive foundation for student growth in the realm of 

mentoring. To address the lack of literature on the benefits of mentoring from the 

mentor perspective, this analysis included a brief overview of mentoring research and 

concluded with a discussion of the relationship between self-esteem and service. 

The Leadership in the Community course provides college students with an 

opportunity to participate in a mentoring relationship. Through the process of 

mentoring, the class members engage in self-reflection activities while presenting 

their personal story to their middle school student protégés and writing a personal 

reflection paper. Harris and Crocker (2003) contended, “When mentors articulate 

what they do, how they do it, and why they do it, the process of looking at their own 

thinking process allows them to reflect on their practice and make changes 

accordingly” (pp. 73-74). Research focusing on the benefits of the mentoring 

relationship for the mentor is clearly warranted.  

Higher education institutions provide a diverse learning environment for 

students. The Leadership in the Community course is classified as a service-learning 
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course. Service-learning has “evolved into an academic program with a large 

experiential and reflective component” (Komives & Woodard, 2003, p. 345).  

The outcomes evaluated in this study included the mentors’ self-esteem, a 

sense of personal and group identity, and a transformation in their own personal and 

student development. The next chapter presents the research methodology 

incorporated in this study.  
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Chapter 3 

Methodology 

Introduction 

 This chapter presents the methodology used in examining the outcomes of the 

Leadership in the Community course. Specifically, this research study explored the 

importance of providing college students with a course that incorporates the 

opportunity to promote personal growth, to involve the process of self-reflection, and 

to work in an environment that encourages growth as an adult. The Leadership in the 

Community course is a service-learning course. Miller, Bender, and Schaub (2005) 

described the increased popularity of service-learning and the variety of ways college 

students can link academic courses with community involvement. For instance, 

according to Miller et al., “Across the country, students are volunteering in health 

care settings, libraries, government agencies, and myriad arenas combining their 

practical assignments with the theoretical background that they are learning in the 

classroom” (p. 220).  

Mentoring is the topic of research articles ranging from working with at-risk 

children in school settings to assisting doctoral candidates through the dissertation 

process (DuBois & Neville, 1997; Lucas, 2001; Waid, 2003). However, the emphasis 

on the protégé rather than on the mentor is more often the perspective (Allen, 

McManua, & Russell, 1999; Levinson, 1996; Phillips-Jones, 1982). Kram (1983) 

contended that the mentoring relationship is beneficial for the psychosocial 

development of both the mentor and protégé. Researching the outcomes of the 
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Leadership in the Community course, which requires enrollees to mentor local middle 

school students, allowed the researcher to explore developmental changes of the 

college students enrolled.  

In the first chapter, the concept of mentoring was introduced and concepts 

were defined and explained. Chapter 2 reviewed literature and summarized research 

on mentoring and its outcomes, including student development and self-esteem. This 

chapter provides an overview of qualitative and quantitative data collection 

techniques employed in the research process. The sampling technique, study outline, 

data analysis techniques, and sources of data are reviewed. Then, research questions 

and limitations of the study are addressed. The research methods combined in this 

study allowed the researcher to evaluate the student experience through a variety of 

modes. For instance, the incorporation of observational notes, personal narrative 

essays, mentoring journals, and semistructured interviews provided data that revealed 

student development and mentoring from several angles.  

Constructing the Sample 

Through purposive sampling, the participants shared the common 

characteristic of enrollment in the Leadership in the Community course. In total, 21 

undergraduate students were enrolled in the course during the specific semester of the 

data collection process. Of the 21 class members, 2 participants were not members of 

a specific organization at the university. Demographic information was collected 

through interviews with the participants. A purposive sampling technique allowed the 

researcher to obtain a sample that “provide[d] important information that can’t be 



 

 61 

gotten as well from other choices” (Maxwell, 1996, p. 70). Morse and Williams 

(2002) defined purposive sampling as the selection of participants on the basis of a 

specific characteristic; here, this common trait was involvement in the Leadership in 

the Community course. Creswell (1998) added that participants should “represent 

people who have experienced the phenomenon” (p. 118).  

Methodology and Design 

 The purpose of this study was to discover outcomes of the Leadership in the 

Community course for the college students enrolled. Interpretive in nature, it 

emphasized participants’ perceptions of the classroom experience. The study used 

several sources of data, including semistructured interviews, observational notes, 

mentor journals, and personal narrative essays. The RSE (Rosenberg, 1965) was 

included to gauge self-esteem. Semistructured interviews allowed a qualitative 

response to the research questions. The use of observational notes assisted in the 

formulation of subsequent research questions. Observations served to validate or 

contradict participant statements.  

Qualitative methods were appropriate to discover information disclosed by 

individuals in an experiential setting. Morse and Richards (2002) noted that the 

purpose of qualitative research is “discovery—to find out what is going on” (p. 198). 

The data are presented in the context of the mentors’ experiences, adding to the value 

and credibility of the results. The experience in this study was the Leadership in the 

Community course, which incorporated aspects of mentoring, personal reflection, and 

individual and group identity development. Creswell (1998) stated that 
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phenomenological research is focused on “the meaning of lived experiences for 

several individuals about a concept or the phenomenon” (p. 51).  

Sources of Data 

 As previously mentioned, this study used several data collection methods, 

including semistructured interviews, observational notes, mentor journals, and 

personal narrative essays. Each method provided an opportunity to research different 

aspects of the mentoring experience. The use of various data collection methods 

provided a wide array of approaches revealing levels of self-esteem and student 

development. This enabled the researcher to report triangulated data. 

Interviews 

Semistructured interviews of former mentors. From the information obtained 

in semistructured interviews, the researcher was able to note the developmental and 

motivational changes resulting from involvement in the Leadership in the Community 

course. During the pilot study, described later in this chapter, the researcher 

interviewed students previously enrolled in the Leadership in the Community course 

about their mentoring experiences. The interviews were tape-recorded, and the 

researcher took notes during the interviews. At the completion of each interview, the 

researcher reviewed the notes with each subject to member check and confirm data 

from the transcribed tape-recorded notes. Comparing current enrollees to previous 

enrollees allowed the researcher to observe patterns of development and self-esteem 

as they related to participation in the Leadership in the Community course.  
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Semistructured interviews of current mentors. Current enrollees of the 

Leadership in Community course were interviewed to provide the researcher with 

more in-depth information and to evaluate qualitatively the personal experiences of 

the participants. Ten interviews were conducted. Random selection was used to 

identify interviewees. The interviews were used to further question information 

presented in class during the personal narrative presentation. The researcher took 

notes during the interviews, which were tape-recorded. An Institutional Review 

Board (IRB) amendment was approved, giving permission to tape-record sessions, 

allowing more precise data collection. The researcher met with participants 

individually for a 30-minute interview, which was transcribed. The participants’ 

names were not included in the transcripts. Rather, pseudonyms were used to insure 

that the participants could not be identified by their responses. After each interview, 

the researcher reviewed the interview notes with the participant to verify the accuracy 

of the noted observations. 

Observational Class Notes 

Observational notes, or researcher notes, were taken throughout the course of 

the semester. The researcher attended the Leadership in the Community course during 

its weekly class time. The class met in the Social Work building on the university 

campus. Classes were also held at the local middle school three times during the 

semester. The researcher took notes during class with a computer of participant 

interactions. The observational notes were based upon the researcher’s perspective of 
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the classroom dynamics, class activities, and behaviors during lectures and group 

activities.  

Due to the service-learning emphasis of the course, other activities involving 

community outreach were mandatory for the class members. On one occasion, the 

state legislature honored the class on the House and Senate floors for their 

outstanding accomplishments and for notable contributions to the local community. 

Another event was an open house held by the university. The open house was held 

midsemester, and the class members were required to attend. The researcher attended 

each event that was mandatory for the class members in order to collect data from 

each forum of the Leadership in the Community course. 

Course Documents 

 Course documents, such as personal narrative essays, were analyzed. The 

documents were obtained from the professor; all the students gave consent. 

Presentation materials, personal narrative essays, and mentor journals were 

requirements for successful completion of the Leadership in the Community course. 

Prior to beginning the study, the researcher obtained informed consent from each 

class member to obtain permission to use course documents for research purposes. 

The researcher assured each participant that his or her identity would be protected in 

the study by referring to students by their assigned pseudonym. 

Personal story presentations and presentation paper. A course requirement 

for the Leadership in the Community class was that each enrollee present his or her 

personal story to the class. The presentation to the class members was a rehearsal for 
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the presentation of his or her story to the middle school students. The assignment 

asked each student to share his or her personal experiences and what he or she learned 

from the experiences. During the personal story presentations, the researcher took 

observational notes using the computer. The researcher documented the presentation 

as well as classroom dynamics and peer reactions. Although subjective, the 

researcher’s notes attempted to provide as an objective view of the course as possible.  

The second aspect of the presentation was the written portion. Each student’s 

story was submitted as a written document to the instructor as part of the grade in the 

course. The story differed from the presentation paper. The main difference was that 

the personal narrative essay was more self-reflective. The presentation paper was a 

source of data that provided information about each student and how his or her 

background and past experiences may assist others who face similar situations. 

Personal reflection paper. In the personal reflection paper, each participant 

described how he or she experienced the class, elaborating on his or her personal 

development and changes that occurred throughout the semester. This written 

document included reflective, insightful statements of experiences derived from the 

Leadership in the Community course. The essays were a rich data source, and the 

researcher triangulated the information with interview transcriptions. Personal 

narrative essays were coded using the computer. Personal reflection papers evaluated 

how the participants experienced the Leadership in the Community course and to 

assess how the mentoring outcome of self-reflection encouraged participants to assess 

past experiences and decision making prior to enrolling in college. Each participant 



 

 66 

submitted a five-page paper at the conclusion of the semester. To encourage self-

evaluation, the professor provided a tentative outline and encouraged participants to 

utilize the reflection paper to convey their overall course experience. The proposed 

outline included the following four prompts: 

1. State your goals of the class and describe how you reached them (or did 

not reach them). 

2. State your message you conveyed in your presentation to the middle 

school students. Why did you say what you say?  

3. What things did you learn this semester about yourself?  

4. What things would you suggest for future enrollees of the Leadership in 

the Community course?  

The outline for the personal reflection papers had dual roles. First, it allowed 

the researcher to assess the overall experience of the course. Second, the outline 

encouraged participants to evaluate how the course affected them and to reflect upon 

past experiences. 

Mentor journals. Incorporating the mentor journals as a source of data 

allowed the researcher to track biweekly developments and occurrences in the course. 

The journals provided data about the students’ experiences in the class. Each class 

member submitted a total of eight mentor journals. The journals provided a weekly 

log of how each individual class member experienced the process of mentoring. The 

mentor journals provided information about the participants’ perspective of the 

course, the middle school students they mentored throughout the semester, and 
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personal reflective comments. Additionally, mentor journals included aspects of 

introspection and personal reflection on the Leadership in the Community course 

itself. 

Data Collection Instrument 

The RSE was used to measure global self-esteem, which Rosenberg et al. 

(1995) defined as being based upon psychological well-being. The enrollees in the 

Leadership in the Community course completed the first RSE at the initial class 

meeting. During the last class meeting, the participants completed the second RSE. 

The researcher evaluated the baseline measurement with the second RSE to determine 

if there were a difference between initial levels of self-esteem and levels of self-

esteem after involvement in the Leadership in the Community course. A paired 

sample t-test was conducted to evaluate any statistically significant changes from the 

precourse RSE and the postcourse RSE. Changes in self-esteem might not be 

significant, as the study was short term and thus was not able to track long-term 

changes in self-esteem. 

Informed Consent 

 Prior to collecting data, the researcher obtained informed consent from all 21 

participants. The research methods for this study were approved by the university’s 

IRB (Protocol # 2006-09-0052, expiration September 27, 2007). The informed 

consent form is shown in Appendix A.  

 At the initial class meeting, held in a reserved room on the university campus, 

the researcher introduced herself and informed the class members of the opportunity 
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to participate in a research study. All class members were informed of the risks 

involved in participation in the study. In addition to the consent form, the participants 

also agreed that the researcher attend class to record observational notes. Prior to the 

data collection process, all participants were informed of potential risks involved, and 

there was no academic penalty for refusal to participate or for withdrawal from the 

study at any time during the semester. Data were only collected from participants who 

consented to be included in the study. 

 To protect the identities of the participants in the study, identifying 

information in the raw data was removed and replaced with codes, and all participants 

were assigned an alias. Only the researcher had access to identifiable data, and 

research notes were locked in a file cabinet in the researcher’s home office. 

Research Questions 

The following five research questions guided the study: 

1. What is the nature of the college students’ experience in the Leadership in 

the Community course? 

2. What factors encouraged the college student to enroll in the Leadership in 

the Community course? How are these factors exhibited by the college students 

enrolled? This question explored the possibility of previous mentoring, the presence 

of former role models, personal goals for the course, or past experiences of the 

college student actively serving as a mentor. 

3. How do participants experience self-esteem and self-efficacy throughout 

the Leadership in the Community course? The RSE allowed the researcher to collect 
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baseline data and postcourse data. This tool quantitatively measured self-esteem 

levels. Self-esteem also was assessed in the mentors’ personal reflection papers, 

researcher observations, and the interview process. 

4. What developmental changes do college students perceive in themselves 

throughout their experience in the Leadership in the Community course? 

5. How do participants experience the process of self-reflection through their 

enrollment in the Leadership in the Community course?   

The personal narrative and presentation employ the self-reflection process. In 

what ways does this process affect the college student? Are there developmental 

implications? Does the process of presenting a personal story contribute to the 

mentors’ perceived levels of self-esteem? Research Questions 4 and 5 explored the 

student experience in the course. What factors relate to student development? What 

suggestions do class members have for creating a course which fosters student 

development, self-esteem, and personal reflection? What aspects of the course 

encourage the affective and cognitive development of college students? 

Analyzing the Data 

 Miles and Huberman (1994) elaborated on how to use the tools for analysis in 

research. Naturally, people strive to make meaning of situations. Bruner (1990) 

compared the human cognition or meaning-making to the analogy of the computer as 

the human mind. Students’ actions follow certain belief systems, such as social 

practice in sociocultural groups. Many factors play a role in the way an individual 

infers meaning from a specific situation. As a researcher, the “critical question is 
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whether the meanings you find in qualitative data are valid, repeatable, and right” 

(Miles & Huberman, p. 245). Miles and Huberman noted 13 tactics for generating 

meaning: (a) noting patterns and themes, (b) seeing plausibility, (c) clustering, (d) 

making metaphors, (e) counting, (f) making contrasts and comparisons, (g) 

partitioning variables, (h) subsuming particulars into the general, (i) factoring, (j) 

noting relations between variables, (k) finding intervening variables, (l) building a 

logical chain of evidence, and (m) making conceptual or theoretical coherence.  

Several tools of analysis were incorporated in this study. The three methods 

used were (a) noting patterns and themes, (b) making contrasts and comparisons, and 

(c) making conceptual or theoretical coherence. Patterns and themes were noted 

through coding and analysis, and contrasts were made when situations and individual 

circumstances were differentiated from one another. On the contrary, comparisons 

were identified when 2 or more students shared a common characteristic or 

experience. By incorporating theory into research, theoretical coherence occurred 

when the data were coded according to a theoretical outline. Start codes were 

generated by theory. Themes and patterns were developed for each student involved 

in the study, which allowed the researcher to make comparisons or form contrasting 

aspects.  

 Data from interviews and observational notes were coded by computer. The 

researcher established start codes at the beginning of data analysis. Each interview 

and class observation was transcribed and then saved on the computer as a separate 

document. This process enabled the researcher to make notes for each particular 
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participant. Then, the researcher reviewed all transcriptions to establish a list of 

themes and patterns. Emerging categories and themes were then organized by 

research question, and all transcriptions were coded according to the study’s research 

questions. The next step was to highlight pertinent information and begin a list of 

themes. After each transcript was coded and tabulated, the data were analyzed. This 

resulted in themes and patterns emerging for the research questions. The researcher 

then reviewed the findings to ensure that the results matched the sources of data. To 

conclude, the researcher explored literature to determine if the study’s findings were 

consistent with results found in the literature. 

Limitations of the Study 

There were several limitations in this study: self-reported data, length of the 

study, and the lack of control of outside factors. Specifically, the use of self-reported 

data and the selection of a purposive sample affected the outcome of this study. The 

duration of the study was one academic semester. This study was designed to 

discover short-term effects of involvement in the Leadership in the Community 

course. Therefore, long-term effects and outcomes of the mentoring experience in the 

course were not assessed. Problems with internal validity are often related to brief 

observational experiences and interviews. As a result, the length of the study was a 

limitation.  

The RSE, which measures self-esteem, did not reflect changes in the self-

esteem of the participants. Instead, outside influences are the primary contributors to 

developmental changes and to self-esteem variations. False interpretations might 
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result. External validity was not an issue, as the results of this study are not to be 

inferred to other populations, universities, or communities. This study provides 

implications and suggestions for future research. 

Reactivity was an issue in this study. It was critical that the researcher not use 

leading questions, which could prompt or influence participant responses. Relying on 

information gathered from interviews, the researcher had to be keenly sensitive to any 

personal bias and reactivity. Another limitation in the study was generalizability. Due 

to the small sample size, the results of this study are difficult to apply to a broader 

population.  

Validating Findings 

Miles and Huberman (1994) outlined tactics for testing or confirming findings 

and for ensuring that qualitative data collection methods, such as observational notes, 

are valid. They listed ways that analytic bias, holistic fallacy, the elite bias, and going 

native can be avoided. Data quality is gauged by checking for representativeness and 

for researcher effects, by weighting the evidence, and by triangulating. The researcher 

considered in the analysis that the Leadership in the Community course has a specific 

goal, which is to promote student development and sense of self through the 

incorporation of mentoring and role modeling. Did this sample allow the researcher to 

infer conclusions to the overall college student population? The researcher was aware 

of the risk of generalizing results using a heuristic or inference. 

 Miles and Huberman (1994) elaborated on the importance of checking the 

meaning of outliers, using extreme cases, following up surprises, and looking for 
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negative evidence. The researcher embraced outliers found in the research process 

and sought out reasons for the exceptions. This process encouraged critical evaluation 

of the data and prompted the researcher to discover unique and contradictory 

situations. Miles and Huberman suggested testing explanations by means of if–then 

tests, ruling out spurious relations, replicating a finding, and checking out rival 

explanations. The most critical in this list is to replicate a finding, which incorporates 

the process of triangulating. Finally, Miles and Huberman stressed the importance of 

getting feedback from informants. In fact, they concluded, “One of the most logical 

sources of corroboration is the people you have talked with and watched” (p. 275). 

This tactic was incorporated throughout the data collection method, due in part to the 

level of interaction the researcher had with the participants. Observational notes 

served as a written record of this process. 

Using more than one data source, such as semistructured interviews and 

personal narratives, allowed the researcher to infer internal consistency. Validating 

interview transcripts with data from personal narratives incorporated the process of 

triangulation. Miles and Huberman (1994) concluded that triangulation is “supposed 

to support a finding by showing that independent measures of it agree with it or, at 

least, do not contradict it” (p. 266). The personal narratives elaborated statements 

from participants in the interviews.  

Maxwell (1996) identified two threats to validity in qualitative research: 

researcher bias and reactivity. The researcher monitored bias by being aware and able 

to explain personal biases. The researcher was involved in the classroom and attended 
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class each week to observe and take notes of the classroom dynamics and 

interactions. When obtaining consent, the course instructor and researcher informed 

participants that the class would be evaluated for research purposes and obtained 

written consent from each participant in the study.  

Pilot Study 

Initially, a pilot study was conducted with former enrollees of the Leadership 

in the Community class. The institution’s IRB approved the pilot study in June 2006 

(Protocol # 2006-05-0072, expiration June 12, 2007). IRB documentation is shown in 

Appendix B. The pilot study provided the researcher an opportunity to design the 

interviewing protocol and to make adjustments prior to the beginning of the formal 

study. The pilot study allowed the researcher to investigate the mentoring experience 

from students who had prior involvement in the course. The professor provided the 

class rosters from previous semesters to solicit participants. Fifteen former class 

members were interviewed and asked to reflect upon their past experiences with the 

mentoring aspect of the class. A common protocol (Appendix B) was developed to 

provide continuity and a focused approach throughout the interview process. In the 

interview process, the researcher had the flexibility to ask relevant follow-up 

questions, when necessary. 

Summary 

 By incorporating a mixed-methods approach, this study aimed to explore the 

outcome of the mentoring relationship, as experienced in the Leadership in the 

Community course. The sources of data included transcripts of observational notes, 
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semistructured interviews, personal narratives, mentor journals, and the RSE, which 

equipped the researcher with information from a variety of sources. This study 

demonstrates aspects of student development and overall outcomes of the mentoring 

experience in the Leadership in the Community course. The methodology outlined in 

this chapter attempted to provide insight into how a college student is affected by 

participation in a college course that requires aspects of mentoring in the curriculum. 

How does the mentor benefit from the experience of the class, which incorporates 

aspects of mentoring and personal reflection? Specifically, what are the outcomes of 

the mentoring experience from the mentor’s perspective? The results from the study 

are presented in the next chapter. 
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                                                             Chapter 4 

Results: Precourse Expectations and Initial Assessment 

Introduction 

 As stated in chapter 1, the purpose of this study was to explore the mentoring 

outcomes of the Leadership in the Community course, specifically student 

development and self-esteem. The data sources for this study were observational 

notes, semistructured interviews, personal narratives, and mentor journals. The RSE 

(Rosenberg, 1965) gauged self-esteem levels prior to enrollment and after 

participation in the course. Incorporating a variety of data collection methods allowed 

the researcher to triangulate data and improve accuracy. The mixed-methods study 

examined how participation in a service-learning class, the Leadership in the 

Community course, affected the development and self-esteem levels of the college 

students enrolled.  

 Previous mentoring research (DuBois & Neville, 1997; Freeman, 1999; 

Packard et al., 2004; Phillips-Jones, 1982; Shea, 2002) emphasized the importance of 

behavioral and developmental improvement for the mentees, or protégés. This study 

focused on mentoring outcomes of college students actively serving as mentors. 

Harris and Crocker (2003) described two mentoring outcomes that are valuable 

benefits for the mentor, personal reflection and the satisfaction of helping others. 

Throughout life, everyone at one time has had a mentor and most likely has mentored 

someone else. Mentoring is about people helping people and is a natural act humans 
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do for one another. Student development, self-esteem, and personal reflection are the 

mentoring outcomes that explored and discussed in this chapter. 

Research Questions 

 The research questions stemmed from theoretical phenomena and formed the 

study’s themes. The theoretical phenomena of student development, mentoring, and 

self-esteem were derived from the literature review. The following five research 

questions guided the study to discover the mentoring outcomes experienced in the 

Leadership in the Community course: 

1. What is the nature of the college students’ experience in the Leadership in 

the Community course? 

2. What factors encouraged the college students to enroll in the Leadership in 

the Community course? How are these factors exhibited by the college students 

enrolled? 

3. How do participants experience self-esteem and self-efficacy throughout 

the Leadership in the Community course? 

4. What developmental changes do college students perceive in themselves 

throughout their experience in the Leadership in the Community course? 

5. How do participants experience the process of self-reflection through their 

enrollment in the Leadership in the Community course? 

 The first section of this chapter defines mentoring and focuses on the 

participants’ perspective. Section 2 presents the demographic information. The 

participants’ personal backgrounds and experiences are analyzed, applying the lens of 



 

 78 

student development and self-esteem. The third section includes course expectations 

and what the participants hoped to accomplish in the class. The Leadership in the 

Community course was characterized as a service-learning course. Therefore, the 

opportunity to connect personal goals with academic study was available for the 

participants (Ngai, 2006). Clearly defining participant expectations and personal 

goals was essential in evaluating the student experience in the Leadership in the 

Community course. Mentoring, because of the integral role it played in the class, is 

the focus of the next section. How did participants view the term mentoring? Defining 

the concept was central to evaluate the participants’ views of their own role as a 

mentor to the middle school students. 

Mentoring 

What Is Mentoring?  

 As described in the literature review, the term mentoring has Greek origins 

based on someone serving as a protector and supplier of knowledge and wisdom. 

Through interviews and observations, similar themes were identified in the 

definitions the participants ascribed to the term mentor. Kram’s (1985) mentor role 

theory suggested the benefit for the mentor is the fulfillment of the desire to help 

others and to aid in the protégé’s development. The definitions were obtained in 

interviews. The researcher did not prompt class members with key words or historical 

definitions of mentoring. The researcher asked, “How do you define the term 

mentoring?” This question was followed with, “What does mentoring mean to you?” 

This approach enabled participants to state qualities they value in a mentor. The two 
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themes of how participants defined mentoring were providing guidance and assisting 

others. Both themes were consistent with theoretical models (Kram, 1985; Wollman-

Bonilla, 1997) of the mentoring process. The study participants identified the theme, 

guidance, by defining mentoring as an activity that involves support and providing 

direction for others.  

 Guidance. Tommy’s definition of mentoring followed the guidance theme 

when he concluded that mentoring is 

sharing the way you go about things and they way you live—being someone 
to listen to . . . doesn’t have to be someone younger, just someone in a 
different situation than you. Kind of having a role of providing guidance and 
suggesting things that are true and that can possibly benefit their lives or what 
they think.  

Rick defined mentoring in a similar fashion, stating, “My definition of mentoring is 

providing guidance, leadership, and understanding for the people who look to you for 

it.” Jason extended the definition by using his past experiences as a learning tool for 

his protégé. Jason stated that mentoring is  

observing someone else and showing them the right path. Trying to talk them 
out of doing the wrong things. Trying to show them what’s right and things 
that you’ve been through . . . so that they don’t have to go through that.  

Cody described a mentor as having the ability to steer a student in the right 

direction. Cody explained,  

As long as you are able to make a difference in someone’s life—whether it is 
small or big. You never know, something small can turn into something big 
 . . . but you can help something small from becoming something big.  

Cody verbalized his desire to assist his protégé in a variety of situations that warrant 

the need for a mentor’s guidance. The participants referenced guidance in their 
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definitions for the term mentoring. Guidance was a central component of the 

Leadership in the Community course, as the participants were expected to serve the 

local community as leaders and role models who mentored the middle school 

students.  

 Helping others. The second theme identified as a definition of mentoring was 

helping others. Focusing on others and their development illustrated participant 

awareness of mentoring roles. Kaye (2001) described the role of a mentor as being 

concerned with the development of the protégé and teaching how to take 

responsibility for their own development. Helping others and encouraging personal 

development and accountability was evident in Jerry’s explanation: he described a 

mentor as a “leader that stays out of trouble. Knows the difference between right and 

wrong. Who is available anytime and accountable for his/her actions.” Other class 

members’ definitions focused on helping others. Ashley believed a mentor is “being 

there for someone—even if the person you are mentoring is your age. Being there for 

someone when they have problems, or just being there for someone when they need 

someone to talk to.” John expanded this category, defining a mentor as “somebody 

other than your relatives taking the time out of their day to care about your needs and 

your feelings and is helping you to make the right decisions.”  

 Sharing personal experiences as tools for the protégé’s development was a 

benefit for both the mentor and the protégé. Wollman-Bonilla (1997) referred to the 

“two-way street” of the mentoring relationship, emphasizing the “symbiotic 

relationship between the mentor and the protégé” (p. 50). For the protégé, the mentor 
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is someone who has achieved goals for which they aspire, while offering positive 

encouragement (Daloz, 1999). For the mentor, the process serves as an opportunity 

for self-reflection, introspection, and personal growth. Although participants varied in 

their personal definition of mentoring, the themes of providing guidance and helping 

others extended from the origins of the word to society’s current definitions. 

Demographics 

Demographics of the Participants 

 The participant demographics are detailed in Table 1. This information was 

obtained through interviews and mentor journals. Table 1 includes each participant’s 

pseudonym, gender, college classification (year), current age (in years), and the race 

with which he or she identifies. Pseudonyms were assigned to protect participant 

identity.  

 As indicated in Table 1, the majority of the class members were African 

American, (62%, n = 14) and male (87%, n = 18). The median age of the participants 

was 19. In regards to age, there were four outliers: 34 years (Rick) and 26 years 

(Gene, John, and Derek). These class members were former student athletes who 

enrolled in classes to obtain their bachelor’s degree. Each of the outliers had a career, 

which delayed the completion of their college degree. Twenty-one students were 

enrolled in the course. For the purpose of this study, 3 participants were excluded 

because of excessive absences.  
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Table 1 

Participant Demographics  

Pseudonym Gender College classification Age Race 

Gene  M Seniora  26 W 
Jason  M Junior 21 W 

Rick  M Seniora 34 AA 
Jerry M Freshman 18 AA 

Sean  M Sophomore 20 AA 
 John M Seniora 26 AA 

Mike  M Sophomore 20 AA 
Tim  M Sophomore 20 AA 

Dennis M Freshman 19 AA 
Brady  M Freshman 19 AA 

Cody  M Sophomore 19 AA 
Kasey  M Freshman 19 W 

Anthony  M Freshman 19 AA 
Kevin  M Freshman 18 AA 

Greg M Freshman 19 AA 
Tommy  M Junior 21 W 

Derek  M Seniora 26 W 
Ashley  F Senior 22 AA 

Miranda  F Junior  22 W 
Samantha F Junior 21 W 
Note. AA = African American; W = White. 
aIndicates the student has returned to the university after pursuing a professional 
career.  
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Expectations 

Participant Expectations for the Class 

 The Leadership in the Community course was classified as a service-learning 

course. Therefore, it gave participants the opportunity to connect personal and 

academic goals. Ngai (2006) found that service-learning courses assist students in 

applying learning to real-world situations. The class syllabus included a framework 

outlining a commitment to community outreach, describing leadership development, 

and providing mentoring opportunities for local youth. Focusing on human potential, 

Maslow (1976) maintained humans establish goals to reach their highest level of 

personal fulfillment. Defining course expectations encouraged class members to 

strive for self-actualization, which includes personal growth, self-improvement, and 

full utilization of their potential.  

 At the beginning of the semester, participants clarified course expectations. 

This process assisted in verbalizing personal goals for the Leadership in the 

Community course. The hierarchy of learning environment processes proposed by 

Strange and Banning (2001) explained the three processes in the learning 

environment. Paralleling Maslow’s (1943) hierarchy of human needs, the hierarchy of 

learning environment processes details the student development levels in a learning 

community.  
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Figure 1. A hierarchy of learning environment processes. From Educating by Design: 
Creating Campus Learning Environments That Work (p. 109), by C. Strange and J. 
Banning (2001), San Francisco: Jossey-Bass. 

 Level 1 is safety and inclusion, which includes a sense of security and 

belonging. Level 2, participant involvement, incorporates engagement and role-

taking. The third level, community, is full membership within the learning 

environment. The participant expectations are presented and how they relate to 

Maslow’s view that humans strive for a higher level of capabilities and self-

actualization is explained. Stating personal expectations prior to enrollment enabled 

class members to identify expectations of the Leadership in the Community course. 

The participants’ expectations followed three themes: (a) building relationships, (b) 
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providing hope and promoting positive development, and (c) modeling to the middle 

school students how to set goals for themselves. Each of the three themes is described 

and then analyzed for its applicability to the participants’ personal development and 

the relationship to Maslow’s (1943) concept of self-actualization. 

 Building relationships. The first expectation the class members emphasized 

was building relationships with the middle school students. Maslow (1976) described 

the sense of belonging as the act when people seek to overcome feelings of loneliness 

and alienation by forming caring relationships with others. The participants described 

their desire to develop a positive relationship and to identify with the middle school 

students. Dennis discussed the main objective he had with his middle school student, 

which was to relate each other. Dennis wrote in his mentor journal,  

Once we are able to relate with each other maybe I can tell him things about 
me that may help him to realize where I came from. The other thing I want 
him to understand is that he can be himself and stand up for his own, basically 
not to fall to peer pressure.  

Tim’s goal was to relate to the students by sharing a common history. He 

added in his mentor journal, “My goal with the students is to get to know them and 

their backgrounds because I know what it feels like to be a 7th and 8th grader with all 

the temptation around them.” In this statement, Tim reflected on his own experience 

as a middle school student. His class expectation was to assist middle school students 

in navigating through difficult situations. By teaching the middle school students how 

to transcend the complicated problems in their lives, the class members demonstrated 

role modeling by sharing past experiences in which they grappled with their own 

obstacles. 
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 Following the pattern of building relationships, Miranda shared that she hoped 

her mentee would discuss his or her problems with her. She explained in an interview,  

I want to be a mentor, who when a problem arises this semester, the student 
I'm working with [student’s name] will feel comfortable coming to me and 
telling me about it. I know that sometimes going to adults [to discuss 
problems] can be hard, but maybe I can be more of a friend.  

Another factor in building relationships is establishing rapport. Providing a 

comfortable atmosphere for the middle school students was an integral aspect of 

Kasey’s goals. He wrote in his mentor journal,  

My short-term goals with the young people are that I form a friendship with 
them and they become comfortable with me. I want it to get to a point where 
they feel like they can tell me stuff because I am their friend and they trust me 
not only because I’m an [athlete].  

This statement emphasized Kasey’s commitment to form a trusting relationship 

through his interactions with the middle school students. Teaching others to be 

authentic and to be aware of their inner voice and their own potential was an integral 

aspect of building relationships with the middle school students. 

 John wanted to relate to middle school students by discussing the similar 

backgrounds he and his student share. In an interview, John stated 

I think I'm going to have a very positive effect on these kids because I am a 
person who has been successful and can talk about my experiences. I also 
came from a family who didn't have money so I am living proof that if you 
work hard you can accomplish anything. I think that it will be a big deal for 
these kids that a [professional] is going to be coming to their school every 
week. And once they get to know me they will realize I'm a normal guy and I 
used to be a normal kid just like them.  

 Maslow (1976) identified building relationships, satisfying the need for love, 

affection, and belonging as critical points in a person’s attainment of self-
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actualization. Each of these factors was integrated within the course expectations. The 

participants were cognizant of the opportunity to work with the middle school 

students in a mentoring capacity. Therefore, the expectations of the Leadership in the 

Community course included the need to connect and build relationships with the 

mentees. 

 Providing hope and promoting personal development. The second theme of 

the class expectations was providing hope and promoting personal development. 

Maslow (1976) referred to the need for helping others to achieve their full potential as 

transcendence, a subdivision of the need for self-actualization. By providing hope for 

the middle school students, the class members encouraged personal development for 

the younger protégés. To encourage self-actualization, the participants conveyed the 

message of the importance of decision-making skills and empowered the middle 

school students to make the right decisions. For instance, Anthony wrote in a journal 

entry,  

The first thing I would want to tell the student I will be working with is that 
everything will be OK. I know it's hard but if you listen to the right people and 
do the right thing, everything will work out the right way.  

Jason followed the theme, noting in his mentor journal, “I am going to tell my student 

he will be okay. If he [the student] does the right thing and stays out of trouble 

everything will work out.”  

The class members conveyed the importance of decision-making skills to the 

middle school students by detailing how knowledge assists with developing decision-

making skills. Tommy emphasized decision-making when he stated, “I want to try to 
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provide them with some knowledge that can help them make good decisions in the 

future.” He added in the interview, “It is important to let the kids know that we have 

all been where they are and we are all trying to help them.”  

 Kevin extended the pattern of transcendence by sharing his vision for the 

middle school students he mentored. He wrote in his mentor journal,  

The goals that I want to set with these kids are that whatever they have been 
through so far in their life they can overcome it because it is never too late. I 
want them to become respectful and I want them to be leaders in a positive 
image.  

Gene’s goal was to encourage the middle school students to reach their potential. He 

wrote in his mentor journal that he hoped the middle school students knew that “they 

can ‘be the change you want to see in the world.’ Also that someone has to fill certain 

shoes in society—so why not you—become president, doctor, artist.” Miranda added 

to the theme when she mentioned in an interview,  

I wanted to get across to the middle school students that I had been there . . . 
and that I had been in their shoes. If they were going through some really 
tough times; that people can make it and that they can succeed.  

 Cody’s intent to encourage self-actualization was evident when he wrote in 

his mentor journal that he “would also like to help become aware of some of his 

talents that he might have that might be an advantage for him to help him in life.” 

Cody encouraged self-actualization for his mentee by increasing awareness of 

personal strengths. Rick explained his plans to promote the development of the 

middle school students. He said in an interview,  

I want to help these students understand their own personal significance and 
importance to Society and to their particular culture. I also want to help them 
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to become more open minded to the world around them. Assisting these kids 
to develop their knowledge of self is my main priority. 

Emphasizing personal development and self-respect was one of Rick’s main goals in 

mentoring the middle school students. Maslow (1976) divided the need for self-

actualization into two parts: self-actualization and transcendence. Therefore, by 

encouraging others to reach their full potential, the class members also achieved a 

need within themselves, the need for self-actualization. Promoting the positive 

development of the middle school students was an integral part of the participants’ 

expectations of the Leadership in the Community course. 

 Modeling goal setting. By defining the ability to model goal setting for the 

middle school students, the participants realized the opportunity to serve as a role 

model in this capacity. By reflecting upon the opportunity to be a role model to a 

middle school student, the class members achieved the need of being a capable person 

with the knowledge to teach and build skills in others.  

In his initial interactions, Derek identified potential goals for his mentee. He 

realized the opportunity to serve as a role model and to demonstrate goal setting. 

Derek explained in his mentor journal, “My student may have the opportunity to be 

the first one in his family to graduate high school. I'll stress the importance of 

education and the fact that this should be a serious goal.” The participants addressed 

the issue of goal setting through other ways, such as sharing personal stories about 

goal setting. For instance, Mike elaborated about the importance of setting high goals 

in his presentation to the middle school students. During a class observation, he 

stated, “When you are in class, aim for an A . . . not a C.” Mike explained how goal 
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setting has influenced his life in a positive manner. Class expectations, which 

followed the three themes of building relationships, providing hope and promoting 

positive student development, and modeling how to set goals, allowed the participants 

to express aspirations for themselves and their relationship with the middle school 

students. Applying Maslow’s (1976) hierarchy of needs allowed class expectations to 

fit into a structure that promotes personal development and leads to the ultimate goal 

of self-actualization for themselves and the middle school students.  

Summary 

 This chapter presented the study’s findings concerning what the participants 

hoped to achieve by enrolling in the Leadership in the Community course. To 

decipher course expectations, the topic of mentoring was explored. The participants 

defined the mentoring relationship as an opportunity to provide guidance and help 

others. This definition affects into the mentoring relationship they had with their 

mentees. Then, the participants’ demographics were presented. Maslow’s (1976) 

hierarchy of needs was incorporated to outline how course expectations were based 

upon the participants’ needs to achieve self-actualization. The class expectations were 

presented, which included (a) forming relationships, (b) providing hope and 

promoting personal development, and (c) modeling goal setting. The next chapter 

features the participants’ personal outcomes of enrolling in the Leadership in the 

Community course.  



 

 91 

Chapter 5 

Results: Postcourse Evaluation and Self-Reflection Process 

Introduction 

 Chapter 4 presented the participants’ hopes and expectations for their 

experience in the Leadership in the Community course. Chapter 5 focuses on an 

alternative perspective and attempts to address the question: How did the participants 

perceive the mentoring outcomes of the Leadership in the Community course? To 

explore this question, the role the class served as a learning community on the 

university campus is evaluated. Then, the reasons for enrollment are examined to 

address why the students elected to participate in the Leadership in the Community 

course. Incorporating Kram’s (1985) psychosocial functions of a mentor as a 

framework allowed to determine how participants incorporated aspects of the 

mentoring role as a reason for enrolling. 

 This chapter presents the findings of the self-reflective element of the course. 

Harris and Crocker (2003) described the importance of self-reflection in the 

mentoring process. They concluded that mentoring provides an outlet for reflection 

and introspection into one’s own development. Additionally, the mentoring 

relationship “celebrates the accomplishments of the mentor” while aiding in the 

development of the protégé (Wunsch, 1994, p. 17). The participants reviewed their 

own lives in their presentations and through reflection papers.  

 This chapter begins by restating the research questions and then explains how 

the specific theoretical frameworks apply to the reflection process and to the 
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mentoring outcomes. For example, Boyer’s (1990) concept of communities on 

campus is explored, using the Leadership in the Community course as an example of 

a model learning community. In addition to Kram’s (1985) psychosocial functions of 

the mentor, Boyer’s concepts of campus community are incorporated as a framework 

for the reasons for enrollment. Then, the participants’ self-assessment of self-esteem 

is presented, using the RSE (Rosenberg, 1965) as a measurement tool. Finally, the 

process of self-reflection is reviewed and discussed. Overall, this chapter presents the 

findings that describe the student experience of the Leadership in the Community 

course, focusing on the mentoring outcomes of self-esteem and self-reflection. 

Research Questions 

 The research questions centered on discovering mentoring outcomes of the 

Leadership in the Community course, specifically student development and self-

esteem. This chapter presents how mentoring outcomes are presented through the 

participants’ reasons for enrollment and the process of self-reflection. 

1. What is the nature of the college students’ experience in the Leadership in 

the Community course? 

2. What reasons encouraged the college students to enroll in the Leadership 

in the Community course? How are these reasons exhibited by the college students 

enrolled? 

3. How do participants experience self-esteem and self-efficacy throughout 

the Leadership in the Community course? 
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4. What developmental changes do college students perceive in themselves 

throughout their experience in the Leadership in the Community course? 

5. How do participants experience the process of self-reflection through their 

enrollment in the Leadership in the Community course? 

A Community on Campus 

 The Leadership in the Community course, categorized as a service-learning 

course, emphasized the development of the college students serving as mentors and 

the middle students being mentored. The course maintained a safe and open 

environment for the participants to share personal stories and engage in self-reflection 

through individual presentations, mentor journals, and a personal reflection paper. 

Through positive encouragement by the professor, the tone of the class was 

established as being a safe and open environment, conducive for personal growth and 

development. Dr. Maris (a pseudonym for the professor of the course) commented on 

the participants’ mentor journal entries with positive feedback and questions to 

promote the development of critical thinking skills and awareness. Dr. Maris stated to 

the class in February 2007,  

It is important to realize that people are watching you closely because you 
represent [the university], the athletics department, and your team. Be aware 
of what you do, what you wear, and how you act . . . that’s what this class 
teaches—how to be a role model, leader, and model citizen.  

Dr. Maris accentuated the opportunity to serve the local community and stressed how 

the Leadership in the Community class contributes to personal development.  

 The Leadership in the Community course was unique to other academic 

courses offered on campus because of the service-learning focus and the composition 
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of the class, which was discussed in chapter 4. The mission of the course included an 

emphasis on personal growth and development while serving the local community 

through the civic service of mentoring. The concept of campus communities, coined 

by Boyer (1990), was evident in many facets of the Leadership in the Community 

course. Boyer emphasized the importance of utilizing communities as a way to gain 

knowledge and proposed that learning communities are valuable assets on the 

university campus. Using the concept of the whole being greater than the sum of its 

parts, Boyer (1990) characterized a college as having the potential to be the following 

six types of communities. First, a purposeful community is where students and faculty 

share the same goals and where great teachers “stimulate active, not passive learning 

in the classroom, encourage students to be creative not conforming, and inspire them 

to go on learning long after college days are over” (Boyer, 1990, p. 12). An open 

community is where free-thinking is valued, and ideas can be shared in an open 

forum. Personal respect is an essential component. Another community that  

Boyer proposed was a just community, which is where diversity is appreciated and the 

classroom is “a place where diversity is aggressively pursued” (Boyer, 1990, p. 35). 

Courtesy is valued in a disciplined community. This type of community is a place 

where individuals “accept their obligations to the group and where well-defined 

governance procedures guide behaviors for the common good” (Boyer, 1990, p. 37). 

A caring community is where service to others is cultivated. Also, students should be 

“brought in touch with those genuinely in need, and through field experiences, build 

relationships that are inter-generational, intercultural, and international, too” (Boyer, 
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1990, p. 54). Finally, a celebrative community is where culture and tradition are 

valued.  

 Boyer (1990) encouraged institutions of higher education to create learning 

communities that celebrate the student experience in an open and purposive forum, 

while promoting a caring and celebrative atmosphere conducive for personal growth. 

The Leadership in the Community course aspired to be a learning community on the 

university’s campus and aimed to achieve Boyer’s goals. Because of the uniqueness 

of the curriculum of the Leadership in the Community course, it was imperative to 

explore the participants’ reasons for enrolling in the course. Boyer’s types of 

communities emphasized the significance of how the Leadership in the Community 

course encouraged positive student development and fostered a supportive learning 

community for its enrollees. 

Reasons for Enrolling in a Service-Learning Course 

 College is a pivotal developmental point in a student’s educational life. 

Institutions of higher learning provide students with the opportunity to choose in 

which classes to enroll and foster a sense of independence. The question was posed: 

Why would a college student want to take the Leadership in the Community course? 

Due to the emphasis of the mentoring role in the curriculum, it was imperative to 

evaluate the reasons for enrolling from the perspective of how enrollment was related 

to the roles and functions of mentoring. Therefore, Kram’s (1985) psychosocial 

functions of the mentor were used as the theoretical framework for the reasons for 

enrolling. Kram defined four psychosocial functions that mentors provide: (a) 
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assisting in the development of a sense of self for the protégé, (b) providing 

counseling advice, (c) offering kindness and support, and (d) being a role model. As 

previously referenced, Kram’s psychosocial functions serve as a framework for the 

reasons for enrolling. The participants’ reasons for enrolling included improving 

personal development, working with middle school students, serving the community, 

and being a role model. The next sections explain the reasons for enrollment and 

present their applicability to Kram’s psychosocial functions of the mentor or Boyer’s 

(1990) concepts of learning communities.  

Improving Personal Development 

The Leadership in the Community course emphasized a positive student 

experience for the enrollees and offered an open and celebrative community to the 

participants. The types of personal development included a variety of skills such as 

developing leadership, public speaking, and interpersonal relationship skills. Boyer’s 

(1990) concept of community was pertinent in this situation because the class 

provided the opportunity for personal growth and skill development for the enrollees. 

Boyer’s tenant of openness was apparent because of the security offered by the 

mutually respectful environment provided in the classroom, which ensured that 

students felt safe to ask questions and present their personal stories. Affirming each 

student’s contribution to the mission of the Leadership in the Community course 

emphasized the celebrative nature of the class.  

 Due to the formation of the learning community within the classroom, the 

class members formed collegial relationships with each other as the course 
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progressed. Specific relationships and hierarchies were established among the class 

members, and individual roles and behaviors emerged. For example, John’s desire to 

serve as a role model to his classmates was supported by his life experiences and by 

being an older participant in the study: 

My role in the class—I feel like I’m a big brother. I have established my role 
. . . and I told myself . . . that I am not mentoring the seventh graders, I am 
mentoring everyone in the classroom. We are setting an example for the 
[college] kids in the classroom so they can see this is how you act, this is you 
are a mature student . . . this is how you handle business. When I speak, I’m 
speaking to the children and to the [college] kids in the classroom. They still 
are doing some things—and I’m like, “Wow . . . did I do that when I was their 
age?” I want to help them out—I want them to know what’s gone wrong—so 
when they get there, they won’t do the same things that I did.  

 Boyer’s (1990) principles of community was integrated in the Leadership in 

the Community course, which was evidenced by John’s ability to be a role model to 

his peers. The participants’ commitment to the mentoring relationship and the local 

community was an integral part of the development of the class as a community of 

learners. The Leadership in the Community class promoted both individual growth 

and development, while encouraging class members to flourish as a community of 

students.  

 Another way the participants improved their personal development was 

expanding specific skills, such as leadership development and public speaking. Rick 

disclosed in an interview, “I felt I needed to develop my leadership skills, and I 

wanted to be in a position to lead with coaching, to develop those skills more.” Jerry, 

like Rick, stated his desire to improve upon his skills. Jerry specified an improvement 

with his public speaking skills, stating in an interview, “I would learn new things in 
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the [Leadership in the Community] class, such as develop[ing] my speaking skills and 

start[ing] to work with young people. I had those weaknesses and I wanted to turn 

them into strengths.” The participants voiced their desire to improve their public 

speaking skills. 

 Public speaking was an important component of the Leadership in the 

Community course because of the emphasis on presentations to the middle school 

students. This activity increased the participants’ comfort level while speaking for an 

audience. Kevin reflected about his improvement in speaking in front of others as a 

result of participation in the class. He stated in an interview, “I know I've become a 

better public speaker because of the work we've done in the [Leadership in the 

Community course].” Jason added to Kevin’s sentiments when he referenced how the 

course prepared him to “speak up sometimes” and that during class, Dr. Maris “puts 

you on the spot. You gotta speak up and stand up for what you’re talking about.” 

Therefore, the participants credited their experience in the Leadership in the 

Community course to acquiring and improving their public speaking skills. 

 Boyer’s (1990) concepts of openness and the encouragement of a positive 

community was evident in how participants were greeted with the opportunity to 

obtain personal growth and skill development as a member of the class. As Boyer 

(1990) clarified, a caring community is where service to others is cultivated. Kram 

(1985) listed assisting in the development of a sense of self for the protégé as a 

psychosocial function, which was an essential aspect in working with the middle 
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school students. The class members verbalized the desire to serve others when they 

listed “working with middle school students” as a reason for enrolling. 

Working With Middle School Students  

The Leadership in the Community course partnered with a local middle school 

to mentor students in seventh and eighth grades. As a result of this collaboration, the 

participants established mentoring relationships. Each of Kram’s (1985) four 

psychosocial functions of the mentor was incorporated in this reason for enrolling. In 

addition to assisting in the development of a sense of self for the protégé, the others 

were providing counseling advice, offering kindness and support, and being a role 

model. The opportunity to work with the middle school student incorporates each of 

these functions. 

 Through interviews, mentor journals, and class observations, the participants 

verbalized their excitement to work directly with middle school students in this 

capacity. The participants utilized the psychosocial functions of providing counseling 

advice and offering kindness and support for others. For instance, the participants 

hoped to mentor the middle school students and make a difference in their lives. The 

participants were eager to mentor for a variety of reasons, including professional 

development. Miranda added that the Leadership in the Community course assisted in 

her career development as a social worker due to the diverse backgrounds of the 

middle school students and their situations. She embraced the opportunity to learn 

from the middle school students, claiming in an interview, “I want to be a social 

worker for my career, so I was really excited to be a part of this program!” Therefore, 
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developing professional skills was an important reason for enrolling for several class 

members. Other participants shared about the positive role the middle school students 

served in their lives. For instance, Tommy shared in his personal reflection paper 

about how he has developed a sense of comfort in mentoring the middle school 

students from previous experiences: 

The other reason why I chose to enroll in the course again is that I wanted to 
work with young kids. Now, I have a more of an idea about how to respond to 
the kids. I wasn’t sure how to respond to them, and now I feel more 
comfortable and confident in my role. I feel like I am able to learn more from 
them this semester because I know more about them and what their age group 
is like.  

 Kasey, like Tommy, enjoyed working with the middle school students. He 

affirmed his reason for enrolling in the course, which was to “spend time with the 

kids—being able to talk to them and be a friend. I really enjoy helping kids, and I 

really enjoy being a friend. I really enjoy working with youth.” The class members 

invested their time and energy into mentoring the middle school students and were 

appreciative of the life lessons they learned. Working directly with the middle school 

student population was an opportunity to serve the local community. It demonstrated 

how the participants supported Kram’s (1985) psychosocial functions the mentor 

provides to the mentee, such as offering kindness and support.  

 Boyer (1990) challenged institutions of higher education to serve as a model 

for the nation and the world. The educational community, because of the wealth of 

diversity and knowledge, has the ability. The symbiotic relationship between the 

university and the community that surrounds it is evident in how each entity 

flourishes when college students actively participate in community service activities. 
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The Leadership in the Community course cultivated this relationship. The influence 

of community involvement was apparent in how civic service was identified as an 

reason for enrollment.  

Serving the Community 

 The Leadership in the Community course, because of its service-learning 

component, promoted university students to contribute to the local community by 

mentoring middle school students. For instance, Cody said in an interview that he 

enrolled to “give back to the community. I had people around me to support me, and I 

want to give that to someone else.” Kevin explained his feelings prior to enrolling in 

the course. Kevin stated in an interview,  

When I was told about the opportunity to get involved with [the Leadership in 
the Community course], I was eager to do so. I've always thought it was 
important to do anything you can to make a difference with kids. My parents 
did a great job in raising me to think like that.  

In a follow-up interview, Kevin discussed how his parents were both involved in 

community service and local charity engagements, and he thought the Leadership in 

the Community course was a good starting point for him to begin his civic duties.  

 Serving the local community was an integral part of the curriculum of the 

Leadership in the Community course, and the participants recognized their ability to 

serve the community by mentoring local youth. The opportunity to be a role model 

was a significant aspect of the Leadership in the Community course, which supports 

Kram’s (1985) psychosocial function of serving as a role model. Ashley referenced 

social awareness when asked about how she viewed the Leadership in the Community 

course. She commented in an interview,  
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I do think that you will find something meaningful in your study because a lot 
of people don’t ever do anything to help other people. This [course] doesn’t 
really force them to, but it kind of makes students aware of what is going on 
around them.  

The participants referred to serving the community throughout the semester, 

making this the central reason for enrolling. Similar to Ashley’s comments about 

promoting awareness, Tommy wrote in his mentor journal about how the class “is a 

valuable experience as well as a responsibility for us [as members of a campus 

organization at the university] to give back to our community.” The next section 

describes how being a role model encouraged the participants to enroll in the course. 

Serving as a Role Model 

Serving as a role model is one of Kram’s (1985) psychosocial functions. 

Being a role model was a salient part of how the class members perceived themselves 

in the Leadership in the Community course, which explained why it was a central 

reason for enrollment. In a follow-up interview, Jason said, “I would suggest it 

because we not only help the students, but the students help us to learn. Helping other 

people, being better speakers, and being a role model.”  

 The participants elaborated about how serving as a role model was their main 

reason for enrolling in the Leadership in the Community course. John reflected on 

how the presence of role models changed his life and elaborated on how role models 

were responsible for how he interacted with the middle school students he mentored. 

In an interview, John stated, “The fact that I can touch and change a young person’s 

life . . . that’s what did it for me. Because it took someone who cares enough about 

me—they changed my life.” At the end of the semester, John shared about the 
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development of role-modeling skills in the Leadership in the Community course. In 

an interview, John discussed his desire to be a role model: 

I wanted to be a part of this program. We [Society] don't have enough role 
models out there. It's our responsibility to get involved with programs like 
these so we can channel some positive reinforcement to the youth. We have to 
do more for these kids, because they are our future.  

Certain participants believed they could serve as role models because of 

specific characteristics. For example, Jason stated in an interview that the Leadership 

in the Community course “helps the kids out because they look up to us because we 

are [members of a campus organization]. We’re in the position where they want to 

be—I feel that benefits the children.” Another student, Ashley, referenced how being 

a member of a campus organization helped the middle school students to feel 

important. She discussed the lack of positive role models for middle school students:  

When they have us [members of a campus organization] who care for them—
it makes the middle school students think, “Man, somebody does care for 
me!” We are [members of a specific campus organization], so they look up to 
us.  

Miranda referenced that certain class members have an advantage to be a role model 

to the middle school students because of their status as members of a campus 

organization: 

They [middle school students] really do look up to a social star. We are 
looked up to by Society. They look up to [members of our campus 
organization] and want to be like them. In reality, very few of them will be 
[members of the campus organization]. So, it’s like one way—it’s good. They 
can see them [member of a campus organization] and aspire to be something 
bigger, better, and greater.  

 The opportunity to be a role model was an integral component and reason for 

enrolling in the Leadership in the Community course. The participants realized prior 
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to engaging in the mentoring relationship that the middle school students would look 

to them as a role model. Cody commented in a personal reflection paper on how both 

members of the mentoring relationship had the opportunity to teach and to learn:  

I felt like not only did the kids learn something from us but being in the 
[Leadership in the Community] class we learned something from the kids as 
well. I think that we learned that you can always make a difference in 
someone’s life whether it be good or bad you have the choice to make a 
difference in someone’s life.  

 By challenging and fostering lifelong learning in themselves and their middle 

school students, the class members reflected upon their personal development. 

Kram’s (1985) psychosocial functions were supported by the participants’ reasons for 

enrolling. By improving personal development, working with middle school students, 

serving the community, and being a role model, the participants enrolled in the course 

to achieve personal goals for themselves and to aid in the development of their 

protégés, or mentees. The energy in sustaining and developing the middle school 

students translated into an influence on the participants’ self-esteem levels. The next 

section outlines qualitative data regarding self-esteem levels of the participants in 

addition to presenting the results of the RSE, which quantified changes in self-esteem 

levels. 

Self-Esteem Development 

 As previously mentioned, mentoring allows for one person to transmit 

knowledge and skills to another. Through the process of personal reflection, self-

renewal occurred for the mentor. By reflecting about their own processes, the 

participants performed a critical evaluation of their own processes, which aided in the 
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explanation of the processes to the protégés. Czaja and Owens (1999) concluded that 

the process of self-reflection and continued learning increases the mentor’s self-

esteem. Aryee et al. (1996) found that individuals who volunteer their time to help 

others and assist in others’ development have higher levels of self-esteem. Therefore, 

the connection between mentoring and self-esteem exists. Based on the literature, a 

plausible connection does exist between self-esteem and the leadership role the 

participants had as mentors for middle school students.  

 Self-esteem was gauged through interviews, personal reflection papers, 

observational notes, and the RSE (Rosenberg, 1965). During interviews, participants 

were asked to rate their current level of self-esteem based upon a Likert-type scale, 

which ranged from 1–10. The rating of 1 represented a low level of self-esteem, and a 

10 represented a high level. In addition to rating their self-esteem levels, the 

participants explained the rationale for their self-assessed score. The reasons included 

a positive support system, personal accomplishments, and serving as a mentor. For 

example, Tommy explained how his family support system has assisted in his 

development into the confident person he is today. In an interview, he explained the 

reason behind the rating of a 9:  

I come from a very good background. I was raised in a great home, and I have 
a lot of things going for me. I am hesitant to say 10 because there are always 
things that I can improve upon.  

Miranda, like Tommy, explained how her family affected her self-esteem 

development. She explained about her past and the significant changes that have 

helped her to reach her personal goals. She declared in an interview,  
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I would say that I am doing particularly well right now. For the first time, I am 
making straight As in school for the first time ever. I am making my friends 
proud and my parents proud—that’s the first time ever for that, too. 

 When asked in an interview to explain if the Leadership in the Community 

course contributed to his self-esteem level, John responded,  

This is what I want to do for a living. This is one of my purposes on this earth 
is that I have the ability to touch folks, to reach people inside them by the way 
I talk, and what I have been through.  

 Both Jerry and Rick were reluctant to exaggerate their rating on their self-

esteem levels. Jerry explained his self-assessed rating of a 9. He stated in an 

interview, “I think that I have a high self-esteem. It’s not a 10 because I’m not 

perfect, but I would consider myself up there.” Jerry detailed how the Leadership in 

the Community course contributed to his self-esteem level: “[The Leadership in the 

Community course] has a lot to do with it. Working with the kids and knowing that 

someone else is looking up to you makes me feel good.” Rick had reservations about 

sharing his personal successes. He explained in an interview, “Some days are better 

than others. I have some reservations at times—about leading, and about public 

speaking and things like that. It gets easier with experience, but at times it is still 

difficult for me.” As an older student in the class, Rick’s self-esteem levels were 

based upon life experiences and other personal responsibilities.  

Interviews were used to gather qualitative data and self-assessed levels of self-

esteem. The RSE was incorporated to gauge self-esteem levels prior to the course and 

after participation in the Leadership in the Community course. Although causation 

cannot be inferred due to the involvement of other factors that may contribute to 
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differences in pre-RSE and post-RSE scores, the scores are presented and reviewed in 

the next section. 

 The RSE was used to triangulate information obtained in interviews, mentor 

journals, and observational notes. A total of 16 participants completed both the 

precourse and postcourse RSE. Incomplete RSE forms were not included. A paired 

sample t-test was performed with the results from the RSE. Although a larger sample 

size is preferred for this statistical test, it was imperative to test for statistical 

significance of the results. Therefore, conducting the analysis with a sample size of 

16 may not be indicative of statistical significance because of the small sample size. 

Table 2 presents the confidence intervals and standard deviations of the results of the 

RSE. The average scores of the precourse and postcourse RSE, in addition to the 

differences between the scores, were calculated using the computer. Conducting a 

paired sample t-test allowed a t-score and p-value to be calculated. A paired sample t-

test allows for a calculation of the number of standard derivation units between 

means. Table 3 shows the means and standard deviations of the precourse and 

postcourse RSE. 
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Table 2 

Rosenberg Self-Esteem Scale (RSE) 

RSE 
question 

Precourse 
average 

Postcourse 
average Change 

Precourse SD Postcourse SD 

Question 1 1.44 1.31 -0.13 0.63 0.48 

Question 2 3.13 3.69    0.56* 0.89 0.60 

Question 3 1.31 1.31  0.00 0.48 0.48 

Question 4 1.50 1.69  0.19 0.52 0.70 

Question 5 3.44 3.87  0.38 0.89 0.40 

Question 6 3.38 3.56  0.19 0.72 0.73 

Question 7 1.75 1.75  0.00 0.93 1.00 

Question 8 3.06 3.19  0.13 0.93 0.10 

Question 9 3.81 3.75 -0.06 0.40 0.45 

Question 10 1.38 1.38  0.00 0.50 0.50 

 
 Although the precourse and postcourse RSE were given during the same 

academic semester, there were score deviations. The deviations followed the 

researcher’s projections of an increase or decrease in the average score. Question 2 

had the largest difference in the average scores (.56), and it was the only question that 

showed statistical significance. Question 2 was, “At times I think that I am no good at 

all.” This question was directly asking about negative perceptions of self. The 

abruptness of the words no good might have encouraged the participants to change 

their responses from the first RSE to the subsequent RSE after the conclusion of the 

semester. 
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Table 3 

Rosenberg Self-Esteem Scale (RSE): Paired-Samples t-Test Results 

RSE question 

95% Confidence 
interval:  
Lower 

95% Confidence 
interval:  
Upper t p-value 

Question 1 -0.305  0.555  0.620 0.544 

Question 2 -1.076 -0.049 -2.334 0.034 

Question 3 -0.389  0.389  0.000 1.000 

Question 4 -0.673  0.298 -0.824 0.042 

Question 5 -0.955  0.205 -1.379 0.188 

Question 6 -0.673  0.298 -0.824 0.423 

Question 7 -0.645  0.645  0.000 1.000 

Question 8 -0.597  0.347 -0.565 0.580 

Question 9 -0.300  0.425  0.368 0.718 

Question 10 -0.435  0.435  0.000 1.000 

 
The RSE gauged participant self-esteem levels prior to enrolling in the course 

and after the conclusion of the semester. The RSE results were combined with 

information collected in interviews and personal reflection papers to triangulate data 

in the areas of self-esteem and self-concept.  

 As previously mentioned, Kram (1985) emphasized two fundamental themes 

of the mentoring relationship, which included the mentor’s desire to help others and 

the development of the protégé’s sense of self. Kram proposed one’s self-concept 

could be a predictor of success for mentors. To nurture the development and growth 
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of the protégé’s self-esteem, the mentor’s self-concept must be strong. The two 

salient characteristics of successful mentors, according to Kram (1985), are a high 

level of self-esteem and an altruistic outlook. The next section explores the mentoring 

outcome of self-reflection. By enrolling in the Leadership in the Community course, 

the participants served as a mentor, participated in community service, and reflected 

upon the decisions in their lives that have led them to where they are today. 

Elements of Self-Reflection  

 The Leadership in the Community course promoted the participants to learn 

about themselves and to develop as students and citizens. By mentoring middle 

school students, developing public speaking skills, and serving as a role model, the 

participants identified personal strengths and weaknesses. Harris and Crocker (2003) 

contended, “When mentors articulate what they do, how they do it, and why they do 

it, the process of looking at their own thinking process allows them to reflect on their 

practice and make changes accordingly” (pp. 73–74). Therefore, reviewing decisions 

and reflecting on past experiences was a learning experience for the participants. 

 The reflection process highlighted an aspect of the course that encouraged 

student development. The model incorporated to describe distinct developmental 

benchmarks is Chickering’s (1969) theory of identity development, which Chickering 

and Reisser (1993) revised. Previously discussed in chapter 2, the seven vectors 

illustrate a comprehensive picture of psychosocial development for college students.  

Chickering and Reisser (1993) identified the following seven vectors as part 

of their theory of identity development: (a) developing competence, (b) managing 
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emotions, (c) moving through autonomy toward independence, (d) developing mature 

interpersonal relationships, (e) establishing identity, (f) developing purpose, and (g) 

developing integrity. Chickering’s (1969) vectors provide a framework for the 

elements of self-reflection identified in the personal reflection papers. The papers 

included distinct themes and patterns: reflections about personal growth, identity 

formation, past experiences, and experiences with their classmates. As the themes are 

presented, a description of how Chickering’s vectors relate is incorporated to 

demonstrate the developmental emphasis of the reflection process. The reflection 

papers were a critical component of the reflection practice and in identifying the 

overall experience in the Leadership in the Community course. The first theme 

discussed is personal growth and transformation.  

Reflections About Personal Growth  

After completing the Leadership in the Community course, the class members 

referred to the personal growth attributed to participation in the course. Other 

participants described the personal growth that contributed to their current 

developmental status. The two vectors applicable to this theme are developing 

competence and moving through autonomy toward interdependence. Chickering and 

Reisser (1993) described developing competence as a “three-tined pitchfork, the tines 

being intellectual competence, physical and manual skills, and interpersonal 

competence” (p. 38). The first competence is intellectual competence, which involves 

an acquisition of knowledge and skills in a specific area. Next, physical competence 

develops through athletics activities and attention to health and wellness. Lastly, 
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interpersonal competence involves skills in communication, working effectively with 

others, and leadership. Jason demonstrated in his personal reflection paper his 

development of competence and how enrollment in the Leadership in the Community 

course affected his life and future career choices: 

Overall this has been my favorite class and I have come out a different person. 
I always did like interacting with children, but when you can help them and 
change them in a way that’s for the better—it is a great feeling. This class has 
made me think about life after [sport]—meaning helping kids is something I 
might want to pursue as a career.  

 John extended the theme of developing competence, specifically interpersonal 

competence, when he explained about his leadership role in the class, and how being 

a role model to his classmates encouraged his personal growth. Leading by example 

was an important part of John’s perceived personal growth, according to his personal 

reflection paper: 

I also feel that I succeeded in being a good influence on the other students in 
the class. I have always felt that actions speak louder than words, and I think 
my coming back to school speaks volumes to them.  

 John referred in his personal reflection paper to how his leadership role among 

the participants assisted him in staying focused on his personal goals and continued 

growth: 

I learned a few things about myself this semester. I learned that I am more 
influential than I thought I was. I realized how others around me value my 
opinion and really listen to what I have to say. There was one particular 
student in the class, Jerry, who was going through hard times at home and I 
felt like he really listened to what I had to say. I saw a change in him 
throughout the semester because he started coming to class more and was 
more talkative in the classroom. I feel like he began to trust me and was able 
to talk to me about his problems. This semester I learned that with persistence 
I can get through anything.  
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 The other vector exhibited in the reflections about personal growth was 

moving through autonomy toward interdependence. Anthony wrote about how 

sharing his background affected the middle school students in a positive manner. This 

specific vector places an emphasis on “instrumental independence, which includes 

self-direction, problem-solving ability, and mobility” (Evans et al., 1998, p. 39). 

Another important aspect of this vector is an awareness of interconnectedness with 

others. In his personal reflection paper, Anthony demonstrated the awareness of the 

importance of being connected to others when he referenced the need for a role model 

earlier in his life: 

I'm going to talk about the things I went through as a young man growing up 
in the projects of [his hometown]—the negative effects and the positive 
effects that helped me but also hurt me. Looking at my story made me realize 
having an older role model would have helped me make better choices and 
going through these struggles has motivated me to be more of a leader.  

 Anthony elaborated on how his past experiences have assisted him to identify 

with the middle school students, and how the Leadership in the Community course 

was an outlet to share his story. He wrote in his personal reflection paper, “I really 

think this class helped me view the mistakes in my life as a way to help the young 

students to achieve excellence.” Cody, like Anthony, explained how his past 

experiences have helped him to become the person he is today. His reflection 

described how adverse situations contributed to his personal growth. Cody wrote in 

his personal reflection paper, “I always say that everything happens for a reason I 

look at it as if I would have never went through the experiences that I went through 

when I was younger I might not be who I am today.”  



 

 114 

 Kevin discussed his personal growth and how the process of setting goals 

assisted him in developing into the person he is today, which outlined the vector of 

developing competence. He demonstrated this vector by exuding “confidence that one 

can cope with what comes and achieve goals successfully” (Chickering & Reisser, 

1993, p. 53). Kevin began setting goals in middle school, and attributes his success to 

the habit of setting goals and working hard to achieve them. In his personal reflection 

paper, he wrote about his past experiences with goal setting and persistence: 

Another thing that everyone in our class tried to tell the kids was to set goals 
for themselves and to always strive for the best. For example, I set 3 goals for 
myself while I was in middle school and they were: 1. To make the honor roll.  
2. To be the best player on my middle school team. 3. To get accepted into 
one of the top high schools in [state]. I achieved all of these goals. The first 
thing I did was right them down and tape them on my wall so I can see 
everyday when I woke up. I also surrounded myself with people that set high 
goals for themselves as well, and lastly I just worked so hard until I couldn't 
work anymore. And now I am achieving all my goals.  

 Chickering and Reisser (1993) elaborated upon the importance of gaining 

freedom from the need to be reassured or gain approval by others. Tommy discussed 

how this class helped him to realize what college students need to be successful and 

to develop to their full potential. He explained about life lessons he learned from the 

middle school students he mentored and shared about how this experience has 

affected the future decisions in his life, including establishing his own family: 

One thing that people might fail to consider when they look at the influence 
this class has on people is the effect that the kids can have on the [class 
members]. I think that that fact might be overlooked because so many people 
tend to view the [members of the specific campus organization] here as if we 
are invincible or larger than life. While a great deal of us have experienced 
some things that many people will never experience in their life, it is 
important to realize that we are still people that need guidance and appreciate 
little things in life just like everyone else. From my personal experience, I 
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really enjoyed learning about the young people’s lives and how differently 
they approach things in their life from the way I did or how their peers do. For 
example, one of the girls I worked with came from a five children, single 
parent family. As an only child of two very involved parents, it was definitely 
interesting for me to hear how her life is. Things like that are things that I will 
definitely take with me as I look to start a family and continue my life.  

 The mentoring experience provided participants with the opportunity to 

realize personal growth and reflect upon how far they, as people and students, have 

developed. Incorporating the vectors proposed by Chickering and Reisser (1993) 

allowed the personal reflections to outline specific developmental aspects identified 

in the vectors of developing competence and moving through autonomy toward 

interdependence. Because mentoring is rooted in serving others, participants 

described using personal stories and histories, including triumphs and tragedies, as 

learning tools for others as a positive mentoring outcome.  

Reflections About Identity Formation 

Chickering and Reisser (1993) included establishing identity as one of the 

seven vectors, demonstrating its importance in college student development. 

Establishing identity includes an array of factors related to identity development, such 

as  

comfort with body and appearance, comfort with gender and sexual 
orientation, a sense of one’s social and cultural heritage, a clear self-concept 
and comfort with one’s roles and lifestyle, a secure sense of self in light of 
feedback from significant others, self-acceptance and self-esteem, and 
personal stability and integration. (Evans et al., 1998, p. 40)  

Because of the unique college experience of student-athletes, it was critical to 

evaluate identity formation as the majority of the class was comprised of student-

athletes. Watt and Moore (2001) found that scheduling demands, self-image, and 
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isolation from nonathletes contributes to the difficulty of identity development among 

student-athletes.  

 Howard-Hamilton and Sina (2001) stated that college student-athletes often 

form an ego identity based upon how successful they are in their sport. The praise and 

accolades based upon their athletic success seem to be positive; however, Howard-

Hamilton and Sina noted, “When recognition comes from only academic competence, 

a person’s entire sense of self-worth hinges on making big plays and winning the 

game” (p. 37). Dr. Maris’s comments identified the dual identities of the class 

members, by identifying with being both a member of a group and an individual. 

Forming personal identity was a central tenant of Chickering’s (1969) theory on 

identity development. As previously mentioned, Chickering expanded upon Erikson’s 

(1968) concepts of identity as the central developmental issue in the college years. 

Therefore, exploring how the participants perceived identity formation in the personal 

reflection papers was imperative. Sean commented in his personal reflection paper on 

how the college experience influenced his identity development and the daily issues 

with being a student and a member of a campus organization:  

My college years have matured me into the young man I am today but that 
still doesn’t mean that I don’t have to put up with the pressures of day-to-day 
life because I am a [member of a campus organization]. Actually just because 
I am a [member of a campus organization] I have more day to day struggles to 
deal with from class—to practice—to my peers. 

 Sean realized his life is different than a traditional student, because his status 

as a member of a campus organization gives him the additional stress of competition. 

Identity development is an integral developmental aspect for college students, as 
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noted by Chickering (1969). This stage of development is challenging for members of 

this campus organization because of an emphasis on group identity versus the 

individual identity formation of traditional college students.  

 The distinctive college experience of student-athletes must be recognized 

when assessing identity formation. Howard-Hamilton and Sina (2001) explained the 

importance of campus involvement on the psychosocial development of student-

athletes, particularly as relates to interpersonal relationships and identity 

development. However, involvement may be difficult, due to the hours dedicated to 

the student’s sport and to the classroom. Consequently, Howard-Hamilton and Sina 

noted, “Institutions should be prepared to work with student-athletes by developing 

policies and programs that support their learning and development” (p. 40). The 

Leadership in the Community course, emphasizing campus involvement and student 

development, allowed participants to reflect upon past experiences that have 

contributed to their personal progress and growth. 

 Reflections about past experiences. The participants shared about how the 

Leadership in the Community course encouraged reflection on their lives prior to 

college enrollment. Chickering’s (1969) vector that is applicable to reflecting about 

past experiences is developing purpose. This vector includes intentionally making and 

staying with decisions, despite opposition. Evans et al. (1998) wrote, “Lifestyle and 

family influences affect the decision-making and goal-setting processes involved in 

developing purpose” (p. 40). Brady discussed in his personal reflection paper how he 
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would have benefited as a middle school student from participation in a program 

similar to the Leadership in the Community course: 

Overall, I enjoyed this course a lot. It has been the most rewarding class that I 
have yet to take here at [the university]. I feel that there should be more 
classes like this because maybe if someone would have talked to me about 
doing the right things in life maybe I would not have made some of the 
horrible decisions that I did. It has me realize that even though I might not 
have made the best decisions in my own life, I can still be an inspiration to 
kids growing up. This makes me feel like I have accomplished my goals for 
the class.  

 Personal growth was a part of the self-reflective process for the participants. 

Miranda added to Brady’s experience when she shared a lesson she learned by 

looking back to her middle school years. She wrote in her personal reflection paper, 

“Looking back now I wish I could have changed myself. I was always in the middle 

of most of those conflicts. I was part of the problem, not the solution. One of life’s 

lessons is to live and learn.” By reflecting upon prior decision-making opportunities 

and past experiences, the participants were made aware of opportunities to develop 

purpose. The participants used the reflection papers as an outlet to discuss both 

negative and positive memories. Through the process of self-reflection, the 

participants used past experiences as a reference point to compare to who they are 

today, and to gain perspective for future influences that affect decision-making and 

goal-setting processes. 

Reflections About Experiences With Class Members  

The theme of community celebrates our relationships and interactions with 

one another. Chickering and Reisser (1993) described the vector of developing 

mature interpersonal relationships as a significant factor in the development of self. 
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Evans et al. (1998) stated the tasks associated with this vector include “development 

of intercultural and interpersonal tolerance and appreciation of differences, as well as 

the capacity for healthy and lasting intimate relationships with partners and friends” 

(p. 39). The Leadership in the Community course was comprised of a community of 

students who were forthcoming about personal struggles. Familiarity with the other 

participants in the class provided the opportunity to establish a safe environment. The 

participants’ personal stories were learning opportunities for the middle school 

students.  

 The composition of the Leadership in the Community course was distinctive 

to other classes offered at the university. For instance, a majority of the participants 

were members of the same campus organization. Therefore, an established sense of 

familiarity among the class members existed. Miranda explained about her experience 

with her classmates when she commented about her pride about being a member of 

the Leadership in the Community course. She wrote in her personal reflection paper, 

“I want to express my gratitude towards the program, and my allowance into it. It has 

been an honor and a privilege to work next to everyone in the class.” John elaborated 

on his goal to be a positive influence for his fellow classmates and shared in his 

personal reflection paper about his achievement: 

I feel like I have been in their shoes before and I know how hard it is to be 
good at sports as well as school. I wanted them to know how important 
education is. I know that these other [members of a campus organization] look 
up to me because I am living their dream of being in the pros so I feel like I 
am a good influence on them. By them seeing me working hard and coming 
back to school, hopefully they realized the value of education.  
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 Tommy added his views about the importance of the composition of the class 

and the overall structuring of the class population. He realized the ability of his 

classmates to connect with each other and with the middle school students and to 

serve the local community by mentoring youth. The Leadership in the Community 

course, which included members of a campus organization, provided the middle 

school students with role models. Tommy reflected about how the class members 

influenced the local community and each other and discussed how diversity among 

the class members was an asset to both the enrollees and to the middle school 

students. The ability to accept others for who they are and to accept differences and 

appreciate commonalities was an integral aspect of the vector of developing mature 

interpersonal relationships. Aspects of the vector were evident in Tommy’s personal 

reflection paper: 

One of the most important things about this class is the people who are 
enrolled in it. Without them, the class loses a great deal of its appeal and 
impact in the community. Also, there was more “veteran leadership” with the 
likes of John, Rick, and Gene. I think having the older guys who had gone on 
past college give a whole different perspective on life for the kids as well as 
the students in our class. Another important thing, I felt, about the large 
disparity regarding the compilation of our class was the differing backgrounds 
and personalities. I think this is important for a couple of reasons. For one, we 
work with kids from all kinds of different backgrounds so hearing stories from 
people from different backgrounds who have had all sorts of experiences can 
benefit them greatly.  

 Observational notes included an excerpt about the mentoring levels that have 

formed among the class members. The variety of backgrounds, experiences, and 

personalities of the group members enabled the participants to learn from one 
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another. Researcher observational notes described how the layers of development are 

apparent among the class members: 

 There appears to be three or four categories of mentors so far this 
semester. First, there are the mature, responsible mentors who are the 
“caretakers” for the overall class and its members. These class members are 
older than the other class members and they both have experienced real life 
and have came back to the university to complete their personal goal of 
graduating from college. 

Another group of class members are the mentors who are personally 
invested in the class and its mission. The group that the majority of the class 
members belong is the group that are still forming their own identity and 
adjusting to life as a college student. The other group is comprised of class 
members who appear to me as just going through the motions . . . they are not 
focused on the material, their mentees, or seem to identify with the majority of 
their classmates.  

 Developing mature interpersonal relationships was an important vector in the 

sequence of Chickering and Reisser’s (1993) revised theory. In Chickering’s (1969) 

original version of the theory of identity development, this vector was initially 

referred to as freeing interpersonal relationships and followed the establishing identity 

vector. However, in the revised theory, the significance of relationships and how they 

contribute to the development of a strong sense of self attributed to the vector’s being 

moved up in the sequence. Therefore, the relationships and the classroom interactions 

were a significant aspect of identity formation for the participants, which was evident 

in the reflections about other class members in the personal reflection papers and 

mentor journals. 

Overall Reflections About the Course 

The participants used the personal reflection papers to convey their experience 

in the Leadership in the Community course. The vector that encompasses this element 
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of the course is developing integrity, which includes humanizing values, 

personalizing values, and developing congruence (Evans et al., 1998). A personalized 

value system is established in this vector, in which core values are the central tenant 

and the beliefs of others are acknowledged and respected. Additionally, according to 

Evans et al., “values and actions become congruent and authentic as self-interest is 

balanced by a sense of social responsibility” (p. 40). Developing integrity was 

apparent in the general comments about how the participants perceived the class. All 

participants shared positive comments about the course. Overall reflections included 

how the class influenced thinking patterns about themselves, past experiences, and 

the effects on other populations, specifically the middle school students. In his 

personal reflection paper, Cody communicated about his positive experience in the 

class and expressed appreciation for the opportunity to be a mentor and to reflect 

upon past experiences: 

I am very thankful for having the opportunity to be able to be a [member of 
the Leadership in the Community course]. I truly had a great time working 
with my student and sharing my testimony with the whole class. I’m really 
glad that I was able to give back because while I was in the class I could 
remember being in those young children shoes going through what some of 
those kids were going through. I am truly glad that I was able to have the 
opportunity to give back.  

 Derek discussed how the Leadership in the Community class encouraged 

awareness of his strengths as a student and as a person. He wrote in his personal 

reflection paper that the class  

has let me know a lot about myself and the drive I have to succeed. Combined 
with the [Leadership in the Community course] it has given me the 
opportunity to look back on my adolescence and some of the struggles I went 
through.  
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Conversely, Jerry wrote about the significant contributions to the middle school 

students: 

As far as the class, I really enjoyed working with the youth because like I 
mention I didn’t really have anyone coming to mentor me at such a young 
age. I am sure they will take advantage of it and use it effectively, as they 
grow older. I feel like [the class] made a big difference in some of those 
children lives.  

 Jerry realized the balance between self-interest and social responsibility, 

demonstrating the vector of developing integrity. As discussed by the class members, 

the class setting presented an environment for dialogue, discovery, and personal 

growth. The class members were proud to be a part of something that is worthwhile 

and beneficial to others. The lessons learned in the course provided hope and a 

commitment to positive change and progress. The Leadership in the Community 

course provided the participants with a shared purpose, commitment, relationships, 

and responsibility. Personal reflection enabled participants to demonstrate identity 

development, incorporating Chickering and Reisser (1993) as a framework. Each 

theme demonstrated a specific vector, which outlined how participants used the 

reflection process as a conduit to develop along a continuum of critical aspects 

including, but not limited to, developing competence, interpersonal relationships, 

identity formation, and integrity. 

Summary 

 This chapter utilized Boyer’s (1990) concept of communities on campus, 

Kram’s (1985) psychosocial functions of the mentor, and Chickering and Reisser’s 

(1993) theory of identity development to establish a theoretical framework for the 
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intrinsic value of the Leadership in the Community course. The course provided an 

environment conducive for personal growth for the participants. Miranda reflected in 

an interview about her experience as a member of the class: 

The Leadership in the Community course gives us a chance to grow as human 
beings. There are not many courses that I have found that have ever done this 
at [the university]. I have heard of other people who have had experiences like 
this—but I never knew that I would be able to. It has definitely been an 
awesome, awesome experience.  

 Reasons for enrolling were discussed, incorporating Kram’s (1985) 

psychosocial functions as a framework. Then, results featuring the role self-esteem 

played among the participants were presented. The self-esteem results included 

findings from the RSE and qualitative information from interviews. To conclude, the 

process of self-reflection was reviewed and discussed to demonstrate how the 

Leadership in the Community course provided class enrollees with an opportunity to 

reflect upon their lives and the path they took to be the person they are today. The 

vectors proposed in a revised theory by Chickering and Reisser (1993) were used as a 

guide to identify developmental stages within the reflection process. The vectors 

provided a specific outline for developmental benchmarks and demonstrated how 

certain aspects of the Leadership in the Community course encouraged identity 

formation and positive student development. Boyer’s (1990) concept of communities 

on campus was explored, using the Leadership in the Community course as an 

example of a model learning community. Overall, this chapter presented the findings 

that outlined the student experience of the Leadership in the Community course, 

specifically the mentoring outcomes of self-esteem and self-reflection. 
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 In the next chapter, the research questions are presented. A discussion of the 

study and how the findings contribute to the future of research surrounding service-

learning courses, mentoring, and student development follows. 
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Chapter 6 

Summary and Conclusions  

Introduction 

 The mission of the Leadership in the Community course was to encourage 

personal development while promoting civic and community service. As discussed in 

chapter 5, participants enrolled to improve personal development, work with middle 

school students, serve the community, and to be a role model. Therefore, enrolling in 

the Leadership in the Community course provided participants with a classroom 

experience equipped with student development opportunities. Bacon (2001) found 

that in institutions of higher education, students are presented with the opportunity to 

“explore diverse relationships, gain leadership skills, develop critical thinking, and 

search for the ways in which they can contribute to society, leaving it different and 

better than when they found it” (p. 121). The Leadership in the Community course 

was an outlet for college students to achieve personal growth and establish a learning 

community.  

 The mentoring outcomes included, but were not limited to, serving as a role 

model, giving back to the community, developing self-esteem, and reflecting upon 

life experiences and personal development. This chapter reviews the study’s 

methodology and describes the researcher’s experience and biases. Then, the research 

questions are discussed, and a summary of the overall conclusions of the study is 

presented. Thereafter, suggestions for future research in the areas of mentoring and 

student development, including implications for practitioners, are described. 
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 Colleges and universities serve an important role in society due to the ability 

to serve as communities of scholars, students, and knowledge. Experiential learning, 

featured in the Leadership in the Community course, has “connections to the greater 

community, immeasurable personal growth, and professional growth and 

development” (Bacon, 2001, p. 137). The Leadership in the Community course 

created a community of mentors united around a common goal, which was to serve 

others and the local community as well as to encourage each class member to reach 

his or her full potential as a student and citizen. Boyer’s (1990) principles of an 

engaged campus community included supporting the provision of student 

opportunity—opportunity for learning, growth, and relationships. This chapter 

extends Boyer’s (1990) concept of community from the college campus to the 

classroom of the Leadership in the Community course by answering the study’s 

research questions. 

Research Questions 

 The research questions focused on the mentoring outcomes of Leadership in 

the Community course, student development, self-esteem, and personal reflection. 

This chapter summarizes the study and presents an overview of the methodology and 

findings. The chapter concludes by describing implications for future research and 

practitioners. The following five research questions were designed to discover the 

mentoring outcomes as experienced in the Leadership in the Community course 

through emergent themes: 
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1. What is the nature of the college students’ experience in the Leadership in 

the Community course? 

2. What factors encouraged the college students to enroll in the Leadership in 

the Community course? How are these factors exhibited by the college students 

enrolled? 

3. How do participants experience self-esteem and self-efficacy throughout 

the Leadership in the Community course? 

4. What developmental changes do college students perceive in themselves 

throughout their experience in the Leadership in the Community course? 

5. How do participants experience the process of self-reflection through their 

enrollment in the Leadership in the Community course? 

Methodology 

 This section presents a synopsis of the study’s methods and details the data 

sources used, which included semistructured interviews, observational notes, mentor 

journals, and personal reflection papers. Also, the Rosenberg Self-Esteem Scale 

(RSE) (Rosenberg, 1965) gauged self-esteem levels prior to participation and after the 

conclusion of the semester. Semistructured interviews permitted participants to 

respond and reflect upon the class expectations and reflections. Demographic 

information and perceptions about mentoring were obtained during the interviews. 

Additionally, information about self-esteem acquired in interviews was triangulated 

with RSE results. To understand each participant’s experience of the phenomenon of 

mentoring, interview questions addressed the participants’ past experiences of 
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mentoring and course expectations. During the interviews, the researcher took notes 

and tape recorded the interviews to ensure accuracy.  

 The researcher attended class weekly and took observational notes to 

document the participants’ class behaviors and developmental changes as the course 

progressed. Researcher observations served to validate or contradict participant 

statements. The researcher utilized observational notes to account for subjective 

experiences and of reactions to class activities and participant behaviors. Generalizing 

the results of this study to the entire population is not advised, due to the small 

sample size.  

 To obtain information about the class experience throughout the semester, 

participants submitted biweekly mentor journals. The mentor journals tracked 

participant personal goals, reasons for enrolling, and experiences surrounding the 

phenomenon of mentoring. In total, each participant had eight mentor journal entries.  

Personal reflection papers evaluated how the participants experienced the Leadership 

in the Community course and how the mentoring outcome of self-reflection 

encouraged participants to assess past experiences and decision making prior to 

enrolling in college. The reflection papers were required for successful course 

completion. Each participant submitted a five-page paper at the conclusion of the 

semester. To encourage self-evaluation, the professor provided a tentative outline and 

encouraged participants to utilize the reflection paper to convey their overall course 

experience.   
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 Throughout the data collection process, the researcher sought clarification 

when content or meaning was unclear. When this occurred, the researcher followed 

up with the participant to discuss questions about information in the mentor journals 

or interviews. The process of member checking aided in improving accuracy of the 

data and ensured that the researcher clearly understood the participants’ perspective. 

Additionally, the participants reviewed observational notes and recommended 

corrections to dialogue during classroom interactions. The next section discusses the 

researcher’s role and summarizes her experience throughout the study. 

The Researcher 

 This research study grew out of a passion for the fields of social work and 

education. The Leadership in the Community course blended the two disciplines and 

capitalized on the strengths of the college students enrolled. In turn, the participants’ 

actions and strengths benefited the local community by mentoring middle school 

students. The researcher’s goal was to study qualitatively the Leadership in the 

Community course and identify mentoring outcomes. The researcher identified and 

explored mentoring outcomes through conducting the literature review, experiencing 

the interview process, observing the class, and reviewing course documents. 

Theoretical frameworks provided a structure for identifying the mentoring outcomes, 

and the outcomes were derived from the literature, which included Maslow’s (1943, 

1976) hierarchy of human needs, Kram’s (1985) psychosocial functions of the 

mentor, and Boyer’s (1990) concept of learning communities on college campuses. 
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 Several class members were familiar with the researcher through previous 

contact as members of a campus organization. During the initial class meetings, 

participants asked the researcher questions about the study. For instance, the 

participants asked why the researcher was observing them and how the collected 

information would be used. Although the participants signed the consent forms prior 

to data collection, the researcher answered all questions from class members about 

the study’s purpose and methodology. The researcher discussed the consent forms 

and detailed the purpose of the study to ensure class members were comfortable 

participating. As the semester progressed, the class members treated the researcher as 

part of the class. For instance, class members greeted the researcher similar to how 

they greeted their peers. This was an unexpected result, as the researcher attempted to 

be an observer, rather than an active participant. This offered the researcher the 

opportunity to have candid conversations with the participants and assisted in 

interview arrangements. 

Summary of Findings by Research Question 

Research Question 1: Nature of the Experience 

What was the nature of the college students’ experience in the Leadership in 

the Community course? Applying chapters 4 and 5 as an outline, the comparison 

between precourse expectations and postcourse evaluation and reflection provides a 

structure for the overall nature of the college students’ experience in the Leadership 

in the Community course. Precourse expectations demonstrated the willingness to 

serve the local community by being a mentor to middle school students. The 
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participants expressed excitement to work with the middle school students and serve 

as a role model.  

 Postcourse evaluations of the overall experience captured the factors of the 

Leadership in the Community course, specifically, personal reflective statements and 

insight. Overall, the participants reported a positive experience in the Leadership in 

the Community course. For instance, Anthony stated that the course “not only helped 

the [middle school] students, but the students helped us to learn.” Having the 

occasion to serve the local community while developing leadership and public 

speaking skills was an advantageous educational experience for the participants.  

 At the conclusion of the semester, the participants expressed positive 

comments about their classmates. The personal reflection papers included statements 

about how they formed connections to their classmates and believed that the class 

encouraged them to reach their full potential as a leader. The age disparity among the 

class members, specifically Gene, Rick, and John, provided the opportunity for them 

to serve as a role model to their younger colleagues. For instance, Kevin stated in a 

class discussion that his role model was “[Rick] because [pursued a professional 

career] and now he has come back to [the university] to finish his degree. That’s what 

I want to do.” Observational notes included Rick’s reaction to Kevin’s statement: 

An interesting observation from today’s presentation was when Kevin shared 
with the class that his role model is Rick, who is another member of the class. 
I spoke with Rick after the class and asked him how that made him feel—for 
another class member to say that about you—he said that he was surprised . . . 
and honored. Rick feels that his role in the class is to be a role model or “big 
brother” to the other class members.  
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 Rick explained his role as a mentor to his classmates and shared that the 

Leadership in the Community class affected his overall confidence level and 

influenced how he perceived himself. He stated in an interview,  

I feel personally that I’m being looked up to by my classmates. It gives me 
confidence in myself. These guys are looked up to by younger people and by 
their peers. It gives me confidence that listen to me and they take me serious. 
They ask me questions . . . and it gives me confidence to go forward in other 
situations.  

Both Rick and John were cognizant of their ability serve as positive role models for 

their younger classmates. John expanded upon his role among his classmates in this 

statement in an interview: 

I feel like I’m a big brother. I have established my role, and I told myself that 
I am not mentoring the seventh graders, I am mentoring everyone in the 
classroom. We are setting an example for the [college] kids in the classroom 
so they can see this is how you act, this is you are a mature student, this is 
how you handle business. When I speak, I’m speaking to the children and to 
the [college] kids in the classroom. They still are doing some things—and I’m 
like, “Wow . . . did I do that when I was their age?” I want to help them out—
I want them to know what’s gone wrong—so when they get there, they won’t 
do the same things that I did.  

 The Leadership in the Community course, because of its service-learning 

component, promoted the personal development of the participants. This study 

evaluated mentoring outcomes and identified themes and categories to better 

understand how the curriculum of service-learning courses accentuates student 

development and self-esteem. Boyer’s (1990) concept of community was apparent in 

the Leadership in the Community course because of the emphasis on community 

service and relationship building. For instance, the participants identified with the 

group and utilized the structure of the class to gain knowledge and skills, such as 
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mentoring and being a role model to middle school students. The participants stated 

that all university students would benefit by enrolling in a service-learning course 

similar to the Leadership in the Community course. John had a positive learning 

experience in the class as evidenced by the following statement in an interview: 

If you want to help others, if you want to do good, if you want to try to help 
change what is going on around you—this class will be great for you. To learn 
more about yourself and how you develop learning things like—to be a leader 
and those kinds of qualities to be a leader. And number two is to help out the 
community. To go to these schools—to make an impression. I think that every 
student at [the university] should take this class.  

 The comparison of the precourse expectations and postcourse evaluations 

revealed an apparent difference between what participants hoped to accomplish as a 

result of being enrolled and what they actually succeeded in accomplishing. 

Differences were measured through the evaluation of mentoring outcomes, which 

included personal and self-esteem development and personal reflection. After the 

conclusion of the semester, the participants learned more than they thought they 

would prior to the beginning of the course. The class offered the participants a chance 

to reflect upon their lives and to evaluate themselves as a role model and leader. The 

process of this self-evaluation throughout the semester, specifically through the 

presentations and reflection papers, allowed participants to discover developmental 

changes and milestones. For example, Samantha wrote in her personal reflection 

paper about how the Leadership in Community class instilled learning opportunities 

for her and for any student who enrolls: 

[The Leadership in the Community course] is an amazing program for anyone 
who enters it. You cannot come out of it unchanged in some aspect, whether it 
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is the middle school students, the college students, or the teachers that are 
involved, some story that is told, or some relationship will touch you.  

Research Question 2: Reasons for Enrolling 

 What reasons encouraged the college students to enroll in the Leadership in 

the Community course? How were these reasons exhibited by the college students 

enrolled? 

Through analysis of the mentor journals and interviews reported in chapter 5, 

reasons for enrollment were identified to include improving personal development, 

working with middle school students, serving the community, and serving as a role 

model. Class members explained class expectations and defined personal goals for the 

Leadership in the Community course. The mentor journals served as a channel for 

participants to discuss personal goals and class expectations. 

 Personal development included a desire to improve public speaking skills. The 

class was formatted to include occasions to speak in front of an audience. Therefore, 

participants acquired and incorporated skills into practice. Reasons for enrolling were 

exhibited by the participants’ willingness to present their personal story to the middle 

school students. Often, the participants’ personal story included a situation that was 

difficult to discuss with others. Therefore, by sharing experiences about academic 

failures, family struggles, and personal misfortunes, the participants demonstrated 

their desire to be a better public speaker and role model to the middle school students. 

By sharing personal stories of tragedy and triumph, the participants aimed to improve 

public speaking skills and demonstrate role-modeling skills.  
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 The reasons for enrolling provided a baseline for participant goals, and also 

demonstrated the participants’ high expectations for themselves as students. The 

reasons for enrollment, although concrete and basic, equipped the class members with 

semester goals. As evidenced by precourse expectations and postcourse evaluations, 

the participants achieved more than expected of themselves. Dennis wrote in his 

personal reflection paper that the Leadership in the Community course allowed him to 

reflect upon his own life and use his personal story to benefit others: 

Considering that there were so many negative influences in my life and I was 
able to fight through them to become successful today, I feel this program has 
been a great way for me to share my “warning” and triumph story to the 
young people.  

 According to the participants, working with the middle school students was a 

rewarding aspect of the Leadership in the Community course. Through the interview 

process, the participants referenced how working with the middle school students was 

their favorite aspect of the course. Jason elaborated in an interview that he enjoys 

“going to the school, interacting with the kids, hearing about what’s going on. 

Learning from them.” Although working with the middle school students was a 

reason for enrollment, the participants benefited from the interactions with the middle 

school students and the symbiotic nature of the relationship. Jason’s statement 

included an appreciation for his ability to learn from the middle school students. Cody 

added to Jason’s experience when he expressed in an interview how mentoring the 

middle school students allowed him to discover more about himself: 

Observing the kids and thinking that “that used to be me” and I used to be a 
kid in one of those classes. Reminder of hard work can do for you and to put 
effort into it and stay focused. The class always makes me reflect—everything 
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that I put my mom through, how far me and my mom have come, and a lots of 
things about my life.  

 Another reason for enrollment was to serve the local community. Mentoring 

the middle school students demonstrated this reason for enrollment. The Leadership 

in the Community course encouraged civic responsibility and being a model citizen. 

By being a role model to middle school students, the class members felt as though 

they were contributing to the future of the local community. In his personal reflection 

paper, Cody referenced his appreciation for serving the local community: 

I’m really glad that I was able to give back because while I was in the class I 
could remember being in those young children[s’] shoes going through what 
some of those kids were going through. I am truly glad that I was able to have 
the opportunity to give back.  

Research Question 3: Self-Esteem and Self-Efficacy 

 How did participants experience self-esteem and self-efficacy throughout the 

Leadership in the Community course? The participants stated several characteristics 

of the Leadership of the Community course that contributed to their self-esteem and 

self-efficacy. These reasons included a positive support system, personal 

accomplishments, and serving as a mentor. Self-esteem was influenced by many other 

factors in the participants’ lives, such as success in academic classes and other 

personal experiences. Therefore, results do not reliably suggest that participation in 

the Leadership in the Community course influenced self-esteem levels, as other 

variables were not controlled. However, through the interview process, several 

participants discussed how aspects of the class supplemented self-esteem levels. The 

participants referred to specific aspects of the course that contributed to an elevated 
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self-esteem, such as being a role model and demonstrating leadership traits. The 

Leadership in the Community course equipped participants with skills for the future, 

which included leadership and public speaking skills.  

 As previously mentioned, working with the middle school students and being 

viewed as a role model by both the middle school students and the participants’ peers 

was a self-esteem builder. Several of the class members noted about how they 

respected each other, which was apparent by Tommy’s reference to the select group 

of students who are enrolled in the Leadership in the Community course. Tommy 

wrote in his personal reflection paper, “One of the most important things about this 

class is the people who are enrolled in it.” The class members established a group 

identity as the semester progressed, and the participants recognized the significance 

of their role to the university community and to the local community. 

Research Question 4: Developmental Changes 

 What developmental changes did college students perceive in themselves 

throughout their experience in the Leadership in the Community course? Research 

has shown that the college years are a pivotal stage for the personal, cognitive, and 

emotional development of students and their development (Ambrose, 2002; Ferrari, 

2004; Kram, 1983). The participants discussed developmental changes throughout the 

course they perceived in themselves in interviews, mentor journals, and the reflection 

papers. The participants noted several changes that were attributed to enrollment in 

the Leadership in the Community course. One difference noted by the participants 

was the development of leadership skills. The course emphasized the participants’ 
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abilities to be a leader in the local community and in the university community. The 

participants also reported an increase in public speaking skills. By presenting their 

personal stories to the middle school students and their peers, the class members were 

comfortable with speaking in front of others and claimed participation in the 

Leadership in the Community course was a factor in the increase. The third change 

the participants attributed to enrollment in the Leadership in the Community course 

was an elevated level of self-confidence. Although causation is not implied, the 

participants shared how an increase in skills and being looked up to by the middle 

school students contributed to how they viewed themselves. According to the class 

member reports, self-confidence and self-esteem were affected by participation in the 

Leadership in the Community course. In an interview, Miranda attributed her 

personal success to her enrollment in the Leadership in the Community course: 

I am doing particularly well right now. For the first time, I am making straight 
A’s in school, for the first time ever. I am making my friends proud and my 
parents proud—that’s the first time ever for that too.  

 Rick shared about his perceived personal growth since enrolling in the 

Leadership in the Community course. He claimed in an interview, “I can see a 

difference in myself. I look forward to going to the class, and I enjoy the class. It’s 

important for me and for my personal development.”  

Research Question 5: Self-Reflection 

 How did participants experience the process of self-reflection through their 

enrollment in the Leadership in the Community course? The process of self-reflection 

was an integral component of the Leadership in the Community course. Throughout 
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the semester, participants had ample opportunities to reflect on their personal 

experiences and decisions that led them to be the person they are today. For instance, 

the participants discussed their personal stories in their presentations to the middle 

school students and in personal reflection papers. In their presentations, the 

participants disclosed past experiences with academic issues, peer pressure, gang 

involvement, and other situations that they faced as a middle school student. The 

presentations included the chance to present suggestions for the middle school 

students about making positive decisions about peers, drugs, alcohol, and school. 

Through the reflection process, the participants shared about overcoming obstacles 

and discussed how talking about personal triumphs guided others to not make the 

same decisions. As previously mentioned, Harris and Crocker (2003) described 

personal reflection and the satisfaction of helping others as two mentoring outcomes 

for the mentor. By reflecting in presentations and reflection papers, the participants 

processed past experiences and reviewed how sharing those experiences could benefit 

others.  

 In the personal reflection papers, the participants referenced how the class has 

influenced their lives. The reflection process implemented in the Leadership in the 

Community curriculum was conducive to personal development and to demonstrating 

how each person’s definition of personal success varies. For instance, Anthony 

discussed how the course has contributed to his new outlook on life, writing in his 

personal reflection paper, “This semester, my Leadership [in the Community] class 

has made me look at life from a different perspective.” This class provided Anthony 
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and the other class members with the ability to work with middle school students in 

the local community who are from a variety of backgrounds, including race and 

socioeconomic status.  

 Realizing personal success and recognizing areas for growth was another 

outcome of the reflection process. Derek commented in his personal reflection paper 

about the acquisition of knowledge about his strengths and how the Leadership in the 

Community course “has let me know a lot about myself and the drive I have to 

succeed, and has given me the opportunity to look back on my adolescence and some 

of the struggles I went through.” Jason, like Derek, utilized the opportunity to self-

reflect and explained his experience in the Leadership in the Community course. 

Through this self-evaluation, he realized he learned more from others who were from 

different backgrounds. Jason wrote in his personal reflection paper,  

I learned things about myself that I didn’t know and had the opportunity to 
share some pieces of my life with the [middle school] students. During the 
semester, I learned things that really opened my eyes to the outside world.  

The Leadership in the Community course encouraged Jason to form relationships 

with others who are from a variety of backgrounds. Jason embraced this challenge 

and was appreciative for the experience to learn from the middle school students and 

his classmates. By reflecting upon past experiences, the students gained insight into 

the steps they took to be where they are today. In reflecting upon past experiences, 

the class members learned about their strengths and areas for personal development.  

 Reviewing past mistakes was also a part of the reflection process. Sharing 

those situations with their classmates and with the middle school students was a 
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critical event in the semester. This event culminated with the presentation to the 

middle school students. In the presentation, the participants shared more about 

personal triumphs and failures in their rehearsal in front of their classmates. 

Additional disclosure demonstrated the participants’ eagerness to share past mistakes 

and life lessons to the middle school students to prevent them from making the same 

mistakes. For example, Miranda shared her own past mistakes and how she wished 

she could alter how she acted in middle school. Miranda wrote in her personal 

reflection paper, “Looking back now I wish I could have changed myself. I was 

always in the middle of most of those conflicts. I was part of the problem, not the 

solution. One of life’s lessons is to live and learn.” She concluded that she has learned 

from her past mistakes and that she realizes that she would act differently if put into a 

similar situation today. 

 Personal reflection was a critical component of the Leadership in the 

Community course. Because reflection enabled the participants to evaluate past 

experiences and to think about their own personal strengths and opportunities for 

personal improvement, the course fostered personal development for the participants. 

However, the participants chose the depth of how much they wanted to share about 

their personal history. Self-reflection allowed the participants to discuss past events 

from an outside perspective and to review the steps they took in the decision-making 

process. The personal reflection papers and the presentations were outlets for 

reflection. Although the participants disclosed more information about past 



 

 143 

experiences in the personal reflection papers, the presentations were suited for 

disclosure if the participant chose. 

 Another component of the class presentations was the selection of a personal 

motto. Prior to the beginning of the semester, each participant chose a motto, and 

each participant’s motto is featured in Table 4. 

 Dr. Maris encouraged class members to select a motto to which the middle 

school students could relate. The mottos were the introduction to the participants’ 

presentations and created a template for the presentations. The mottos were also 

included on the class trading cards. A sample class trading card is presented in 

Appendix C. The trading cards were distributed to the middle school students after a 

class member gave his or her presentation. Each trading card featured a photo of the 

class member, his or her motto, and the class motto, which was “Make good choices. 

Stay off drugs. Stay in school. Stay out of trouble.” The trading cards assisted class 

members in interacting with all the middle school students, not just the students who 

they were mentoring during the field visits. The trading cards contributed to an open 

relationship between the middle school students and the class members and reminded 

the middle school students of the class motto and the personal motto of the class 

member who presented that day. 
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Table 4  

Participants’ Personal Mottos 

Pseudonym Motto 

Gene  The more you know the less you need. 
Jason  To give anything less that your best is to sacrifice your gift. 

Rick  Never give up. 

Jerry The only easy day was yesterday. 
Sean  You reap what you sow. 

John  Shoot for the moon. If you miss, you will be among the stars. 
Mike  Do better than your best. 

Tim  With God you can do all things. 

Dennis I can do all things through Christ who strengthens me. 
Brady  The sky is the limit. 

Cody  Never give up–always keep pushing. 

Kasey  Work like it all depends on you. Pray like it all depends on God. 
Anthony  Only the strong survive. 

Kevin  Two ingredients to success are dedication and desire—if God is with me, 
who can be against me? 

Greg Think about every decision you make—and make a good one. 

Tommy  What will you do when no one is looking? 

Derek  We have the ability to make things better. 
Ashley  Anything worth doing is worth overdoing. 

Miranda  Surrender, in its place, is an honorable as resistance. 

Samantha Make a difference in someone’s life. 
   

Implications for Further Research 

 While researchers strive to demonstrate how mentoring contributes to the 

development of the protégé, it remains imperative to evaluate the mentoring outcomes 

of the participants who enroll in a service-learning class that incorporates mentoring 



 

 145 

in its curriculum. Qualitative research led to insight and findings that extracted 

mentoring outcomes and assessed the effectiveness of service-learning courses at 

universities similar to the Leadership in the Community course. Through the current 

study, findings outlined the mentoring outcomes of the course, specifically, student 

development, self-esteem, and self-reflection. Relevance of the findings related to 

both research and practice. Eyler and Giles (1999) found that college students who 

volunteered intensified the integration of learning and development; increased 

cognitive development; and applied knowledge, engagement, citizenship, and critical 

thinking. For instance, Astin (as cited in Bacon, 2001, p. 138) concluded that 

universities should incorporate a model that includes the campus community 

collaborations and learning, optimally, a model that incorporates “public service, 

citizenship, and academics [that] would include: a collaboration between institutions 

of higher education and community organizations, experiential student learning, and 

opportunities for self-awareness and personal growth.” The Leadership in the 

Community course served as a model, as it collaborated with local middle schools 

and the local police department to develop a program that served both the university 

and the local community. For future research studies in the area of mentoring, it is 

suggested to study a course that includes a sample more reflective of the university 

student population. Conducting a similar study of a service-learning course on the 

same campus and comparing the mentoring outcomes would add insight to this 

study’s findings.  
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 Parra, DuBois, Neville, and Pugh-Lilly (2002) suggested that perceived 

benefits from mentoring were related, in part, to the mentors’ sense of efficacy prior 

to engaging in the mentoring relationship. Therefore, it would be beneficial to explore 

the mentor’s sense of efficacy and self-esteem in addition to other phenomena to 

establish a baseline prior to engaging in the mentoring relationship. For future 

research, conducting a longitudinal study of the participants would assist in collecting 

information prior to enrolling in a service-learning course. Exploring the mentor’s 

sense of efficacy, prior mentoring experience, and the use of personal disclosure and 

personal reflection would offer additional background and foundational knowledge of 

the participants and allow for conclusions to be more specific and encompassing. 

Another variation for a future research study would establish a control group of 

participants who did not engage in a service-learning course and would examine their 

student development, self-esteem, and self-reflection process. This would permit 

comparison to the experimental group, who did participate in a service-learning 

course similar to the Leadership in the Community course. 

 Participants were impressed with their efforts in helping others and serving as 

a role model to the middle school students and voiced their satisfaction with their 

experience in the Leadership in the Community course. Each participant suggested 

that other college students enroll in the Leadership in the Community course or a 

similar service-learning course. Future research could explore the lasting effects of 

participating in a service-learning course. Does service-learning influence future 

volunteerism for the participants? This could be conducted as a qualitative or a 



 

 147 

mixed-methods study including interviews with past enrollees of service-learning 

courses. 

 Despite ample research on the mentoring experience, research on the 

outcomes of the mentoring relationship from the mentor’s perspective is lacking. 

Future research is needed to ascertain information about service-learning courses that 

involve mentoring. Analyzing how the mentoring outcomes of student development 

and self-esteem are presented in other studies would allow for a more comprehensive 

view of the outcomes of service-learning courses. 

Implications for Practitioners 

 As stated in chapter 1, the significance of this study was found in the practical 

and theoretical utility of identifying the mentoring outcomes of the Leadership in the 

Community course. It was imperative to evaluate the outcomes of participation in a 

service-learning course that featured a structured mentoring relationship. Results from 

the current study suggest a number of implications for practice. Implications focus on 

mentoring outcomes, specifically, student development, role modeling, self-esteem, 

and service-learning. Therefore, the implications and their applicability for 

practitioners are presented in this section. 

Student Development 

The unique aspects of the Leadership in the Community course included 

combining structured classes with experiential learning, which supplied the enrollees 

with a sense of community within the class and supported student success for both the 

mentors and protégés. Student development was an important aspect of this study. 
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Participants reported that the Leadership in the Community course encouraged 

personal development, specifically in the areas of leadership and public speaking. 

Practitioners should consider the importance of student development in service-

learning courses. Oftentimes, the benefits or outcomes of the service-learning 

participants are not addressed. However, highlighting outcomes and opportunities for 

future participants may encourage enrollment and participation in service-learning 

courses. 

Role Modeling 

This study illuminates the ability of college student to serve as role models. 

The Leadership in the Community course allowed the participants to role model 

decision-making skills for the middle schools and to reflect upon how they serve as 

role models to their peers. This study obtained clear information about how serving as 

a role model was an integral aspect of the class experience. By role modeling to the 

middle school students, the participants shared their personal stories and described 

how making positive decisions and setting goals played an important role in their 

lives. There could not have been a more resounding conclusion from the participants. 

The opportunity to be a role model was a reason for enrollment, was a class 

expectation, and became a source of pride that assisted in the mentors’ relationships 

with the middle school students. 

Self-Esteem 

A sense of helpfulness and personal contribution was a key ingredient in the 

development and self-efficacy of the participants. The participants reported high 
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levels of self-esteem, both prior to the course and after the course’s conclusion. The 

participants’ self-esteem levels were attributed to a positive support system, personal 

accomplishments, and serving as a mentor. When discussing self-esteem 

development, it would be practical to define the concept of self-esteem for the 

participants prior to conducting an assessment. The self-assessment of self-esteem is 

imperative. However, it would be beneficial to inquire about supplementary situations 

that contribute to self-esteem levels, such as academic difficulties, academic success, 

relationship problems, or athletic success.  

Service-Learning 

Much can be gleaned from the unique academic structure of the Leadership in 

the Community course. There are many advantages of service-learning courses. For 

instance, service-learning promotes collaboration between universities and the 

communities in which they function. Combining academic and experiential learning 

allows participants to integrate knowledge and to critically evaluate and reflect upon 

the situation. To expand service-learning classes similar to Leadership in the 

Community course to other universities, it is imperative to discover the characteristics 

and specific qualities of the course, including mentoring outcomes. Results from the 

current study illuminate the need for programs that specifically involve service-

learning and mentoring. Participants in a classroom experience that emphasized civic 

responsibility, role modeling, student development, leadership training, and self-

reflection resoundingly voiced positive experiences. The participants’ voices are as 

true and powerful as those of researchers and practitioners. To assess the outcomes of 
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participating in learning experiences similar to the Leadership in the Community 

course, future studies must encourage participants to use their voices to further inform 

the establishment and practice of service-learning courses. 

Participant Advice to Future Enrollees 

 This study’s participants provided recommendations for future participants of 

the Leadership in the Community course, using both direct suggestions and including 

suggestions in personal reflection papers. Participants employed the reflection papers 

as an opportunity to give feedback about the course and to make suggestions for 

future enrollees. Gene elaborated in his personal reflection paper upon strategies to 

identify with middle school students and gave advice for future members of the 

course: 

Take your role as a leader serious and believe that you do have a very 
pertinent place in the contribution of our society’s youth development. I 
would implore future students to choose their words wisely and give deep 
thought to what message you would want to convey to the students. A 
possibility of writing a letter to your middle school self and what to look out 
for, and what you need to do different to achieve everything that you are 
capable of.  

 Derek elaborated upon the characteristics he described as essential for 

enrolling in the Leadership in the Community. He emphasized a desire to work with 

middle school students, to serve the community, and to be sincere. He conveyed his 

sentiments in the following excerpt from his personal reflection paper: 

The first thing I would suggest is if you are going to be in this class to take it 
for the right reasons. We . . . are in a very good position to have a major 
impact on the lives of the children we work with. In other words take this 
class as an opportunity to do something good for the community and most 
importantly for yourself. This class will have an impact on their lives in more 
ways than one. The second is to take your time with the students to get to 
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really know them and let them know who you are and what you are about. 
Lastly and most important, each [class member] has to be a model citizen. 
Being a leader means leading by example, and practice[ing] what you preach. 
It upsets me that some past [class members] did not lead by example. Be 
accountable, be respectful, and lead by example.  

 As shown by interview data and information in the reflection papers, 

participants described the Leadership in the Community course as a beneficial 

component to their personal development. The learning process in the Leadership in 

the Community course was unique to other classes because of the inclusion of 

experiential learning. Bacon (2001) found through the incorporation of academic and 

experiential learning, “education occurs on many levels and in many different arenas. 

In being good citizens, higher education must give back something to the greater 

community” (p. 137). The participants reported the format of the Leadership in the 

Community course allowed for a unique experience, compared to other classes 

offered at the university. Tommy stated in an interview that every university student 

should take the Leadership in the Community course and added, “It’s fun, it’s real 

educational, it’s great for the kids. If you use it right, it can be an important 

[experience] for you, and you can learn from it.” By participating in a service-

learning course, the class members were provided with an opportunity to serve the 

local community and be role models to the middle school students. The experience in 

the Leadership in the Community course aided in the personal development of the 

participants and allowed for the mentoring outcomes of self-esteem and self-

reflection to be evaluated.  
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Appendix A 

IRB Documentation  

 
(Protocol # 2006-05-0072, expiration 6/12/07).  
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Appendix B 

Interview Protocol for Pilot Study  

 
 (Protocol # 2006-05-0072, expiration 6/12/07). 

 
1. What was your primary goal in enrolling in this specific Social Work course? 
2. Was your mentoring experience during your enrollment in this class your first 

experience being a mentor? 
3. If not, please explain your previous experiences involving mentoring. 
4. Do you feel like your participation in this course has increased your levels of 

self-esteem? In what ways? 
5. Do you feel that mentoring is a way to contribute to the next generation? 
6. Define mentoring in your terms. 
7. How have you changed as a result of your participation in this class? 
8. Do you believe that the university should provide more classes which 

incorporate mentoring and similar other community activities in their 
curriculum? 

9. How did this course influence your opinion of helping others? 
10. Were there any specific experiences during the course of your enrollment in 

this class that have affected you personally? Either positively or negatively? 
11. How have experiences in your life led you to serve as a mentor for youth in 

the community? 
12. How did you feel when you visited the local middle schools as a mentor? 
13. Are you planning on participating in other mentoring activities in the future, 

such as Big Brothers/Big Sisters of America? 
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Appendix C 

Participant Trading Cards 
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