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Supervisor: Manuel Ramirez, III

Current literature on Latino college student retention and attrition suggests that Latinos as a
whole are becoming more successful at gaining admission to institutions of higher education.
However, there is a need for support, guidance, and mentorship in order to ensure success once
admitted. This study sought to test the effectiveness of a brief intervention for first year Latina/o
undergraduate students at UT Austin, a predominantly White university. Sixty-nine participants
were randomized into two groups, an experimental group (Educational Capital Guide Group) (n
= 34) and a control group (n = 35). The intervention was based on Bourdieu’s Social Capital
Theory and was designed to facilitate adjustment to college for Latinas/os. The two forms of
Bourdieu’s capital addressed in this study were: the embodied state (i.e., knowledge individuals
acquire via social membership), and the objectified state (i.e., physical resources accessible to an
individual). Effects of the intervention were measured by observing changes in five outcome
variables (i.e., academic worry, academic self-efficacy, anxiety, depression, and perceived
university environment) from pre- to post-intervention for each group, as well as a comparison of
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GPA and novel on-campus resource use. Changes in outcome variables across college
generation status for intervention participants were also assessed. Results indicated a statistically
significant difference in perceptions of the university environment between experimental groups
from pre- to post-intervention, but on no other outcome variables. Participants in the
intervention group marginally outperformed control participants in end-of-semester GPA by the
completion of their first semester. Similarly, participants in the intervention group used slightly
more novel on-campus resources at posttest. Among intervention participants, although second
generation college students reported statistically greater anxiety at both assessment periods, no
between-group differences were found in responses to the intervention. Cultural and
demographic variables that were found to be predictive of outcome variables, as well as a
description of participant responses to their first semester at UT are discussed. The findings of
this study offer implications for future intervention studies using social capital with Latinos as
well as practices that should be addressed on an institutional level to support ethnic minority
students’ success in higher education.

Keywords: Latinas/os, college adjustment, retention, Predominantly White University
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Chapter 1. Introduction
1.1. Latino College Rates
1.1.1. Overview
Latinos in the United States comprise the fastest growing ethnic minority group (U.S.
Census Bureau, 2010). It is predicted that by 2050, Latinos will be the largest contributors to
U.S. population growth (Passel, 2003; Pew Research Center, 2008; U.S. Bureau of the Census,
1996). Although, historically, college attendance rates have remained considerably lower for
Latino college students compared to their White counterparts (NCES, 2010a), college enrollment
rates for Latinos almost doubled over the past 35 years, from 13.4% in 1972 to 26.6% in 2007
(NCES, 2009; US Census Bureau, 2010). Paradoxically, as recently as 2009, although college
enrollment rates rose for Latinos, the gap in bachelor degree attainment between Whites and
Latinos widened to 25% (NCES, 2010b). These findings suggest that, although Latinos as a
whole are becoming more successful at entering institutions of higher education, there is still a
need for education, support, and guidance once they begin their educational careers to facilitate
greater academic success.
Throughout the decades there have been numerous studies that have sought to identify
reasons why some Latino students drop out of colleges and universities (Sólorzano, Villalpando,
& Oseguera, 2005; Velez & Saenz, 2001). Others have taken the opposite approach and
attempted to determine factors that facilitate retention rates (Oseguera, Locks, & Vega, 2008;
Otero, Rivas, & Rivera, 2007; Torres & Solberg, 2001). Yet other researchers have attempted to
take a more active approach to improving retention rates by creating programs and interventions
for Latino students at both the high school and college levels (Auerbach, 2004; Collatos, Morrell,
Nuno, & Lara, 2004; Santos & Reigadas, 2002; Watt, Powell, Mendiola, & Cossio, 2006).
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1.1.2 Potential Factors Contributing to Attrition Rates Among Latinos
Upon entry to the university system, students undergo an adjustment process that is
essential for them to become successfully acclimated to their new environment (Tinto, 1993). As
previously mentioned, a considerable amount of research has been conducted on the specific
factors that may lead to the attrition of Latino college students. Researchers have identified
many reasons that may contribute to students discontinuing at their institutions of higher
education. Some of those may effect their cognitive, emotional, and social adjustment to those
institutions and can be best categorized under academic, nonacademic factors, underutilization of
resources, and outside factors.
1.1.2.1 Academic factors.
For many students, entering the university system is a major adjustment from high
school. Even for students who were enrolled in honors and advanced placement (AP) courses,
the adjustment to university coursework can be a challenging one (Hernandez, 2002). Many
students report feeling underprepared for the transition to college from high school, particularly
with regards to the amount of expected reading and work for classes, as well as the discipline
required to succeed (Hernandez, 2002).
Some first-year students may not have had the opportunity to take AP classes in their
high schools because those institutions lacked the resources necessary to offer those courses
(Griffin & Buford, 2009); others were unable to take these courses because they are tracked into
less challenging ones in their high schools. Whatever the reason for lower AP enrollment rates,
ultimately the result is a disproportionate sharing of information pertinent to college attainment
among students (Gonzalez, Stoner, & Jovel, 2003). Contreras (2005) indicated a paradoxical
trend of an increase in the number of Latino students represented in schools between 1994 and
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2003, yet consistently lower AP course enrollment rates reflected by a wide gap in test-taking
rates between Latinos and their White counterparts. Given that AP courses often prepare
students for the level of work necessary for success in college coursework (Teranishi, Solorzano,
& Allen, 2004), the fact that there is still such a disparity of Latinos in AP courses is concerning.
Other students experience difficulty mastering skills, such as time management (Strang,
1981) and effective learning (Hernandez, 2002) that are imperative to their academic success in
higher education. Some researchers have suggested that self-efficacy for self-regulation is a
strong indicator of procrastination (Klassen, Krawchuck, & Rajani, 2008). They also found that
individuals who experienced negative procrastination (i.e., spend more time on unproductive
tasks and delay beginning productive ones) have lower grade point averages in their courses.
The authors address the importance of not only teaching effective learning/studying skills, but
also the importance of instilling confidence to increase self-efficacy in students. Given the
autonomous nature of higher education, this skill is essential for academic success among college
students.
1.1.2.2 Nonacademic factors.
Several other factors have been implied to be partially responsible for decisions to drop
out of institutions of higher education. There is a considerable amount of literature that explores
the effect of undergraduate environment on student’s decisions to leave the university. Some
researchers are in agreement that a subjective experience of belonging in the college
environment is essential for successful adjustment among Latino college students (Hurtado &
Carter, 1997; Jones, Castellano, & Cole, 2002).
Some specific factors that have been identified as contributing to a lack of sense of
belonging on college campuses include stereotype threat (i.e., fear of confirming a negative
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stereotype associated with group membership) (Oseguera et al., 2008), perceived hostile racial
climate (Hurtado & Carter, 1997; Hurtado, Carter, & Spuler, 1996; Gloria, Castellanos, &
Orozco, 2005), cultural incongruence (Hernandez, 2002), discrimination (Hurtado et al., 1996),
and negative self-perceptions about their academic ability (Contreras, 2005). The
aforementioned factors have all been described as ones that institutions of higher education
should be addressing in their retention efforts.
Being a first-generation college student also places students at a greater risk for dropping
out of college (Nuñez & Cuccaro-Alamin, 1998). Researchers have indicated that firstgeneration college students often take less rigorous courses than do their second and latergeneration college student counterparts (Warburton, Bugarin, & Nuñez, 2001). First-college
generation students typically report lower self-efficacy than second and later-college generation
students, further placing them at a disadvantage once they are in more competitive classes (Wang
& Castañeda-Sound, 2008). In general it can be concluded that first-college generation students
begin their academic endeavors with less knowledge about the college system and are likely to
be less academically prepared than students who have greater exposure to higher education.
Some authors have also sought to explore the way in which Latino cultural values impact
their educational experiences and how those may be related to perceived or actual efficacy or
performance in universities. Brown (2008) examined classroom participation patterns among
Latino college students. The study’s findings indicated that Latino students’ participation
patterns reflected traditional cultural values, such as cooperation and community. More than a
quarter of the Latino respondents believed that students who participate in class do so to show
off or boast, a belief that none of the White students in the study shared. The authors noted that
these findings were true of Latino students across different U.S. generational levels, indicating
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that the effect of cultural values on classroom participation persists through U.S. generations. In
classes where part of the students’ grade is dependent on participation, Latino students may run
the risk of receiving lower grades because of a reluctance to appear to be individually
competitive.
Researchers have found other factors that have contributed to Latino college student
attrition. These factors, while out of the student’s control, nevertheless make the adjustment
period increasingly difficult. Some of those factors found to contribute to greater attrition rates
are financial stressors (Cerna, Perez, & Saenz, 2009), perceived lack of familial support (YorkAnderson & Bowman, 1991), having to live at home (Del Pilar, 2009), and external
commitments (Tinto, 1993).
The aforementioned factors have all been cited as reasons why Latino college students
leave college and are important in understanding larger implications, both directly and indirectly.
For some students, these factors may make the adjustment period to college an increasingly
challenging one, and yet for others it may contribute to college attrition altogether.
1.1.2.3. Underutilization of university resources.
For Latino college students, particularly those who are the first in their family to attend
an institution of higher education, there is likely to be less familiarity with college culture and
resources available for academic success (Gloria & Segura-Herrera, 2004). Some students are
unaware of the resources available to them (e.g., utilizing professors as a source of information,
tutoring, special student services), while others are unaware of how to seek out those resources
or are uncomfortable doing so (Griffin & Buford, 2009; Torres, 2006). This may result in some
students feeling that they are lacking adequate guidance from the university community
(Hernandez, 2002).
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In gaining a clearer understanding of availability and utilization practices of campus
resources by Latino college students, it is important to understand previous utilization patterns
before entering the college system. Students who attended high schools in socioeconomically
disadvantaged areas may have little experience with previous resource utilization because there
may have been limited resources available to them (Griffin & Buford, 2009). Griffin and Buford
(2009) studied resource utilization by students from socioeconomically disadvantaged areas
attending an affluent school. The authors argue that although students were in an environment
where they had greater physical resources available to them, the availability alone was not
sufficient to completely eliminate barriers in resource utilization. The students reported that they
still experienced racism and were confronted with challenges associated with stereotypical
perceptions of members of their racial/ethnic group. These findings reflect the importance of
considering not only the physical resources available to students, but other challenges in resource
utilization.
While some students may not have the opportunity to access resources, or may feel
uncomfortable seeking them when they are available, there are yet other students who have
sought out support and experienced disappointment. In a study where Latino college students
were asked about their academic experiences in high school, many expressed dissatisfaction
(Vela-Gude, Cavazos, Johnson, Fielding, Cavazos, Campos, & Rodriguez, 2009). Students
reported five major themes: inappropriate or inadequate advisement, lack of individual
counseling, lack of availability, differential treatment, and low expectations. Some students
reported they lost or did not receive credit for courses that would have allowed them to earn
college credits. Other students reported their counselors were unavailable to answer questions
about the college application process because they were instead working with students who were
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doing poorly in their classes or who were more affluent. Finally, some students reported that
their counselors did not set high expectations for them, often tracking them into less challenging
courses, even when the student requested more challenging ones.
When on-campus resources are utilized, particularly at large universities, they can often
help students adjust academically, socially, and psychologically. For students who experience
difficulty adjusting but may not know about available resources, do not feel comfortable seeking
them out, or have had negative past experiences seeking those resources, underutilization of
services may ultimately be deleterious for their academic success.
1.1.3. Potential Factors Contributing to Retention Rates Among Latinos
Traditionally, the literature has used two terms to describe college students’ reasons for
remaining at their educational institution: persistence and retention. Persistence is a term often
used to describe individual factors held by the student that contribute to staying in their
institution, whereas retention is a term used to describe students’ success in progressing toward
graduation as a result of both individual and institutional factors (Braxton, Hirschy, &
McClendon, 2004). In the following section, factors pertinent to both persistence and retention
are reviewed.
1.1.3.1. Academic Factors
College self-efficacy is a learned factor found to contribute to greater likelihood for
remaining in college. Self-efficacy has been defined as an individual’s perceived ability to
organize thoughts, feelings and actions for a given outcome (Bandura, 1986). Academic selfefficacy, thus, is an individual’s ability to successfully use skills that are necessary to do well
academically (e.g., reading textbooks, asking questions in class, studying). Academic selfefficacy is learned; developing the belief that it is possible to accomplish tasks may not be
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inherent for students attending culturally incongruent universities or for first-college generation
students (Torres, 2006; Torres & Solberg, 2001). The literature has indicated that students who
perceive having greater family support report greater self-efficacy, which is an important
variable in predicting college adjustment from high school (Torres & Solberg, 2001) as well as
achievement (Ramos-Sánchez & Nichols, 2007).
Many Latinos develop a negative academic self-concept for several reasons, including
their social position, underrepresentation of culturally similar students on campus, and
differences in academic expectations between institutions of higher education and home culture
(Oseguera et al., 2008; Contreras, 2005).
Some researchers have argued that Latino students may not necessarily be lacking in selfefficacy, but instead are perceived as less efficacious because of their culture-specific classroom
behaviors. Brown (2008) found that Latino students often preferred to be addressed as a class by
professors rather than independently and waited to give others the opportunity to respond to
questions before taking the opportunity to answer themselves. They also stated that they would
be more willing to participate in a classroom led by a professor of a similar religious or cultural
background at higher rates than did their White counterparts. These findings are important
considerations, particularly for Latinos attending a predominantly White institution. What may
be misinterpreted as passivity or lack of interest in the classroom may actually be a reflection of
their cultural values.
Gore (2006) used college self-efficacy as a predictor of college outcomes, rather than
using test scores or other pre-college indicators, and found that student’s self-efficacy scores at
the end of their first semester better predicted academic outcome, as well as persistence from the
1st to the 2nd academic year. Those findings have been replicated by researchers examining the
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effect of self-efficacy from the beginning to the end of the first year (Ramos-Sánchez & Nichols,
2007). The findings suggested the first semester of college, the period when many students
struggle to adjust to their new environment, is an important time to promote self-efficacy beliefs
for students (Gore, 2006; Walton & Cohen, 2011).
Self-efficacy is not only predictive of better academic outcomes, it has also been found to
be a good predictor of stronger academic persistence (Torres & Solberg, 2001). In addition to
academic persistence, self-efficacy related directly to perceived connection to the faculty and the
institution in which students were enrolled (Wang & Castañeda-Sound, 2008). The authors’
findings indicated family support was a direct contributor to Latino students’ degree of selfefficacy. In addition, the authors did find differences in reported self-efficacy by collegegeneration status, such that self-efficacy was lower among first-college generation students than
their second and later-generation college student counterparts
Learning how to balance basic needs is also an important factor to the adjustment of
many Latino college students. Hurtado et al., (1996) found that Latino students who were able to
manage their time, money, and schedules efficiently reported greater college adjustment than
students who were unable to. For many students, going to college is the first time they
experience autonomy and are away from family. Learning how to create a balance between
these demands, thus, contributes to greater adjustment and greater persistence among students.
Another important factor for Latinos to continue their college careers is having well
defined academic goals. Research has found that students who have reported a commitment to
their institution and have a plan formulated to reach academic goals related to degree attainment
will continue in their institutions at higher rates than students who do not share those same
characteristics (Nora, Barlow, & Crisp, 2006; Torres, 2006).
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1.1.3.2. Other Factors
For many Latino students, a large source of motivation to attend college stems from a
desire to help their families. This is particularly true for students of low socioeconomic status
and first-generation college students (Phinney, Dennis, & Osorio, 2006). Additionally, students
who perceive high family involvement typically report greater adjustment (Cavazos, Johnson, &
Sparrow, 2010). The literature has indicated that among Latino college students, receiving family
support and the possibility of offering future support are strong motivators to remain in college.
In addition to family members, positive mentors and advisors provide strong motivation
for students to remain in their institutions, particularly for students who are first-generation
college students (Torres, 2006). Hurtado et al. (1996) found that students who interacted with
faculty members in their first year of college reported greater adjustment in their second year.
Furthermore, researchers have studied the importance of having cultural representation in the
college environment among faculty, staff, and students (Castellanos & Jones, 2003; Cerna et al.,
2009; Torres, 2006), and have found their presence offers a source of validation for Latino
students (Oseguera et al., 2008). When students can identify with mentors in their academic
setting, especially a setting where they are the ethnic minority, their perception of being an
outsider is minimized.
Finally, financial aid is an extremely important factor in the ability for Latino students to
continue at their educational institution. The type and amount of financial assistance often helps
determine which school a student will attend, as well as whether or not the student is able to
continue to pursue their academic endeavors once they are there. Students who receive financial
aid, particularly grants, are more likely to stay enrolled in college (Alon, 2007). Students who
receive adequate financial support have greater freedom to participate in extracurricular
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activities, whereas those students with unmet financial needs are more limited in options, if they
are able to find the means to attend the institution at all (Cabrera, Nora, & Castañeda, 1992).
In many studies on students in four-year institutions, a sense of belonging, integration
into college life, and cultural congruity with institutional goals have all been indicated as factors
contributing to persistence (Hurtado et al., 1996; Hurtado and Ponjuan, 2005; Strayhorn, 2008).
Similar to the findings regarding ethnic minority faculty members, a higher percentage of Latino
college student enrollment fosters a greater sense of belonging and cultural congruity (Hurtado et
al., 1996), a factor that leads to fewer perceived educational barriers (Gloria et al., 2005).
1.2. Social Capital Theory
Bourdieu (1986) describes different forms of acquired capital that are essential for the
advancement of individuals in society. Social capital helps to explain how knowledge
acquisition occurs based upon social membership. Cultural capital, on the other hand, helps
explain the type of knowledge that is transmitted or inherited through older family members.
The three forms of capital Bourdieu describes are: the embodied state, the objectified state, and
the institutionalized state. The embodied state is the knowledge individuals acquire through
people they know. The objectified state refers to the physical resources an individual has at their
disposal. Finally, the institutionalized state refers to recognition of individuals by a specific
institution (e.g., a credential or degree earned). For the purposes of this study, and due to limits
in feasibility, the two states of capital that will be of primary focus will be the embodied and
objectified states.
Social capital, real or perceived, can be influential before students even apply to institutions
of higher education. Gonzalez et al. (2003) found that when students perceived that they were
attaining some form of social capital, their perceived ability to attend college was heightened. In
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other words, their perception about the options available to them to pursue higher education
increased. On the other hand, students who did not perceive they had received adequate social
support and reported being institutionally neglected often attended less prestigious universities.
The large majority of the students who perceived being neglected attended the local community
college, a pipeline trend that has been become increasingly common as the Latino educational
trajectory (Solorzano et al., 2005).
1.2.1. SCT in the University Setting
Bourdieu’s cultural reproduction theory states that the educational system often equates the
capital of a given student to his or her potential academic success (Bourdieu & Passeron, 1977).
His theory describes the way in which families’ capital is inherited and serves an either
advantageous or disadvantageous role in the future academic success of its members.
Additionally, social capital inherited through generations can be seen as a means of gaining
knowledge about how to navigate the system, not only academically, but socially as well.
Given Bourdieu’s framework, it can be expected that students who begin their educational
careers with less cultural capital (e.g., lower SES, fewer AP classes in high school, less
knowledge of how to navigate the college system) will inevitably fare worse than their
counterparts with greater cultural capital. González et al. (2003) examined the role of social
capital in the access to college for a group of Latinas. Their findings indicated that students who
were exposed to greater social capital during their K-12 schooling found themselves privy to
information that helped them achieve greater academic success at the postsecondary level. These
findings reflect Bourdieu’s belief that individuals with less social capital are placed at a
disadvantage relative to individuals who have acquired more information via their social
networks.
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In a study examining the ways in which students of differing ethnic minority groups attain
social capital, Prado (2008) describes how culture and parental modeling play large roles in
opportunities acquired in Asian American versus Latino families. In their qualitative case
studies, Asian American students learned how to navigate the school system and ultimately
engaged in it using their mothers as examples. The Latina student had a much more difficult
time doing so because, with no model to follow, she instead became withdrawn in school. This
example illustrates the way in which students’ educational trajectories can reflect the examples
they have seen before them. For students who witnessed parents who modeled actively engaging
in the educational system, they also became active members. On the other hand, students who
witnessed a parent with little involvement became students who also were not proactive.
According to Tierney and Jun (2001), for students who have traditionally been marginalized
and are less informed regarding the process involved in navigating the college system, providing
guidance about the socialization process allows for some transmission of the same benefits
available to their more greatly advantaged counterparts. In order to counteract some of the
disadvantages experienced by less informed students, it is essential that they be provided with
the social and cultural capital necessary to facilitate an effective educational experience.
1.2.2. SCT and First-Generation Latino College Students
According to Bourdieu’s theory, cultural capital necessary for excelling academically in
university settings is transmitted through inherited social capital. Given this understanding of
capital, it can be deduced that first-college generation students are at a disadvantage due to the
limited degree of college-relevant cultural capital acquired before entering college.
Given the circumstances, many first-college generation students must exhibit flexibility
by improvising strategies to acquire their cultural capital through alternative, often informal,
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sources of social capital (Cerna et al., 2009). The following section will review some of the
alternative sources of cultural capital and the benefits and challenges associated with them.
1.2.3. Alternative Sources of Social Capital
Because many Latino college students, particularly students with minimal exposure to
college culture, grow up lacking exposure to social capital from parental figures, they
compensate by seeking that information elsewhere. The literature has indicated that Latino
college students with minimal college exposure seek out that information from alternative
sources such as institutional agents in their high schools or colleges, friends, and family
members.
1.2.3.1. Institutional Agents (Counselors/Advisors/Professors)
Before Latino students begin college, the majority of the information they use to navigate
the university system comes directly from their high schools (Kimura-Walsh, Yamamura,
Griffin, & Allen 2008). Reports given by Latino students indicate that when compared to their
White counterparts, their decision to go to college was influenced by a mentor (Cerna et al.,
2009). This finding illustrates the large influence that high school mentors play in the
educational decision-making process of Latino students. For many Latino students, part of the
motivation to attend college comes from mentors from whom they may also be receiving most of
the information they acquire about college and the process it takes to become enrolled in an
institution of higher education.
Once students begin college, professors, counselors, and advisors can serve as great
sources of support and opportunities for acquiring capital. Those individuals can do so by
providing information about financial aid, ways in which they can become more involved
socially and academically, and by providing advocacy if needed (Oseguera et al., 2008). Faculty
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members, particularly those who are ethnic minorities themselves and show interest in the
retention of underrepresented students, play a large role in the success and sense of belonging of
minority students’ educational attainment (Nuñez, 2009). Professors can become role models for
undergraduate students who may have previously doubted their academic ability (Oseguera et al.,
2008; Perez & Ceja, 2010). In a study by Brown (2008), Latino students indicated they would be
more inclined to participate in class if their professor was of the same ethnic background. The
mentorship provided by professors, counselors, and advisors on campuses has been found to be
helpful in providing motivation as well as capital for Latino college students.
1.2.3.2. Friends
In a study investigating the protective factors associated with support from family and
friends, researchers found that support from friends played a greater role in protecting Latino
students from psychological distress than did support from family members (Rodriguez, Mira,
Myers, Morris, & Cardoza, 2003). Research has indicated that students who retain support from
previous sources of capital while developing new forms of capital in college earn slightly higher
grade point averages than students who depend solely on their old sources of capital (Saunders &
Serna, 2004).
Though support from friends can be a protective factor, the literature has indicated that
support received from friends and school acquaintances is not equally beneficial. Support from
upper class students and resident advisors has been determined to have a positive relationship
with the ability of first year students to adjust to college (Hurtado et al., 1996). The same was
not true for freshman that utilized other first year students as sources of information on
adjustment to college. The study findings indicate the importance of an older mentorship role for
students who are unfamiliar with the college system. Students who relied on other freshman to
adjust reported being less adjusted to college than those who relied on older students, indicating
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they not only have to have a willingness to seek support, but must also know from whom they
should seek help (Hurtado et al., 1996).
1.2.3.3. Family
Research has suggested that many students, particularly those that choose not to or are
unable to receive help from individuals at their academic institutions, tend to consult with family
members believed to be knowledgeable regarding higher education (Holland, 2010; Pérez &
McDonough, 2008). Though this is often a useful alternative, if the family member is
insufficiently knowledgeable, it can lead to misinformation that can be deleterious to adjustment
(Holland, 2010).
Though some families are unable to provide first-hand knowledge or instrumental
support to college students, they are often major sources of moral support. Families may try to
help in other ways, such as providing childcare for students with children, financial support,
providing a comfortable study space at home, or consejos (advice) about life, generally
(Hernandez, 2002; Kimura-Walsh et al., 2008). Students who report a strong sense of family
support also report greater academic self-efficacy (Torres & Solberg, 2001).
Parents may be an essential source of support, but may not always understand the social
caveats necessary for successfully navigating institutions of higher education. Because parents
do not always understand the challenges and responsibilities their children encounter in college
settings, students are often forced to figure out ways to understand the college system and share
that information with their parents/families/younger siblings (Torres, 2006).
1.2.4. Barriers Encountered in Attaining Social Capital
In the process of creating or attaining their own social capital, many Latino students must
exhibit creativity and resourcefulness by utilizing other resources, both formal and informal, to
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compensate for their lack of inherited capital. Doing so leads to the creation of social capital for
some students, but may be problematic for others if done inadequately.
1.2.4.1. Lack of Knowledge
For some students, an initial barrier to attaining social capital is the uncertainty related to
choice of college to attend (Berger, 2000). Beginning the college navigation process with
limited capital can be a barrier in receiving additional social capital. Thus, students who begin
college inadequately prepared are at a disadvantage compared to students who have a greater
understanding of the college system and ways of navigating it (De Los Santos & Cuamea, 2010;
Kimura-Walsh et al., 2008).
1.2.4.2. Unequal Access
For other students, there may be perceptions of unequal access to social capital
attainment. In a study on access to social capital by Gonzalez, Stoner, and Jovel (2003), the
authors found that high school Chicanas who were in honors classes or were considered high
achievers reported satisfaction with the information they received from their counselors. This
was a trend that was not echoed by students who were not considered high achievers. Many of
those students mentioned they had no knowledge of many of the programs their high achieving
counterparts participated in. Some of the students who were not considered high achievers
reported feeling discouraged because they were tracked into less competitive classes, which
limited their chances for being included in information programs on opportunities in higher
education. This presents a situation where there is unequal access to capital amongst students,
placing one group at a disadvantage based on group membership.
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1.2.4.3. Misinformation
As previously discussed, Latina/o students often seek information from both formal and
informal sources of capital. Students who receive information from individuals who have not
themselves attended college often receive information that is not entirely accurate (KimuraWalsh et al., 2008). This presents a problem because students’ may base decisions on
misinformation. For students who are of low SES or first-college generation, receiving
inaccurate information about topics such as financial aid can prove detrimental in exploring
college options. This is particularly true for students who have an inflated idea of college
expense (Carriulo, Rodgers, & Stout, 2001). An example of this is a study of college choice
among Chicanos/as that found that many students make their college choices based on
misinformation, including how financially accessible a particular institution is for themselves
and their families (Post, 1990).
The previous discussion offers a glimpse into the flexibility students practice to gather
social capital in ways other than through their immediate social network, and the barriers they
may encounter in doing so. For students who do not automatically transmit information relevant
to academic success through their initial source of capital, the decision to practice this type of
flexibility is often made for them. Unfortunately, the barriers encountered often include a lack of
knowledge, unequal access, and misinformation.
1.2.5. Cultural Variables and Social Capital
1.2.5.1. College generation status
As previously mentioned, first-generation college students begin their educational careers
with less social capital than do their second and later-college generation counterparts (Riehl,
1994). Researchers (Billson & Terry, 1982) have found that first-college generation students do
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not exhibit behaviors that are characteristic of those students who are successful academically,
such as being involved in student organizations or developing relationships with other students
or faculty members. In a study by Barry, Hudley, Kelly, and Cho (2009), researchers found that
first-college generation students were less likely to disclose their stressful life experiences than
their second and later-college generation counterparts.
Additionally, students who are first-college generation are often from lower
socioeconomic status families (Hertel, 2002), which may account for the more limited economic
resources they have available to them. Hertel (2002) also found that first-generation college
students were less socially adjusted than their second and later-college generation student
counterparts.
For some ethnic minority first-college generation students, being part of a group that is
less informed about navigating the college system becomes a part of their identity as they
become a double minority. Orbe (2004) conducted interviews with 79 first-generation college
students of varying ethnic backgrounds. He found that students who reported being both
members of minority ethnic groups and first-generation college students indicated that being
first-college generation had more salience than their ethnic group membership. In other words,
students who perceived themselves to be double minorities identified more strongly with this
form of disadvantaged status than individuals who did not identify as double minorities.
1.2.5.2. Ethnic Identity
Ethnic identity is defined as a psychological construct reflecting identification and
membership with a specific ethnic group (Phinney, 1992; Cuellar, Nyberg, Maldonado, &
Roberts, 1997). Research examining the relation of ethnic identity on Latino student’s
perceptions about their campus’ climate has provided mixed findings. Some researchers have
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indicated that students who report higher levels of ethnic identity view institutions of higher
education as more hostile (Hurtado & Ponjuan, 2005), while others have found evidence for
fewer perceived problems among students reporting a higher degree of ethnic identity (Miville &
Constatine, 2006; Padilla, 2007). Nuñez (2009) found that Latino students reported a paradox in
predictors of sense of belonging. She found that participating in activities promoting a greater
sense of belonging on campus (e.g., increased positive cross racial-interactions, taking a diversity
class, engaging in community service, classroom participation) also positively predicted a sense
of a hostile campus climate.
At the forefront of research on bicultural development were Ramírez and Castañeda
(1974). They identified cognitive styles among individuals that were specific to their background
and upbringing. For example, individuals who grew up in traditional Mexican American homes
often had field-sensitive cognitive styles (e.g., learn best when personal contact is made, are
sensitive to the opinion of others, and respond best to social rewards of authority figures).
Conversely, individuals not reared in a traditional Mexican American home often endorsed fieldindependent cognitive styles (e.g., preferred to learn material independently and responded best
to individual completion and non-social rewards). The authors suggested that bicultural
development was multidimensional and that flexibility in bicultural styles contributed to greater
academic success than being monocultural (Ramirez, 1998).
As a continuation to Ramírez and Castañeda’s (1974) research on the
multidimensionality of biculturalism, Torres’ Bicultural Orientation Model (2006) assumes there
are four types of orientations: bicultural oriented (high acculturation and high ethnic identity),
Latina/o oriented (low acculturation and high ethnic identity), Anglo oriented (high acculturation
and low ethnic identity), and marginally oriented (low acculturation and low ethnic identity).

20

In a study of Latino college students at a predominantly White research-oriented
university, authors (Yang, Byers, Salazar, & Salas, 2009) found that cultural adaptation and
ethnic identity resulted in three main types of adaptations: students who use their past and
current experiences flexibly to envision future benefits, those who are lonely, confused, and
insecure, and finally, students who value their cultural origins but are anxious and self-conscious
as a result of them. The authors suggest that adjustment to college for Latino students stretches
beyond just that of adjusting academically. They stress the importance of a more holistic
approach to understanding adjustment to college by incorporating cultural adaptation as an
important factor necessary for a more complete adjustment.
Given past research findings, students may differ in reported degree of academic selfefficacy as well as on anxiety and depression scores dependant on their ethnic identity. Several
researchers have found that students who perceive dissonance (experiencing inconsistencies of
home values with current majority values) (Torres, 2006), experience greater difficulty in
developing a strong sense of academic self-efficacy in addition to experiencing culture shock.
This is particularly true in institutions where White European values are the values of the
mainstream American White middle class culture (Gloria et al., 2005).
1.2.5.3. Acculturation
Acculturation is defined as the process of learning about and adopting of the host
cultures’ norms and values (Berry, 1998). Research with Latino college samples have largely
suggested that Latinos who are more greatly Anglo oriented in their cultural values tend to have
more favorable academic outcome (Colón & Sánchez, 2010; Hernandez, 2010). Hernandez
(2010) found that acculturation moderated the relationship of academic self-concept and GPA.
Other researchers have found that, in addition to academic outcomes, acculturation is predictive
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of factors such as self-esteem (Cavazos-Rehg, DeLucia-Waack, 2009). In his study, Becerra
(2010) found that individuals who were more Latino-oriented in cultural values reported more
barriers to college enrollment (e.g., needing to be near family) than their Anglo-oriented
counterparts. He also found that individuals who were more Latino-oriented in cultural values
experienced greater perceived discrimination. Taken together, the literature has indicated that,
among college students, being Anglo-oriented culturally has positive implications for academic
and mental health outcomes.
1.2.5.4. Perceived Discrimination
Perceived discrimination has been indicated to have negative implications for
psychological well being, as well as academic outcomes, among college students. Some research
has indicated that members of various ethnic groups may experience perceived discrimination at
different rates (Hwang & Goto, 2009). Hwang and Goto (2009) found that in a study of Asian
American and Latino college students, though both groups experienced perceived discrimination,
the types of discrimination were different. Latino students were accused of cheating, breaking
the law, or doing something wrong at higher rates than their Asian American counterparts. Their
results suggested that greater perceived discrimination was related to worse mental health
outcomes, such as greater anxiety and depression, as well as suicidal ideation. In addition to
poorer mental health outcomes, perceived discrimination has also been linked to a poorer sense
of belonging (Levin, Van Laar, & Foote, 2006), psychiatric symptoms (Landrine, Klonoff,
Corral, Fernandez, & Roesch, 2006), and a history of suicide of attempts (Gomez, Miranda, &
Polanco, 2011).
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1.3. Anxiety and Depression in Latino College Students
1.3.1. Social Capital and its Relation to Anxiety and Depression
There is a dearth of research relating social capital and psychological distress. What little
research has been done examining the effects of social capital on mental health outcomes has
focused on anxiety, depression, and psychosis (Whitley & McKenzie, 2005). The research that
has examined these factors jointly has been largely conducted in community samples, using
international samples, or has been cross-sectional in nature. One of the studies that did examine
the effect of social capital on health outcomes found that social capital had a protective factor on
both physical and “emotional” health outcomes (Rose, 2000). A problem of the study was the
operationalization of “emotional” health outcomes in that the concept was hazy but was believed
to capture aspects of common mental disorders like depression and anxiety
A notable finding from that study, however, is that emotional health outcomes differed
based on the type of network used. Individuals who relied on informal networks reported poorer
emotional outcomes than individuals who relied more heavily on formal networks. Though
greater clarity in outcome operationalization may have strengthened the study, the implication of
differences in health outcomes based on network type used remains an important finding. The
lack of literature investigating the relationship between social capital and mental health outcomes
indicates a great need for additional research in the area.
1.3.2. Psychological Distress among the General Latino Population
Some researchers have sought to examine between and within ethnic group differences in
psychological distress. Something important to note is that many of the larger scale studies on
psychopathology have been conducted using a Mexican American sample, not a larger ethnically
diverse Latino sample. Those studies have reported mixed findings; some report that between
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ethnic groups, similar rates of anxiety and depression are observed among Mexican Americans
and Whites (Robins & Regier, 1991). Others have reported that Mexican American participants
report greater frequencies of lifetime disorders than their White counterparts (Kessler,
McGonagle, Zhao, Nelson, Hughes, Eshleman, Wittchen, & Kendler, 1994). Del Pilar (2009)
found that Latino college students reported significantly greater rates of depression (26.9%) than
their White counterparts (13.3%). Findings of within ethnic group studies have been more
consistent. Results have indicated that Mexican Americans born outside of the United States
report lower prevalence rates of lifetime disorders than their native born Mexican American
counterparts (Kessler et al., 1994; Robins & Regier, 1991; Vega, Kolody, Aguilar-Gaxiola,
Alderate, Catalano, & Carveo-Anduaga, 1998). It is believed that access to education and
increased income may increase exposure to discrimination and prejudice (Alegria et. al., 2007).
Overall, it is evident that there is a need for more research in psychological distress
among the Latino/a population, as well as more conclusive findings.
1.3.3. Psychological Distress among Latino College Students
Although there has been a lack of research examining the relationship of social capital on
mental health outcomes, researchers have studied psychological distress more generally among
Latino college students. Some researchers have studied factors such as acculturative stress
(Crockett, Iturbide, Stone, McGinley, Raffaelli, & Carlo, 2007), minority stress (Wei, Liao,
Chao, Mallinckrodt, Tsai, & Botello-Zamarron, 2010), college generation status (Wang &
Castañeda-Sound, 2008) and, indirectly, lower college self-efficacy (Torres & Solberg, 2001)
that contribute to greater reported rates of psychological distress. Additionally, research on
psychological distress in the general population has indicated that college students’ age alone is a
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risk factor as they are in the age group with the highest prevalence of 12-month disorders
(Kessler et al.,1994).
Based on the literature, within-group ethnic differences in reported psychological distress
among college students may be due to differences in level of ethnic identity, academic selfefficacy, and college generational status (Torres & Solberg, 2001; Wang & Castañeda-Sound,
2008). Among Latino college students, specifically, researchers have found evidence suggesting
that students who report greater perceived cultural congruence with their institution report higher
levels of psychological well-being (Gloria et al., 2005). Researchers have also indicated that
outside stressors make the process of adjusting to a novel college environment, an already
difficult process for many, a more challenging task (Hurtado et al., 1996; Torres & Solberg,
2001).
Based on the literature reviewed, it is evident that there is a lack of research that jointly
examines social capital and mental health outcomes, particularly anxiety and depression.
Furthermore, the research focused on those variables has not been conducted in the Latino
college population. The research that has been conducted among Latinos/as and the Latino/a
college populations, however, indicate a greater vulnerability to both anxiety and depression
based on a variety of previously mentioned factors.
1.4. Previous Retention/Intervention Efforts
Many theorists and researchers have discussed the relation of cultural capital to degree of
educational attainment in students (Bourdieu & Passeron, 1977; Cerna et al., 2009; Torres,
2006). Utilizing the research that has emerged throughout the last few decades, other researchers
have developed programs and interventions specifically for at-risk students (Collatos et al., 2004;
Fashola & Slavin, 1998; Santos & Reigadas, 2002; Walton & Cohen, 2011), but also for Latino
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college students more generally (Santos & Reigadas, 2002). Efforts have been made to study the
effectiveness of differing interventions with the goal of retaining students in higher education.
Some interventions are implemented in high schools (Fashola & Slavin, 1998), while other
interventions have been implemented once students are enrolled in institutions of higher
education (Santos & Reigadas, 2002).
One such example of an intervention study aimed at improving college adjustment of
ethnic minority students (Walton & Cohen, 2011) sought to target the racial achievement gap by
developing and testing a brief social-belonging intervention. The researchers reduced
participants’ psychological perceptions of threat on their college campus by normalizing the
college adjustment experience for African American and White students. Participants were asked
to read a narrative that characterized college adjustment as transient and short-lived. Participants
were then asked to write an essay describing how their own experience paralleled that of the
narrative. Finally, participants were instructed to turn their essay into a speech that they would
tape for future students. The study findings indicated that students in the experimental group
reported better physical health and achieved higher grade point averages than the control group
three years after completing the intervention. Additionally, African American students benefited
more from the intervention than their White counterparts. Interestingly, while the findings
indicated a positive effect of the intervention, the majority of the students reported they did not
believe the study had any effect on their college experience. This final finding suggests the
lasting impact an intervention can have, even if it is a brief and subtle one.
The current intervention was unique in that it offered students institution-specific capital
in the embodied and objectified states. The information provided participants with
comprehensive transmission of capital that could help them navigate the college system at UT.
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To the authors’ knowledge, there has not been a study that has tailored information specific to an
institution of higher education to facilitate its navigation. Additionally, a review of the literature
did not reveal any studies that have compiled information for students into a comprehensive
guide of objectified and embodied capital. A further strength of the study is that it will assess the
impact of social capital on reported psychological distress in the form of anxiety, depression, and
academic worry, as well as academic self-efficacy and their perceptions of the university
environment.
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Chapter 2. Present Study
2.1. Brief Overview
This study sought to test the effectiveness of a brief intervention for first-year Latino
undergraduate students at The University of Texas at Austin (UT), a predominantly White
university. The intervention was based on Bourdieu’s Social Capital Theory and aimed to
facilitate college adjustment for Latinas/os. The intervention addressed two of the main
postulated factors important to social capital via separate session components: social capital in
the embodied (cognitive resources via knowledge) and objectified (material resources) states.
2.1.1. Social Capital in the Objectified State
In the first study session, the intervention provided capital in the objectified state. Capital
in the objectified state was transmitted to participants by familiarizing those in the experimental
group with on-campus resources that could assist them in receiving services helpful for college
adjustment and academic success. Previous research (Hurtado et al., 1996) suggests that it is not
merely the decision to seek support that is important in greater college adjustment outcomes, but
more so the ability to adequately seek and obtain that support. In the first session of the study,
participants were informed of the on-campus resources available to them, taught how to
adequately select the resources that could most directly address their needs, and were educated
on how to most efficiently access and utilize those resources. The information was transmitted
in a small group and in a casual, jargon-free approach.
The literature has also indicated that a factor important to Latina/o college retention is
financial security; largely because it eliminates one potential source of stress, in addition to
permitting greater freedom in how to use students’ time in lieu of work (Alon, 2007; Cabrera et
al., 1992). Financial difficulty has been indicated to have a relation to greater attrition rates
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(Cerna, Perez, & Saenz, 2009). Another goal of the intervention was to address this factor by
providing participants in the experimental group with a list of public and private scholarships for
which they met specific eligibility criteria. The study provided students with a list of
scholarships and relevant information (i.e., brief description, eligibility criteria, amount,
deadlines, and websites with more information) necessary to apply for them.
2.1.2. Social Capital in the Embodied State
The intervention was designed to provide social capital in the embodied state in the
second session of the study. Capital in the embodied state was gathered from a focus group with
juniors and seniors of ethnic minority students at UT and transmitted to participants in the
experimental group. Capital in the embodied state gathered for the study was specific to
effective adjustment to and navigation of the UT system through personal experiences of
individuals who had been academically successful. The literature (Hurtado et al., 1996) suggests
that first year students receiving information from older students benefit more than those who
receive information from students of their same year. Providing students in the experimental
group with information from older students who have learned to effectively navigate the system
offers two potential benefits. The first expected benefit of this transmission was an enhancement
in self-efficacy with respect to navigating the system. The second potential benefit was in
reducing the likelihood of coping ineffectively with the demands of a university environment. In
the second session of the study, participants were given information and tips shared by upper
class students about academics, social life, work, financial aid, and mental well being that would
promote their success.
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2.2. Goals of the Proposed Study
The goals of this study were threefold: the first was to summarize the literature on attrition
and retention rates. The second goal was to create and implement a brief intervention that is
institution-specific using Bourdieu’s social capital theory as the main theoretical framework. A
third goal of the study was to discuss the effectiveness and implications of this intervention for
Latino college students at the University of Texas at Austin, generally, and specifically for those
who are first-college generation. Effects of the intervention will be measured by observing
changes in the aforementioned variables from pre- to post-intervention.
2.3. Relevant Background
The study was conducted at UT Austin (UT), a predominantly White university located in
the Southwestern region of the United States. Historically, UT was a university that was
racially/ethnically segregated (Duren & Iscoe, 1979). UT officially opened on September 15,
1883 (Holland, 2006), however the 1890’s marked one of the first years that individuals with
Spanish-surnames were allowed to enroll. By the end of the 1920’s, nearly thirty years later,
only 1.1% of all undergraduates and 0.2% of all graduate students had Spanish-surnames.
Almost forty years later, by the mid to late 1960’s, those numbers rose to 2.8% of
undergraduates and 2.6% of graduate students with Spanish-surnames (Castellanos & Jones,
2003).
In 1950, Sweatt v. Painter was the NAACP’s legal response to UT’s denial of an African
American applicant to the law school (Gillette, 2006). The case resulted in court-mandated
desegregation at the university and African Americans were legally allowed to enroll, however
discrimination and tension were visibly present on campus. Ethnic minority students were
allowed to enroll in classes at UT, but many of them experienced great hardships because of a
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hostile environment. During the first class Américo Paredes (a pioneer of Mexican folklore as
well as the first chairman of the Mexican American studies program) ever taught as a graduate
teaching assistant in 1952 in the English department, many White students walked out, refusing
to be taught by a “Mexican” (Lim!n, 2006).
With the additional legal support of affirmative action in 1961, ethnic minority
enrollment on the campus increased (Pinhel, 2008). However, further legal actions such as
Regents of the University of California v. Bakke in 1978 and Hopwood vs. The University of
Texas in 1996 (Oltersdorf, 1998) temporarily halted the use of affirmative action, making efforts
to admit ethnic minority students increasingly challenging. The decision in Regents of the
University of California v. Bakke no longer allowed a quota system, however permitted the
consideration of race in its acceptance decisions (California Law Review, 1979). The decision in
Hopwood vs. The University of Texas no longer allowed race as a consideration for admission
(Laycock, 2006). The following year in 1997, enrollment rates among African Americans
dropped by about 50% among undergraduates and 90% in the law school. Among Latinos,
undergraduate enrollment declined by about 15% and 60% in the law school (Laycock, 2006).
In an effort to counter legal limitations to diversify the campus, the university has
developed programs that are more ethnically inclusive while providing assistance for
underrepresented students. One such attempt at increasing ethnic minority enrollment after the
reversal of affirmative action at UT has been the utilization of House Bill 588, or the Texas Top
10% Law, passed in 1997 (Pinhel, 2008). The “top 10% rule”, as it is often called, allows
students who are ranked in the top 10% of their graduating classes to be automatically accepted
to any public university in the state. This effort has increased the number of ethnic minority
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students from traditionally underrepresented areas and socioeconomic backgrounds enrolled at
UT.
The same year the Top 10% rule was passed, Barbara Grutter sued the University of
Michigan Law School after she was denied acceptance, claiming it was due to her race because
she was White. In 2003, the decision in Grutter vs. Bollinger served as a victory for affirmative
action efforts as the decision supported efforts to consider diversity factors, not just race and
ethnicity, in university admissions acceptance decisions (Laycock, 2006). In the fall of 2005, UT
accepted its first entering class after the reinstatement of affirmative action admission practices.
Figure 2.1. Timeline of Affirmative Action and ethnic minority enrollment at UT

Figure 2.1. Timeline of legal cases in affirmative action proceedings as well as history of ethnic
minority enrollment at the University of Texas at Austin.

Affirmative action efforts have repeatedly been met with resistance, and continue to be
challenged currently. In 2012, Fisher vs. University of Texas at Austin was taken to the Supreme
Court after the Federal District Court in Austin found UT was within its legal right to consider
ethnic background (Kapur, 2012). In 2008, Abigail Fisher applied to UT for undergraduate
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admission, not as part of the top 10% of her class, and was denied acceptance. Fisher claimed
she was rejected due to her ethnicity because she is White. Fisher vs. University of Texas at
Austin is the most recent challenge to affirmative action at UT (Kapur, 2012). With the
uncertainty of future legal support to facilitate ethnic diversity on UT’s campus, it is imperative
that students who are accepted and enroll in higher education, particularly institutions in which
they comprise the ethnic minority, be supported in navigating the educational system.
2.3.1. Current ethnic minority enrollment at UT
In the Fall of 2010, UT reached a milestone. After the conclusion of the twelfth class day
(i.e., the day official enrollment rates are determined), the office of admission at UT Austin
reported that ethnic minorities accounted for majority (52%) of the entering freshman class for
the first time in its history (The University of Texas Office of Admissions, 2010). Although
White students continue to account for the ethnic majority among all currently enrolled
undergraduates (51.7%), UT’s enrollment rates over the last five years have reflected a small, yet
consistent pattern toward achieving greater representation among ethnic minority undergraduates
on campus (The University of Texas, Office of Information Management and Analysis, 2010).
Unfortunately, admission to an institution of higher education is only one of the first
hurdles many students face before graduation. Because the top 10% rule applies to all high
schools in Texas (e.g., regardless of SES, curriculum offering, level of preparedness of
graduating students), students belonging to this high achieving group may still be underprepared
academically and may lack the skills and knowledge essential to survival at a competitive
university.
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2.3.2. Attrition rates at UT
At UT, attrition rates among cohorts have fluctuated, but overall show a decreasing trend
(e.g., 22.1% among the 1999 cohort and 17.2% among the 2003 cohort when assessed six years
after entering UT) (The University of Texas at Austin, Office of Information Management and
Analysis, 2010). It would be useful to examine attrition rates by racial/ethnic group to assess the
racial/ethnic representation among students who do not complete college. Unfortunately, at the
time of this study, those statistics were not available from UT’s Office of Information
Management and Analysis.
2.3.3. Critical mass of ethnic minority faculty at UT
The literature also indicates the importance of having faculty and staff who represent
ethnic diversity on college campuses (Castellanos & Jones, 2003; Cerna et al., 2009; Torres,
2006). As recently as Fall 2010, 80% of the faculty at UT were White, 9.2% were Asian, 6.4%
who were Latino, 3.6% were African American, and 0.9% were categorized as Other
(Hawaiian/Pacific Islander, Bi/Multiracial, or American Indian) (The University of Texas at
Austin, Office of Information Management and Analysis, 2010). Though UT has made
important strides toward greater representation among its students, it is still lacking in
substantive representation among potential faculty mentors who have been shown by the
literature (Oseguera et al., 2008; Perez & Ceja, 2010) to play an integral role in student retention.
Accepting higher numbers of ethnic minority students is an initial step towards improving
the overall diversity of UT, it is also important to implement retention programs to ensure
success of accepted minority students. By definition, retention efforts assume that changes must
be made at an institutional level to create substantial change (Braxton et al., 2004). On the other
hand, persistence factors are those specific to individual students. This study aimed to address
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factors pertinent to persistence, in hopes of introducing strategies that can be used at the
institutional level to improve retention of Latina/o students at UT.
2.4. Specific questions and hypotheses
2.4.1 Quantitative data questions and hypotheses
The study hypothesized that the intervention would show greater changes in outcome
variables among participants in the intervention group versus those in the control group. More
specifically, the hypotheses were as follows:
Hypothesis 1:
Participants in the experimental condition will report lower degrees of depression,
anxiety, and academic worry and greater degrees of academic self-efficacy and perceived
university environment from pre- to posttest when compared to their counterparts in the control
condition.
Hypothesis 2:
Based on grade point average (GPA) acquired from UT’s registrar office, participants in
the experimental group will have higher GPAs at the end of the semester compared to their
control group counterparts.
Hypothesis 3:
Participants in the experimental condition will report a higher rate of resource utilization
at completion of the study relative to their control participant counterparts.
Hypothesis 4:
Based on college generational status, first-generation college students in the intervention
group will make greater gains based on outcome variables than their second- and later-generation
counterparts from pre to posttest.
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2.4.2 Exploratory questions
To take advantage of the demographic and cultural quantitative data collected, as well as
the qualitative data that will be collected at the exit interview, exploratory questions were
proposed. Those questions were as follows:
Question 1: Which predictors best describe individuals who will benefit most from this
type of intervention based on outcome variables?
Question 2: In which ways do UT student responses about social capital, mentorship,
resource utilization, college adjustment, and college-generational status reflect the literature?
2.5. Potential implications
With increasing ethnic minority enrollment at UT each year, continuing to implement
supportive programs and provide interventions to ensure the graduation of those students is
essential. Using intervention programs to raise social capital will maximize retention efforts,
which may in turn result in graduation rates among diverse racial/ethnic groups that are reflective
of their initial cohort enrollment rates.
On a micro scale, this intervention attempted to transmit information that could facilitate
an effective transition to, and navigation of, a complex university system. The development of
the intervention aimed at making students more efficacious in identifying and utilizing those
resources. Additionally, the intervention gave participants information to make college a less
intimidating environment, minimizing the likelihood of a perilous experience resulting from not
adequately adjusted. A final goal of the intervention was to normalize experiences and feelings
related to the college adjustment period and provide students with a supportive environment.
On a macro level, UT may potentially be able to benefit from the findings of this
proposed study. UT was one of the first schools forced to eliminate race/ethnicity-specific
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approaches to recruiting ethnic minority students (Oltersdorf, 1998). This study aims at
informing those efforts and will offer suggestions for improving retention efforts for ethnic
minority students at UT, as well as assist in identifying which students may benefit most from a
similar intervention.
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Chapter 3. Research Design and Methods
3.1. Participants
Study participants were recruited from the introductory psychology subject pool. The
investigator was sent a demographics file from the departmental Research Coordinator through
the online system known as OPERA. The researcher then contacted potential research
participants via an IRB pre-approved email solicitation; 139 individuals who were interested in
participating in the study responded by email to the principal investigator. After being randomly
assigned to an intervention or control group and being sent a follow-up email to schedule, 93
individuals were still interested in participating in the study. A total of 80 participants were
scheduled to participate in the study, 72 began the study, and 69 completed the follow-up
session.
The sample was comprised of undergraduate students at the University of Texas at
Austin. In order to participate in the study, participants all met three eligibility criteria: (1) selfidentified as Latina/o; (2) were enrolled as a freshman at UT in the Fall 2011 semester; (3) were
18 years of age or older.
The final group of participants who completed the study (N = 69) was primarily
comprised of females (81.9%). More than half of the participants were first-college generation
(59.7%). For the purposes of the study, first-generation college student status was
operationalized as an individual with neither parent who had completed a four-year degree in the
United States. College generation status was coded based on participants’ self-report of family
members who had previously attended college. Originally, 37 participants were scheduled to
participate in the intervention group and 35 were in the control group. Due to study attrition, the
final sample sizes included 34 participants in the intervention group and 35 in the control group.
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Table 3.1.
Participant Demographics for Study Completers
Demographic
Characteristic

Age
Gender
Male
Female
College Generation
1st College Gen
2nd-and-Later
U.S. Generationa
1st US Generation
2nd US Generation
3rd US Generation
4th and Later US
Generation
SESb
Working Class
Middle Class
Upper Class
End of semester
GPA

Intervention
(n = 34)
M/no.

SD

18.19

(.39)

Control
(n = 35)
%

M/no.

SD

18.11

(.32)

%

6
28

17.7%
82.3%

7
28

20.0%
80.0%

20
14

58.8%
41.2%

22
13

62.9%
37.1%

5
15
10
4

14.7%
44.1%
29.4%
11.8%

6
14
11
4

17.1%
40.0%
31.4%
11.5%

14
10
10

41.2%
29.4%
29.4%

17
10
8

48.6%
28.6%
22.8%

2.96

(.71)

2.78

a

(.82)

U.S. Generation was defined as follows: 1st U.S. Generation = participant was born in a another country,
2nd U.S. Generation = at least one parent was born in another country, 3rd U.S. Generation = at least one
grandparent was born in another country, 4th or Later U.S. Generation = at least one great-grandparent
was born in another country.
b
Socioeconomic status class membership was determined using Thompson and Hickey’s (2005)
Academic Class Model. Upper class = >$100,000, Middle class = $35,000 - <$100,000, Working class =
< $35,000.
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3.1.1. Procedure for Obtaining Informed Consent
Participants were asked to give written consent at the beginning of the study. The
principal investigator explained the study components and ensured the participant fully
understood and agreed with the study protocol. Participants were reminded that attendance at
three sessions was a requirement for study participation. Once the participant agreed to the
conditions of the study, she/he signed the consent form. The signed form was then stored
separately from participant data and any identifying information in a locked cabinet. The
participant was given a copy of the consent form for her/his records.
3.2. Measures
Demographics. A demographic questionnaire was administered to collect background
information, including age, gender, socioeconomic status, and college-generational status.
3.2.1. Treatment Fidelity and Treatment Credibility.
Assessment of Treatment Retention. Participants completed author-constructed
questionnaires (Assessment of Treatment Retention; ATR) assessing the degree of intervention
information retained. These brief, multiple choice, 4-question questionnaires required
participants to provide responses relevant to material covered in each intervention session. One
brief questionnaire was handed out toward the end of each session to encourage participants to
attend to the material presented. The same brief questionnaire was administered at the beginning
of the following session to ensure between-session retention of information. Participants who
did not respond to fifty percent of any of the ATR questionnaires correctly would be analyzed
separately in subsequent data analyses.
Reaction to Treatment Questionnaire. The Reaction to Treatment Questionnaire (RTQ)
(Borkovec & Nau, 1972) was modified and used to assess perceived intervention effectiveness.
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Participants were asked to rate the perceived effectiveness of the intervention using a ten-point
Likert scale for four questions.
3.2.2. Written Exercise
Internalization Facilitation Writing Exercise. Based on the study by Walton and Cohen
(2011), a brief written exercise was included in the last 5 minutes of each treatment session in the
experimental condition. The purpose of the written exercise was to facilitate internalization of
how the social capital transmitted in the sessions could affect their lives and potential for
academic success. Specific prompts that were used can be found in Appendix D.
3.2.3. Outcome Measures
Depression Measure. The Beck Depression Inventory, Short Form (BDI-SF; Beck &
Steer, 1993) is a 13-item self-report measure used to assess depression. Each item is rated on a
0-3 scale and summed for a range of 0-39, with higher summed totals indicating greater
subjective distress. Participants report the severity of each symptom over the prior one-week
period. A score of 9 or greater is indicative of moderate to severe depression. The measure has
demonstrated adequate reliability and validity (Beck & Steer, 1993), as well as a high correlation
(r = 0.96) with the long form of the BDI.
Anxiety Measure. The Beck Anxiety Inventory, second edition (BAI-II; Beck, Epstein,
Brown & Steer, 1988) is a 21-item self-report measure used to attain an assessment of overall
subjective anxiety. Each item is rated on a 0 (not at all) to 3 (severely, I could barely stand it)
scale and summed for a range of 0-63, with higher summed scores indicating greater distress.
Subjects rate the severity of each symptom over a one-week period. A score above 10 typically
indicates clinically significant levels of anxiety. The BAI-II has been found to have adequate
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test-retest reliability (.75 for 1 week and .67 for 2 weeks) and be internally consistent
(Cronbach’s ! =.94).
Academic Worry. The Academic Worry Questionnaire (AWQ) (Wolitzky & Telch, 2005)
is a 10-item questionnaire that assesses several domains of worry (e.g., anxiety experienced
during worry episodes, negative beliefs about worry, positive beliefs about worry, impairment
due to academic worry). Participants were asked to rate their academic worry on a five-point
Likert scale. The measure demonstrated good internal consistency (Cronbach’s ! = .87),
reliability (r = .83) and validity.
Academic Self-Efficacy. The College Self Efficacy Inventory (CSEI) (Solberg, O’Brien,
Villareal, Kennel, & Davis, 1993) is a 20-item self-report measure designed to measure college
students’ confidence in three areas of academic performance: course efficacy (e.g., writing
papers, studying for exams), roommate efficacy (e.g., share chores, get along with roommate),
and social efficacy (e.g., talk to professors, participate in class). Each item is rated on a Likert
scale from not at all confident to extremely confident, with higher scores reflecting greater
perceived self-efficacy. Internal consistency for the overall scale is .93 and .88 for each of the
subscales (Solberg et al., 1993) and has been validated by other researchers (Barry and Finney,
2009). For the purposes of this study, only the course and social efficacy subscales were used as
outcome variables.
Perceived Environment. The University Environment Scale (UES) (Gloria & Robinson
Kurpius, 1996) is a 14-item measure that assesses perceived university environment on a sevenpoint Likert scale from 1 “not at all” to 7 “very true”. A total score is attained by summing
items, with higher scores indicating a more favorable attitude toward the university environment.
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The measure was found to be valid and reliable, with consistencies reported between .81 and .85
and a Cronbach’s alpha of .84.
Resource Utilization (UT Resource Use Questionnaire). Participants’ resource utilization
was assessed at pre- and posttest. At pretest, participants were asked to report all of the oncampus resources they had used prior to beginning the study. At posttest, participants were once
again asked to identify the on-campus resources they had used up to that point in the semester.
A total number of novel resources utilized during the time of the study were calculated by
subtracting the number of resources utilized at pretest from the posttest total.
Grade Point Average (GPA). Participants were asked for permission to access their GPA
at the end of the semester in which they participated in the study. GPA was used as an objective
indicator of academic success. If participants agreed to allow the principal investigator to access
their GPA, they were instructed to sign an additional section of the informed consent, as well as
a separate Release Ordering Certification, to be taken to the registrar’s office after the end of the
fall semester.
3.2.4. Assessment of Individual Differences Variables
College Stressors. The College Stress Scale (CSS) (Rodriguez, Myers, Morris, &
Cardoza, 2000) is an 18-item measure that assesses for three types of stressors: academic, social,
and financial. Items are rated on a six-point Likert scale, ranging from 0 (does not apply) to 5
(extremely stressful). Items are summed for a range between 0 and 90, with higher summed
totals indicating greater perceived stress. Both the subscale and total scales indicated good
internal consistency and reliability (Rodriguez et al., 2000).
Self-Esteem. The Rosenberg Self-Esteem Scale (RSES) (Rosenberg, 1965) is a 10-item
self-report measure created to assess general feelings toward oneself. Each item is rated on a four
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point scale from strongly agree to strongly disagree. Half of the items are reverse scored.
Reverse scored items are recoded and summed for a total between 0 and 30, with higher scores
reflecting higher self-esteem. The measure has been found to have sound reliability and validity
(Crandal, 1973).
Acculturation. The Acculturation Rating Scale for Mexican Americans-II (ARSMA-II)
(Cuellar, Arnold, & Maldonado, 1995) is a 48-item measure that contains two scales. The first
scale is comprised of 30 items (17 Mexican-oriented items and 13 Anglo-oriented items) that
assess level of acculturation using three main factors: language, ethnic identity, and ethnic
interaction. Participants are asked to respond on a five-point Likert scale, from 1 (not at all) to 5
(extremely often). Strong internal reliability has been indicated for the scale with an alpha of .86
to .88.
Ethnic Identity. The Ethnic Identity Scale (EIS) (Umaña-Taylor, Yazedjian, & BámacaGómez, 2004) is a 17-item measure designed to assess ethnic identity. It was validated on a
large sample of six ethnic groups (White, Latino, Asian, Black, multiethnic, and other (e.g.,
American). It consists of three subscales: (1) exploration, the degree of ethnicity exploration, (2)
resolution, the degree of resolution regarding meaning of ethnic identity, and (3) affirmation, the
degree to which ethnicity experience is viewed positively or negatively. The EIS is scored by
summing each subscale separately, with higher scores indicating greater exploration, resolution,
and affirmation. The EIS has been found to have good validity and reliability, between .84 and
.92 for all subscales. Among Mexican American college samples, ethnic identity was found to
serve a protective function on psychological well-being (Iturbide, Raffaeli, & Carlo, 2009).
Perceived Discrimination. The Perceived Racism Scale for Latinos (PRSL) (ColladoProctor, 1999) is a 35-item measure developed to assess frequency of perceived discrimination.
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Developed from qualitative data, the measure assesses experiences of discrimination commonly
reported (e.g., attack of language use, presumptions about legal status). The measure assesses
discrimination in three areas (employment, academic, and general); for the purposes of this
study, only questions relevant to academic and general settings will be administered.
Participants are asked to report frequency of perceived discrimination on a five-point Likert scale
from 1 “never” to 5 “several times a day”. Higher scores indicate greater instances of perceived
discrimination. The measure was indicated to be reliable and valid (Moradi & Risco, 2006).
Based on the literature, perceived discrimination is related to greater psychological distress, with
personal control partially mediating that relationship (Moradi & Risco, 2006). Additionally,
researchers have indicated that a perceived hostile climate is related to a decreased sense of
belonging among Latino college students (Nuñez, 2009)
3.3. Procedure
Figure 3.1. shows the flow of participants through the study in its entirety from the time when
the principal investigator received the prescreening data to posttest.
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Figure 3.1. Participant Flow Through the Study
Prescreening Data Received/Potential Participants Contacted/
Participants Respond with Study Interest
!
Randomization
"
Control (n = 40)

#
Educational Capital Guide Group (n = 40)

"

#
Pretest Measures +
Session 1 (Objectified Capital)
(n = 37)

(n = 35)

Week 1

Pretest Measures

!
!
Supportive Phone Calls/Reminder Call from Research Assistants
!

No session/Natural Progression of Semester
(n = 35)

Session 2 (Embodied Capital)
(n = 34)

!

Week 3

!

!

Supportive Phone Calls/Reminder Call from Research Assistants
!

!

(n = 35)

(n = 34)

Week 5

Posttest Measures + Exit Interview Posttest Measures + Exit Interview

3.3.1. Treatment Conditions
Control Group (CG). Participants in this group were utilized to observe changes in the
variables of interest that occur naturally with the progression of the academic semester. The goal
of the principal investigator was to identify gains made via the experimental treatment approach
that occurred beyond gains due to natural progression of the semester. Thus the decision was
made to not have a control group that received information to control for time or face-to-face
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contact with the principal investigator. The control group matched the experimental group in
approximate group size as well as points in the semester when measures were completed.
Educational Capital Guide Group (ECGG). The ECGG protocol is author-developed
based on literature on attrition and retention, using a Social Capital framework. The two main
components in this treatment approach are capital in the objectified (i.e., material resources) and
embodied (i.e., cognitive resources via knowledge) states. To provide a welcoming
environment, groups were kept relatively small (n ! 15).
Capital in the objectified state was addressed by guiding participants through various oncampus resources, as well as disseminating information relevant to utilization of those services
(e.g., where to locate them, what to expect upon arrival at those locations, other information
relevant to resource caveats from individuals at those locations). More specific information
related to gathering of material is outlined in section 3.3.2. A specific timeline for material
covered can be found in appendix S.
Capital in the embodied state was addressed by distributing information gathered through
focus groups conducted with older UT students (i.e., juniors and seniors). Focus group
participants were asked, “Knowing what you do now, what do you wish you would have known
as a freshman at UT?” A list of topics and responses used in focus group discussions are in
appendix R. Information relevant to mental well-being was compiled by the author through
various resources, including focus groups, online handouts and resources from the UT
Counseling and Mental Health Center’s website, and the National Institute for Mental Health
(NIMH) website. Participants were given information about academic, social, financial, and
mental well-being tips for academic success and for better enabling them to effectively navigate
UT’s educational system.
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In addition to information covered in each treatment session, an author-compiled
guidebook entitled “The (Informal) Guide to UT” (IGUT) was distributed to intervention
participants. The IGUT is divided into two parts, pertaining directly to information addressed in
each intervention session. A concise list of approximately fifteen ethnic-specific university and
private scholarships were included in the guide. IGUT sections were handed out at the
conclusion of the session for which it pertained. Upon completion of their exit interviews, a copy
of the IGUT was also described and distributed to each participant in the control group. A
complete copy of “The (Informal) Guide to UT” is located in appendix T.
3.3.2. Development of “The (Informal) Guide to UT”
“The (Informal) Guide to UT” is written in a student-friendly, informal tone that includes
an introduction, directions for utilizing the guide, table of contents for each section, and is
divided into easily comprehensible pages. Information for section one (capital in the objectified
state) was gathered by groups of 2-3 research assistants who were assigned specific on-campus
resources (e.g., the Sanger Learning and Career Center, the Gender and Sexuality Center).
Research assistants were asked to visit each location and take notes on the following: detailed
directions for locating each resource, the process involved for receiving services, hours of
operation, contact information, and any additional information or tips important to the use of that
resource. One to two independent research assistants were then asked to visit on-campus
resources given information compiled from the first group of research assistants to confirm the
accuracy. Finally, the primary investigator combined and finalized directions to navigate each
resource. Upon visiting, the primary researcher asked each on-campus resource for locationspecific material, including sign-in sheets and pamphlets, that could be shown during
intervention sessions for further familiarize participants with each resource.
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3.3.3. Session Protocols
Session One Educational Capital Guide Group (ECGG). Participants were informed of
expectations and responsibilities of the researcher and the participant for study participation. If
they agreed to the terms, they signed the informed consent form as well as the GPA authorization
request form. Participants were asked to fill out pretest measures (i.e., demographics and
outcome measures described in measures section). Upon completion of pretest measures, the
principal investigator presented information relevant to objectified capital (session outlined in
appendix S). Toward the end of the session participants completed an Assessment of Treatment
Retention (ATR) form for session one. Additionally, participants were asked to write for five
minutes using the Writing Facilitation Exercise prompt described in Appendix D. At the end of
the session, participants were presented with a copy of the first half of “The (Informal) Guide to
UT” and oriented in the use of it. Participants were instructed to bring their guidebooks to the
following session and informed to expect a phone call from a research assistant regarding the
study. The first session took approximately one hour to complete.
Session One Control Group (CG). Participants were oriented to the informed consent
process. If they agreed to participation, they were asked to fill out the aforementioned pretest
measures. Upon completion, they were informed to expect a phone call from a research assistant
regarding the study.
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Table 3.2.
Session One Components Across Experimental Conditions

Informed consent

ECGG Intervention
Group
X

Control
Group
X

Pretest measures

X

X

Objectified capital material via PI

X

Assessment of Treatment Retention
(for session 1)
Writing Facilitation Exercise

X

Receipt of part 1 of “The (Informal)
Guide to UT”

X

Session 1 Component

X

Between Session Phone Call. The purpose of the phone call was twofold: first, it would
offer participants an opportunity to ask research assistants questions about material in the session
or anything regarding the study, generally. Secondly, it provided participants a reminder for
their next scheduled participation session to reduce study attrition rates. Research assistants
were each assigned the same number of participants in each condition to ensure the quality of
calls among treatment conditions. Research assistants were given a telephone script and trained
to answer questions they may receive from participants. The telephone script was as follows:
Hello. My name is ____________________. I am a research assistant working with Nanci
Argueta, who is a doctoral student in clinical psychology at the University of Texas at Austin.
You participated in a study she is conducting about adjusting to college. Thank you for your
participation.
**This Paragraph - Experimental Group Only**
[I am calling because I wanted to follow up with you and see if you had any questions about any
of the information covered in the last session. We know we covered a lot of information in our
last session, information that we think can help any student use their resources and their time
most effectively.
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(If yes, answer questions. If not, proceed below).]
I also wanted to know if you had any questions about anything else at this point. We want you to
know that you are free to contact us if you have any questions. Our telephone number is (512)
471-2179.
Finally, I wanted to remind you that you will have your next scheduled session on
_______________________. We appreciate your participation in our study and look forward to
seeing you again. Have a nice day.
Session Two Educational Capital Guide Group (ECGG). The group was welcomed back
and instructed to complete the Assessment of Treatment Retention (ATR) questionnaire, which
assessed information retained from session one. Upon completion, the principal investigator
then presented material relevant to embodied capital (session outlined in appendix S). Similar to
session one, participants were asked to complete an Assessment of Treatment Retention (ATR)
form for session two. Participants were then instructed to write a total of five minutes for the
Writing Facilitation Exercise described in Appendix D for session 2. At the end of the session,
participants were given part two of “The (Informal) Guide to UT” guidebook and informed to
expect a phone call from a research assistant regarding the study. This session took
approximately one hour to complete.
Session Two Control Group (CG). Participants were not asked to come in to the lab for
any formal assessments.
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Table 3.3.
Session Two Components Across Experimental Conditions
ECGG Intervention
Group
X

Session 2 Component
Assessment of Treatment Retention
(for session 1)

Control
Group

X

Embodied capital material via PI
Assessment of Treatment Retention
(for session 2)

X
X

Writing Facilitation Exercise
Receipt of part 2 of “The (Informal)
Guide to UT”

X

Between Session Phone Call. Similar to the first phone call, research assistants called
their assigned participants to answer any questions they had and to remind them of their
upcoming participation session.
Posttest Measures and Exit Interviews (ECGG and CG). Experimental and control
participants were asked to complete all of the questionnaires listed in the measures section, with
the exception of the demographics questionnaire. Participants in the experimental group were
also given the Assessment of Treatment Retention (ATR) questionnaire to assess retention of
information from session two. Upon completion of measures, all participants completed exit
interviews with trained research assistants.

52

Table 3.4.
Session Three (Posttest) Components Across Experimental Conditions
Session 3 Component
Assessment of Treatment Retention
(for session 2)

ECGG Intervention
Group
X

Control
Group

X

X

X

X

Posttest measures
Exit Interview
Receipt of “The (Informal) Guide to
UT” in its entirety

X

3.3.4. Treatment Integrity
In order to ensure integrity, the principal investigator led all intervention sessions, using
session-specific intervention protocols to provide consistency between groups. Additionally, a
research assistant was in charge of helping the principal investigator keep time during the
intervention session to guarantee participant groups received all information in the same amount
of time.
Trained research assistants conducted participant exit interviews. All research assistants
were trained to conduct exit interviews in the following ways: (a) didactic orientation to the exit
interview questions and study, (b) didactic training in interviewing skills (e.g., how to ask openended questions, how to reword questions if needed, how to avoid asking leading questions), (c)
role-plays of exit interviews, (d) feedback from the principal investigator about individual
interviewing skills. Once steps a-d were adequately completed, research assistants were allowed
to interview participants.
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Chapter 4. Results
4.1 Statistical Power and Sample Size Considerations
Sample size was determined using a priori power analysis through GPower3.1 (Faul,
Erdfelder, Buchner, & Lang, 2009). The two-tailed t-test included a moderate effect size (d =
.80), an alpha of .05, and a power of .85, with 2 independent groups (experimental and control).
GPower3.1 calculated a total sample size of 60, with equal sample size assumed. Due to
concerns of participant study attrition, data were collected from more participants than
recommended to yield the desired minimum power (initially proposed N = 80, actually recruited
N = 72). The final study sample of completers included 37 experimental group participants and
35 control group participants.
4.2. Attrition
4.2.1. Definition of Completer and Dropout and Sample Attrition Breakdown
Participants were considered study completers only if they: (a) attended all scheduled
sessions, (b) completed all pretest and posttest measures, and (c) completed an exit interview.
Participants who did not complete all the aforementioned study requirements were considered
study dropouts.
Based on pilot testing, it was believed that approximately 20% of participants
randomized into a study group would drop out of the study prior to completion (i.e., would
discontinue the study before completing follow-up measures and exit interview). For that
reason, the goal of the study was to collect data from 40 participants, with the expectation that 8
would drop out of each group.
Final attrition rates indicated lower dropout rates than expected, with a 15% dropout rate
for participants in the intervention group (n = 6) and a 12.5% dropout rate for participants in the
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control group (n = 5). For participants who attended the first session and completed pretest
measures, the attrition rate was 8% in the intervention group (n = 3) and 0% in the control group
(n = 0). All three intervention participants who dropped out of the study after completing pretest
measures stated the study conflicted with their schedules. Because attrition rates were lower
than expected and adequate statistical power was attained with the sample size collected by the
end of the fall semester, the decision to discontinue data collection was made by the principal
investigator and approved by all dissertation committee members.
4.2.2. Treatment Completion and Attrition Analyses
One-way ANOVA analyses were conducted for pretest measures to determine if any
differences were present among intervention study completers and dropouts1. There were no
statistically significant differences on outcome measures between intervention group completers
and dropouts. Attrition data and outcome variables at pre-treatment are included in Table 4.1.
4.2.3. Predictors of Attrition
Logistic regression was used to examine predictors of attrition. Gender, collegegenerational status, and socioeconomic status were dummy coded and entered as predictors;
outcome measures assessed at pre-treatment were also entered as predictors, while study
completer status was entered as the dependent variable. The final regression model was not
indicated to be statistically significant (R2 = .20, F(9,27) = .73, p > .05), nor did any of the
predictor variables significantly predict study attrition.
4.3. Randomization Check and Equivalence of Groups at Pretest
One-way ANOVAs were conducted to assess for any statistically significant differences
in demographic and outcome variables between groups at pretest. Means and standard deviations

1

Sample sizes were not equal for intervention group completers (n = 34) and dropouts (n = 3).
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are presented in Table 4.1. One-way ANOVAs indicated there were no statistically significant
differences in any of the outcome measures at pre-treatment between experimental groups.
Additionally, among all study completers, experimental groups did not differ on any
demographic variables, including gender, SES, US generational status, or college generational
status.
Table 4.1.
Means and Standard Deviations of Outcome Measures at Pretest and Attrition for all
Randomized Participants
Condition

Measure
AWQ

BAI

BDI

CSEI

UES

Dropout %

Control
(n = 35)

26.63
(5.12)

9.09
(6.68)

5.83
(3.04)

51.17
(10.57)

79.97
(9.89)

12.5

ECGG
Intervention
(n = 34)

25.24
(6.15)

9.00
(4.94)

4.71
(2.59)

52.24
(9.77)

76.29
(10.29)

Dropout
(n = 3)

26.33
(8.51)

11.67
(10.97)

6.33
(.58)

45.00
(10.44)

75.67
(13.43)

15

N/A

4.4. Treatment Fidelity
Intervention group participants were asked to complete ATR questionnaires relevant to
information disseminated during the course of that session to acquire an in vivo assessment of
session information retention (see Appendix B). The ATR was administered twice to assess
retention of session information for each intervention session, once at the end of the session and
again at the beginning of the following session two weeks later to determine between-session
retention. There were four questions on each ATR, for a possible score between 0-4.
Participants who failed to correctly respond to at least 50% of the questions were to be analyzed
separately.
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Pairwise analyses indicated that all participants responded to at least 50% of questions
correctly at all four assessments. A session 1 ATR pairwise analysis indicated that for the 34
intervention participants, the mean score on the second (i.e., delayed) assessment (M = 3.71) was
not significantly different t(34) = 1.54, p > .05 than the score on the first (i.e., immediate)
assessment (M = 3.85). Similarly, a session 2 pairwise comparison of the delayed assessment
mean (M = 3.94) was not statistically significantly different t(34) = -1.00, p >.05 from the
immediate assessment mean (M = 3.85). These results suggest participants attended to session
information and retained the information between sessions. Because all participants responded
to at least 50% of answers correctly at each assessment, no participant data were analyzed
separately in subsequent analyses.
4.5. Credibility Check
The RTQ was administered to intervention participants only, thus no between-group
analyses were performed. On a 1 (not at all) to 9 (definitely) scale, participants tended to
respond to the treatment favorably. Participants were asked to respond to the following
questions: “how logical does the intervention offered seem to you?” (M = 7.56, SD = 1.24), “At
this point how successful do you think the intervention will be in facilitating your ability to
navigate UT?” (M = 8.18, SD = .87), “How confident would you be in recommending this
intervention program to a friend who may be experiencing difficulty adjusting to UT?” (M =
8.65, SD = .65), and “By the end of the intervention period, how much improvement in your
knowledge about how to be successful at UT do you think occurred?” (M = 8.47, SD = .75).
To ensure that participants in the intervention group deemed the intervention equally
credible, a one-way ANOVA was conducted to assess for within-group differences for responses
to the Reaction to Treatment Questionnaire by college-generational status. There was no
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reported statistically significant difference, F(1,32) = .471, p > .05, among intervention
participants of differing college-generational status.
4.6. Testing of Hypotheses
4.6.1. Hypothesis 1: Comparison of Outcome Measures by Experimental Group
The first hypothesis assessed whether participants in the experimental condition reported
lower degrees of depression, anxiety, and academic worry and greater degrees of academic selfefficacy and perceived university environment from pre- to posttest when compared to their
counterparts in the control condition.
To evaluate the relative efficacy of the intervention, a series of 2 (assessment time; pre,
post) x 2 (condition; intervention, control) repeated measures ANOVAs were used to test
differences in pre- to posttest measures of five outcome variables (i.e., anxiety, depression,
academic worry, academic self-efficacy, university environment). The aforementioned repeated
measures ANOVAs assessed for the main effect of time as well as for Time x Experimental
group interaction. To account for the number of multiple comparisons conducted, a Bonferonni
correction was used. Subsequently, an adjusted alpha of .01 was used as a determinant of
statistical significance for the following analyses. Means and standard deviations for all outcome
variables at pre- and posttest across conditions can be found in Table 4.2.
4.6.1.1. H1: Academic Worry Questionnaire (AWQ) from Pre- to Post-Treatment
A marginal effect of time was observed across groups on the AWQ, F(1,67) = 5.57, p =
.02, with a small effect size, d = 0.22. Participants in both the control and intervention groups
decreased in reported academic worry from pre- to posttest.
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Figure 4.1. Academic Worry Scores Across Assessment Period (Completers)

4.6.1.2. H1: Beck Anxiety Inventory (BAI) from Pre- to Post-Treatment
A significant effect of time was observed for groups on the BAI, F(1, 67) = 6.96, p = .01,
with a small effect size (d = 0.02), such that both groups reported a reduction in anxiety
symptoms.
Figure 4.2. Beck Anxiety Scores Across Assessment Periods (Completers)
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4.6.1.3. H1: Beck Depression Inventory-Short Form (BDI-SF) from Pre- to Post-Treatment
A significant effect of time was observed across groups on the BDI-SF, F(1, 67) = 6.37, p
= .01, with a small effect size, d = 0.07. Participants’ reported depressive symptoms decreased
from pre- to posttest for both groups. The Time x Condition effect was marginal, F(1, 67) =
3.07, p = .08. At pretest participants in the intervention group reported fewer depressive
symptoms, though no statistically significantly different, than control participants. By posttest,
both groups experienced a decrease in depressive symptoms; control participants reported a
decrease in depressive symptoms that almost reached the reported symptoms of intervention
participants.
Figure 4.3. Beck Depression Scores Across Assessment Periods (Completers)

4.6.1.4. H1: Academic Efficacy (CSEI) from Pre- to Post-Treatment
The Time x Condition interaction approached significance, F(1, 67), = 4.88, p = .03, with
a small effect size, d = 0.15. Unexpectedly, although at pretest participants in the intervention
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group reported greater perceived academic efficacy than control participants, by posttest control
participants reported higher perceived efficacy than their intervention participant counterparts.

Figure 4.4. Academic Efficacy Score Across Assessment Periods (Completers)

4.6.1.5. H1: University Environment Scale (UES) from Pre- to Post-Treatment
There was a statistically significant Time x Condition interaction for UES, F(1, 67) =
8.19, p = .006, with a small effect size, d = -0.06. At pretest, control participants perceived the
university environment more positively than the intervention group; by posttest, control groups
viewed the university more negatively, where intervention participants perceived the
environment more positively than at pretest and more positively than control participants.
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Figure 4.5. University Environment Scores Across Assessment Periods (Completers)

Table 4.2.
Means, Standard Deviations, and Effect Sizes of Outcome Measures at Pre- and Posttest for all
Study Completers

Variable

Pre test
Control
(n = 35)
M
SD

Pre test
Experimental
(n = 34)
M
SD

Post test
Control
(n = 35)
M
SD

Post test
Experimental
(n = 34)
M
SD

Cohen’s

d

AWQ

26.63

5.12

25.24

6.15

25.29

6.70

23.91

5.58

0.22

BAI

9.09

6.68

9.00

4.94

7.34

5.53

7.24

5.62

0.02

BDI

5.83

3.04

4.71

2.59

4.69

2.81

4.50

2.35

0.07

CSEI

51.17

10.57

52.24

9.77

52.11

9.14

50.82

8.09

0.15

UES

79.97

9.89

76.29

10.29

78.26

11.27

79.26

11.11

-0.04
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4.6.2. Hypothesis 2: Comparison of End-of-Semester GPA by Experimental Group
Hypothesis 2 assessed whether, based on grade point average (GPA) acquired from UT’s
registrar office, participants in the experimental group would have higher GPAs at the end of the
semester compared to their control group counterparts.
A one-way ANOVA was conducted to assess differences in end-of-semester GPAs
between experimental groups. There was a marginally significant difference in GPAs, F(1, 67) =
2.97, p = .09, with a small effect size, d = 0.23, where participants in the intervention group (M =
2.96) slightly outperformed participants in the control group (M = 2.78) at the end of their first
semester at UT.
4.6.3. Hypothesis 3: Comparison of Resource Utilization by Experimental Group
Hypothesis 3 assessed whether participants in the experimental condition reported a
higher rate of novel resource utilization at completion of the study relative to their control
participant counterparts.
Novel on-campus resource utilization was determined between pre- and posttest to
capture the number of novel resources used, excluding resources utilized prior to commencing
the study. A one-way ANOVA was utilized to determine differences in on-campus resource
utilization from pre- to posttest between experimental groups. Based on the number of novel
resources reported by participants, there was a marginally significant difference in on-campus
resource utilization by posttest, F(1, 67) = 2.97, p = .09, where participants in the intervention
group (M = .97) utilized a greater increase in novel on-campus resource use than control
participants (M = .60) from pre- to posttest.
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4.6.4. Hypothesis 4: Comparison of Outcome Measures by College-Generation Status
Hypothesis 4 assessed whether, based on college generational status, first-generation
college students in the intervention group made greater gains based on outcome variables than
their second- and later-generation counterparts from pre to posttest.
With regards to differences between participants in the intervention group of differing
college generational status, there were statistically significant differences on one outcome
variable at pretest. The BAI, F(1,32) = 7.27, p = .01 revealed that 2nd and later generation
college students started the study more anxious than 1st generation college students.
Additionally, there were marginally significant differences in AWQ scores, F(1,32) = 3.47, p =
.07, as well as in academic efficacy F(1.32) = 3.61, p = .07. Means and standard deviations for
intervention participants separated by college generational status are presented in Table 4.3.

Table 4.3.
Means and Standard Deviations of Outcome Measures at Pretest for Intervention Participants
College generational
status

Measure
AWQ

BAI

BDI

CSEI

UES

1st Generation
(n = 20)

23.65
(5.72)

7.55
(4.35)

4.75
(2.92)

50.55
(10.81)

77.10
(11.28)

2nd and Later Generation
(n = 14)

27.50
(6.24)

11.07
(5.15)

4.64
(2.13)

54.64
(7.80)

75.14
(8.96)

To assess differences based on college-generational status, a series of 2 (assessment time;
pre, post) x 2 (college-generation status; 1st college generation, 2nd and later college generation)
repeated measures ANOVAs were used to assess for reported differences among participants in
the intervention group. The repeated measures ANOVAs assessed for the main effect of time as

64

well as for Time x Experimental group interaction for five outcome measures (i.e., anxiety,
depression, academic worry, academic self-efficacy, university environment). To account for the
number of multiple comparisons conducted, a Bonferonni correction was used. An adjusted
alpha of .01 was used to determine statistical significance for the following analyses. Means and
standard deviations for all outcome variables at pre- and posttest across conditions can be found
in Table 4.4.
4.6.4.1. H4: Academic Worry Questionnaire (AWQ) from Pre- to Post-Treatment
There was a statistically significant effect of time, F(1, 32) = 3.46, p < .001, with a small
effect size, d = -0.44. Participants who were in the intervention group decreased in reported
academic worry from pre- to posttest, regardless of college generational status.

Figure 4.6. Academic Worry Scores Across Assessment Periods for Intervention Participants

4.6.4.2. H4: Beck Anxiety Inventory (BAI) from Pre- to Post-Treatment
There was a statistically significant between-groups difference in reported general
anxiety between participants of differing college-generational status, F(1,32) = 7.27, p = .01,
with a medium effect size, d = -0.65. At both pre- and posttest, 2nd-and-later generation college
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students reported more symptoms of anxiety than their 1st college-generation counterparts.
There was no interaction or main effect for time.
Figure 4.7. Beck Anxiety Scores Across Assessment Periods for Intervention Participants

4.6.4.3. H4: Beck Depression Inventory-Short Form (BDI-SF) from Pre- to Post-Treatment
There were no statistically significant differences in reported depressive symptoms by
participants of differing college-generational status at pre- or posttest, F(1, 32) = .01 p > .05.
4.6.4.4. H4: Academic Efficacy (CSEI) from Pre- to Post-Treatment
Similar to depressive symptoms, there were no statistically significant differences in
reported academic self-efficacy at pre- or posttest between participants of differing collegegenerational status, F(1, 32) = 2.56, p > .05.
4.6.4.5. H4: University Environment Scale (UES) from Pre- to Post-Treatment
There was a main effect of time for participants’ reported perception of the university
environment, F(1, 32) = 7.25, p = .01, with a small effect size, d = -0.13. From pre- to posttest,
all participants in the intervention group viewed the university more positively and welcoming.
There was no statistically significant interaction or between-group difference.
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Figure 4.8. University Environment Scores Across Assessment Periods for Intervention
Participants

Table 4.4.
Means, Standard Deviations, and Effect Sizes of Outcome Measures at Pre- and Posttest for
Intervention Study Completers

Variable

Pre test
1st Generation
(n = 35)

Pre test
2nd and later
Generation
(n = 34)
M
SD

M

SD

AWQ

23.65

5.72

27.50

BAI

7.55

4.35

BDI

4.75

CSEI
UES

Post test
1st Generation
(n = 35)

Post test
2nd and later
Generation
(n = 34)
M
SD

Cohen’s

d

M

SD

6.24

22.90

5.50

25.36

5.58

-0.44

11.07

5.15

5.70

3.51

9.43

7.30

-0.65

2.92

4.64

2.13

4.40

2.30

4.64

2.50

-0.10

50.55

10.81

54.64

7.80

48.70

9.42

53.86

4.42

-0.70

77.10

11.28

75.14

8.96

78.65

11.95

80.14

10.16

-0.13
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4.7. Testing of Exploratory Questions
4.7.1. Question 1: Demographic and Cultural Variables as Predictors of Treatment
Outcome
Demographic and cultural variables assessed during the study were examined as
predictors of treatment outcome via five separate linear regressions for the entire sample. Each
of the five outcome variables at posttest (i.e., anxiety, depression, college-self efficacy, academic
worry, perceived university environment) was entered as the dependent variable for each
separate regression. Correlations were run with self-esteem, demographic (i.e., gender, SES,
college generation status, US generation, experimental condition), and cultural variables (i.e.,
ethnic identity, acculturation, perceived discrimination, college stress), to determine which were
significantly, independently related to each of the outcome variables. The variables that were
significantly correlated were entered as predictors to determine which accounted for the most
variability in outcome variables. With a Bonferroni correction, the significance level for the
regression models was alpha = .01.
4.7.1.1 Demographic and Cultural Variables as Predictors of Academic Self-Efficacy
Of the cultural and demographic variables assessed, academic stress, Anglo-orientation,
college generation status, and self-esteem statistically predicted academic self-efficacy at
posttest, R2 = .54, F(5,62) = 14.68, p < .001. College-generation status was marginally
significant in its ability to predict academic self-efficacy. Descriptive statistics can be found in
Table 4.5 below. Being a first-generation college student, greater academic stress, and greater
self-esteem were predictive of poorer academic self-efficacy. Anglo-orientation in cultural
values was predictive of greater academic self-efficacy.
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Table 4.5.
Predictors of Self-Reported Academic Self-Efficacy at Posttest
Academic Self-Efficacy
(Posttest)
Variable
Constant
College-Generational
Status
Anglo-Orientation
Academic Stress
Social Stress
Self-Esteem
R2
F

B

95% CI

47.29**

[27.51, 67.07]

-.21*

[-6.85, -.58]

.37**
-.26*
-.07
-.29*
.54
14.68

[3.69, 11.02]
[-1.03, -.12]
[-.53, .26]
[-.93, -.21]

Note: N = 68. CI = confidence interval
a
*p < .05. **p < .01

4.7.1.2. Demographic and Cultural Variables as Predictors of Academic Worry
A linear regression analysis was also used to predict academic worry at posttest. Results
of the regression indicated that academic stress and self-esteem statistically predicted academic
worry at posttest, R2 = .36, F(5,62) = 6.90, p < .001.
Table 4.6.
Predictors of Self-Reported Academic Worry at Posttest
Academic Self-Efficacy
(Posttest)
Variable
Constant
Ethnic Identity Exploration
Ethnic Identity Resolution
Academic Stress
Social Stress
Self-Esteem
R2
F

B

95% CI

-1.41
.05
.10
.40**
.09
.29**
.36
6.90

[-13.59, 10.77]
[-.28, .41]
[-.31, .73]
[.25, 1.02]
[-.21, .46]
[.10, .70]

Note: N = 68. CI = confidence interval
a
*p < .05. **p < .01
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4.7.1.3. Demographic and Cultural Variables as Predictors of Anxiety
Regression analyses indicated that self-esteem and socioeconomic status were successful
in predicting general anxiety among participants, R2 = .18, F(3,65) = 4.75, p = .005. Higher selfesteem and having a family with higher income predicted greater general anxiety.
Table 4.7.
Predictors of Self-Reported General Anxiety at Posttest

Variable
Constant
Middle Income
Upper Income
Self-Esteem
R2
F

Academic Self-Efficacy
(Posttest)
B
95% CI
-1.05
[-6.27, 4.18]
.17
[-.84, 5.06]
.25*
[.02, 6.18]
[.10, .67]
.31**
.18
4.75

Note: N = 68. CI = confidence interval
a
*p < .05. **p < .01

4.7.1.4. Demographic and Cultural Variables as Predictors of Depression
Perceived discrimination in academic settings was the one predictor variable in the model
that was found to statistically predict depression, R2 = .24, F(4,64) = 4.93, p = .002. All other
variables were non-significant predictors of depression in the model. Experiencing greater
perceived discrimination in academic settings was predictive of greater depression.

70

Table 4.8.
Predictors of Self-Reported Depression at Posttest
Variable
Constant
Anglo Orientation
Perceived Academic
Discrimination
Academic Stress
Self-Esteem
R2
F

Academic Self-Efficacy (Posttest)
B
95% CI
1.71
[-5.69, 9.10 ]
-.14
[-2.20, .54]
.23*

[.01, 1.78]

.23
.23
.24
4.93

[-.01, .30]
[-.01, .27]

Note: N = 68. CI = confidence interval
a
*p < .05. **p < .01

4.7.1.5. Demographic and Cultural Variables as Predictors of Perceived University
Environment
The overall model fit for perceived university environment was significant, R2 = .24, F(5,
62) = 3.95, p = .004. None of the predictors were significantly predictive of perceived university
environment independently.
Table 4.9.
Predictors of Self-Reported University Environment at Posttest
Academic Self-Efficacy (Posttest)
Variable
Constant
Ethnic Identity
Exploration
Ethnic Identity
Resolution
Academic Stress
Social Stress
Self-Esteem
R2
F

B

95% CI

74.19**

[50.34, 98.03]

.24

[-.05, 1.31]

.11

[-.59, 1.45]

-.15
-.14
-.18
.24
3.95

[-1.18, .33]
[-.99, .32]
[-1.04, .13]

Note: N = 68. CI = confidence interval
a
*p < .05. **p < .01
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4.7.2. Exploratory Question 2: Exit Interview Analyses
Using a grounded theory approach, five research assistants were asked to identify
recurring themes among all participant interview responses. Based on those recurring themes, a
coding scheme was developed to encompass interview responses. Two independent research
assistants were jointly trained to use the coding scheme by coding hypothetical responses created
by the principal investigator. Once the coders were unanimous in their coding, they began
coding actual participant responses. A kappa analysis was conducted to determine inter-coder
reliability (Cohen, 1960). As outlined by Landis and Koch (1977), Kappa values < .40 were
interpreted as poor inter-coder reliability, " .40 to < .75 were interpreted as fair to good, and
# .75 were interpreted as excellent. Chi-squared analyses were conducted to compare coded
responses by experimental groups.
4.7.2.1. Are There any Things You Wish You Had Known Sooner?
In an exit interview, participants were asked, “What is/are something(s) you wish you
would have known sooner about UT?” A kappa coefficient of .94 indicated high inter-rater
reliability and was significant (F = 17.92, p < .001). Chi–square tests were conducted to identify
differences in participant responses. Chi-square tests yielded statistically significant differences
in participant responses for “services offered”, !2 (1, N = 68) = 4.32, p = .05, as well as listing a
specific campus organization, !2 (1, N = 68) = 4.65, p = .04. Comparisons of participant
responses are presented in Figure 4.9 below.
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Figure 4.9. Participant Responses to Information They Wish They had Known Sooner

Some participants shared feeling unaware of how to select classes and expectations of
those classes. One female intervention participant described,
Alright so there is one thing. Classes. No one really stressed that we should check
the syllabus, professor, and do research about what was expected in the course
load. I took fifteen hrs, and two anthropology classes that are heavy on reading,
so I am bogged down. Next semester I would know better how to plan my classes
so I won't have that problem again.
A control participant shared similar sentiments, describing, “Um, yes. For example, um, being
more prepared as for the fact of reading more, managing your time, and knowing exactly what
classes to take or what you like before coming here.” Several participants mentioned
experiencing a difficult first semester because they did not know how to choose between classes
when given a choice, how to balance their classes, and how to manage their workload.
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Other participants described wishing they had known more about the services offered
sooner. A participant in the control group was unaware of the organizations on campus that
could assist her with her academics, stating,
Yeah, there is like a lot of programs and stuff I didn’t know anything about. I got
like letters in the mail maybe like Longhorn Scholars or something like that. I
didn’t know what it was so I just briefly looked into it and I just… I didn’t know
all those programs could help out.
An intervention participant described specific information from the study regarding services that
she wish she had known sooner, saying,
Yes, like um knowing you have the SLC at Jester available to help you decide on
what classes to take, the library so you can study, and just all the little insiders
from upper-class students like what classes and where to search for the best
classes. Just knowing some of that beforehand would have been very helpful.
Several participants in the intervention group mentioned a desire to have known about
resources sooner than the intervention, while many participants in the control group
described continuing to be unclear about organizations and resources on campus.
Participants in both groups recounted how helpful having information about financial aid
would have been. A female intervention participant stated, “most of the financial aid
information that I learned well now would’ve been helpful if I knew it before because that was
one of the main concerns coming here.” Similarly, a male participant in the control group stated,
I wish I would have known more about how to get better financial aid. I didn’t get
any help this year and I wish I knew of more places to get information. Also,
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having help with scholarships and figure out where to go. It’s really hard to do it
by yourself.
Both of these participants’ responses echo the concerns of many of the other students:
even before they step foot on the UT campus, they experience the stress that comes along
with financial difficulty and not knowing where or how to receive assistance.
4.7.2.2. Mentor at UT
Participants were asked about mentors they look to for assistance or support. The
question was worded, “Have you found someone at UT that you consider a mentor? If so: (a)
What is that person like (student, professor, ethnicity, etc), (b) What about him/her makes them a
good mentor? (c) How has he/she helped you so far?”
A kappa coefficient of .98 indicated high inter-rater reliability and was significant (F =
53.57, p < .001). None of the chi-square tests yielded statistically significant differences in
participant responses.
Figure 4.10. What is your mentor like?
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Participants were asked to describe what makes the person they described a good mentor.
A kappa coefficient of .96 indicated high inter-rater reliability and was significant (F = 26.63, p
< .001). There was a significant difference in participant responses by group for the importance
of sharing similar values, !2 (1, N = 68) = 4.51, p = .05.
Figure 4.11. What makes this person a good mentor?

Participants were asked to describe ways in which their mentor had assisted them that
semester, resulting in eleven coded responses. A kappa coefficient of .98 indicated high interrater reliability and was significant (F = 58.73, p < .001). None of the chi-square tests yielded
statistically significant differences in participant responses.
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Figure 4.12. How has your mentor helped you so far?

Participants’ responses to this question varied quite a bit. Some participants described
someone who could assist them with academic concerns specifically; others discussed the
importance of receiving tips about adjusting to the college lifestyle and availability of mentors,
while others talked about the importance of receiving emotional support.
For some participants, receiving assistance with class selection, study skills, and specific
problems in classes was most beneficial. An intervention group participant mentioned two
people she viewed as mentors, a FIG (First-year Interest Group) mentor and a TA (teaching
assistant). When asked what made them good mentors, she described, “Whenever I need to
know something I just ask a question and they always know what to say, they’re really helpful.”
When asked for specific examples of how they had helped her so far, she said, “Um, well there’s
a problem with one of my tests and my TA helped me fix it. My FIG mentor helped me with
registration and what courses to choose and fit my schedule better.”
A participant in the control group described how her FIG mentor was proactive in helping
her prepare for exams. She said,

77

She is really helpful; I can call her and ask her about anything about homework
and classes. She has even formed study groups for us all. She helped me at the
beginning of the year with a chemistry exam, prepare for other exams. She makes
sure I know what I am studying and learning.
Both of these participants described ways in which their mentors helped them by providing them
direct assistance with their current or future classes.
For other participants, having someone they felt comfortable with and who could provide
them assistance with adjusting to the university was viewed as most helpful. Participants
described mentors they felt they could relate to and provided them a sense of motivation. An
intervention participant described her TIP (Texas Interdisciplinary Plan) mentor:
…she’s very down to earth, she’s so fun and I like that even if she can’t answer my
questions she’ll go out of her way to figure it out. I can always text her if I need
someone to be serious with or to have fun. I really, really like that. She’s given
me a good example. She’s very dedicated and hard working, and she’s also fun
which showed me that I don’t have to be all stressed. She gives me hope for my
future that I don’t have to be so stressed. Her sense of confidence, I feed off of
that.
A participant in the control group had a similar experience with a mentor, saying, “They are a
student, but an awesome student. Double major, does everything and volunteers. Everything I
want to be eventually.” For some participants, having someone who serves as a role model is
helpful in making decisions to help achieve their career goals. For others, it instills hope that
they can persevere through a challenging time and ultimately succeed.
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Finally, for some participants, the descriptions they gave of their mentors indicated the
importance of feeling supported in their values and religious beliefs. An intervention participant
described the way in which her mentor supported her religious values, even though she could not
always provide academic direction. She described,
She is a graduate student at UT now and was before at A&M. She lives in Austin
and I meet with her every Thursday. She doesn’t study the same, but she can help
me a lot with the general classes. She is very strong and she knows what she
believes and she sticks with it. Her morals don’t sway, she knows what she
wants. And she is good at giving advice.
When asked how her mentor has been helpful so far, the same participant responded, “Coping
with keeping my morals and values with Christianity at a secular university. To learn to still be
open with everything but keep my beliefs and not just adapting to everything.” Other
participants repeated these sentiments. A participant in the control group described the same
mentor, stating, “…she works here now leading our bible study once a week. She is really
helpful to go to, she is always there. She makes me feel like I am back at home when I am able to
get off campus for a while.” When asked how that mentor has helped so far, the participant said,
“[She] set my doubts aside and that everyone – every Christian – is going through what I am
going through. She offered a lot of reassurance.”
For participants like these, having mentors who can help them balance adjusting to a new
environment without feeling the need to compromise their personal beliefs and values is an
important part of adjusting to the university environment.
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4.7.2.3. On-campus Resource Utilization at UT
Participants were asked to describe their decision to utilize or not utilize on-campus
resources. If they did not utilize resources, they were asked to describe what would have
encouraged them to utilize those resources. Participants were asked, “If you HAVE used
resources at UT, what/who encouraged you to use them? If you have NOT used resources at UT,
why not? What would have encouraged/motivated you to use them?”
A kappa coefficient of .99 indicated high inter-rater reliability and was significant (F =
96.64, p < .001). One of the chi-square tests yielded statistically significant differences in
participant responses. Participants responded that the study motivated them to utilize on-campus
resources at statistically significantly different rates, !2 (1, N = 68) = 18.71, p < .001.
Figure 4.13. What/who Encouraged On-Campus Resource Utilization.

A total of 58 (30 = Intervention, 27 = Control) participants reported they had utilized
some sort of on-campus resource at the time of their exit interview. Again, participants gave
diverse reasons for seeking resources. Some participants said they were self-motivated, while
others listed specific organizations or individuals who motivated them, and students in the
intervention group listed the study as a reason for utilizing on-campus resources.
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Some participants reported they motivated themselves to seek assistance from resources.
An intervention participant stated, “Well, I used the Sanger tutoring center. My roommate went
once and it helped so I decided to go, too.” A participant in the control group described seeking
out services on her own, “The Sanger Learning Center, that’s helped. And then I used the SSB
when I got sick. I went because I needed help.”
Other participants listed organizations or specific individuals who encouraged them to
utilize a resource. A participant in the control group stated, “Well, in the Longhorn Scholars
program they’re always telling us to go get help. I mean, from the beginning everyone talks
about the Sanger Learning Center, and I think they know how to put the word out.”
Several intervention participants cited the study as a reason for which they sought out
help from on-campus resources. An intervention participant stated, “[T]he Undergraduate
Writing Center. It was because of all the information I got in the study here. Here they gave me
more information so I felt more comfortable going.”
Another intervention participant said,
Well some of it for this [the study]. Before I came into this study I wasn’t aware.
After the first session I went to the PCL. The mental health center has been a real
help because I’ve been dealing with issues with home sickness, mild depression,
and erratic sleep patterns. They have really helped with that. I’m going to the
SLC for help with time management.
Participants who did not utilize resources were asked for reasons for not doing so. There
were no statistically significant differences in responses among participants.
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Figure 4.14. Reasons for not utilizing resources and what would have encouraged resource use.

A total of 11 (4 = Intervention, 7 = Control) participants reported they had not utilized
any on-campus resource at the time of their exit interview. Some participants did not feel like
they needed to use any resources, while others described reasons why they had not utilized them
if they had wanted to. An intervention participant said, “I guess the library but that’s it. I’m
probably gonna use it next month. I haven’t really felt like I’ve needed to use them.” A control
participant expressed similar sentiments, saying “I don’t think I need them right now. I think I
would need them when I am in a panic and I don’t know what to do or where to start.”
Other participants did feel a need or desire to use an on-campus resource, however had
reasons for not utilizing them. A control participant said, “I would really like to use the
counseling but I haven’t had time. Time is the only reason I haven’t. I am encouraged and
motivated by my mom to use them but I have no time.” Another control participant described
not knowing where to go to utilize services, saying, “I don’t know how to find everything else.”
Yet other participants described multiple barriers in utilizing services. A control
participant said, “I don’t live on campus so I just come and go to class. It is hard to stay because
my classes follow one another and I don’t know where the centers are.” When asked what would
encourage her to use the resources, she replied, “If I really needed help or an instructor asked me
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to go for help.” Similarly, another control participant stated, “...most of the time I have to go
home. I come to classes and leave right away.” When asked what might motivate her to utilize
the resources, she said, “I guess not having responsibilities at home like caring for my sister.
Then I could spend more time on campus, but that is the reason I leave.”
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Chapter 5. Discussion
This study sought to examine the efficacy of a social capital intervention for improving
mental health outcomes, perceptions of the university environment, academic outcomes, and an
increase of on-campus resource utilization. Treatment fidelity was observed among intervention
participants and indicated they perceived the treatment as a credible one.
The following is a discussion of treatment outcomes, including pre- to posttest change
between experimental conditions, end-of-semester GPA, novel on-campus resource utilization,
and pre- to posttest change between differing college-generational status. Exploratory questions,
including predictors of outcome variables at posttest, as well as a general discussion of exit
interview findings will also be discussed. Specific and general implications of the intervention,
as well as limitations and directions for future research conclude the discussion.
5.1. Treatment Outcome
5.1.1. Pre- to Posttest Change by Experimental Condition
Clinical Self-Report Measures. For measures of both anxiety and depression, a
significant effect of time was observed for participants in both conditions. Symptoms of anxiety
and depression were more pronounced at the beginning than at the end of the study five weeks
later. In fact, even though participants in the control group began the study experiencing greater
reported depressive symptoms, by completion of the study they were comparable to those of the
intervention group. These results may indicate that the decrease in anxiety and depressive
symptoms were not specific to participants in the intervention group, but also occurred naturally
over the progression of the semester. It is possible that being in a new environment contributed
to greater symptoms, and with more time to adjust to the environment, those symptoms became
increasingly less pronounced as part of typical student development and adjustment.
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Academic Perceptions. Similar to anxiety and depression, reported academic worry saw
a marginally significant decrease for participants, regardless of experimental condition
membership, from the beginning to the end of the five-week study period.
With regards to academic self-efficacy, an unexpected pattern occurred. Unlike the
aforementioned results where self-reported changes all occurred in the same direction, changes
in reported academic self-efficacy did not. Participants in the control condition reported an
increase in academic self-efficacy, whereas participants in the intervention group reported a
decrease from pre- to posttest.
Torres and Solberg (2001) found that self-efficacy was directly associated with social and
faculty integration. This study finding is contrary to expectations from the literature, given that
participants in the intervention condition received information specific to improving academic
and social skills (i.e., how to approach professors and TAs) in the second session (i.e., embodied
capital). Though the interaction was marginally significant, it was an unexpected finding that is
difficult to explain, particularly in light of the finding that intervention participants outperformed
control participants in GPA. It is possible that discussing strategies for improved academic
outcomes highlighted concerns or led intervention participants to question their own academic
skills. A closer examination of individual scale items did not indicate differences in reported
areas of self-efficacy between groups.
Perceptions of the University Environment. Changes in participants’ perceptions of the
university environment from pre- to posttest indicated the largest changes between experimental
conditions. At pretest, participants in the control group viewed the environment at UT more
positively than the intervention group. From pre- to posttest, participants in the control condition
decreased in how positively they viewed the university environment. Intervention participants,
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on the other hand, viewed the university environment more positively than they did at pretest,
and more positively than the control condition by the end of the study. Aside from academic
self-efficacy, perception of the university environment was the only other outcome variable that
indicated differences in response patterns. This time, however, the changes in responses among
participants were in the anticipated directions.
Hurtado and Ponjuan (2005) found that first-year students who participated in an
academic support program experienced a greater sense of belonging at the university, as well as
more confidence in their analytical skills at the end of their second year. It is possible that
participants in the intervention group perceived the university environment more positively by
the end of the study in part due to receiving information that was meant to increase their success
at the university. Additionally, Miville and Constantine (2006) found that sense of belonging
encourages both persistence, as well as help-seeking behaviors. In light of previous literature,
these findings may suggest that as intervention participants viewed the university more
positively, they felt more comfortable using novel on-campus resources. Given the small effect
size, however, it is difficult to ascertain how practically significant an intervention like this
would be.
5.1.2. End-of-Semester Grade Point Averages
Results from a between-group comparison of end-of-semester GPA’s collected from the
registrar’s office after completion of the Fall 2011 semester indicated intervention participants
slightly outperformed participants who progressed through the semester naturally. This finding
suggests that participants in the intervention who received the additional social capital may have
reflected some of that benefit in their GPA.
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In a longitudinal study that examined academic achievement from the first to the third
year, adjustment and psychosocial variables were unsuccessful in predicting academic success at
the three-year follow up. GPA at the end of the first year, however, was successful in predicting
GPA at the end of the three years (Peterson, Louw, Dumont, & Malope, 2010). In the current
stydy, participant GPA’s were collected weeks after the completion of the current study,
however, it would be interesting to determine if the marginal difference in GPA remain, become
significant, or vanish at the end of the first year and later in participants’ academic careers.
5.1.3. Novel On-Campus Resource Utilization
One of the goals of the intervention was to increase participants’ knowledge of the oncampus resources accessible to them, but also to increase their use of those resources. Results
indicated that there was a marginal difference in the number of novel resources used.
Participants in the intervention group utilized more novel resources than did participants in the
control group by the end of the study. Possible reasons for why this may have occurred and what
motivated participants to do so will be reviewed in the discussion of the exit interview analyses.
5.1.4. Pre- to Posttest Change by College-Generation Status
Participants’ outcome scores at pre- and posttest were compared by differing college
generation statuses for the intervention group only. It was hypothesized that first-generation
college students would see greater differences in outcome measures than their counterparts who
had greater exposure to information relevant to college from family members. Some of the
findings seemed to reflect the between-group findings from hypothesis one, however some of the
findings were unexpected.
Clinical Self-Report Measures. There were no differences in reported depressive
symptoms between first and second-and-later generation college students at either pre- or
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posttest, suggesting participants shared similar degrees of depressive symptoms, regardless of
college generation status. The same was not true for general anxiety. At both points when
outcomes were assessed, second-and-later generation college students reported greater symptoms
of anxiety compared to their first-generation college counterparts. Though both groups
experienced a reduction in severity of their anxiety symptoms from pre- to posttest, the gap in
mean anxiety scores persisted throughout the study. Because second-and-later generation
college students are assumed to be more familiar with the college system, it was expected that
first-generation college students would report greater anxiety than their counterparts (Wang and
Casteñeda-Sound, 2008). Though anxiety scores changed in the expected direction, the
hypothesis that first-generation college students’ scores would decrease more than second-andlater generation college students was not supported.
Academic Perceptions. Participants of differing college generation status did not report
significant differences in academic self-efficacy at any point during the study, though secondand-later generation college students as a whole did report greater academic self-efficacy, as
expected (Ramos-Sánchez & Nichols, 2007). The decrease in academic self-efficacy discussed
earlier occurred across groups, indicating the observed decrease was not influenced by college
generation.
There was a statistically significant decrease in academic worry over time. Participants
of both college generation groups became less academically anxious during the five-week
period. The trend for academic worry was similar to that of general anxiety; second-and-later
generation college students were more anxious than first-generation college students at both
points in the study. This was again counter to the anticipated results and did not support the
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hypothesis that first-generation college students would experience a greater reduction in
symptoms than their second-and-later generation counterparts.
Though it remains unclear why these trends occurred the way they did, it may be possible
that second-and-later generation college students had expectations of what college would be like,
or because they had greater expectations from family members due to their family educational
history. On the other hand, Wang and Casteñeda-Sound (2008) suggest that first-generation
college students, who are often viewed as educational “pioneers” in their families, are often
susceptible to the effect of perceived family support. That is, first-generation college students
who perceived greater family support responded positively (i.e., were less stressed). Because the
present study did not include a measure of perceived family support, it is difficult to test this
hypothesis in this sample. Given the unexpected findings of symptom expression for depression,
anxiety, and academic worry, determining protective factors for first-generation college students
is an area for further exploration.
Perceptions of the University Environment. At pretest, first-generation college students
viewed the university environment slightly more positively than did second-and-later generation
college students, though the difference was not statistically significant. By posttest, both groups
viewed the university environment more positively, however the second-and-later generation
group experienced a greater increase than first-generation college students. These results, once
again, are counter to the expected findings that first-generation college students would
experience a greater increase in the positive perception of the university environment.
Overall, participants’ reported outcomes were in the expected direction for four of the
variables of interest, with the exception of academic self-efficacy. However, the hypothesis that
first-generation college students would experience greater benefits from the study based on
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larger differences from pre- to posttest was not supported. Based on the findings, participants
seemed to benefit equally from the intervention, regardless of college generation status.
5.1.5. Predictors of Outcome Variables at Posttest
Clinical Self-Report Measures. Anxiety at posttest was predicted by self-esteem and
socioeconomic status. Both self-esteem and socioeconomic status were positively associated
with greater anxiety, such that individuals who had higher self-esteem and were more affluent
experienced greater anxiety symptoms. This seems contrary to expectation, where some research
has indicated that individuals with repeated exposure to low socioeconomic position experience
anxiety at greater rates than individuals who are more affluent (Stansfeld, Clark, Rodgers,
Caldwell, & Power, 2011).
Depression was predicted by a sole variable: perceived discrimination in academic
settings. Similar to the study by Wei et al. (2010), which found that minority stress was
positively associated with depression, participants who experienced greater perceived
discrimination in academic settings were more likely to also experience greater depressive
symptoms. Wei-Chin and Goto (2008) also found that Latino college students were more likely
to be accused of breaking rules or doing something wrong than Asian Americans, which led to
worse mental health outcomes among Latinos. Taking into account that these participants are
attending a Predominantly White University where there has historically been ongoing
disagreement about affirmative action and acceptance policies, this finding highlights the
importance of providing support for ethnic minority students who may perceive discrimination
from their peers, professors, and the institution.
Academic Perceptions. Academic self-efficacy was statistically significantly predicted
by some of the hypothesized predictor variables. Surprisingly and inexplicably, higher self-
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esteem was predictive of lower academic self-efficacy. Greater academic stress and firstgeneration college status were also predictive of poorer perceived self-efficacy. Researchers
have found an association between college generational status and self-efficacy in diverse
samples (Wang and Casteñeda-Sound, 2008), and it is intuitive that greater academic stress may
influence perceived self-efficacy, however the self-esteem finding here is difficult to understand.
On the other hand, being Anglo-acculturated was predictive of greater self-efficacy. Given the
university setting, namely that it is a predominantly White university, being Anglo oriented may
provide students with greater social capital. In turn, self-efficacy may be reflected by congruent
cultural orientations.
Academic worry was predicted by academic stress and self-esteem. Similar to previous
findings, academic stress was associated with academic worry in the expected direction, however
higher self-esteem was again predictive of more academic worry. This finding is, again, difficult
to explain given the literature indicating that self-esteem usually predicts better outcomes
(Friedlander, Reid, Shupak, & Cribbie, 2007; Wang and Casteñeda-Sound, 2008).
Self-esteem presented a challenge to explain in relation to the direction in outcome
variables it significantly predicted (i.e., anxiety, academic self-efficacy, academic worry). Awad
(2007) suggested that general self-esteem is too distal a factor to predict specific academic
outcomes, which in her study, was GPA. Her study found that utilizing a more specific measure,
such as academic self-concept, was the best predictor of GPA. It is possible that utilizing
academic self-efficacy, one of the other main outcome variables, instead of general self-esteem
would have been a better variable in positively predicting these other outcome variables.
Perceptions of the University Environment. Perceived university environment was not
statistically predicted by any of the demographic or cultural values, or by self-esteem. This was
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interesting in the context of the findings of the first hypothesis where students’ perceptions of the
university environment shifted in opposite directions by experimental condition.

5.1.6. Results of Exit Interviews
Exit interviews with participants provided interesting insight into the experience of
students near the end of their first semester of college. Responses regarding (1) information that
participants wish they had received sooner, (2) mentors they had in their first semester, and (3)
utilization of on-campus resources were the focus of analyses in this study.
Are There Things You Wish You Had Known Sooner? Responses to this question varied
from “nothing” to “everything from the study.” Some participants mentioned wishing they had
known more about classes, others mentioned wanting to know more about social aspects of
college, while other participants wished they had known more about financial and academic
resources offered. Both groups shared similar responses. There were two responses where
groups differed: having a desire to have known about general services offered, as well as specific
campus organizations that were listed. More participants in the intervention group listed these
two responses than control participants. These results indicate that, regardless of experimental
condition, students shared similar opinions about information they could have benefited from
knowing about sooner. Participants in the intervention group seemed to express a greater desire
to have known about services sooner once they had been given an in-depth description of many
on-campus resources.
Questions about Mentors. Descriptions of mentors varied greatly. The most common
response to the type of mentor used was a current student. Approximately one-third of
participants in the intervention group and one-fourth of participants in the control group listed
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some type of a current student (e.g., a graduate student, a teaching assistant, an older UT student)
as a mentor. The most common responses for types of mentors were: an academic mentor, such
as a FIG or Longhorn Scholars mentor (18.3% for participants in the intervention group, 16.7%
in the control group), an older undergrad (approximately 13% per group), or no mentor
(approximately 13% per group). Response rates were similar for all mentor types.
Previous literature focusing on mentorship indicates that seeking guidance from students
can be problematic if that student is misinformed himself/herself (Hurtado et al., 1996). This
was discussed as part of the embodied capital session. Participants were cautioned to use
discretion when taking advice from others (e.g., asking people why they recommend or do not
recommend a certain professor or class) instead of assuming that they will have the same
outcome that student had.
In describing characteristics of a good mentor, most participants believed that a person
who was resourceful or who possessed positive personality characteristics made the best
mentors. Individuals reported that the assistance they had received so far mostly included
academic assistance (e.g., class selection, developing academic skills), as well as emotional
support. Responses were similar among participant groups, indicating again that opinions of
mentors did not differ by experimental condition.
On-Campus Resource Utilization. A large majority of all participants (84%) indicated
that they had utilized at least one on-campus resource by completion of the study. Those who
had used an on-campus resource were asked who encouraged them to do so. The most
commonly cited reasons for utilizing resources included: self-motivation, the study, a professor
or teaching assistant, an academic organization or mentor, and friends or peers. Among
participants in the control group, the most cited reason for using a resource was self-motivation.
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Among intervention participants, the reason most often cited was the study, which was
statistically significantly different than the control condition.
A smaller percentage of participants stated they had not utilized any resources (16% of all
participants). Participants were asked to explain the reasons for their decisions. Among
intervention participants, the only reason given was feeling they did not need any help. Among
participants in the control group, some reasons given for not using resources included: not
having time, living off campus, not needing the help, having not gotten around to it, not knowing
where the resources were, and having a better alternative (e.g., getting help elsewhere).
Interestingly, when asked for reasons that would encourage them to use resources, the
most cited reason was desperation, followed by having harder classes. This finding is interesting
in that it may provide insight into what happens to students who are struggling in college. While
it is possible that these students were doing so well they did not need to utilize any resources, it
is also possible that some individuals may have been waiting for a crisis to occur in order to seek
assistance. In a study of help-seeking attitudes of Mexican American college students, Miville
and Constantine (2006) found that many students waited until their mental health reached critical
or clinical levels before looking for assistance. For some students, they may not seek support
until they are in situations that are difficult to ameliorate, potentially resulting in greater attrition
rates.
5.2. Discussion of Issues Relevant to the Intervention
The intervention seemed to be effective in: (1) improving perceptions of the university
environment, (2) being marginally effective in improving GPA scores at the end of the first
semester, and (3) encouraging greater novel on-campus resource use at a marginally significant
rate. Though the intervention did not seem to statistically significantly effect rates of some of
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the outcome variables (i.e., academic worry, general anxiety, depression, academic self-efficacy)
of intervention participants more than control participants, responses from intervention
participants’ indicate that they subjectively experienced a benefit from participating in the study.
Feedback from participants in the intervention group suggested other benefits from the
study not assessed through quantitative means. Largely, responses indicated that the intervention
offered information that they were unaware of or that was unclear. It encouraged students to
become more proactive, the informal guide was viewed largely as a beneficial aspect of the
intervention, and it offered an experience where they felt they could relate to other students and
where college adjustment was normalized.
Some participants stated that learning more about the resources themselves was
beneficial. One participant said, “In orientation I knew I had to go to a lot of places but I didn’t
know where they were until now.” Another participant said, “It has really brought my attention
to going to more resources because I’m paying tuition so I might as well go seek help for a
certain issue if I need to.”
Other participants described learning about the importance of being proactive, above
merely knowing about resources, particularly at a university as large as UT. When asked what
she had learned, one participant stated, “Hm, the fact that you have to do everything yourself.
Everything is very big and if you don’t go and be proactive you just kind of blend in.” Another
student described how receiving information about specific services encouraged her to utilize
resources, “Like I said before, giving a lot of information made me feel more sure about going
and not afraid.” One participant described how knowing what to expect had encouraged her to
utilize services,
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Like Nanci mentions that sometimes we know of the places but you don’t like to
go to a place that I don’t know what is going to happen. But through the study I
feel more at ease so I know what to say and what to do and I don’t feel like I
would be making a fool out of myself.
Another participant described how the study motivated her to seek help:
Right now I’ve been dealing with mild depression and just having to work my
way to fit in, so it was a big help that she gave information about the MHC
[Mental Health Center] and SLC [Sanger Learning Center] for time management,
where to go and how to handle it. It gave me the motivation to go in; that was
why I hadn’t gone in…It’s pretty much thanks to coming to the session that I am
feeling better about my situation.
Many participants shared gratitude for the informal guide. When asked how she thought
she benefit from the intervention, one participant said, “Oh yes, yeah. That little book, whenever
I have questions I look in there. I never knew where anything was when I needed something so
now I know exactly where to go when I need something.” Another participant shared a similar
sentiment, saying, “the handbook that the study composed with advice from upper classmen
really helps, sometimes I’ll try to remember what was mentioned and that guide is a good
resource.” Another participant liked knowing they had access to the information of the guide in
case they needed it in the future:
The information packet all put together in a simple to read format and all in one.
Even if I had the information separately I would have forgotten some of the things
we discussed. And later if I need to reference it, I can always go look it up. I will
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have it in the back of my mind that ‘oh, we talked about the counseling center’ or
whatever organization I need.
The largest perceived benefit of some intervention participants was knowing that they
were not alone in undergoing the college adjustment process. One participant said that she
appreciated knowing “that people are having the same challenges as me, especially since we all
come from the same background or at least kind of the same background.” Another participant
said that what she enjoyed the most was “just hearing from people that have experienced my
situation, or have already been through what I’m going through right now, and there’s always
help out there. I think that’s one thing that I have learned and taking advantage of those
opportunities.” Another participant described feeling reassured by the sessions:
…[J]ust knowing that other people are facing the same challenges is a big help.
When you aren’t sure where you fit in you feel isolated, well then I come here and
I know that I’m not alone and I can share this information with others in my dorm
and people who have the same problem even thought they didn’t necessarily
qualify for the study.
Across all intervention participants, they all shared having subjectively benefited from
the sessions in one way or another. Participants of all college generation statuses, ethnic
background, and socioeconomic status gave similar, positive responses. Their responses
also indicated that they believed all freshmen would benefit from a similar intervention.
5.3. Social Capital and The Current Intervention
This intervention was based on factors described in Bourdieu’s Social Capital Theory
(1977), which explains how knowledge acquisition occurs based on social membership.
Bourdieu believed that social class was related to how accessible and attainable social capital

97

was, whether it is in the embodied or objectified state. The university setting is one in which
students from diverse cultural, socioeconomic, and academic backgrounds converge. The
transition to the university setting often differs for students, proving to be smoother for some
than others based largely on the congruency of their previous and current experiences. Among
college students, this can be largely influenced by the social capital an individual has acquired
prior to their first year of college.
5.3.1. Contributions to Social Capital Theory
To the author’s knowledge, this is the only study that has attempted to incorporate
objective knowledge (i.e., specific information about resources) as well as embodied knowledge
(i.e., knowledge of how to succeed) in a brief intervention, while also providing a physical guide
to assist in the college adjustment process. The addition of providing the informal guide as a
tangible source of information was described by the majority of intervention participants as one
of the major benefits of the study.
Social Capital literature focusing on postsecondary education preparation indicated that
typically underrepresented college students who retrospectively considered their sources of
information described a lack of concrete guidance (Farmer-Hinton, 2008; Holland, 2010). Many
students reported receiving emotional support from their social networks, however not receiving
information that was fundamental to their academic success. The current study contributes to
social capital theory by taking a proactive approach to providing equal access to social capital to
individuals who may have previously had unequal access to it. The results indicate that
providing such an intervention may have implications for improving perceptions of the
university environment, improving end-of-semester GPAs, and encouraging greater resource
utilization, all of which are aspects of greater social capital.
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This study sought to provide comparable capital to participants in the intervention group
to assist them during the adjustment process during their first year of college. Regardless of their
previous experiences, all participants left the study knowledgeable about resources at their
disposal (i.e., capital in the objectified state) and with information about how to use those
resources as well as other tips for success at UT (i.e., capital in the embodied state). The study
was meant to provide proxy information for parents of first-generation college students,
mentorship for those who did not have a mentor, and provided information about navigating
resources for students who may not have had similar resources at their disposal.
The approach taken in this study was an attempt to ensure a more level field among all
students with regard to the information they have and the opportunities they perceive available
for their success. In higher education in particular, there may be numerous transitions and
adjustments occurring simultaneously. Facilitating some of the information necessary for
success is beneficial for students as well as the educational systems. Based on participant
responses, particularly those who were first-generation college students, individuals subjectively
felt more knowledgeable about how to navigate the university system.
5.3.2. The Role of Cultural Factors in Social Capital Theory
Findings from the exploratory questions indicated that there were some cultural and
demographic factors that were predictive of outcomes, including perceived discrimination in
academic settings, being Anglo-acculturated, being a first-generation college student, and
socioeconomic status. The results of the study indicate that the intervention was useful in
making perceptions of the university environment more positive. For ethnic minority students at
a predominantly White university, this outcome suggests that there is a potential benefit from
developing a similar intervention that can be used on a larger scale. The low cost associated with
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implementing a similar, brief intervention presents a feasible opportunity for universities to make
students feel more welcomed and well informed.
Participants’ responses indicated that perceived academic discrimination was predictive
of depression and being Anglo-acculturated was predictive of greater perceived self-efficacy. In
a study of ethnic minority-majority status and mental health, researchers found that perceived
discrimination significantly mediated that relationship (Cokley, Hall-Clark, & Hicks, 2011).
Their study found that ethnic minority students reported more discrimination than ethnic
majority students, however, the correlations between perceived discrimination and emotional
distress were comparable among the groups.
In a related vein to perceived discrimination, previous literature has found that ethnic
minority students at a predominantly White university reported experiencing more
microaggressions than their White counterparts (Blume, Lovato, Thyken, & Denny, 2012).
Microaggressions are subtle statements or behaviors that send denigrating messages to a target
group (Sue et. al., 2007). The increase in reported microaggressions was related to worse mental
health outcomes and greater binge drinking behaviors (Blume et. al., 2012). Students, however,
who build communities and develop navigation skills of the university fare better in
environments in which microaggressions occur (Yosso, Smith, Ceja, & Solórzano, 2009).
Anglo-acculturation was a statistically significant predictor of academic self-efficacy,
such that individuals who identified more strongly with Anglo values reported greater academic
self-efficacy. Rivas-Drake and Mooney (2009) found that students at an elite university who
were critical of the equality of opportunities available to Latinos and retained a strong sense of
ethnic distinctiveness performed equally well academically and socially with students who
culturally assimilated or accommodated (e.g., retained cultural practices or beliefs that do not
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conflict with mainstream culture). Other research has suggested that for Latina college students
in particular, taking on familial obligations such as providing care for siblings or managing a
household can provide a barrier in completing their undergraduate education (Pidcock, Fischer,
& Munsch, 2001).
The findings of this study suggest that participants who more strongly identified with
mainstream American culture perceived greater self-efficacy than those who identified less
strongly with it. This provides interesting questions about expected self-efficacy and its relation
to cultural values; specifically, whether students may feel pressured to assimilate in order to
perform well academically, or what barriers may arise for students who identify strongly with
Latino cultural values at a competitive university.
Parental education and socioeconomic status often go hand in hand. Using four cohorts
of college students, researchers found that socioeconomic status and parental education
influenced the amount of available social capital available to the student, as well as the
likelihood that he/she would attend college (Sandefur, Meier, & Campbell, 2005). Because
socioeconomic status and parental education are not easily changed, the authors explain how
increasing involvement with the school and encouraging discussions between parents and
children about college expectations can improve the probability students will enroll in college.
Findings from the study partially supported the current study. Participants who were
first-generation college students reported poorer academic self-efficacy, as expected. With
regards to socioeconomic status, however, results were counter to expectation, where more
affluent students experienced greater anxiety.
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5.3.3. Recommendations for Institutions of Higher Education
The findings of this study provide suggestions for practices that should be addressed on
an institutional level to support ethnic minority students’ success. To make the university
environment more culturally inclusive, the following recommendations may assist universities in
retaining students.
Provide Students a More In-Depth Introduction to Resources. Participants reported that
knowing where and how to utilize resources was helpful in encouraging participants to make the
decision to use them. Also, for universities like UT that offers so many resources, explaining the
difference among resources assists students in determining the appropriate resource for their
need.
Provide Students with Information for Success at the Outset of their First Academic Year.
Providing similar interventions at the outset of the year, or prior to beginning the semester would
be beneficial. One of the intervention participants stated, “it was two months of going blind and
then all of a sudden here they gave us everything.” The information covered in sessions totaled
less than two hours. Presenting information to first year students in a similar way that it was
presented in the intervention can be done during freshman orientation prior to the start of classes.
Heighten Awareness of Microaggressions among Faculty and Staff and Provide Training
in Facilitating Difficult Discussions. Sue et. al. (2009) conducted a qualitative study of ethnic
minority university students regarding microaggressions in the classroom. Their findings
indicated that professors who were effective facilitators contributed to successful discussions of
difficult topics. Providing effective training in how to facilitate these discussions may decrease
the negative experience some professors have when they are confronted with these discussions
(Sue et. al., 2011). This is especially relevant for students and professors at a predominantly
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White university, particularly one where there is ongoing legal scrutiny of acceptance practices
that affect ethnic minority enrollment.
Increase Cultural Curriculum Requirements for Graduation. For institutions that do not
already do so, providing and requiring culturally-focused coursework as part of the curriculum
necessary for graduation would encourage some of the previously mentioned discussions.
Additionally, it would provide students of diverse backgrounds an opportunity for positive
interactions, which was found to foster a greater sense of belonging among Latino college
students (Nuñez, 2009).
5.4. Limitations and Directions for Future Research
This study had several limitations. First, the sample size, though sufficiently large for the
purposes of the main analyses of interest, would have offered more information had it been
larger. The sample size also limited the power of analyses conducted only among the
intervention group for students of differing college generation statuses. Additionally, time
constraints limited what could be included in intervention sessions. For example, providing
more time for participants to interact in sessions, or to disseminate more information to students
would have been beneficial. Informal discussion was an aspect that was not included in the
study, largely due to time constraints as well as the difficulty in controlling for the quality of
discussion in different small groups. The literature has indicated that being socially connected as
well as disclosure of stressful situations can be beneficial in increasing academic self-efficacy,
reducing stress, and improving perceived social support (Barry et. al., 2009; Torres & Solberg,
2001).
The inability to follow-up after posttest also leaves some questions unanswered. Based
on the literature, interventions often have effects that are unknown to participants but occur over
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time and can be observed later in their academic careers. It is possible that marginal findings
would have become significant in the following semester. Due to time and institutional
constraints, those follow-up data were not assessed.
The findings are specific to Latino college students at a predominantly White university
in the Southwestern region of the United States. Additionally, because UT utilizes the top 10%
rule for admissions, the student sample in this study may differ from students at universities that
do no have requirements for admission that are as stringent. Generalization should then only be
made to institutions that are similar in academics, demographics, and in geographically
comparable regions.
Future studies should implement similar interventions in other regions of the nation, as
well as with more diverse ethnic samples, and in academically diverse settings (e.g., community
colleges, smaller colleges).
Based on participant feedback, many individuals wanted further instruction with regards
to navigating the scholarship process. Though the intervention provided a condensed list of
scholarships for which many of them would qualify for, it did not give them the direct guidance
they had desired. It appears students would benefit from having clear directions of the process
(e.g., where to look for scholarships and how to begin the process). Future intervention studies,
particularly ones for students from lower socioeconomic backgrounds may want to provide a
more hands-on approach to teaching students to navigate financial aid.
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Appendix A

# _______

SoCap Demographic Questionnaire
Please fill out the following questions.
1. Age: _________
2. Are you:

___ Male

___ Female

3. From which country/ies does your family originate? (e.g., Mexico, El Salvador, Puerto Rico,
etc). Please list all that apply.
_______________________________________________________________
4. Are you the first in your immediate family to attend college? (Meaning that your mother,
father, siblings, and grandparents have not gone to college AT ALL in the United States or
Mexico). Note: does not include cousins, aunts, uncles, etc.
____

Yes

____ No

5. If not, who in your family has attended college? (please write how many for any that apply).
____

Brother

____

Sister

____

Father

____

Mother

____

Grandfather

____

Grandmother

____

Great Grandparent

6. What is the highest level of schooling your mother completed?
____

K-8

____

High School Diploma

____

Vocational School

____

Some College

____

Associates Degree (AA)

____

Bachelor’s Degree

____

Master’s Degree

____

Doctorate Degree (PhD or MD)
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7. What is the highest level of schooling your father completed?
____

K-8

____

High School Diploma

____

Vocational School

____

Some College

____

Associates Degree (AA)

____

Bachelor’s Degree

____

Master’s Degree

____

Doctorate Degree (PhD or MD)

8. What is your U.S. generational status?
____

1st Generation (You were born in another country)

____

2nd Generation (At least one parent was born in another country)

____

3rd Generation (At least one grandparent was born in another country)

____

4th or Later Generation (At least one great-grandparent or older was
born in another country)

9. What is your family’s estimated annual income?
____

Less than $15,000/year

____

$15,001 - $24,999/year

____

$25,000 - $34,999/year

____

$35,000 - $44,999/year

____

$45,000 - $54,999/year

____

$55,000 - $64,999/year

____

$65,000 - $74,999/year

____

$75,000 - $84,999/year

____

$85,000 - $94,999/year

____

$95,000 or higher/year

____

$105,000 - $114,999/year

____

$115,000 and above

10. What is your mother’s occupation? ______________________________________________
11. What is your father’s occupation? _______________________________________________
12. Do you have a peer mentor? ! No !Yes
If so, how often do you meet? __________________________________________________
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Appendix B
Assessment of Treatment Retention (ATR)

# _______

Session #1
1. Counseling services at the UT Counseling and Mental Health Center (CMHC) include all of
the following, except:
a. Phone counseling
b. Group counseling
c. Walk-in counseling
d. Individual counseling
2. The office of the Ombudsperson can help if you have problems with all of the following,
except:
a. Grade disputes
b. Conflict with professors
c. Problems with the selection of books at the library
d. Conflict with departmental processes
3. You want to find out more information about alcohol and drug safety. The best place to get
that information is:
a. Sanger Learning and Career Center
b. Student Health Services
c. UT Counseling and Mental Health Center
d. Office of the Ombudsperson
4. A good way of making sure you get the most out of your trip to the Office of Student
Financial Services (OSFS) is by:
a. working with the same counselor you saw the last time so he/she can be acquainted
with your circumstances.
b. going during the first three weeks of classes
c. asking the counselors what forms you should bring in
d. not going
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Session #2
1. We talked about work tips. Which of the following did we discuss is not true?
a. Working on campus is a good idea because employers typically are more aware that
you are a student.
b. Working at places that employ several work study students is a good idea because it is
easier to find someone to cover a shift you can’t work.
c. Working at retail stores, grocery stores, or fast food chains is a good idea because they
have good work hours for students.
d. Working in the library or a desk job can be a good idea because those jobs often allow
you to do homework/study while you work.
2. We discussed financial aid tips. Which of the following is not true based on that conversation?
a. It is important to know your family’s circumstances. Some scholarships are available
based on those circumstances.
b. All scholarships renew automatically. Once you’ve been awarded a scholarship, it’s
yours to keep.
c. It is important to network. Sometimes there are fellowships/scholarships that are
available through clubs or organizations.
d. Financial aid counselors don’t always know what you need. It is important to do your
own research before going to see your counselor.
3. We talked about how to choose classes that are right for you. All of the following were tips for
choosing the right class, except:
a. Know when you work best and take classes then
b. Find out what the class is like by looking at the class syllabus online.
c. Check with your advisor to make sure you’re taking classes that will fulfill
requirements for your degree/graduation.
d. Always listen to other students’ opinions. If they didn’t like a professor, you won’t
either.
4. You haven’t been feeling like yourself. You’ve been feeling nervous and down. Based on our
session, what might be happening and how should you NOT deal with it?
a. You might be having a hard time adjusting, you’ll get over it if you just wait it out
b. You might be having a hard time adjusting, it’s a good idea to look for support from
friends, family, a professor, an RA, etc.
c. You might be experiencing test anxiety, there are programs at UT at CMHC and online
through Sanger Learning Center that can help you cope with it.
d. You might be dealing with anxiety or depression. It might be a good idea to go see a
counselor at CMHC or at the UT Training Clinic.
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Appendix C
Reaction to Treatment Questionnaire (RTQ)
1

2

Not at all

3

4

Somewhat

5

6

Neither

7

8

Quite
a bit

9

Definitely

Using the scale above, please respond honestly to the following questions by circling one
number:
1. At this point, how logical does the intervention offered to you seem?
1

2

3

4

5

6

7

8

9

2. At this point how successful do you think the intervention will be in facilitating your
ability to navigate UT?
1

2

3

4

5

6

7

8

9

3. How confident would you be in recommending this intervention program to a friend who
may be experiencing difficulty adjusting to UT?
1

2

3

4

5

6

7

8

9

4. By the end of the intervention period, how much improvement in your knowledge about
how to be successful at UT do you think occurred?

1

2

3

4

5
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6

7

8

9

Appendix D
Internalization Facilitation Writing Exercise Prompts

Session 1 Prompt
In our session today, we went over resources that are available to you to help you succeed
academically and that are already paid for. Based on your personal experience, write about:
1. How/when you could envision yourself using at least one of these resources,
2. What would motivate you to go,
3. How you think using at least one of the resources discussed today will be helpful in
achieving at least one of your goals.

Session 2 Prompt
In today’s session, we shared with you information from older UT students who have figured out
what works best for succeeding at UT. Using that information, write about:
1. How you will use that information (you can suggest specific tips), and
2. How you in turn can use it to help others (siblings, cousins, next year’s first year
students).
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Appendix E
Beck Depression Inventory – Short Form
Instructions: This questionnaire consists of 8 groups of statements. Please read each group of
statements carefully, and then pick out the one statement in each group that best describes the way you
have been feeling during the past two weeks, including today. Place the number of the statement you
have picked on the line provided. If several statements in the group seem to apply equally well, circle
the highest number for that group. Be sure that you do not choose more than one statement for that
group, including Item 3 (Changes in Sleeping Pattern) or Item 5 (Changes in Appetite).

1. Worthlessness
0 I do not feel I am worthless
1 I don’t consider myself as worthwhile and useful as I used to be.
2 I feel more worthless as compared to other people.
3 I feel utterly worthless.
2. Loss of Energy
0 I have as much energy as ever.
1 I have less energy than I used to have.
2 I don’t have enough energy to do very much.
3 I don’t have enough energy to do anything.
3. Changes in Sleeping Pattern
0 I have not experienced any change in my sleeping pattern.
1a I sleep somewhat more than usual.
1b I sleep somewhat less than usual.
2a I sleep a lot more than usual.
2b I sleep a lot less than usual.
3a I sleep most of the day.
3b I wake up 1-2 hours early and can’t get back to sleep.
4. Irritability
0 I am no more irritable than usual.
1 I am more irritable than usual.
2 I am much more irritable than usual.
3 I am irritable all the time.
5. Changes in appetite
0 I have not experienced any change in my appetite.
1a My appetite is somewhat less than usual.
1b My appetite is somewhat greater than usual.
2a My appetite is much less than before.
2b My appetite is much greater than before.
3a I have no appetite at all.
3b I crave food all the time.
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6. Concentration Difficulty
0 I can concentrate as well as ever.
1 I can’t concentrate as well as usual.
2 It’s hard to keep my mind on anything for very long.
3 I find I can’t concentrate on anything.
7. Tiredness or Fatigue
0 I am no more tired or fatigued than usual.
1 I get more tired or fatigued more easily than usual.
2 I am too tired or fatigued to do a lot of the things I used to do.
3 I am too tired or fatigued to do most of the things I used to do.
8. Loss of Interest in Sex
0 I have not noticed any recent change in my interest in sex.
1 I am less interested in sex than I used to be.
2 I am much less interested in sex now.
3 I have lost interest in sex completely.
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Appendix F
Beck Anxiety Inventory – Second Edition
Instructions: Below is a list on common symptoms of anxiety. Please carefully read each item in the list.
Rate how much you have been bothered by each symptom during the PAST WEEK, INCLUDING
TODAY using the following scale, by placing an “X” which best corresponds to how you are feeling
next to each symptom. Please only use the options listed below.

0
Not at all

1

2

3

Mildly,
it did not
bother me
much

Moderately,
it was very
unpleasant, but I
could stand it

Severely,
I could barely
stand it

1. Numbness or tingling.
2. Feeling hot (not due to heat).
3. Wobbliness in legs
4. Unable to relax.
5. Fear of the worst happening.
6. Dizzy or lightheaded.
7. Heart pounding or racing.
8. Unsteady.
9. Terrified.
10. Nervous.
11. Feelings of choking.
12. Hands trembling.
13. Shaky.
14. Fear of losing control.
15. Difficulty breathing.
16. Fear of dying.
17. Scared.
18. Indigestion or discomfort in
abdomen.
19. Faint.
20. Face Flushed.
21. Sweating (not due to heat).
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Appendix G
Academic Worry Questionnaire
Directions: The following questions refer to your worry about school. Please rate the
degree to which you have experienced each of the following in the PAST WEEK.
1. Frequency: How often do you worry about school performance.
_____ never
_____ rarely (1-2 worry episodes per week)
_____ sometimes (3-5 worry episodes per week)
_____ often (worry episodes almost every day or every day)
_____ constantly (multiple worry episodes per day)
2. Duration: Total time spent worrying about school.
_____ no time spent worrying
_____ mild (less than 3 hours per week)
_____ moderate (between 3-6 hours per week)
_____ severe (between 1-3 hours per day
_____ extreme (more than 1 hour)
3. Average duration of a typical worry episode about school.
_____ no time
_____ mild (less than 15 minutes)
_____ moderate (15-30 minutes)
_____ severe (30-60 minutes)
_____ extreme (more than 1 hour)
4. Anxiety during worry episodes about school.
_____ none
_____ mild
_____ moderate
_____ severe
_____ extreme
5. Distress about academic worry.
_____ none
_____ mild
_____ moderate
_____ severe
_____ extreme
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6. Control over academic worry.
_____ none
_____ very little
_____ some control
_____ moderate control
_____ complete control
7. Rate the degree to which your worry assists you in coping with the demands or pressures
of school.
_____ worry is not at all helpful
_____ minimally helpful (worry provides some assistance in helping me cope with
school)
_____ moderately helpful (worry provides moderate assistance in helping me cope with
school demands)
_____ very helpful (worrying provides a great deal of assistance in helping me cope with
academic demands)
_____ extremely helpful (I couldn’t function in school without worrying about it)
8. Rate the degree to which you believe your worry is harmful or dangerous to your
physical or emotional well being.
_____ not at all harmful/dangerous
_____ slightly harmful/dangerous
_____ moderately harmful/dangerous
_____ very harmful/dangerous
_____ extremely harmful/dangerous
9. Life disruption/interference caused by worrying about school.
_____ none
_____ mild
_____ moderate
_____ severe
_____ extreme
10. Use of specific actions taken in response to threats associated with academic worry (e.g.,
overpreparing for class or presentations, excessive studying, arriving extremely early to
class, excessive assistance from other students or teaching assistant, seeking reassurance
from professor that you succeed in the class).
_____ never
_____ rarely
_____ sometimes
_____ most of the time
_____ all of the time
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Appendix H
College Self-Efficacy Inventory
The following 20 items concern your confidence in various aspects of college. Using the scale
below, please indicate how confident you are as a student at your college that you could
successfully complete the following tasks. If you are extremely confident, mark a 10. If you are
not at all confidence, mark a 1. If you are more or less confident, find the number between 10
and 1 that best describes you. Item responses are averaged across all student respondents in order
to better understand how confident the “average” UT student feels. Levels of confidence vary
from person to person, and there are no right or wrong answers; just answer honestly.
1
Not at all
Confident

2

3

4

5

6

7

8

9
10
Extremely
Confident

1…2…3…4…5…6…7…8…9…10

1. Make new friends at college.

1…2…3…4…5…6…7…8…9…10

2. Divide chores with others you live with.

1…2…3…4…5…6…7…8…9…10

3. Talk to university staff.

1…2…3…4…5…6…7…8…9…10

4. Manage time effectively.

1…2…3…4…5…6…7…8…9…10

5. Ask a question in class.

1…2…3…4…5…6…7…8…9…10

6. Participate in class discussions.

1…2…3…4…5…6…7…8…9…10

7. Get a date when you want one.

1…2…3…4…5…6…7…8…9…10

8. Research a term paper.

1…2…3…4…5…6…7…8…9…10

9. Do well on your exams.

1…2…3…4…5…6…7…8…9…10

10. Join a student organization.

1…2…3…4…5…6…7…8…9…10

11. Talk to your professors.

1…2…3…4…5…6…7…8…9…10

12. Join an intramural sports team.

1…2…3…4…5…6…7…8…9…10

13. Ask a professor a question.

1…2…3…4…5…6…7…8…9…10

14. Take good class notes.

1…2…3…4…5…6…7…8…9…10

15. Get along with others you live with.

1…2…3…4…5…6…7…8…9…10

16. Divide space in your residence.

1…2…3…4…5…6…7…8…9…10

17. Understand your textbooks.

1…2…3…4…5…6…7…8…9…10

18. Keep up to date with your schoolwork.

1…2…3…4…5…6…7…8…9…10

19. Write course papers.

1…2…3…4…5…6…7…8…9…10

20. Socialize with others you live with.
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Appendix I
University Environment Scale
Directions: For each of the following items, indicate the extent to which you have
experienced the feeling or situation at UT. Use the following ratings:
1

2

3

4

5

6

7

Not at all true -------------------------------------- > Very true
1. Class sizes are so large that I feel like a number.
1
2.
3.
4.

7

6

I do not feel valued as a student on campus.
2

3

4

5

6

7

Faculty have not been available to discuss my academic concerns.
2

3

4

5

6

7

Financial aid staff have been willing to help me with financial concerns.
2

3

4

5

6

7

The university encourages/sponsors ethnic groups on campus.
2

3

4

5

6

7

5

6

7

5

6

7

There are tutoring services available for me on campus.
1

9.

6

7

1
8.

5

University staff have been warm and friendly.
1
2
3
4
5

1
7.

4

7

1
6.

3

The library staff is willing to help me find materials/books.
1
2
3
4
5
6

1
5.

2

2

3

4

The university seems to value minority students.
1

2

3

4
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1

2

3

4

5

6

7

Not at all true -------------------------------------- > Very true
10. Faculty have been available for help outside of class.
1

2

3

4

5

6

7

6

7

11. The university seems like a cold, uncaring place to me.
1

2

3

4

5

12. Faculty have been available to help me make course choices.
1

2

3

4

5

6

7

13. I feel as if no one cares about me personally on this campus.
1

2

3

4

5

6

7

5

6

7

14. I feel comfortable in the university environment.
1

2

3

4
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Appendix J
UT Resource Utilization Questionnaire
1. For each of the following services, please check the ones that you have USED since coming to UT
(please check all that apply).
____
Academic Counseling (with a Learning Specialist or Peer Academic Coach at the
Sanger Learning/Career Center)

2.

____

Achieving College Excellence (ACE)

____

Career Exploration Center

____
____

College Specific Resource (e.g., Architecture college, McCombs, etc)
Gateway

____

Gender and Sexuality Center

____

Handouts and worksheets from Sanger Learning Center Website

____

Liberal Arts Career Services

____

Longhorn Center for Academic Excellence (LCAE)

____

Longhorn Link Program (TRio Program)

____

McNair Scholars Program

____

Multicultural Information Center

____

Office of Ombudsperson

____

Services for Students with Disabilities (SSD)

____

Supplemental Instruction (SI)

____

Teaching Teams Program (TTP)

____

Texas Interdisciplinary Plan (TIP)

____

Texas Success Initiative (TSI)

____

Undergraduate Writing Center

____

UT Learning Center

____

UT Counseling and Mental Health Services

____

UTransition

____

Other services (specify) _____________________________________

Do you feel like you were informed well of the programs available to you when you started at UT?
____

Yes

____

No
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Appendix K
Session Information You Have Used
For each of the following, please check the information from the sessions that you have tried since
our meetings (please check all that apply).
____

Financial Aid (please specify below)
____

Grants/Scholarships

____

Where to get a job

____

How to choose classes

____

How to choose professors for classes

____

Places to buy textbooks

____

Effective note taking

____

Places to study

____

Test taking tips

____

Time management

____

How to approach professors/TA’s

____

Improving communication with professors/TA’s (email, talking in class/after class)

____

Going to office hours

____

How to initiate conversations with other students

____

How to disagree with grades

____

How to identify/deal with anxiety (general)

____

How to identify/deal with anxiety (test anxiety)

____

How to identify/deal with depression

____

Increasing motivation

____

Increasing social support

____

Information about dorm life

____

How to embrace ethnicity

____

Other: __________________________________________________________
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Appendix L
College Stress Scale
Please indicate how much you agree with the following statements on a scale of 1-5, with 1
being “not At All Stressful”, 2 being “A Little Stressful,” 3 being “Somewhat Stressful,” 4 being
“Very Stressful,” and 5 being “Extremely Stressful.” There are no right or wrong answers to
these questions. I am simply interested in your opinions and how you view these things.
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Appendix M
Rosenberg Self-Esteem Scale
Instructions: Below is a list of statements dealing with your general feelings about yourself. If
you strongly agree, circle SA. If you agree with the statement, circle A. If you disagree, circle D.
If you strongly disagree, circle SD.
1.

On the whole, I am
satisfied with myself.

SA

A

D

SD

2.

At times, I think I am
no good at all.

SA

A

D

SD

3.

I feel that I have a
number of good
qualities.

SA

A

D

SD

4.

I am able to do things
as well as most other
people.

SA

A

D

SD

5.

I feel I do not have
much to be proud of.

SA

A

D

SD

6.

I certainly feel useless
at times.

SA

A

D

SD

7.

I feel that I’m a person
of worth, at least on an
equal plane with others.

SA

A

D

SD

8.

I wish I could have
more respect for
myself.

SA

A

D

SD

9.

All in all, I am inclined
to feel that I am a
failure.

SA

A

D

SD

10.

I take a positive
attitude toward myself.

SA

A

D

SD
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Appendix N
ARSMA-II
________________________________________________________________________
SCALE 1
Instructions: [Circle a number between 1- 5 next to each item that best applies]
1
Not at all

2
Very little or not
very often

3
Moderately

4
Much or very
often

5
Extremely often
or almost always

1. I speak Spanish

1

2

3

4

5

2. I speak English

1

2

3

4

5

3. I enjoy speaking Spanish

1

2

3

4

5

4. I associate with Anglos

1

2

3

4

5

5. I associate with Latinas/os
6. I enjoy listening to Spanish
language music

1
1

2
2

3
3

4
4

5
5

7. I enjoy listening to English
language music

1

2

3

4

5

8. I enjoy Spanish language TV

1

2

3

4

5

9. I enjoy English language TV

1

2

3

4

5

10. I enjoy English language
movies

1

2

3

4

5

11. I enjoy Spanish language
movies

1

2

3

4

5

12. I enjoy reading e.g., books
in Spanish.

1

2

3

4

5

13. I enjoy reading e.g., books
in English.

1

2

3

4

5

14. I write e.g. letters in Spanish

1

2

3

4

5
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1
Not at all

2
Very little or not
very often

3
Moderately

4
Much or very
often

5
Extremely often
or almost always

15. I write (e.g., letters) in English

1

2

3

4

5

16. My thinking is done in the
English language

1

2

3

4

5

17. My thinking is done in the
Spanish language

1

2

3

4

5

18. My contact with the country where
my family originates has been

1

2

3

4

5

19. My contact with the USA
has been

1

2

3

4

5

20. My father identifies or identified
himself as a "Latino”

1

2

3

4

5

21. My mother identifies or identified
herself as a “Latina”

1

2

3

4

5

22. My friends, while I was growing up,
were Latino/a

1

2

3

4

5

23. My friends, while I was growing up,
were of Anglo origin

1

2

3

4

5

24. My family cooks food from our
originating country

1

2

3

4

5

25. My friends now are of Anglo
origin

1

2

3

4

5

26. My friends now are Latino/a

1

2

3

4

5

27. I like to identify myself as an Anglo
American

1

2

3

4

5

28. I like to identify myself as a ______
(e.g. Mexican, Salvadoran, Cuban)

1

2

3

4

5

29. I like to identify myself as a ______
1
2
3
(e.g. Mexican American, Salvadoran American, Cuban American)

4

5

30. I like to identify myself as an American 1

4

5

2
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SCALE 2
Instructions: [Use the scale below to answer questions 1-18 below]
1
Not at all

2
Very little or not
very often

3
Moderately

4
Much or very
often

5
Extremely often
or almost always

1. I have difficulty accepting ideas
held by some Anglos.

1

2

3

4

5

2. I have difficulty accepting certain
attitudes held by Anglos.

1

2

3

4

5

3. I have difficulty accepting some
behaviors exhibited by Anglos.

1

2

3

4

5

4. I have difficulty accepting some
values held by some Anglos.

1

2

3

4

5

5. I have difficulty accepting certain
practices and customs commonly
found in some Anglos.

1

2

3

4

5

6. I have, or think I would have, difficulty
accepting Anglos as close personal friends.

1

2

3

4

5

Directions: The next few items refer to individuals from another country. When you see a
“_______”, substitute that with your country of origin (e.g., “Mexican”, “Salvadoran”, “Cuban”).
7. I have difficulty accepting ideas
held by some ________.

1

2

3

4

5

8. I have difficulty accepting certain
attitudes held by ________.

1

2

3

4

5

9. I have difficulty accepting some
behaviors exhibited by ________.

1

2

3

4

5

10. I have difficulty accepting some
values held by some ________.

1

2

3

4

5

11. I have difficulty accepting certain
practices and customs commonly
found in some ________.

1

2

3

4

5

12. I have, or think I would have, difficulty
1
accepting ________ as close personal friends.

2

3

4

5
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ARSMA-II cont.
SCALE 2 cont.
Instructions: [Use the scale below to answer questions 1-18 below]
1
2
3
4
Not at all
Very little or not
Moderately
Much or very
very often
often

5
Extremely often
or almost always

Directions: The next few items refer to individuals from another country that now lives in the
U.S. When you see a “_______”, substitute that with your country of origin (e.g., “Mexican
American”, “Salvadoran American”, “Cuban American”).
13. I have difficulty accepting ideas
held by some _______.

1

2

3

4

5

14. I have difficulty accepting certain
attitudes held by _______

1

2

3

4

5

15. I have difficulty accepting some
behaviors exhibited by _______.

1

2

3

4

5

16. I have difficulty accepting some
values held by _______.

1

2

3

4

5

17. I have difficulty accepting certain
practices and customs commonly
found in some _______.

1

2

3

4

5

18. I have, or think I would have, difficulty 1
accepting _______
as close personal friends.

2

3

4

5
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Appendix O
Ethnic Identity Scale
The U.S. is made up of people of various ethnicities. Ethnicity refers to cultural traditions, beliefs, and behaviors that are
passed down through generations. Some examples of the ethnicities that people may identify with are Mexican, Cuban,
Nicaraguan, Chinese, Taiwanese, Filipino, Jamaican, African American, Haitian, Italian, Irish, and German. In addition,
some people may identify with more than one ethnicity. When you are answering the following questions, we’d like you to
think about what YOU consider your ethnicity to be.
Please write what you consider to be your ethnicity here ____________________ and refer to this ethnicity as you answer
the questions below.

On the following statements indicate the number which corresponds to your attitude. Use the scale below to best
represent your answers.
Does not describe me at
all
1

Describes me a little

Describes me well

Describes me very well

2

3

4

INDICATE YOUR RESPONSE BY CIRCLING THE APPROPRIATE NUMBER. Be sure to answer
all items. Also try to respond to each item independently, do not be influenced by your previous
choices.

1. My feelings about my ethnicity are mostly negative.
2. I have not participated in any activities that would teach me about my ethnicity.
3. I am clear about what my ethnicity means to me.
4. I have experienced things that reflect my ethnicity, such as eating food, listening to music, and
watching movies.
5. I have attended events that have helped me learn more about my ethnicity.
6. I have read books/magazines/newspapers or other materials that have taught me about my ethnicity.
7. I feel negatively about my ethnicity.
8. I have participated in activities that have exposed me to my ethnicity.
9. I wish I were of a different ethnicity.
10. I am not happy with my ethnicity.
11. I have learned about my ethnicity by doing things such as reading (books, magazines,
newspapers), searching the internet, or keeping up with current events.
12. I understand how I feel about my ethnicity.
13. If I could choose, I would prefer to be of a different ethnicity.
14. I know what my ethnicity means to me.
15. I have participated in activities that have taught me about my ethnicity.
16. I dislike my ethnicity.
17. I have a clear sense of what my ethnicity means to me.
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1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

Appendix P
Perceived Discrimination Scale
Directions: Please circle the number that corresponds to how often you experience each event on
average. Please circle only one number for each item.
Not
applicable
0

Never

Several
times
a year

Several
times
a month

Several
times
a week

Several
times
a day

1

2

3

4

5

A. Discrimination in Academic Setting
1. Teachers and students assume I am less
intelligent because I am Latina/o.
How often has this happened in the past year?

0

1

2

3

4

5

2. Some people who are not Latina/os assume I
gained admission to school only because of my
ethnic background.
How often has this happened in the past year?

0

1

2

3

4

5

3. When I excel academically, I am looked upon
as an exception to my ethnicity.
How often has this happened in the past year?

0

1

2

3

4

5

4. In my class, even though I am equally
prepared and I am willing to give answers I am
called on less than people who are not Latina/os.
How often has this happened in the past year?

0

1

2

3

4

5

5. My academic advancement has suffered
because of my ethnic background.
How often has this happened in the past year?

0

1

2

3

4

5

6. Although I am equally intelligent, people who
are not Latina/os often don’t include me in study
groups because I am Latina/o.
How often has this happened in the past year?

0

1

2

3

4

5
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Not
applicable

Never

Several
times
a year

0

1

2

Several
times
a month

Several
times
a week

Several
times a
a day

3

4

5

B. Discrimination in General Settings
7. I have been discriminated against, made to
feel uncomfortable, or ignored because of my
Spanish accent or because I don’t speak English
well.
How often has this happened in the past year?

0

1

2

3

4

5

8. I have been called names (e.g., spic, wet back,
bean picker, etc.) or stereotyped because I am
Latina/o.
How often has this happened in the past year?

0

1

2

3

4

5

9. I have heard negative comments about
Latina/os.
How often has this happened in the past year?

0

1

2

3

4

5

10. I have been treated with disrespect (e.g.,
talked down to, treated rudely, stared at, laughed
at, etc.) because I am Latina/o.
How often has this happened in the past year?

0

1

2

3

4

5

11. Because I am Latina/o, I have witnessed
discrimination towards loved ones and friends.
How often has this happened in the past year?

0

1

2

3

4

5

12. Because I am Latina/o, I have been made to
feel alienated or like an outcast in the U.S.
community.
How often has this happened in the past year?

0

1

2

3

4

5

13. I have experienced that people who are not
Latina/o feel threatened or angry when Latina/o
cultural pride is expressed (e.g., ethnic clothing,
music, political stickers, national flag, etc.).
How often has this happened in the past year?

0

1

2

3

4

5
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Not
applicable

Never

Several times
a year

Several times
a month

Several times
a week

Several
times
a day

0

1

2

3

4

5

14. I have experienced that Latina/os are
perceived as a threat when they socialize with
other Latina/os.
How often has this happened in the past year?

0

1

2

3

4

5

15. I have been physically assaulted because I
am Latina/o.
How often has this happened in the past year?

0

1

2

3

4

5

16. I have been blamed for U.S. problems or told
to go back to my country because I am Latina/o.
How often has this happened in the past year?

0

1

2

3

4

5

17. Because I am Latina/o, people assume that I
do not have legal status in this country.
How often has this happened in the past year?

0

1

2

3

4

5

18. I have experienced that Latina/os who have
more ethnic features (e.g., darker skin tone, more
Indian or African features, etc.) experience more
discrimination.
How often has this happened in the past year?

0

1

2

3

4

5

19. I have experienced that Latina/os who look
white are seen as an exception to the race (i.e.,
“Oh you’re different than those Mexicans.”)
How often has this happened in the past year?

0

1

2

3

4

5
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Appendix Q
Follow Up Interview
Interviewer Initials:
PN #:
All Participants
1. Where did you receive information about what to expect before you came to UT?
2. Who do you ask when you have questions about UT (for example, classes, where to get
something you need, etc)?
3. Are there any things you wish you would have known sooner about UT?
4. What information do you feel you could use more help with at UT?
5. MENTOR: Have you found someone at UT that you consider a mentor? If so:
a. What is that person like (student, professor, ethnicity, etc)?
b. What about them makes them a good mentor?
c. How has he/she helped you so far?
6. RESOURCE UTILIZATION:
a. USED: If you HAVE used resources at UT, what/who encouraged you to use them?
b. NOT USED: If you have NOT used resources at UT, why not? What would have
encouraged/motivated you to use them?
7. COLLEGE ADJUSTMENT: Everyone adjusts to college in a different way. What has made
your experiencing adjusting to UT easier? What has made that adjustment more challenging?
8. (*IF FOLDER HAS ASTERISK) FIRST-GENERATION COLLEGE STUDENTS: Do you
feel you’ve had different challenges than people whose parents have gone to college? If so,
how?
Experimental Group Only
9. Do you think you benefit from taking part in the study and going to the sessions? If so, how
did you benefit?
10. What would you say that was most helpful about the sessions you took part in?
11. What did you find least helpful about the sessions you took part in?
12. Who do you think would benefit most from receiving this information?
13. What did you think about the phone calls you received from the research assistants?
(clarifying questions, if needed: were they helpful? Was the person who called you friendly?
Did you feel like he/she was supportive?
14. We’d like to make the sessions better. Please give us at least one recommendation to do that.
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Appendix R
Focus Group Questions and Answers
General Concepts for Objectified Capital Session
1. Financial Aid
a. General Considerations
i. Consider timing. The sooner, the better. Stay on top of deadlines and ask the
OSFS questions. Be assertive if need be and spend money wisely.
ii. Know your counselors. The front desk personnel are not always aware of what
you need. Schedule appointments and know beforehand what you are going in
to discuss by preparing and bringing notes.
b. Grants/scholarships
i. Know your circumstances e.g., if you are the child of a war veteran, have
deceased parents, etc…
ii. Apply for scholarships whether you think you are qualified or not (sometimes
you may be the only person applying!).
iii. By joining organizations and groups, you become eligible for private
scholarships. If you are already involved in groups, look into whether or not
they have any existing scholarships/grants you can apply for.
iv. Make sure you know the criteria for maintaining the scholarships: GPA
requirement and enrollment status (full-time)
c. Good places to work (work study/outside jobs)? Ideas for employers who are
flexible/pay well?
i. Working on campus may be a good idea because the employers are typically
more aware that you are a student.
ii. Work at places like the Union, Jester City Limits or where a lot of people are
employed so it will not be an issue for you to take off when needed. Gregory
Gym is also a nice place to work that is not too tiresome.
iii. Desk jobs are ideal because you can often bring books/notes to study.
iv. Avoid working in retail, grocery stores, or fast food chain restaurants which
all make you work several long and tiresome hours.
v. Visit: !"#$%&'()!'#(*'#) for local job listings.
2. Deciding on which classes to take
a. How to choose classes.
i. Talk to your advisor(s). Maintain a strong relationship with all advisors.
ii. Have control over your schedule. Know how many hours you are capable of
taking per semester. It is often useful to add one additional class when
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iii.

registering then to drop it before the twelfth class day upon deciding whether
you can handle the course work within the class or not.
Know when you work best and plan taking classes accordingly (e.g., if you
are not a morning person, do not sign up for an early morning class).

b. How do you choose which professor you will take the class from?
i. Pickaprof.com, myedu.com, and word of mouth are great ways to learn about
classes and professors.
ii. Read about classes. Realize that college is like a game; the more you
socialize, make connections, and put effort into it, the more likely you are to
succeed.
iii. Make use of unofficial resources (e.g., other students).
3. Buying textbooks
a. Where do you buy? Do you always buy? How do you decide which to buy?
i. Consider your options. Can the book be downloaded?
ii. Rent books from Chegg.com or check-out books from the library. Books are
also available at ! price bookstore, Amazon.com, Craigslist.com, and made
available via other students posting ads on Facebook.com
iii. Tip at UT library: if the book is in Reserves, checkout the book close to 8pm,
this way, the library will allow you to take the book home. However, the book
must be returned promptly in the morning.
b. Where should you avoid?
i. Do not go to Beat the Bookstore or Co-op. They often do not have the best
deals.
4. Note-taking
a. Strategies for effective note taking
i. Find one person in class to exchange personal info with, e.g. email address
and phone number. Exchange notes and cross-reference for anything you may
have missed.
ii. If made available by the professor on Blackboard, print-out the slides before
going to class. The best way to achieve note-taking style print-outs is to click
print, click handouts under print what and change slides per page to 3 under
handouts. This will place lines to take notes on next to your slides.
iii. Ask question during lecture. Sit at the front of the class. Talk to the professor
occasionally to make sure he/she recognizes you.
b. Other strategies for using class time effective.
i. Avoid bringing laptops to class because they distract you as well as other
students from learning. You tend to spend class time on facebook and other
websites when you bring laptops rather than focusing on the lecture.
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5. Studying
a. Where to go?
i. The best places to study are in the Flawn Academic Center, Natural
Science Library in the Tower, 6th floor of the Perry-Castaneda Library,
any random classroom building that has empty classrooms available.
b. Where should people avoid?
i. Avoid studying on the 5th floor of the Perry Castaneda Library where
talking is permitted, Jester City Limits, the Malcolm X Lounge, at home
or in your dorm, and on your bed.
6. Test taking tips
b. Strategies older students have learned at UT.
i. The more prepared you are, the easier the exam will be. Have confidence.
ii. Start from the end of the exam and work towards the beginning.
iii. Do not second guess yourself. Utilize the process of elimination.
iv. Do not stress if you end up being the last person completing the exam. A
lot of people tend to give up while taking the exam or rush through it, so
do not assume it is because they are doing better than you are.
v. Ask the professor if you are confused on a question on the exam. The
professors often provide clarity or hints on how to answer the question.
8. Time management
a. What has worked and what has not worked for you?
i. Use Google Calendar and/or a planner where you make note of all
commitments/events, exams, office hours, and T.A. sessions. Write down
all deadlines and schedule free time. Do not procrastinate.
b. How do you avoid procrastination?
i. Every day write a to-do-list. Organize the list according to size of task and
priority. Be consistent.
c. How did you figure out how to manage your time?
i. Enroll in at least one elective class to lighten the coursework load. Do the
easy tasks first.
d. Time management when there are other responsibilities (at home)
i. Communicate with your professors and make them aware of your
situation. Do not wait until the last minute to do so.
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General Concepts for Embodied Capital Session
1. How-to – University etiquette
a. How to approach/talk to professors and TA’s
i. What has worked for older students/what has not
1. Be assertive. Know and be confident in your points. Talk to them
like you are comfortable with them.
ii. How do you gauge who is willing to talk or not
1. Seemingly difficult professors tend to be nice in person and during
office hours. You never know unless you go try to talk to them.
iii. How do you decide if you should spend more time approaching professors
or TA’s?
1. It is helpful to know who exactly is grading you, professors or
T.A.’s.
2. Gauge whether they are approachable by how many available time
slots they have for office hours.
b. Improving communication – emails, talking after class, asking questions in class,
office hrs
i. How do you do this?
1. Send emails and do not wait until the last day before an exam to
talk to a professor. Be straightforward and make it evident that you
are concerned about your grade in that class.
2. Ask questions even if you already know the answer—ask again for
clarification. Do not overdo it, though. You want to develop
relationships with them, but not overload them.
ii. What are some reasons why you would initiate conversations with
professors or TA’s?
1. If you feel that the class is geared towards the career you wish to
pursue, then it would be in your best interest to share interests with
the professor of that particular class. It may also help to get a
strong letter of recommendation later.
2. To dispute grades.
iii. How do you initiate conversations w/other students? (study groups, etc)
1. Forming study groups and contributions or discussions to overall
preparation for the class are good ways to initiate conversations
with other students.
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c. What do you do when you are unhappy/disagree with a grade?
i. Stay on top of your grades by regularly checking egradebook and/or
blackboard.
ii. Have valid points and state your reasons.
iii. Do not go to the higher up first. Start with your TA or professor, and if
you feel like you have not been heard/treated unfairly, consider
approaching an ombudsperson.
2. Dealing with anxiety
a. General anxiety
i. Identify it (introduce symptoms and normalize anxiety by giving rates)
ii. Know resources available to you (give students resources)
iii. Seek out help (call to schedule an appointment or use resources –
handouts, phone counseling, etc)
b. Test anxiety
i. How do you/people you know deal with it?
1. Set a pace, watch the clock and skip around.
2. Be early to the exam.
3. Rest well the night before and have a good breakfast.
4. Physically and mentally prepare yourself
5. Sit in the front of the classroom so you are less likely to become
distracted.
6. Bring water, tissue, and a jacket (things you may need during the
exam that may affect your concentration)
3. Increasing confidence
a. Overall confidence – classes, friends, etc.
i. Have a sense of self.
ii. Set goals. Have short and long term goals. Constantly remind yourself of
them.
iii. Do not get caught up in other people and activities.
b. Motivation – what can you do to keep it up?
i. Know that everyone will get discouraged and that college and life in
general is going to be hard at some points. Preparing yourself will make it
easier to deal with if it occurs.
ii. Do not dwell on grades. Do not catastrophize.
iii. Have someone to hold you accountable—someone to talk to you (e.g., a
friend or relative who you trust).
iv. Know who will nag you and who will encourage you.
v. Be capable of motivating yourself.
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4. Finding friendships/support
a. What were approaches you all took to find them?
i. You tend to find friends randomly by living in dorms or participating in
summer orientation.
ii. There are ways to approach people. Have something to offer (something
you may have in common with other people).
5. Dorm Life – What would you have wanted to know coming in to college?
i. Every freshman should stay in Jester.
ii. Do not get too attached to one group of people right away. Especially
when you first start, people are still adjusting, so be open to meeting new
people.
iii. Be mindful of who you trust with sensitive information.
iv. Form and reinforce contract agreements.
v. Jester dorm rooms are considerably small which give you all the more
reason to be assertive. Communicate with your roommate.
vi. Don’t live with close friends, especially if your lifestyles are very
different.
6. Embracing ethnicity
a. Is this something you do here? Is it easy/hard? Any suggestions for people?
i. Initially UT may a culture shock.
ii. Do not hold one group accountable for everyone.
iii. Group projects are typically how you branch out.
iv. Open up, be open to different type of people. Sometimes, we are initially
drawn away from people, but that may not be the case once you’ve taken
the time to talk to others and find common ground.
v. Take a culture class. This can help you learn more about yourself, but also
can introduce you to others with similar backgrounds/interests.
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Appendix S
Intervention Session Protocols

So Cap Session #1
I. Informed Consent (1-1:05)
II. Measures (1:05-1:15)
III. Introductions (1:15-1:20)
a. Introduce myself and go over participant names
b. Introduce what we’ll be doing
IV. Intro to resource utilization (1:20-1:23)
a. Normalize how common it is for people to not utilize resources
b. Give reasons why people don’t use resources
c. State that they are paying for them, they should use them!
V. Go over resources(1:23-1:56) (3 minutes per resource)
a. Sanger Learning and Career Center
b. Multicultural Information Center/Latino Leadership Council
c. Gender and Sexuality Center
d. Liberal Arts Career Center
e. Undergraduate Writing Center
f. Office of Student Financial Services
g. Student Health Services
h. Mental Health Services
i. Office of the Ombudsperson
j. Services for Students with Disabilities
k. University Libraries
VI. Assessment of Treatment Retention Questionnaire (1:56-1:58)
VII. Writing Facilitation Exercise with introduction (1:58-2:04)
VIII. Introduce and hand out The (Informal) Guide to UT (2:04-2:06)
IX. Tell them they will be contacted by RA’s for reminders by phone (2:06-2:07)
X. Remind them they will need to come back in 2 Sundays for next session (2:07-2:08)

XI. Ask for any questions
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So Cap Session #2
XII. Measures (1:00-1:10)
XIII. Recap Session #1/Introduction to session #2 (1:10-1:15)
a. Recap what we did last session (went over on-campus resources) in more detail than they
may have gotten during orientation.
b. Go over questions about assessment of last meeting and give them brief questionnaire to
answer – (make sure to let them know there’s no way we’ll know who said what).
c. Introduce myself again and go over participant names again
XIV. Intro to resource utilization (1:15-1:18)
a. Normalize how starting new things can be different and scary sometimes.
b. There are rules and “etiquette” (or tricks and tips) on how to do well in places (examples:
at work, when you’re with friends, at school)
c. Ask them where they usually get this information. (Give them opportunity to give a few
places/people)
d. Introduce how I’ve gathered information (focus groups with older UT students,
information from students who work with me who have succeeded in school, some tips
from me – a first-generation college student, TA, and grad student).
XV. Go over resources(1:18-1:53)
a. Academic Tips (1:18-1:36)
i. Deciding which classes to take (1:18-1:21)
ii. Choosing a professor (1:21-1:22)
iii. Getting your textbooks (1:22-1:25)
iv. Using your time effectively (1:25-1:29)
v. Study/Test-taking tips (1:29-1:32)
vi. Communicating with professors and TA’s (1:32-1:36)
XVI. Social Tips (1:36-1:39)
XVII. Work tips (1:39-1:41)
XVIII. Financial Aid tips (1:41-1:44)
XIX. Mental well-being tips (1:44-1:51)
XX. Scholarships (1:51-1:53)
1. We’ve taken some of the work out for you! We’ve narrowed down a list of about
80 to this list.
XXI. Assessment of Treatment Retention Questionnaire for Session 2 (1:53-1:55)
XXII. Writing Facilitation Exercise with introduction (1:53-1:59)
XXIII. Ask them to take apart, substitute, and add new pages to The (Informal) Guide to UT
(1:59-2:01)
XXIV. Tell them they will be contacted by RA’s for reminders by phone (2:01-2:02)
XXV. Remind them they will need to come back in 2 weeks for last session (2:02-2:03)
XXVI. Ask for any questions

140

Appendix T
The (Informal) Guide to UT

The (Informal) Guide to
U.T.
141

+

What’s the “informal” guide
to UT?
Whenever anyone starts something new, almost everyone has a hard
time adjusting at first. Many people have a tough time adjusting to the
typical life of a UT college student. Trust me, it isn’t easy when you’re
attending one of the best and most competitive universities in the U.S.!
Know that everyone has issues at one time or another, ranging from
making new friends, liking your professors, living independently, or
even the quickest way to get around. As overwhelming as all this
seems, know that there are solutions! With such a vast student body,
take comfort in the fact that students, faculty, and staff have put great
effort into providing excellent resources and services that pertain to
your every need.
This guide is our attempt to try to make the adjustment process a little
easier. We’ll give you tips on resources available to you (from people
who have visited themselves!) and tips from older students who have
been in your shoes and are hoping you can learn from their mistakes
2
and successes!
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How to use the informal guide…
We have worked to put together a guide that is both informative
and easy-to-read. It’s broken down into two parts:
1. Resources that are available to you (right now!)
2. Information and tips from upper classmen that
have been in your shoes!
Below we have a little more information about what each
section contains and how they’re set up!

Part 1: Resources that are Available to You
This section is split up into 3 main parts:
1. Questions: these will help you figure out if the answer to your
question will be covered at that location/organization.
2. Information about the place: this section gives you helpful
information about what services are offered, where and how to
find them, etc.
3. Other helpful tips: whether it’s deciding between two similar
locations or helpful tips from people’s firsthand experience,
this section is helpful in helping you decide if this is the best
place for what you need!

Part 2: Information and Tips from Upper Classmen
Adjusting to school isn’t just about classes; it’s about making
friends, adjusting to being away from home, getting a job…you
get the point.
This section is divided by topics and written as if it was an older
sibling or family member giving you helpful tips to how to
succeed at UT!
3
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I need individual attention
to best learn a new skill. My
classes are so big and I
don’t feel like I’m getting
the attention I need!

I have a problem
with managing my
time appropriately
and studying
effectively.

I have an
assignment
that is
tougher than
I initially
thought! I

Am I on the right
path? I’m undecided
and need to choose a
career path soon!

procrastinated

and need
help now!

Sanger Learning and Career Center
Where to find them:
The Sanger Learning and Career Center is in Jester A315A (the corner nearest the entrance facing 21st
and Speedway). Walk right through the door and to the reception desk where the students working
there will assist you.
Important Information:
Be as specific as possible about what you’d like help with since they are moreso there to answer more
general questions. They may ask you to fill out an orange half-sheet to get a better idea of how to help
you. From there they’ll offer to set up an appointment for you with an advisor or give you a tour of
their facilities.
What they can help you with:
•

•

•

FREE drop-in tutoring in subjects like math, physics, and chemistry. Just drop in between the
hours of 11am-10pm on Monday through Thursday, 11am-3pm on Friday, and 5pm-10pm on
Sunday for immediate assistance on your assignment. TIP! Know that other students attend
tutoring and you are likely to run into a classmate who has the same assignment—a great way to
become well acquainted with a classmate or potentially new friend and receive additional help.
One-on-one appointment with a tutor in several other subjects not just limited to math and
science. Maybe you are trying to learn a foreign language or need help writing a paper. Unlike the
drop-in tutoring the SLCC offers, you will need to make an appointment in order to receive these
additional services.
Walk-in academic counseling to help you find new ways to study and manage your time
effectively. Professional learning specialists conduct sessions Monday-Friday from 11am-5pm.
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Sanger Learning and Career Center (continued)
•

Career Counseling, Career Assessment, and a Career Resource library! Not sure exactly
what you want to do in the future? Lots of students start school undecided and many students
graduate from the university working in careers non-relevant to the degree that they’ve earned.
While this is happens quite a bit, it’s still good to get an idea of your real interests early-on and
plan ahead. Take advantage of these services to learn about the career choices and opportunities
available to you. Meet with an advisor and they’ll tell and show you all you need to know about
making a career choice. Before your appointment, you will be asked to feel out a brief info sheet
online so that the advisors know more about you before you come in.

•

Finals are one of the toughest times of the year! So plan to attend one of the many Exam
Reviews offered through the SLCC in subjects like: Chemistry, Biology, Trigonometry, and
Calculus. These are tough subjects and you want to get all the help you can!

•

Considering grad school? Plan to take the GRE? Why not register for the free GRE prep
classes offered through the SLCC? GRE courses typically fill up fast and last approximately 3
weeks, with the exception of writing. They can really help you become focused on the material
before you take the exam. If you don’t do anything else to prepare, at least take these classes.

•

The SLCC is offered to all students! You are welcome to come in and use their computers as
well as sit in the main area to study. Also, near the entrance are several booklets and forms that
apply to careers in every major available at UT, which are great to take on the go!

Want more information? Visit them 9am-5pm Monday-Friday or call them: (512) 471-1217.

6
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,
!
,
!

I’m overwhelmed by
the number of career
options and the paths
to getting there!

I’m a
liberal
arts
major.

,

I’m
worried
about
building
my
resume!

I’m thinking about
my plans after
graduation…

,
,

,

UT Liberal Arts Career Services
Where to find them:
The UT Liberal Arts Career Services is located in the FAC (Flawn Academic Center), Room 18: Enter
through the front of the building where the statues are; once inside, turn left and you will find a
staircase to your right (on the side nearest the Union); go down the stairs and the office will be on
your left.
Reasons to visit the Liberal Arts Career Services office:
•
•
•
•
•

Career coaching
Explore job data bases (where you can search for available positions) and career fairs
Get in touch with employers who are recruiting UT graduates
Work on resumes, cover letters, and personal statements
Practice interviewing skills for job or graduate school interviews

What you can do as a freshman/sophomore:
•
•
•
•

Visit and have a mini orientation with one of the staff members to get to know the office.
Take a tour of the resource library, which contains tons of information about resumes, cover
letters, graduate programs, careers, and more.
Bring in a resume draft with information such as volunteer experience and student organization
membership in order to discuss how to organize and build on your resume.
Discuss how to develop professional experience in order to get an idea of what career field you
might be interested in.

Why it’s important to visit the Liberal Arts Career Services office early:
•
•
•

You don’t want to wait until you are a senior to start exploring career options and graduate
schools.
You want to be aware of the programs and jobs available to you before they have been filled or
deadlines have passed.
You don’t want application deadlines for graduate programs, jobs, and internships to sneak up on
you without being prepared to submit resumes, cover letters, and attend interviews.

Want more information? Visit them 8am-5pm Monday-Friday or call (512) 471-7900.
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…I don’t know how to
start a paper/decide on
a topic/research a topic

…I need help
with my
writing

…I want help with my
poetry construction/poetry

…I’m not
very
good
with
grammar

…I need help with
my graduate
school personal
statement/honor’s

…I need
help with
citing my

Undergraduate Writing Center
Where to find them:
The Undergraduate Writing Center is in the Flawn Academic Center (FAC), in between the Union
and the Tower. The center is on the second floor in FAC 211. You can find the stairs to go
upstairs when you come into the to the left of where you go to get your ID picture taken.
Important Information:
The writing center is free, so take advantage of it. You don’t have to be a “bad” writer to use their
services. If you have an important paper that you feel could use some positive feedback from
experienced writers, you can benefit from their services. The center provides one-on-one
consultation with a consultant. You can make an appointment or walk-in. The appointment times
range from 9 a.m. to 4 p.m. on Monday-Thursday and 9 a.m. to 2 p.m. on Friday.
Important Policies:
•
Consultations last 45 minutes, so you should go to the consultation with specific
issues/questions. If your paper is long, try to plan what you most need help with before you
go.
•
The writing does not have to be for a class. They will look at any type of writing.
•
You can only go over one assignment per consultation and only three consultations per
assignment.
•
Do not schedule your consultation 2 hours before your assignment is due. You need time to
go back and revise your paper.
•
Try to print your paper before you go to the consultation. You can bring your laptop, but
make sure it is fully charged.
•
Once you have been, you can request a specific consultant to work with again.
•
The consultant will not just proofread your paper! You must come with specific areas that
you need to be improved.
•
The consultant can’t predict your grade or “do” the paper for you.
For an appointment or for more information, you can call 512-471-6222
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!

Something went
wrong with my
financial aid…

!
!
,
!
!
,

,

I’m confused
about the
FAFSA…

I didn’t get the money
I was supposed to get
from my financial
aid…

I don’t
have the
financial
aid I
need to
attend
UT…

My financial
needs have
changed…

,

Office of Student Financial Services (OSFS)
Where to find them:
The financial aid office is located in 3.200 on the 3rd floor of the SSB (Student Services Building); If you
take the escalators up (two sets of escalators) to the 3rd floor, you will do a u-turn to the right, past the
elevators, and see a “Student Financial Services” sign hanging above a glass wall with burnt orange
longhorn decals all over it. Enter there and take a ticket from the ticket dispenser. You can sit down and
wait to be called up to the front counter. The only things you need to bring are: a picture ID and whatever
forms you may have questions about (FAFSA, etc.).

Making appointments vs. drop-ins:
•

If you’ve been assigned or you’ve spoken with a specific counselor, the earliest you can make an
appointment for the following week is Friday after 3 p.m. You can call any day of the week, but
there are no same-day appointments.
Drop-ins are welcome. Just talk to someone at the front counter, there are always financial aid
counselors on duty.
During registration, they don’t make appointments, only take walk-ins, so you may have to wait.
If you’ve worked with a counselor you found helpful, request them the next time you need help.
They’ll be more familiar with your situation.

•
•
•

Best times to visit the office:
•
•
•

Summers are the busiest time for the office. Around 3 weeks into classes the office will be extremely
crowded so try to do things early.
If you are trying to discuss long term plans, the best time to visit is around the end of September or
November because things will be quieter around the office.
One note: around 70% of students get their financial aid before classes begin so this explains the busy
office around this time but also may mean that you need to make your appointment during the busy
time of the year as well. Try to plan ahead!

Want more information? Visit them from 8:30am-4:30pm M, T, Th, and F or 9am-4:30pm W
or call them (512) 475-6282.
,

+,

Tip: The OSFS also has Bevonomics in its office, a program set up to help students
manage their finances. They offer workshops and online resources for students for tips on
9
managing money, choosing the right credit card, etc.
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I need a flu
shot/
immunizations

I have questions
about alcohol/drugs/
safe sex/
nutrition/
healthy lifestyles

I’m
sick/
injured/
not
feeling
well

I need to see a
doctor for a
routine
check-up

Student Health Services
Where to find them:
The student health services are located in the Student Services Building (SSB) on Dean Keeton, in
between the Seay Building and Kinsolving and across from the SHC building. One you enter the SSB,
take the escalator up to the 2nd floor, the check-in desk will be right in front of you.

,

Types of Services offered:+,
•
•
•
•
•

Medical care for illness or injury
Physical exams
Women's health appointments
Allergy shots
Immunizations

Consultation on:
• Alcohol and drug safety
• Nutrition
• Birth Control and Healthy Sexuality

,

,

,
Charges:,
The Student Health Services now charge a doctor’s fee of $5. If you miss your appointment, you’ll have
to pay $25. If you need to reschedule your appointment, do it at least 2 hours before your appointment
time. Charges vary depending on what you need (like lab work or x-rays). After your appointment,
check your What I Owe page to pay for various expenses from your appointment. Make sure you pay
whatever is on that page, otherwise you’ll get a bar and won’t be able to register on time!+,
,
,

,
,
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Student Health Services (continued)
Important Information bef ore going to the Student Health Services:
1. If you need to see the doctor, you HAVE to make an appointment. For a regular appointment you
can call: (512) 471-4955.
2. Once you’ve made an appointment, access your “MyUHS” online and complete the forms. You
HAVE to have this done before you check-in. If the forms aren’t done, you may have to reschedule
your appointment or pay a fee (yeah, another one).
3. Also, if you want your insurance company to pay the doctor’s fee, you can submit that information
online before you go. Make sure you bring your insurance card with you to your appointment. +,
,

+,

Other important information:
- Don’t go to the student health services if you have questions about a medical issue. Instead, call the 24hour nurse advice line at: (512) 475-6877. The check-in desk will just redirect you to these numbers or
ask if you want an appointment, anyway.
- If you’re really sick and need attention within the next few days, call the 24-hour Nurse Advice Line.
They’ll ask you some questions and then direct you to what is the best way for you to care for yourself.
The regular appointment people may not be able to schedule you an appointment for a week or so. The
Nurse Advice Line is also a way for you to save money and avoid having to schedule an appointment!
- All of the information you need about the Student Health Services is at www.healthyhorns.utexas.edu.
Online they also have classes, workshops, health information, and other resources you may need.
Important phone numbers:
Information and appointments: (512) 471-4955
24-Hour Nurse Advice Line: (512) 475-6877
To cancel an appointment (24 hours a day): (512) 475-8265
Questions? Call them or visit. Their hours vary by department, but typically,
they’re open 8am-5pm.!
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I’m having a hard time
getting used to school,
fitting in, finding friends,
getting used to being
away from home,
problems in my romantic
relationship

I’d like to
have
someone to
talk to

I’ve been
feeling
depressed/
anxious

I’ve been having a
hard time after
someone I knew
died

UT Counseling and Mental Health Center (CMHC)
How to find them:
You can find the CMHC on the 5th floor of the SSB building on the corner of Dean Keeton and Wichita.
The escalators don’t go up to the 5th floor, so make sure to take the elevator. When you exit the elevator,
sign in at the front desk (tell them your name, your appointment time, and who you’re there to see).

Services offered:
CMHC has lots of services for students, both in person and online. They offer individual counseling,
group counseling, phone counseling, and online resources. Here’s a little more information on each:
-, Individual counseling: if you feel like it would be helpful to talk one-on-one with someone.
Most appointments last 45 minutes. Your first appointment will sometimes last up to 90 minutes
because you’ll need to fill out some paperwork (don’t worry, they take confidentiality really
seriously). Sessions are $5.00 each, and are charged to your “What I Owe” account.
-, Group counseling: If you feel like you don’t really want/need one-on-one counseling and it
would help to have other people who you can relate to you, a group might be best for you.
CMHC offers lots of groups that cover lots of topics. Some examples are: gay-bisexual group,
culture and identity personal exploration group, coping with anxiety, dealing with depression,
perfectionism, etc. Groups usually meet every week for a semester. There are usually no more
than 10 people per group. Sessions are free.You don’t HAVE to talk if you don’t want to. If
interested, call Diana Damer at (512) 471-3515.
-, Phone Counseling: Sometimes you may find yourself in a situation where you need to talk to
someone right away and get support or advice. CMHC offers 24-hour counseling for UT
students every day of the year. This service is mostly for crisis situations, so it’s not usually a
long-term option. Their phone number is (512) 471-CALL(2255).
-, Online Resources: If you’re not ready to see a counselor, there are some resources online that can
help deal with stress, help you relax, help you understand why you may be feeling a certain way, and
help you do a self-assessment and give you recommendations for whether or not professional help
may be beneficial. CMHC’s website is: http://www.cmhc.utexas.edu/index.html

Tip: If you go and don’t feel your therapist was a good match, it’s 100% okay to ask to see someone else
for your next appointment. Telling them why it wasn’t a good match can help them find someone
12
who might be.
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UT Clinical Psychology Training Clinic
How to find them:
The clinic is located on the third floor of the Seay (SEA) building, on the corner of Dean Keeton and
Wichita. It’s on the side of the building closest to SSB building.
If you have been experiencing anxiety and/or depression, there is a program at UT that provides free
Cognitive Behavioral Therapy (CBT).
Some of the disorders they help people with are:
-, Depression
-, Anxiety disorders, including:
o Obsessive Compulsive Disorder
o Panic Disorder
o Generalized Anxiety Disorder
A few good things to know:
-, If you are concerned about your family or insurance finding out, this may be a good option for
you. They don’t go through insurance.
-, There is sometimes a waiting list, so you may need to wait a bit to get called since it is part of a
training clinic.
How do I decide which option is right for me?
UT CMHC

UT Clinical Psych Training Clinic

- You have a general problem bothering you
- You would like to participate in a group
- You’d like brief/crisis counseling

- You know it’s depression/anxiety
- You’d like one-on-one specialized treatment
- You’d like treatment but don’t want to do it
through your UT account

Questions? Their phone number is 471-3393. The first thing you’ll do is talk to Dave (he’ll ask you a few
questions about what’s been going on; don’t worry, he’s really nice!). They’ll take your information and
someone will call you to follow-up with you and ask you a few questions to get a little more
13
information. They’re usually around Monday- Friday 9am-5pm.
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I want to find a place
where I can find
people who share
some of the same
cultural experiences
I’ve had…

I want to go
somewhere where
there’s diversity

There are
so many
cultural
organizations
…I don’t
know which
one’s right for

Multicultural Information Center (MIC)
Where to find them:
They’re located in SSB 1.104. If you’re coming in the doors on Dean Keeton, they’ll be on your right as
soon as you walk in, before the information desk or escalators.
About them:
The MIC is a central location that houses lots of cultural organizations. Organizations include: Afrikan
American Affairs, Asian/Desi/Pacific Islander American Collective, Latina/o Leadership Council,
Longhorn American Indian Council, Queer People of Color and Allies, and Students for Equity and
Diversity. The MIC also sponsors a variety of on-campus events such as Sabado Gigante, which is a
yearly event, which unites all Latino organizations on campus.
Services offered:
The MIC has a computer lab, a graphic design lab, scholarships, leadership retreats and workshops,
conference opportunities, student organizations, a study area, copying, printing, local and long distance
faxing, and program assistance.
Questions? Visit them or call them at (512) 232-2958.

Latino Leadership Council (LLC)
Where to find them:
The LLC and MIC are located within the same space (see above).
About them:
LLC strives to help Latino students gain a better understanding of their culture and how it relates to
social issues. They offer a central place for Latino organizations to unite and meet. They offer
opportunities for students to meet other students at socials, become involved in volunteering
opportunities, gain knowledge through workshops, and become empowered through retreats. Meetings
are every two weeks.
Want to know more? Visit or call them at (512) 232-2955.
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I need help coming up
with a way to tell my
parents and friends
that I’m
gay/lesbian/bisexual

I’d like to feel
empowered as
woman despite
sexism

I’d like to
I’d like to have
find peers
mentors to guide
who share
and support me
the same
views on
gender
issues as I do

Gender and Sexuality Center (GSC)
Where to find them:
The GSC is located on the 1st level of the Student Services Building (SSB). If you’re entering from Dean
Keeton, walk in and to the right where the set of stairs going down are. Go down to the ground floor
and walk straight ahead through the double doors, just before the exit and to the right is the GSC.
Outside the door are pamphlets and handouts on current events, programs, and opportunities for
students. “These were strategically placed there outside the center for those students whom it’s their first
time and they are a little more or less anxious about entering the center” as I was told by program
coordinator Shane Whalley. The atmosphere of the room is warm, relaxed and inviting. Students and
Shane are eager to help with whatever you need.
Services offered:
• If you’re looking for a place to hangout, do your homework, and feel comfortable, this is
definitely a place for you. Computers and books on sexuality and gender are also at your disposal.
Trust you won’t feel out of place. TIP: Books, magazines, videos, and DVD’s are available for
checkout! Just ask!
• The GSC is also open to walk-in advising and mentoring whether you’re coming on behalf of
a group or by yourself. Most commonly, advisors deal with students unsure of how to out
themselves to their parents. To help with this issue, the advisors set up informal mock sessions
with the students so the students can practice coming out to their parents and walk away feeling
confident and motivated about facing their parents.
• Workshops are their specialty! The GSC host several events on and around campus to promote
LGBT issues. Workshops include: Sexism: It Still Exists, LGBT identities: The Basics, Religion
and Sexual Orientation: Obstructions and Intersections, and various others.
What else should I know?
• The GSC will soon be relocating to the second floor just across from the student government
office in the new Student Activity Center in the spring of 2011! The facility will be much
bigger and more accommodating.
• The GSC hosts games, movie nights, and discussions on the regular.
Questions? Visit them Monday-Friday 9am-5pm or call them at (512) 232-1831.
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I’m dissatisfied with a
service provided at UT…

I shouldn’t
have been
fined…

I don’t agree with the
grade I was given…

I’m
confused
about
why I’ve
been
denied
financial
aid…

I’m having a
conflict I
haven’t been
able to solve

Office of the Ombudsperson
Where to find them:
The Office of the Ombudsperson is located in SSB G.1.404. Once you have entered the SSB take the
stairs to the bottom floor, and walk past one set of open double doors. The office will be on your right.
Services offered:
• The Office of the Ombudsperson is a free service set up to help you handle conflicts with
students, faculty, departments, or services at the University.
• They’re a neutral third party that will work with you to figure out what your options are and
what would be the best next step.
• If you need further assistance outside of their range of services, they’ll refer you to the
appropriate people.
What types of concerns/disputes can the Office of the Ombudsperson help you with?
- Grade disputes
- Final exam conflicts
- Scholastic dishonesty issues
- Parking or Library fines
- Financial Aid concerns
- Conflict with another student
- Enrollment or registration issues - Conflict with roommate or faculty
- Conflict with departments or
university processes
Important information:
• It’s advised you make an appointment because this will guarantee that someone will see you at
the time you want to come in. There are only two graduate students working in the office so if
you just drop in the office they might be busy. However, if you’d like to drop in, you can.
• Depending on how busy the office is, you might be able to get an appointment for that very day
or later in the week.
• You can make an anonymous appointment.
• You are allowed to come in as many times as you want however most students typically come in
for one session. But that does not mean you are discouraged from coming in numerous times.
• Students have come in for later sessions with drafts of letters, which an Ombudsperson has
reviewed for them before it is sent out.
,,

To make an appointment you can call 512-471-3825, drop in the office, or send an email to
ombuds@ut.utexas.edu. However, it is best to either call or drop in to the office.
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Services for
Students with Disabilities
Where to find them:
The Services for Students with Disabilities are located in the Student Services Building (SSB) on Dean
Keeton, in between the Seay Building and Kinsolving and across from the SHC building. When you’re
inside SSB, they’re located on the 4th floor, room 4.104
How do they define “disability”?
Services for Students with Disabilities provide services with a wide range of both psychological and
physical disabilities. For example, a few of the disorders which qualify students for assistance are:
-- Broken wrist
-- Diabetes
-- Bipolar disorder
-- Test anxiety
-- Blindness
-- ADD/ADHD
-- Dysgraphia (writing disabilities)
If I qualify, what are some of the benefits I could potentially receive from Services for Students
with Disabilities?
• Classroom accommodations (access to notes, ability to record the instructor, choice of seating, ability
to use a computer)
• Course load accommodations (reduced assignment load, priority registration)
• Deaf and hard of hearing accommodations (sign language interpreters, movies with captioning)
• Exam accommodations (more time to complete your tests, use of a quieter room, readers to help
you with the questions, use of a calculator or computer).
What are some things I should know about this office?
• Anyone, even people who are not yet enrolled at UT, can come to Walk-In appointments. These are
held on Mondays, Wednesdays, and Fridays from 9-4.
• If you prefer to meet with your specific advisor you may make an appointment with him/her.
• You must be enrolled at UT in order to register with Services for Students with Disabilities.
• To register, you must have medical documentation that explains your disorder and the effect that it
has on your school performance. The easiest way to take care of this is to print the Verification
Form off of the website or pick one up from the office and have your physician fill it out.
• It is a process (though totally do-able) so give yourself enough time to get everything filled out!
• Once you are granted accommodations, you’ll be given your specific accommodations in a letter to
17
your professor/TA. Give it to them EARLY to get your accommodations!
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Library Services
Do you need….
To print/scan/copy something?
To borrow a laptop?
To use a computer?
To reserve a study space?
Locations:
Architecture and Planning Library
• Located on the 2nd floor of the BATTLE building in the West Mall. The best way to get here is to
walk in through the blue doors near the main mall. Once through the doors walk up the flight of
stairs to the second floor.
• Open from 9am to 10pm on the weekdays except Friday they close at 7pm. On weekends they
open at Noon on Saturdays and 1pm on Sundays. They close early on Saturdays at 6pm and stay
open late on Sundays until 10pm.
Benson Latin American Collection
• Located on at SRH 1.108. The best way to get to the Benson is to walk to the bottom of the stadium
on the side near the ART building. Once there take the CP bus to the very next stop. Once you get
off walk across the street and toward the left. Walk until the end of the walking space and turn a
right. Walk ahead until you find a set of doors. The library should be in the next set of glass doors
that you see.
• Open from 8am to 10pm on the weekdays except Friday they close at 6pm. On weekends they
open at 1pm on Saturdays and 2pm on Sundays. They close early on Saturdays at 5pm and stay open
late on Sundays until 10pm. The library is usually closed on home game days.
Chemistry (Mallet) Library
• Located on the entrance floor of the extension building of Welch. To get to the extension building
of Welch walk all the way to the back of the building and through a set of glass doors. You should
see some vending machines. Then walk through another set of glass doors and follow the hallway
until you get to room WEL 2.132.
• Open from 8am to 10pm on the weekdays except Friday they close at 7pm. On weekends they are
closed on Saturdays and open at 1pm on Sundays. They stay open late on Sundays until 10pm.
Classics Library
• Located in Waggener. The best way to get here is to walk in through the entrance that faces
Speedway and turn left.
• Open from 8am to 5pm Monday thru Friday and closed on Saturday and Sunday.
Engineering (McKinney) Library
• Located in the ECJ building. The best way to get here is to enter through the main entrance (the ECJ
plaza) and walk down one flight of stairs.
• Open from 8am to 10pm on the weekdays except Friday they close at 5pm. On weekends they
open at 1pm on Saturdays and 2pm on Sundays. They close early on Saturdays at 5pm and stay open
late on Sundays until 10pm.
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Fine Arts Library
• Located in the Fine Arts building in 3.200. The Fine Arts building is in between the ART
building and the Bass Concert Hall. The best way to get there is to enter the Fine Arts building at
the first available door you see and walk up to the third floor.
• Open from 8am to 10pm on the weekdays except Friday they close at 5pm. On weekends
they open at Noon on Saturdays and Sundays. They close early on Saturdays at 5pm and stay open
late on Sundays until 10pm. The A/V Equipment checkout closes 30 minutes before the library
closes.
Geology (Walter) Library
• Located in the JGB (or GEO) building. The best way to get here to enter the Geological Science
building and take the first set of elevators to the 4th floor. Once on the fourth floor make two lefts
and the library should be on your right hand side.
• Open from 8am to 10pm on the weekdays except Friday they close at 6pm. On weekends
they open at 1pm on Saturdays and 2pm on Sundays. They close early on Saturdays at 5pm and
stay open late on Sundays until 10pm.
Life Science Library
• Located in the Tower (also known as the Main building). The best way to get here is to enter through
the main entrance across from the FAC and walk toward the information desk (which will be on
your right side). There should be a set of stairs on either side of the information desk you can walk
up. The library will be on the second floor.
• Open from 8am to Midnight on the weekdays except Friday they close at 6pm. On weekends
they open at 1pm. They close early on Saturdays at 5pm and stay open late on Sundays until
Midnight.
Perry-Castañeda (Main) Library (PCL)
• Located across from Jester. The best way to get here is to walk to Speedway and 21st and toward the
art structure and through the glass doors. There should be many students walking in and out of these
doors.
• Open from 7am to 2am on the weekdays except Friday they close at 11pm. On weekends they
open at 9am on Saturdays and Noon on Sundays. They close early on Saturdays at 11pm and stay
open late on Sundays until 2am.
Physics Mathematics Astronomy (Kuehne) Library (PMA)
• Located on the 4th floor of the RLM building. The best way to get here is to enter through the main
entrance closet to the ATMs. Walk through the glass door and the library should be in front of you.
If you walk in and see a coffee shop to your left then walk out and go through the other entrance.
• Open from 8am to 10pm on the weekdays except Friday they close at 6pm. On weekends they
open at 1pm on Saturdays and 2pm on Sundays. They close early on Saturdays at 5pm and stay open
late on Sundays until 10pm.
How do I Copy/Print/Scan?
• There are copiers, printers, and scanners at every library. If you need help finding any of these then
ask someone at the circulation desk and they will help you out. It should be noted that the people at
the circulation desk in some of the larger libraries are not as friendly or eager to help as those in the
smaller libraries.
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• In order to copy or print you need a copy card, which can be obtained from a copy card machine
which is located at every library. These machines are small boxes with an area to insert cash or a
card. It will be a one dollar charge for the copy/print card, and if you are using a credit/debit card to
purchase the copy card there is a $2.00 minimum you have to put on the card.
• There are two copiers that take Bevo Bucks in the PCL. These copiers are located inside the
periodicals section on the second floor of the PCL. There are also printers located near the copy card
machine on the second floor of the PCL that also take Bevo Bucks.
• You can also set up wireless printing with your laptop. Using wireless printing you can print from
your laptop to any library printer. To download the software for this go to
http://www.lib.utexas.edu/services/computing/.
• It is currently free to use scanners which are located at any library on campus. However, if you’d like
to print what you have scanned then you’ll have to pay for the printing.
How do I borrow a laptop?
• You can borrow a laptop from the Fine Arts Library, the FAC, or the Geological Science library.
• You are loaned the laptop for 24 hours and must present a UT ID when checking out a laptop from
any location. Laptop check out closes when the library closes. Laptop check out closes at the FAC at
9pm on weekdays except at 5pm on Fridays. The laptop check out closes at 4pm on weekends.
• There are only two Dells available for checkout at both the Fine Arts Library and the Geo Library.
The FAC has over 75 Dells and Macs available.
• All laptops are on a first come first serve basis so it’s a good idea to pick up a laptop early in the day.
• The laptop pick up location is located at the circulation desk of each library and near the IT Help
Center in the FAC.
How do I reserve a study space?
• You can reserve a study space in the PCL on all floors except the 2nd floor. To reserve a study space
go to http://www.lib.utexas.edu/studyrooms/. Once you have logged on with your UT EID you
can choose the room you want to reserve and fill out the form attached.
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How do I
choose a
professor?

What do I do
about textbooks?

Which classes should I
take?

Academic Tips – Preparing for Classes
Deciding on which classes to take:
• Start with wh at y ou ne e d . Talk to your advisor(s). Maintain a strong relationship with all
advisors. You might need to ask for a letter later and you’ll want to make sure they know you.
• Have control ove r y our s ch e dule . Know how many hours you are capable of taking per
semester. It is often useful to add one additional class when registering then to drop it before the
twelfth class day if you decide you cannot handle the course work. Enroll in at least one elective
class to lighten the coursework load.
• It’s about y ou. Know when you work best and plan taking classes accordingly (e.g., if you are
not a morning person, do not sign up for an early morning class).
• Find ou t wh at th e clas s is about. Take advantage of the course syllabi many departments
offer. These syllabi give you an insight into the workload of the class, and the focus on the
course. For College of Liberal Arts departments, go to www.utexas.edu/cola/depts/[name of
department the class is in], find course, and find the syllabus for the course you’re looking for. If
you can’t find a syllabus for the class you’re looking for, try older years to see if the class was
offered before.
Choosing a professor:
• Ch e c k th e ir rating. MyEdu.com, Course Instructor Reviews (which can be accessed at
https://utdirect.utexas.edu/ctl/ecis/results/index.WBX)
• Keep y ou r ea r to the gr ou n d . Make use of unofficial resources (e.g., other students). Word of
mouth is a great way to learn about classes and professors.
Getting your textbook:
• Do y ou alway s buy ? Consider your options. Can the book be downloaded? Can you buy or
borrow the book from a friend or classmate who has taken the class before? You can also rent
books from Chegg.com or check-out books from the library (either long term or on reserve).
• Wh ich to buy? Are older editions similar enough to the current copy you need? (For drastic
changes in editions such as changed problems sets, you can always ask to borrow the current
book from the T.A. and make copies of the important changed information.) Are international
editions similar enough to the current copy you need? Tip : The copy center in Welch offers .04
•

cent copies from 8:00am to 10:00am everyday.
W h e r e d o y o u b u y ? Books are also available at Half Price Bookstore, Amazon.com, Craigslist.com,
half.com, and made available via other students posting ads on Facebook.com for much lower prices.
Do not go to Beat the Bookstore or Co-op. They often do not have the best deals.
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I’ve got a lot going on. What are
some time management tips?

Academic Tips – Using Time Effectively
Making class time work for you:
• Sh ort cut it. If made available by the professor on Blackboard, print-out the slides before going
to class. The best way to achieve note-taking style print-outs is to click print, click handouts
under print what and change slides per page to 3 under handouts. This will place lines to take
notes on next to your slides.
• Stay involve d. Ask questions during lecture. Sit at the front of the class. Talk to the professor
occasionally to make sure he/she recognizes you. If you don’t get all the information during
class, you’ll feel more comfortable going to office hours knowing that the professor will
recognize you.
• Swap note s . Find one person in class to exchange personal info with, e.g. email address and
phone number. Exchange notes and compare for anything you may have missed.
• Pape r and pe n are y our frie nds . Avoid bringing laptops to class because they distract you as
well as other students from learning. You tend to spend class time on Facebook and other
websites when you bring laptops rather than focusing on the lecture.
Time management:
• Look ah e ad: Use Google Calendar and/or a planner where you make note of all
commitments/events, exams, office hours, and T.A. sessions. At the beginning of the semester,
use your syllabus to write down all deadlines and schedule free time. Do not procrastinate.
• Organiz e : If you use Google Calendar, make each class a different color to really parse out where
your time is going or make big projects their own color so you can see what will need more time
for preparation at a glance.
• Do it daily . Every day write a to-do-list. Organize the list according to size of task and priority.
Be consistent. Do the easy tasks first.
• Juggling y our life. If you have other commitments, schedule time for school work as
consistently as you scheduled time for your other responsibilities. Create accountability to
yourself.
• He lp th e m, h e lp y ou. Communicate with your professors and make them aware of your
situation. Do not wait until the last minute to do so.
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What are some
test-taking tips?

Can other
students be
a resource?

What are
some
study
tips?

Can I challenge a grade
that doesn’t seem fair?

Academic Tips – Study/Test-Taking Tips
Study Tips:
• When to start? Start early! Everyone always says this, but try it. If you go to your TA’s office
hours or your professors office hours, you’ll find that you ask the questions you might worry
about the night before way earlier and can get tips of what to focus studying on. Ask your
professor or TA how other students have studied that have gotten good grades.
• Wh e re to g o? The best places to study are in the Natural Science Library in the Tower, the
Architecture Library, 6th floor of the Perry-Castaneda Library, the Presidential Lounge in the
Union, and space right across the ballroom in the Union with the comfy chairs, any random
classroom building that has empty classrooms available, and any empty room in the Union that is
not or will not be reserved for the time you want to study. The Flawn Academic Center has been
a good spot as well, but can be a little loud.
• T ip : If the book you need is in Reserves at the UT library, instead of going to
read in Reserves, check out the book an hour within the circulation desk’s
closing time, this way, the library will allow you to take the book home for
the night. However, the book must be returned promptly when the circulation
desk opens.
• Wh e re to av oid? Avoid studying on the 5th floor of the Perry Castaneda Library where talking is
permitted, Jester City Limits, the Malcolm X Lounge, at home or in your dorm, and on your bed.
Test-taking Tips:
• Disclaimer : these are tips that upper classmen have sworn by. Some of them
may be exactly what you nee d while others may seem weird. Take it or leave
it.
• Pre pare . The more prepared you are, the easier the exam will be. Have confidence.
• Go i n re v e rs e . Start from the end of the exam and work towards the beginning.
• Move forward. Do not second guess yourself. Utilize the process of elimination.
• Re lax. Do not stress if you end up being the last person completing the exam. A lot of people
tend to give up while taking the exam or rush through it, so do not assume they are doing better.
• As k. Ask the professor if you are confused on a question on the exam. The professors or TA’s
often provide clarity or hints on how to answer the question.
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What kind of
things should I
contact
professors/TA’s
about?

,
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How should I
contact my
teachers?

How should I talk
to other students in
my classes?

,

Academic Tips – Professor/TA Communication
When to communicate with your professors or TA’s:
• Sh are d inte re s t. If you feel that the class is geared towards the career you wish to pursue, then it
would be in your best interest to share interests with the professor of that particular class. It may
also help to get a strong letter of recommendation later.
• Increase understanding. Ask questions even if you already know the answer—ask again for
clarification. Do not overdo it, though. You want to develop relationships with them, but not
overload them.
• Th e re i s a pro bl e m . You can dispute grades. Stay on top of your grades by regularly checking
eGradebook and/or Blackboard. Prepare yourself with valid points and your reasons. Have solid
reasons for asking for points back, not just because you feel like you should have a better grade.
How to communicate with your professors or TA’s:
• Don’t de lay . Email is a great way to communicate. Don’t wait until the last day before an exam to
talk to a professor. Be straightforward and make it clear that you’re concerned about your grade in
that class.
• Be a sser t i ve. Know and be confident in your points. Talk to them like you’re comfortable with
them. Gauge whether they are approachable by how many available time slots they have for office
hours.
• Gi v e t h e m a c h anc e . Seemingly difficult professors tend to be nice in person and during office
hours. You never know unless you go try to talk to them.
• Go t o t h e ri g h t pe rs o n. Find out who exactly is grading you (professors or TA’s), they will be the
best source for what they are expecting from your work. When challenging a grade, don’t go to the
higher up first. Start with the person grading you; and if you feel like you have not been heard or are
treated unfairly, consider approaching an ombudsperson.
Communicating with other students:
• Study G roups work. Talk with other students after class to forming study groups. Start with those
who contribute to class discussion or who you see taking good notes.
• Keep ta lk ing. Discussions with other students or a study group contribute to overall preparation
for the class.
• In it to win it. Realize that college is like a game; the more you socialize, make
connections, and put effort into it, the more likely you are to succeed.
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What are
some good
tips for the
dorms or
roommates?

How can I
embrace my
ethnicity at UT if it
looks different
from what I’m
used to?

What are some tips for
making friends?

Social Tips
Dorm Life:
• Every freshman should stay in Jester.
• Do not get too attached to one group of people right away. Especially when you first start, people
are still adjusting, so be open to meeting new people.
• Be mindful of who you trust with sensitive information.
• Form and reinforce contract agreements.
• Jester dorm rooms are small which gives you all the more reason to be assertive. Communicate with
your roommate.
• Don’t live with close friends, especially if your lifestyles are very different.
Finding friendships and support:
• You tend to find friends randomly by living in dorms, participating in summer orientation, or even
through class, so try to get out there, even if you’re shy!
• There are ways to approach people. Have something to offer (something you may have in common
with other people).
Embracing ethnicity:
• Initially UT may be a culture shock. If you are from somewhere that is very different from UT, try
to prepare yourself for this mentally, and reach out to social support. There’s a support group at the
counseling center for students like you, or lean on your friends or family for support.
• Group projects are typically how you branch out. Be open to working with people you normally
might not work with.
• Open up; be open to different types of people. Sometimes, we are initially drawn away from people,
but that may not be the case once you’ve taken the time to talk to others and find common ground.
• Take a culture class. This can help you learn more about yourself, but also can introduce you to
others with similar backgrounds/interests.
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Any tips for
getting a
job?

Work Tips
Where to work:
• On Campus . Working on campus may be a good idea because the employers are typically more
aware that you are a student.
• Powe r in numbe rs . Work at places like the Union, Jester City Limits or where a lot of people are
employed so it will not be an issue for you to take off when needed. Gregory Gym is also a nice
place to work that is not too tiresome.
• Addre s s your ne e ds . The Library System is a great and quiet place to work, and the Classroom
Support departments for each college are great places to acquire great paying jobs that are early in
the day. Desk jobs are ideal because you can often bring books/notes to study.
• Start th e s e arch : Visit hirealonghorn.org for local job listings or go to bevonomics at OSFS.
Where not to work:
• Avoid working in retail, grocery stores, calling centers, or fast food chain restaurants which all make
you work several long and tiresome hours.
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What’s the best way
to make sure the
financial aid process
goes smoothly?

Financial Aid Tips
General Considerations:
• Cons ide r timing. The sooner, the better. Stay on top of deadlines and ask the OSFS questions.
Be assertive if need be and spend money wisely.
• Kn ow y ou r cou n selor s. The front desk personnel are not always aware of what you need.
Schedule appointments and know beforehand what you are going in to discuss by preparing and
bringing notes.
• Situations ch ange . If your situation qualifies as a “special circumstance” (e.g. a parent has been
laid off, your family has a large number of medical bills, etc.), then do not hesitate to fill out a
special circumstance form.
Grants and Scholarships:
• Kn ow y ou r cir cu msta n ces. If you are the child of a war veteran, have deceased parents, etc. you
may be eligible for money that others aren’t.
• You h ave to apply to ge t it. Apply for scholarships whether you think you are qualified or not
(sometimes you may be the only person applying!). And remember to keep applying every year
for scholarship opportunities.
• Make contacts. By joining organizations and groups, you become eligible for private
scholarships. If you are already involved in groups, look into whether or not they have any
existing scholarships/grants you can apply for.
• Keep the mon ey y ou get. Make sure you know the criteria for maintaining the scholarships: GPA
requirement and enrollment status (full-time).
• Look in your major. Your department will also have scholarships available for students in your
major. Most people tend to not apply, so apply whether you think you are qualified or not
because you might have a great chance.
• Study Abroad. If you want to study abroad or are planning to study abroad but are worried
about financing the trip, then consider applying for scholarships and grants. Visit
http://www.utexas.edu/student/abroad/ for more information on funding. (Also, you should
note that most people who apply for these scholarships receive them.)
,

,

,
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Anxiety-What is it?
How do I know if I
have it?
What do I do if I do
have it?

Mental Well-Being Tips – Anxiety,

,

,

What is it?
• Anxiety is an unpleasant feeling that can come along with feeling scared, uncomfortable, worried
or stressed. People can experience anxiety in many different ways.
• Anxiety is very common, and can be a good in small doses! When we’re anxious, it can motivate
us to study harder or get out of a situation that may be dangerous. It can become problematic
(but not unmanageable!) when it comes in larger doses.
• About 40 million Americans who are 18 or older have an anxiety disorder.
• Some ways that people experience anxiety are:
• Periods of time of uncomfortable physical feelings (e.g., dizziness, racing heartbeat,
tingling hands, chest pain)
• Repeated uncomfortable thoughts (e.g., germs, something bad happening to someone)
and/or behaviors that help reduce anxiety (e.g., hand washing, saying specific things to
keep something from happening)
• Experiencing or witnessing something traumatic and reliving it or being very affected by
it afterward
• Being very uncomfortable in social situations. Some people worry that others think
they’re dumb, or are judging how they look or how they do things
• Being very fearful of something specific (e.g., roaches, dogs, heights)
What do I do if I have it?
• Seek out help. Call to schedule an appointment or use your resources – handouts, phone
counseling, etc. (See pages 12-13 of your informal guide).
Do you get anxious during your tests? Here are some tips that may help you:
• Set a pace, watch the clock and skip around.
• Be early to the exam.
• Rest well the night before and have a good breakfast.
• Physically and mentally prepare yourself
• Sit in the front of the classroom so you are less likely to become distracted.
• Bring water, tissue, extra pencils, and a jacket (things you may need during the exam that may
affect your concentration)
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Depression-What is it?
How do I know if I
have it?
What do I do if I do
have it?

,

Mental Well-Being Tips – Depression and Other Stuff…+,
Depression: what is it?
• Anxiety is an unpleasant feeling that is experienced differently by people. Many people experience
sadness or feeling “blah” for long periods of time (usually more than 2 weeks)
• About 40 million Americans who are 18 or older have an anxiety disorder.
• Some ways that people experience depression are:
• Feeling sad, blue, or empty
• Feeling irritable
• Feeling excessive guilt or worthlessness
• Losing interest in things you used to enjoy
• Changes in sleep, appetite or concentration
What do I do if I’m depressed?
• Seek out help. Call to schedule an appointment or use your resources – handouts, phone
counseling, etc. (See pages 12-13 of your informal guide).

-Increasing ConfidenceOverall confidence (Ge t i t up)
• Have a sense of self.
• Set goals. Have short and long term goals. Constantly remind yourself of them.
• Do not get caught up in other people and activities.
Motivation (Keep it u p )
• Know that everyone will get discouraged and that college and life in general is going to be hard at
some points. Preparing yourself will make it easier to deal with, if it occurs.
• Do not dwell on grades. Do not catastrophize. There is always something you can do.
• Have someone to hold you accountable—someone to talk to you (e.g., a friend or relative who
you trust).
• Know who will nag you and who will encourage you.
• Be capable of motivating yourself.
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Continuing and Transfer students are typically qualified for some of the
following scholarships and grants:
•

OSFS Scholarships
•

•

First Generation Scholarship

•

Gates Millennium Scholarship

•

Alec Beck Endowed Scholarship

Texas Exes Scholarships
•

40 Acres Scholars Program

•

Scholarships from Academic Departments

•

With completion of FAFSA
•

Federal Pell Grant

•

ACG and SMART Grant

•

TEXAS Grant

•

UT Grant

Regularly reference the following websites:
Texasscholarships.org, fafsa.ed.gov, and finaid.utexas.edu
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