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Executive Summary

Organizational Background
	Nativity Prep Academy (NPA) is an independent, private middle school in San Diego, California, that serves first-generation, low-income (FGLI) students from 6th grade through college completion. Upon completion of NPA’s middle school program, NPA continues to support its students during high school and college through a Graduate Support Program (GSP).
FGLI students face numerous obstacles on the road to obtaining a college degree. These obstacles commonly include poorly resourced neighborhoods and schools, inequitable access to highly effective teachers and optimal learning environments, institutional structural practices that exacerbate feelings of isolation and racial underrepresentation, and post-secondary social norms that conflict with familial responsibilities (Baker et al., 2018; Engle & Tinto, 2008; Jaquette & Curs, 2015; Katz, 2020; Schwartz et al., 2017). These external obstacles have a negative and compounding effect on FGLI students’ self-efficacy related to attaining a college degree (Alivernini & Lucidi, 2011; Bandura, 1977; Bandura, 1997; Dinther et al., 2011). Self-efficacy is a person’s belief in their ability to succeed in a given situation, and studies have shown that self-efficacy has a direct impact on motivation and academic performance (Alivernini & Lucidi, 2011; Bandura, 1997; Dinther et al.). This capstone project takes up Bandura’s (1977) four main sources of influence on self-efficacy as a conceptual frame: mastery experiences, vicarious experiences, social persuasion, and emotional and physiological states.
NPA recognizes the barriers FGLI students face toward attaining a college degree and their GSP workshops strive to ameliorate these challenges by offering experiences that provide them with the support, skills, and knowledge needed to confidently persist toward their educational goals.

Area of Inquiry
Prior research illustrates that many of the successful supports provided to FGLI students to increase academic achievement are designed to increase students’ self-efficacy, sense of belonging, and social and cultural capital. I also found the most successful programs were those that provided students with a combination of mastery experiences, vicarious experiences, social persuasion, and support for emotional and/or physiological states (Cabrera et al., 2013; Capa‐Aydin et al., 2018; Dennis et al., 2005; Dinther et al., 2011; Dortch, 2018; Engle & Tinto, 2008; Nunez-Alvarez & Uekusa, 2012; Pitre & Pitre, 2009; Rodriguez et al., 2015; Sanchez, 2011; Whitmire, 2019).
Currently, Nativity Prep alumni in high school are offered weekly GSP workshops during the academic year and an enrichment program during the summer. The president of NPA and the director of NPA’s GSP would like to increase their students’ college graduation rates. They would also like to increase high school GSP attendance rates to at least 70% and ensure students perceive the workshops as relevant to their goal of college degree attainment.
The purpose of this capstone study was to understand the extent to which NPA’s GSP workshops have learning targets related to the four sources of self-efficacy in order to identify opportunities to expand support for student self-efficacy in the NPA GSPs. To understand these workshops holistically, I also gathered information that indicated current attendance trends, students’ experiences with the GSP workshops, and students’ perceptions of the value of these workshops in light of college degree attainment.	

Research Questions
The following research questions guided this study:
1) To what extent does NPA’s GSP offer workshops that are designed to increase students’ self-efficacy in attaining a college degree?
2) To what extent do NPA Graduate Support students attend GSP workshops?
3) To what extent do students perceive the workshops offered by NPA’s GSP as relevant to their goal of attaining a college degree?

Findings
Finding 1
NPA’s GSP workshop lesson plans focus primarily on providing mastery experiences to students that teach them skills related to academic content, standardized test-taking, organizational skills, and college application procedures. These workshops scaffold these processes for students and provide them with opportunities to practice. There is less apparent attention on some of the other sources of efficacy, especially supports related to emotional and physiological states.

Finding 2
Attendance rates between the period of September 2019 and July 2021 suggest some potentially important categorical differences between NPA students. Girls have a greater attendance rate than boys, and 9th graders have a greater attendance rate than the other grades. Moreover, student responses in interviews and open survey responses suggest that failure to attend GSP workshops is primarily related to life circumstances and not the students’ perceived value of the workshops.

Finding 3
Interviewees and respondents who previously attended the GSP workshops found the workshops and the NPA GSP staff helpful as they pursued a college degree and consistently pointed to specific workshop lessons that prepared them for academic challenges, guided them through the college application process, and provided them with a safe and supportive space where individual needs were addressed. One student noted,
I received all the help I can possibly think of. The staff were always ready with an
answer when I had a question. They were there giving me advice or just listening to how
my day went whether it was good or bad.

Finding 4
Interviewees and respondents who previously attended the GSP workshops had varying opinions about the value of the Career Presentation workshops that highlighted community members and their careers. Sixty percent of respondents referenced the Career Presentation workshops. Half of these respondents perceived these workshops to be valuable, while the other half did not find the workshops particularly helpful for achieving their goal of obtaining a college degree.

Finding 5
When asked to provide suggestions as to how the GSP could improve or what support students would have liked to have received, interviewees and survey respondents who previously attended the GSP workshops most commonly suggested better timing of the workshops, an increase in time available to students to meet with GSP staff members, and more workshops focused on mental health and physiological support.

Recommendations for NPA’s GSP Staff
Recommendation 1
Reflect upon each grade level’s GSP curriculum and conduct an inventory of other aspects of the program where students might be receiving support relating to their emotional and physiological states. By conducting this inventory, NPA’s GSP staff will be able to identify opportunities to expand support for student self-efficacy and address the stated needs of students that were identified in interviews, open-ended survey questions, and the academic literature.  This, in turn, could result in an increase in students’ overall self-efficacy, academic achievement, and college degree attainment.

Recommendation 2
Feature more than one perspective at each Career Presentation workshop and provide some limited planning support and a rough structure for the career presenters. This would ensure career presenters address shared questions and concerns and serve as positive role models to all students. Students would then be more likely to see those positive qualities in themselves and increase their self-efficacy.

Recommendation 3
Follow up with students who are absent from workshops via phone call, email, and/or postcard, and encourage them to attend the next workshop. Solicit support from caregivers to conceivably increase workshop attendance. Use a shared digital attendance tracker to facilitate the sharing, communicating, and analyzing of attendance data.

Recommendation 4
Use a digital platform to provide a single place for students to access and revisit content and workshop information, as necessary. This would allow for students who miss workshops to engage with the material and experience a modified version of the lesson. In turn, this could have a positive effect on students’ self-efficacy even if they could not be present for the in-person meeting.

Recommendation 5
Connect NPA alumni with an institutional agent at the high school or college the NPA alumni attend. If NPA’s GSP connects their alumni with institutional agents at their alumni’s respective high school or college, this could provide students with a greater sense of belonging and valuable social and cultural capital. Additionally, this could increase their self-efficacy as they strive toward attaining a college degree.


Introduction
	Nativity Prep Academy (NPA) is an independent, private middle school in San Diego, California, that serves first-generation, low-income (FGLI) students from 6th grade through college completion. Its mission is to provide a uniquely effective, integrated program of academic preparation, graduate support, and mutual long-term commitment that achieves nationally recognized excellence in terms of college graduation rates for our students. It is the only school in San Diego that offers full scholarships to each of its students for their 6th–8th middle school program. It is also the only school in San Diego that serves solely FGLI students. Upon completion of NPA’s middle school program, NPA continues to support its students during high school and college through a Graduate Support Program (GSP).
	According to the U.S. Census Bureau’s 2018 1-year American Community Survey (ACS), more than 110,000 children in San Diego live in families whose income is below the federal poverty threshold, and more than 250,000 children live in low-income families. In 2018, the federal poverty threshold was less than $12,784 for a single person and $25,701 for a family of four (Center on Policy Initiatives [CPI], 2020). Those in poverty live below 100% of the federal poverty threshold. Those below 125% of the federal poverty threshold are considered low-income (CPI, 2020). A disproportionate amount of people who are considered low-income or who live in poverty are Latinx, Black, or Native American. Twenty percent of Latinx children, 28% of Native American children, and 33% of Black children in San Diego live in poverty, compared to only 9% of White children.
College degree attainment can play a key role in helping individuals overcome poverty by providing upward social mobility and expanding career opportunities (Blackwell, 2014; Pitre & Pitre, 2009). However, low-income students of all ages, who are also largely first-generation students, face unique challenges that make it difficult for them to attain a college degree. Indeed, only 11–15% of FGLI students earn a college degree within 6 years from the start of a college degree program. This is significantly lower than the U.S. national average of 62% for all college students (Cahalan et al., 2018; Cahalan et al., 2020; Dortch, 2018; Engle & Tinto, 2008).
NPA’s main objective is to narrow the disparity in college graduation rates by providing its students with a high-quality middle school program and a subsequent GSP focused on college readiness. Currently, they seek to evaluate their GSP and aim to implement strategies to increase attendance at GSP workshops for its high school and college participants. Their goal is to maintain 70% or higher attendance rates at all GSP workshops across all grade levels. NPA’s GSP director and president observed that students with consistent attendance rates throughout NPA’s GSP were more likely to persist through college completion. This is consistent with previous case studies that have shown the positive correlation between participation in college support and/or transition programs and academic achievement (Cabrera et al., 2013; Nunez-Alvarez & Uekusa, 2012; Sanchez, 2011).
The purpose of this capstone study was to understand how students experience the GSP workshops, their perceptions of the value of these workshops as they strive toward college degree attainment, and the current student attendance trends in NPA’s GSP workshops. This analysis then enabled me to offer recommendations to NPA for greater workshop quality and attendance and, ultimately, increased student college completion rates.



Organizational Context
 NPA opened its middle school doors to its first cohort of 6th grade students in 2002 with the goal of breaking the cycle of generational poverty by providing FGLI students with a college preparatory middle school curriculum and subsequent graduate support through high school and college completion. In this context, and as defined by the NPA president, families living in generational poverty are those who have lived in poverty for at least two generations. Nativity Prep identifies students as low-income if they qualify for free or reduced lunch based on federal income guidelines. This threshold varies by family size. For example, a family of four in California would qualify for reduced lunch if their annual income was at or below $48,470 (California Department of Education, 2020). Nativity Prep identifies students as first-generation if they are part of the first generation in their family who will graduate from college (i.e., parents have not graduated from a four-year accredited university in the United States).
 NPA is the only tuition-free, independent private school in San Diego that serves solely FGLI students. The academy provides its students with an academically rigorous and highly supportive middle school program from grades 6–8 and a GSP for its alumni in high school and college. To date, NPA has served approximately 220 young men and women from 6th grade through college. According to the NPA president and GSP director, about 99% of these students identify as Latinx. The remainder of the student body identify as Asian or mixed race.
From 2002 to 2009, GSP lessons and workshops began the summer after a student’s 8th grade year and continued on a weekly basis during the academic year. Since 2009, NPA’s GSP also began offering a life skills class as a stand-alone course in its middle school curriculum. This class focuses on work habits, goal setting, the importance of obtaining a college degree, and information about the college experience. NPA alumni in high school are offered summer enrichment programs and weekly workshops focused on math and English language arts skills, self-efficacy, self-regulation skills, community building, goal setting, study skills, and college culture (Appendix A). A summer bridge program focused on college readiness and preparation is offered to students entering their first year in college. Additionally, Nativity Prep GSP staff aim to touch base with their college students at least once every other month via phone call or an in‑person meeting. 

Figure 1	
Nativity Prep Academy Student Journey
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NPA employs 24 professionals and welcomes approximately 50 volunteers to carry out its mission and purpose. In its latest strategic plan, Nativity Prep stated “our goal in the Graduate Support Program must be two-fold. First, we must continue to prepare our students to excel in and graduate from high school and college; and second, to also prepare our families to support a successful high school and college student. In the coming years, additional resources will be provided to ensure both the family and students are prepared when the student enters college.” Nativity Prep aims to evaluate its current practices in order to build upon its strengths, address areas for growth, increase attendance rates, and improve the overall GSP experience for students and their families to increase college completion rates.
Area of Inquiry
Since 2002, Nativity Prep has provided its students with an academically rigorous college preparatory 6th–8th middle school curriculum that includes a longer school day and a longer school year. According to the National Center for Education Statistics, the average school day in California is about 6.12 hours. Nativity Prep middle school students have a 9-hour school day. Alumni in high school are then offered college preparatory lessons and workshops through NPA’s GSP. NPA middle school alumni in college touch base with teachers from the GSP about every other month. According to NPA’s GSP director, elements of the GSP, workshop topics, and frequency of workshops fluctuated from 2002 to 2016. For the past four years, however, the curriculum presented in the GSP and number of meetings per academic year have remained consistent.
The problem NPA’s GSP director would like to address is the relatively low college completion rates of students and the inconsistent attendance rates at GSP workshops. The past eight cohorts of NPA students averaged a college completion rate (within 6 years of beginning a degree program) of 30%. While this completion rate is higher than the FGLI students’ national average of college completion rates (11%), Nativity Prep is striving to increase their students’ college completion rates to meet or exceed the rates of the general population of U.S. students (62%).
[bookmark: _Hlk87528967]Prior research suggests many of the successful supports provided to FGLI students to increase academic achievement aim to increase students’ self-efficacy, sense of belonging, and social and cultural capital (Cabrera et al., 2013; Capa‐Aydin et al., 2018; Dennis et al., 2005; Dinther et al., 2011; Dortch, 2018; Engle & Tinto, 2008; Nunez-Alvarez & Uekusa, 2012; Pitre & Pitre, 2009; Rodriguez et al., 2015; Sanchez, 2011; Whitmire, 2019). Self-efficacy is a person’s belief in their ability to succeed in a given situation (Bandura, 1977; Bandura, 1997), and studies have shown that self-efficacy has a direct impact on motivation and academic performance (Alivernini & Lucidi, 2011, Bandura, 1997; Dinther et al., 2011).
The purpose of this capstone study was to understand the extent to which NPA’s GSP workshops have learning targets related to self-efficacy in order to identify opportunities to expand support for student self-efficacy in the NPA GSPs. To understand these workshops holistically, I also gathered information that indicated current attendance trends, students’ experiences with the GSP workshops, and students’ perceptions of the value of these workshops in light of college degree attainment. NPA’s GSP staff puts forth a great deal of time, treasure, and talent to create programs for students, and they want to ensure those resources are being used in the most effective and efficient ways possible.
Literature Review
In what follows, I will outline findings from relevant research that define terms and explain concepts related to college completion rates of FGLI students. Next, I will describe what has been previously studied and researched regarding the unique challenges FGLI students face that impede their ability to attain a college degree. I will also describe what prior research has found with respect to supporting FGLI students to persist and attain a college degree. Rigor and methods of data collection, as well as analysis of prior studies, will be considered. Finally, knowledge acquired through this literature synthesis will be related to NPA’s GSP and its problem of practice.
Terminology
 The term “first-generation” possesses varying definitions across different studies and institutions. While some consider students as being first-generation if their biological parents did not complete a college degree (Cahalan et al., 2020; Dortch, 2018; Mehta et al., 2011) others define first-generation students as those who are the first in their families to attend college (Chen & Carroll, 2005). Still others identify students as being first-generation if their biological parents had no experience whatsoever in any type of education past high school (Choy, 2001; Martin Lohfink & Paulsen, 2005; Nuñez & Cuccaro-Alamin, 1998). Additionally, the definitions themselves leave room for interpretation and do not consider the influence of other caregivers, degrees earned in less than 4 years, whether biological parent(s) live in the same home as the student, post-secondary degrees earned outside of the United States, the influence of other family members, and what exactly constitutes “family” (Toutkoushian, et al., 2018). Consequently, findings from studies aimed to supplement the body of knowledge regarding first-generation students must be aggregated to reflect how first-generation students were classified.
A common finding in these studies, regardless of how “first-generation” is defined, is that first-generation students are disproportionately represented in disadvantaged racial, gender, and income groups (Martin Lohfink & Paulsen, 2005; Nunez-Alvarez & Uekusa, 2012; Pitre & Pitre, 2009; Whitmire, 2019). In a study using data from the Beginning Postsecondary Students Longitudinal Survey (Wine et al., 2002), researchers Mandy Martin Lohfink and Michael B. Paulsen (2005) observe that first-generation students
inhabit intersecting sites of oppression that uniquely position them within this broader on text of educational stratification. Moreover, being the first in one’s family to experience the culture of college and lacking the intergenerational benefits of information about college also make participation in college a particularly formidable task for first generation students. (p. 409)
The National Center for Education Statistics classifies low-income students as “those whose family income (is) below 125 percent of the federally established poverty level for their family size,” (Choy & Bobbitt, 2000, p. iii). Studies show that post-secondary education and college degree attainment can play a key role in breaking the poverty cycle (the phenomenon where poor families remain so for at least two generations) by providing upward social mobility and expanding career opportunities (Blackwell, 2014; Pitre & Pitre, 2009; Whitmire, 2019). Our nation has long recognized this and since 1964 made public efforts to offer financial support and student support services to our most disadvantaged students. In response to President Johnson’s “War on Poverty,” the Economic Opportunity Act of 1964 was signed. Upward Bound, Talent Search, and Student Support Services emerged from this act and became the first federal programs to support FGLI students. By the 1970s, these programs became collectively known as TRIO programs. Over the years, the number of TRIO programs have expanded to eight, serving hundreds of thousands of students each year (Dortch, 2018). In fiscal year 2020, the TRIO programs were funded over one billion dollars and served approximately 800,000 students (Trump, 2020).
These efforts have made a positive impact on expanding access to higher education for all students. In 1975, approximately 50% of students enrolled in college immediately after high school. Today, nearly 70% of students enroll in college upon high school graduation. Furthermore, gaps related to higher education enrollment across different races and socioeconomic status have narrowed (Ma et al., 2016). However, despite this improvement in access, significant inequities in college completion rates persist (McCarron & Inkelas, 2006; Mehta et al., 2011; Pitre & Pitre, 2009; Whitmire, 2019).
Inhibitors to College Degree Attainment
FGLI students earn college degrees at an average rate five times lower than students who have at least one parent with a college degree (Cahalan et al., 2018; Whitmire, 2019). Reasons for this disparity are numerous and varied. Not only do FGLI students lack the financial resources required of many higher education institutions, they also, research shows, tend to live in ill-equipped neighborhoods with primary schools (grades JK–5) and secondary schools (grades 6–12) lacking the funding necessary to appropriately serve and teach their students (Baker et al., 2018; Katz, 2020). These schools have inequitable access to highly-trained teachers and quality learning environments (Baker et al., 2018; Katz, 2020). In a study by Heewon Jang and Sean F. Reardon (2019), data from the Stanford Education Data Archive (SEDA) was analyzed between the years of 2008 to 2016. Test scores from students ranging from grade 3 to grade 8 revealed that students living in poverty scored several grade levels lower on state standardized math and reading tests than their more advantaged counterparts. Moreover, studies show that as school poverty concentration increases (the number of students living in poverty) students’ academic achievement decreases (Baker et al., 2018; Katz, 2020; Whitmire, 2019). As a result, a significant gap in math, reading, and writing skills exists between FGLI students and their continuing education counterparts. This gap begins in kindergarten and continues to grow over time (Pascarella et al., 2004; Potter & Morris, 2017; Whitmire, 2019).
Research indicates that the comparatively low academic achievement of FGLI students in the areas of math, reading comprehension, and writing contributes to FGLI students’ feelings of isolation, low academic-self-esteem, and high attrition rates in college (Chang et al., 2020; Pascarella et al., 2004; Whitmire, 2019). Some admissions practices within private and public colleges do very little to combat this, and in some ways, exacerbate the problem. A study led by researchers Ozan Jaquette and Bradley R. Curs (2015) used a sample of all U.S. public baccalaureate granting institutions and analyzed data between 2002 and 2013. They found public universities exhibited admission practices that favored wealthy, White students. As a result, these universities saw a significant decline in students from low-income minority groups, increasing racial underrepresentation and further isolating FGLI students.
Another challenge FGLI students must contend with is the dissonance between their familial/cultural values and the values typically normed in academic settings. Academic settings tend to favor students who have at least one parent with an accredited U.S. college degree and assume students have familiarity with college expectations and typical practices (e.g., utilizing professors’ office hours, participating in study groups, and navigating a course’s syllabus) (Martin Lohfink & Paulsen, 2005). In one study, researchers interviewed 71 first-generation college students and found several commonalities between respondents’ answers regarding the challenges they faced in college settings (Chang et al., 2020). Respondents generally noted their reluctance to use on-campus supports due to fear of burdening others, being judged in a negative way, or disappointing their families. These students also viewed faculty and staff who provide support as unapproachable. Further, interdependence was emphasized in these students’ families, and they expressed a feeling of responsibility to financially help their parents; a duty that often conflicted with their academic responsibilities (Chang et al., 2020). Studies also found that FGLI students’ communities perceived working a job out of high school to be more valuable than going to college (Ramirez et al., 2014; Rodriguez, et al., 2015). In another study of 998 college students, ages 18–25, researchers found that first-generation students from immigrant families spent more time fulfilling family obligations and responsibilities as opposed to their U.S.-born continuing education counterparts. This, in turn, detracted from their academic achievement (Tseng, 2004). These factors have a negative effect on FGLI students’ persistence in academic settings, and, ultimately, their college completion rates (Dinther et al., 2011; Mehta, et al., 2011). NPA administration and faculty recognize the effects these factors play in their students’ lives. NPA’s GSP strives to equip students and families with support and information that facilitate students’ educational goals.
 Research on the effects cultural and social capital have on college students’ academic achievement suggests that FGLI students are placed at a disadvantage because they do not have the benefit of inheriting certain social and cultural capital implicitly required in most higher education settings (Holt & Winter, 2018; McCarron & Inkelas, 2006; Stephens et al., 2014). Social capital is defined by Bourdieu (1986) as information, support, and resources accessible to individuals through relationships and membership in social networks. Studies have shown that unequal distribution of social capital as it relates to higher education contributes to the lower college completion rates of first-generation college students (Schwartz et al., 2017; Stanton-Salazar, 2011). FGLI students tend to lack on-campus connections and relationships with faculty, staff, and continuing-generation classmates due to familial responsibilities, employment, and lack of access to campus housing (Engle & Tinto, 2008; Schwartz et al., 2017). These types of relationships that weave students more tightly to a campus have been shown to be positively correlated to academic success as they provide students with the knowledge and support needed to appropriately select their major, secure internships, utilize college resources, and develop a sense of belonging (Choy, 2001; Covarrubias et al., 2020).
The challenges many FGLI students are faced with include poorly resourced neighborhoods and schools, inequitable access to highly effective teachers and optimal learning environments, institutional structural practices that exacerbate feelings of isolation and racial underrepresentation, and post-secondary academic norms that conflict with familial responsibilities (Baker et al., 2018; Engle & Tinto, 2008; Jaquette & Curs, 2015; Katz, 2020; Schwartz et al., 2017). While one of these challenges may require copious amounts of resiliency and determination to persist in attaining a college degree, FGLI students must contend with all of these challenges, and more. These external obstacles work together to decrease FGLI students’ self-efficacy (Alivernini & Lucidi, 2011; Bandura, 1977; Bandura, 1997; Dinther et al., 2011). As previously defined, self-efficacy is a person’s belief in their ability to succeed in a given situation, and studies have shown that self-efficacy has a direct impact on motivation and academic performance (Alivernini & Lucidi, 2011; Bandura, 1977; Bandura, 1997; Dinther et al., 2011). If students do not believe they are capable of persisting through college and attaining a college degree, their motivation to do so diminishes and vice versa (Alivernini & Lucidi, 2011; Bandura, 1977; Bandura, 1997; Dinther et al., 2011).
NPA recognizes the barriers FGLI students face toward attaining a college degree and their Graduate Support workshops strive to increase their self-efficacy by offering experiences that provide them with the support, skills, and knowledge needed to confidently persist toward their educational goals.
Small Steps Forward
While it seems that a major overhaul of nationwide funding structures and higher education institutional practices are the only ways our education system can quickly diminish the gap between college graduation rates between FGLI students and their counterparts, a variety of independent evaluations, case studies, and research have identified effective supports that address the unique challenges faced by FGLI students. Educational tutoring, peer mentoring, personal counseling, cultural enrichment activities, class registration support, parental engagement, and workshops tailored to address students’ needs have all had positive effects on FGLI high school and college students’ persistence toward college completion and degree attainment (Dortch, 2018; Engle & Tinto, 2008; Nunez-Alvarez & Uekusa, 2013; Sanchez, 2011; Whitmire, 2019).
Studies have shown that relationships with teachers and peers are especially valuable sources of social capital for high school and college students (Allensworth & Evans, 2016; Booker, 2004; Choy, 2001; Schwartz et al., 2017). Positive interactions with faculty and classmates inside and outside of the classroom contribute to student retention, higher GPAs, and general feelings of wellness (Schwartz et al., 2017). K–12 teachers and post-secondary professors tend to serve as institutional agents, especially for FGLI students. Institutional agents, as defined by Dr. Ricardo D. Stanton-Salazar (2011), are those who are in positions of authority that can promote access to opportunities, resources, and services.
Given that FGLI students may have scored lower than their more advantaged counterparts on standardized math, reading, and writing tests due to their experience in under-resourced, over-crowded schools, tutoring, specifically in the areas of math and English language arts, has been shown to assist FGLI students to keep pace with credit-bearing course expectations. Instead of requiring FGLI students to take remedial courses (non-credit-bearing courses students must complete before taking courses that count toward high school or college graduation), providing them with additional support can help them keep track with their peers. When successful, these additional supports can prevent cycles of failure in remedial courses that prevent students from advancing to credit-bearing courses (Larnell, 2016). Additionally, academic tutoring has been shown to increase FGLI students’ confidence and self-efficacy (Bandura, 1977 & 1997; Dortch, 2018; Engle & Tinto, 2008; Nunez-Alvarez & Uekusa, 2013; Sanchez, 2011; Whitmire, 2019).
Peer mentoring, personal counseling, and cultural enrichment activities have been shown to increase FGLI students’ sense of belonging in high school and college education settings, which, in turn, improves academic achievement (Booker, 2004; Nunez-Alvarez & Uekusa, 2013; Sanchez, 2011). Studies also show when students have meaningful relationships with their teachers and peers at school (also referred to as “relatedness”), FGLI students’ self-efficacy increases, which then increases their academic achievement (Close & Solberg, 2008).
Finally, given that FGLI students spend more time on familial obligations and responsibilities while going to school, their schedules can be difficult to organize. Assistance with registration and/or giving FGLI students priority registration have been shown to benefit FGLI students. Priority registration allows for FGLI students to choose classes that best fits their schedules (Choy & Bobbitt, 2000; Engle & Tinto, 2008; Sanchez, 2011). Parent-student conversations about academic achievement and goals have also been shown to have a positive effect on academic self-concepts, which are linked to higher grades. Thus, support services that include working with FGLI student caregivers have been shown to be effective in honoring students’ cultural values and improving students’ academic performance (Covarrubias et al., 2020; Pitre & Pitre, 2009; Potter & Morris, 2017).
 Although there are a variety of demonstrably successful approaches to support the academic goals of FGLI students, many FGLI students are underutilizing or hesitant to utilize such student support services (Chang et al., 2020, Rodriguez, et al., 2015). In recent studies, FGLI students reported a belief that utilization of such programs stigmatizes them as being less competent than their peers (Chang et al., 2020). Others report that they are not even aware of the support that exists, and still others perceive those who are providing the support to be unapproachable (Chang et al., 2020; Rodriguez et al., 2015). Finally, a number of FGLI students point to familial relations and cultural norms as barriers to seeking out and utilizing support services (Chang et al., 2020; National Academy of Sciences, National Academy of Engineering, and Institute of Medicine, 2011)
In light of the body of knowledge available regarding FGLI students and in consideration of the interventions and supports that have demonstrated to assist FGLI students in attaining a college degree, it is important to note the scope of influence NPA has on increasing the college graduation rates of their FGLI students. While Nativity Prep may have limited influence over education budgets or college institutions’ exclusive systematic practices, it does have considerable influence over their student’s self-efficacy. As such, to address Nativity Prep’s problem of practice, I investigated ways to increase students’ self-efficacy in this study.
Bandura (1977) posits there are four main sources of influence on self-efficacy: mastery experiences, vicarious experiences, social persuasion, and emotional and physiological states.
Mastery Experiences
Mastery experiences refer to an individual’s interpretation of past performance. When one successfully performs a new skill repeatedly, self-efficacy is increased. New skills are acquired through repeated practice. Positive experiences during practice can be achieved through scaffolding (Bandura, 1977). In a study published in the Journal of College Reading and Learning, academic tutoring, which included one-on-one tutoring, guided practice, and supplemental instruction, had a positive effect on students’ GPAs, course passing rates, and course completion rates (Hendriksen et al., 2005). The same held true when evaluating tutoring programs in other college settings (Holt & Winter, 2018; Nunez-Alvarez & Uekusa, 2012; Pitre & Pitre, 2009; Rodriguez et al., 2015; Sanchez, 2011). Researchers also found that helping students early on with the college application processes and course registration procedures through guided instruction and practice had a positive effect on students’ persistence in college (Holt & Winter, 2018; Nunez-Alvarez & Uekusa, 2012; Pitre & Pitre, 2009; Rodriguez et al., 2015; Sanchez, 2011).
Vicarious Experiences
Vicarious experiences refer to the observations of others successfully completing a task. When individuals observe positive role models, especially those they view as being similar to themselves, they too begin to believe that they could succeed in completing or performing similar tasks (Bandura, 1977). A growing body of evidence has shown that students, especially students of color, score higher on standardized tests when they have teachers and mentors of the same race (Egalite et al., 2015; Sawchuk, 2015). Researchers have also found that when students view others like themselves accomplishing certain tasks, these students’ self-efficacy to complete similar tasks increases (Capa‐Aydin et al., 2018).
Social Persuasion
Social persuasion refers to the extent to which an individual receives positive and helpful feedback while performing a complex task. Further, receiving genuine encouragement and support increases one’s self-efficacy (Bandura, 1977). In a study published in the Journal of College Student Development, researchers found that the presence of familial and peer support can serve as indicators of college success (Dennis et al., 2005).
Emotional and Physiological States
Bandura (1977) refers to a person’s emotional and physiological states as their emotional, physical, and psychological well-being. Knowing how to regulate one’s emotional and physiological states has an effect on one’s beliefs about their abilities. The possession of basic human needs, such as shelter, food, safety, and a sense of belonging, is linked to emotional health. When one feels emotionally and physically healthy, it is easier to increase self-efficacy (Bandura, 1977). Researchers Wendy Close and Scott Solberg found in their study of 427 low-income, inner-city youth that retention in school was predicted by the absence of physical and psychological distress (Close & Solber, 2008).
Conceptual Framework
The conceptual framework I will be using for this study is Bandura’s (1977, 1997) social cognitive theory, which considers how environmental and cognitive factors interact to influence human learning and behavior. This theory views learners as proactive, self-reflective beings that have agency over their thoughts and behaviors. Self-efficacy plays a key role in this framework, and Bandura posits that individuals with high levels of self-efficacy are more likely to participate in behaviors that facilitate learning and interact with external influences in a way that supports learning (1977, 1997). In educational settings, research shows that self-efficacy is positively correlated with students’ academic achievement, persistence in educational endeavors, and motivation to learn and perform (Dinther et al., 2011). Dinther, Dochy, and Segers (2011) reviewed 39 empirical studies regarding the role of students’ self-efficacy in education and found that educational programs do have the ability to increase students’ self-efficacy regarding academic achievement, especially if the programs are based on social cognitive theory. I will be focusing on understanding the different workshops Nativity Prep offers in its GSP for high school students and the extent to which these workshops have learning targets related to the four sources of self-efficacy. This will allow me to identify opportunities to expand support for student self-efficacy in the NPA GSP and, ultimately, increase the college graduation rates of its students. I will also gather information to help me understand attendance rates, students’ experiences in the GSP workshops, and students’ perceptions of the value of these workshops as they strive toward college degree attainment.


Figure 2
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Research Questions
The following research questions will guide this study:
1) To what extent does Nativity Prep Academy’s Graduate Support Program offer workshops that are designed to increase students’ self-efficacy in attaining a college degree?
2) To what extent do Nativity Prep Academy Graduate Support Students attend GSP workshops?
3) To what extent do students perceive the workshops offered by Nativity Prep Academy’s Graduate Support Program relevant to their goal of attaining a college degree?
Methodology
This study utilized a mixed-methods approach to answer the aforementioned research questions. Surveys with open-ended questions, interviews, observations, existing attendance records and lesson plan data, and relevant literature were used.
RQ1: To what extent does Nativity Prep Academy’s Graduate Support Program offer workshops that are designed to increase students’ self-efficacy in attaining a college degree?
RQ 1 Data Collection
To answer this question, I needed to compare what I discovered from the literature review with the lessons and workshops offered by NPA’s GSP. I also needed to verify the reliability of NPA’s GSP yearly curriculum plan and the extent to which students engage in lessons as expected. Therefore, I gathered data that helped me understand the lessons and workshops and the extent to which students were engaged during these lessons and workshops. This included interviews with the GSP director and teachers, a review of the GSP year-long curriculum plans and specific lesson plan materials, and four observations of high school GSP workshops. I also conducted a literature review that focused on FGLI students and supports that have shown to increase students’ self-efficacy as it relates to academic achievement, high school and college persistence, and attainment of a college degree.
I observed GSP workshops on four separate occasions. Two of these observations were done in person from 8 a.m. to noon on both days. During these observations, I took note of consistency between the planned topic and the facilitated topic to check the validity of the GSP’s lesson plans and calendering. I also took note of additional topics covered pertaining to students’ self-efficacy toward college completion, methods of facilitation, and time spent on activities. Finally, I counted the number of students engaged every 30 minutes. I counted students as “engaged” if they exhibited behaviors such as conversing with teachers or peers about the topic, looking at the speaker if instructions or information was being given, and engaging in written activity relevant to the lesson. I counted students as “disengaged'' if they exhibited behaviors such as having side-conversations with others not related to the topic, looking around the room or in a direction away from the speaker (if applicable), and looking at websites/materials not related to the topic. I counted students as “unknown” if it was unclear as to whether they were engaged or disengaged.
Two of my observations were of workshops conducted over Zoom from 6 to 7 p.m. Similar to the in-person workshops, I took note of consistency between the planned topic and the facilitated topic, additional topics covered pertaining to students’ self-efficacy toward college completion, methods of facilitation, and time spent on activities. I was unable to accurately observe if students were engaged because all of their cameras were off and their microphones were muted. I did observe and make note of students’ responses when they were directly called upon.
From about two weeks leading up to the first observation to two weeks after the fourth observation, I kept in weekly contact with the GSP director via email, phone calls, or Zoom meetings and kept notes of these interactions. I asked clarifying questions about the workshops I  observed and inquired about past and upcoming workshops I did not/would not have the chance to observe. I wanted to ensure that the year-long GSP curriculum lesson plans were actually carried out and presented to students. I also wanted to get a sense of whether GSP teachers added additional, unplanned content to workshops.
RQ 1 Data Analysis
	As I was conducting the literature review, I kept notes of common themes and noticed that the extant literature regarding FGLI students could be categorized into three main areas: findings related to the academic achievement and graduation rates of FGLI students in high school and college; inhibitors demonstrating a negative effect on FGLI students’ academic achievement and high school or college completion; and interventions demonstrating a positive effect on FGLI students’ academic achievement and high school or college completion (see Concept Map, Appendix E).
	I further separated inhibitors and interventions into categories. I identified interventions that had demonstrably improved FGLI students' academic achievement and noted they were specifically designed to increase students’ self-efficacy, sense of belonging, and social and cultural capital. I also found the most successful interventions were program that provided students with a combination of mastery experiences, vicarious experiences, social persuasion, and support for emotional and/or physiological states (Cabrera et al., 2013; Capa‐Aydin et al., 2018; Dennis et al., 2005; Dinther et al., 2011; Dortch, 2018; Engle & Tinto, 2008; Nunez-Alvarez & Uekusa, 2012; Pitre & Pitre, 2009; Rodriguez et al., 2015; Sanchez, 2011; Whitmire, 2019). Using Bandura’s theory of self-efficacy as it related to these interventions, I then analyzed NPA’s GSP lessons and workshops during the academic year and during the summer enrichment programs. I identified if these lessons aligned with one or more of the four sources of self-efficacy (Bandura, 1977) to help me understand the extent to which NPA’s GSP workshops have learning targets related to self-efficacy and to determine if NPA’s GSP provided students with a combination of experiences that address all four sources of self-efficacy.
	I categorized each workshop as providing one or more of the following: mastery experience, vicarious experience, social persuasion, or emotional and/or physiological support. If the learning target(s) of a workshop included teaching students new skills and providing them with support and scaffolding to master that skill, it was categorized as providing a "mastery experience.” If the learning target(s) of a workshop included examples of people who have succeeded in a particular endeavor (completing a certain assignment, getting accepted to college, interviewing for a job, working toward a certain career path), it was categorized as providing a “vicarious experience.” Workshops offering fellowship and community building were categorized as providing “social persuasion.” Workshops aimed to at providing emotional and social support, tips on maintaining physical health, or ways to secure financial assistance were categorized as providing “emotional and/or physiological support.” There were instances where a workshop was placed into more than one category. For example, an NPA alumnus talking to the students about navigating the first year of college and developing strategies to deal with these challenges could be categorized as providing both a “mastery experience” and “vicarious experience.” For the purposes of this project, I categorized each individual workshop as if it were a stand-alone experience, and I focused on each workshop’s primary learning objectives.
	According to the GSP director, GSP teachers, and the GSP curriculum calendar, 9th grade NPA GSP students have a total of 22 lessons during the academic year and eight community-building events; 10th and 11th grade NPA GSP students have a total of 24 lessons during the academic year and eight community-building events; and 12th grade NPA GSP students have a total of 27 workshops during the academic year and eight community-building events.
	In addition to the GSP workshops offered during the academic year, Nativity Prep students and alumni in all grades can participate in a mentoring program. As part of the program, adult members of the community are matched with a student in middle school and make a 1-hour per week commitment to meet with their student to play games, have conversations, and form a positive, meaningful relationship. Each mentor must go through a background check and receive training before being matched with a student. After middle school, mentors and students have the option of continuing their relationship, but it is no longer under the purview of NPA. Based on interviews with GSP teachers and students, these relationships provide social persuasion, and, at times, social and cultural capital as they work toward their educational goals.
	In order to maintain their NPA scholarships (for high schoolers, NPA provides tuition assistance/scholarships if a certain GPA is maintained), all Nativity Prep students and alumni are expected to participate in a summer enrichment program sponsored by Nativity Prep (Appendix D). High schoolers may opt to participate in an equivalent summer enrichment program at their high school. These summer workshops focus on math and English language arts skills, study skills, college and career information, college preparation, ACT and SAT preparation, and resume and personal statement building. These workshops aim to provide students with mastery experiences.
	During my four observations of the GSP workshops, I noted each workshop was facilitated as planned. Likewise, during my check-ins with the GSP director regarding workshops I had not had the opportunity to attend, the GSP director confirmed that all workshops were delivered as planned. This was significant because it demonstrated the likelihood of a workshop being implemented according to the GSP curricular calendar. I could confidently conclude that workshops planned were implemented. During the workshops over Zoom, teachers used Pear Deck lessons, videos, hyperlinks, Google slides, and screen sharing to engage students and deliver content. During in-person workshops, teachers used handouts, student journals, Google slides, videos, and guided group work to engage students and deliver content. During the in-person observations, I noted that on average 88% of the students were clearly engaged at any given time. This was significant because it indicated students engaged in workshops as expected and were generally attentive to lessons facilitated.
RQ2: To what extent do Nativity Prep Academy Graduate Support Students attend GSP workshops?
RQ2 Data Collection
To answer this research question, I needed NPA GSP past attendance records for each student in high school, college, and post college. According to the GSP director, attendance was taken by hand in years past and noted on a hard copy of each class’s roster. However, due to a recent campus relocation, the hard copies of these attendance records were not accessible. Attendance records from the following time periods were taken on a Google Sheet spreadsheet and made available to me:
· September 19, 2019, to January 16, 2020
· These records specified grade level and workshop only.
· September 17, 2020, to May 20, 2021
· These records specified student, grade level, and workshop.
·  Summer Enrichment workshop
· These records specified grade level only.
	I asked the NPA GSP director to provide her approximate assessment of attendance rates during the years where attendance records were not available. In my interviews with past alumni, I asked high school and college students to provide their recollection of their attendance at GSP workshops.
RQ2 Data Analysis
	Attendance records that showed attendance by grade level and workshop were available for the time period between September 19, 2019, to January 16, 2020. During this time period, workshops were held in person. The number of students by grade level and workshop was recorded. I compared the number of students present with the number of students in that grade level for each workshop and converted this ratio into a percentage that represented the attendance rate of that particular workshop. Then, for each grade level, I averaged the attendance rates across all of the workshops.
	Attendance records that showed each student’s attendance at each workshop were available for the time period between September 17, 2020, and May 20, 2021. During this time period, workshops were held via Zoom. For each student, I compared the number of workshops attended to the number of workshops offered and converted that ratio into a percentage that represented that particular student’s workshop attendance rate. Using these attendance rates, I calculated the average attendance rates by gender and by grade level.
	Attendance records for the 2-week high school 2021 summer enrichment program included the number of students attended per grade level. There was one value per grade level for the summer program. The GSP director stated that students in attendance were in attendance for the entire duration of the summer program. Attendance rates per grade level were calculated by comparing the number of students present with the number of students in their respective cohorts.
	When I interviewed the GSP director about past attendance rates, it was difficult for her to give approximate attendance rates. She did comment that the attendance rates in recent years have been higher than those in the past. The NPA alumni I interviewed and surveyed gave their recollections of their attendance rates in broad terms. Because I was unable to cross-check their accounts with corresponding attendance records, their answers did not contribute to the data I used to answer this research question.
RQ3: To what extent do students perceive the workshops offered by Nativity Prep Academy’s Graduate Support Program as relevant to their goal of attaining a college degree?
RQ3 Data Collection 
	To answer this research question, I needed to understand students’ educational goals, their perceptions about the GSP workshops, and whether they felt the GSP workshops were related to their stated educational goals. To gather this data, I used two surveys with open-ended questions and conducted 12 student interviews.
Data Collection: Survey 1:
The first survey (Appendix B) was sent at the end of February 2021 to all NativityMiguel Coalition middle school alumni across the country. NPA is one of the 49 member schools in this coalition. The NativityMiguel Coalition executive director in collaboration with a professor from Marquette University created the survey. From this survey, I was able to get an idea of how NativityMiguel middle school alumni in high school and college perceive the support received from their NativityMiguel school. I was also able to gain a sense of how alumni were experiencing COVID-19 and its impacts and how they were thinking about their current future.
I aggregated the raw data from NPA alumni with a focus on the questions and answers only pertaining to alumni experience with the GSP and their educational goals. Alumni in high school were given a slightly different set of questions from the alumni in college.
One of the questions in this survey (for both high school and college alumni) asked: How much would you say that your experience at your NativityMiguel middle school has helped prepare you for academic challenges you have faced (for example, your class, learning, grades)? Students answered on a scale of 1 to 5, with 1 being “not at all” and 5 being “very much.”
	Another question (for both high school and college alumni) asked: How would you rate the help you have received from your Graduate Support Staff from your NativityMiguel middle school? Students answered on a scale of 1 to 5, with 1 being “not helpful” and 5 being “extremely helpful.”
	Open-ended questions included the following:
· What support or help would you have liked to have had that you didn't receive from your Graduate Support Staff?
· Would you like to say more about any concerns or challenges you think you might face in going to college? (High School Respondents Only)
· What aspect of life during college has it been difficult to find resources about? (College Respondents Only)
· What support or help would you have liked to have had that you didn't receive from your Graduate Support Staff?
Data Collection: Interviews and Open-ended Survey 2
 The data I collected from Survey 1 yielded overly general and positive responses. Thus, I crafted interview questions (Appendix C) that would lead to information about specific workshops (both positive and negative) and specific qualities of those workshops. While some questions were not directly related to my research questions, they were important to build rapport with the interviewee and allowed for a more natural conversation to take place. I sent out an informational email to all 220 Nativity Prep alumni in college and in high school and received responses of interest from 15 alumni. I was able to schedule a time to interview 12 of them.
In an effort to increase my sample size, I sent out a final request to students asking them to fill out a survey that contained the same questions used in the interviews. I did not make this request to students who already responded to the first survey or who participated in an interview with me.
Data Analysis: Survey 1
	The first survey was sent to all 220 Nativity Prep alumni from the director of the NativityMiguel Coalition (of which Nativity Prep is a member) in collaboration with a professor from Marquette University. Of those 220 alumni, 44 individuals responded yielding a 20% response rate. Seventy percent of the respondents identified as female and 30% identified as male. Twenty-three percent of the respondents were in college and 77% were in high school.
[bookmark: _Hlk87860095][bookmark: _Hlk87860129]	For all Likert scale questions, an average of the responses was calculated by total respondents, by high school responses, and by college responses. Before analyzing the open responses of this survey, I created an initial set of codes which included the following: mastery experience, vicarious experience, social persuasion, and emotional/physiological support. I reviewed the responses multiple times, and I dedicated each review to matching responses with one of the aforementioned codes. I then coded it as “positive” or “negative” depending on the context of which the respondent mentioned the experience. For example, if a response was about a workshop on ways to deal with stress that the respondent did not find helpful, I would code it as “negative, emotional and/or physiological support.” Likewise, if an individual stated they found inspiration in listening to past alumni speak about their experience graduating from college and securing a professional career, I would code it as “positive, vicarious experience.” I also took analytic notes of what responses were referring to on a more granular level when available. For example, if a response was referring to a mastery experience, I noted, when possible, if the person was referring to math skills assistance, the college application process, time management, or essay writing.
For responses to the question “What support or help would you have liked to have had that you didn’t receive from your Graduate Support Staff?,” I first read the open responses to get an idea of what types of things were mentioned and wrote analytic memos of my observations. From there, I found common themes. These themes included reasons for missing workshops, suggestions to improve the GSP, motivators for attaining a college degree, and challenges/ worries related to attaining a college degree. I used this same procedure for the questions:
· Would you like to say more about any concerns or challenges you think you might face in going to college? (High School Respondents Only)
· What aspect of life during college has it been difficult to find resources about? (College Respondents Only).
Interviews and Survey 2: Data Analysis
Of the12 alumni I interviewed,
· 1 was a male college graduate
· 1 was a female senior in college
· 2 were male rising freshmen in college
· 3 were male rising seniors in high school
· 3 were female rising seniors in high school
· 1 was a male rising junior in high school
· 1 was a female rising sophomore in high school
All identified as Hispanic/Latino. Each interview lasted approximately 30 minutes, and I used Otter.ai to record and transcribe the interview. During my first pass of each transcript, I corrected errors in transcription and speaker assignments. During subsequent passes, I used the same deductive codes utilized when coding responses from Survey 1. I used inductive coding for the following questions:
· Think of a time you didn’t attend a GSP workshop. What was the reason you did not attend? Were there other reasons that you did not attend GSP workshops?
· If you could add/change/remove a workshop to the GSP that would have better helped you persist toward a college degree, what would it be?
· If you could add/change/remove a part of the entire GSP that would have better helped you persist toward a college degree, what would it be?
I first made analytic notes regarding the sentiment and/or main idea of an individual response, then grouped these notes into common themes.
Upon completion of the interviews, I attended two days of NPA’s GSP summer enrichment program. In an effort to increase my sample size, I sent out a final email request to students asking them to fill out a survey containing the same questions used in the interviews. This request was not made to students who already responded to the first survey or who participated in an interview with me. Sixty-five students were emailed the survey and 15 of them responded, yielding a 23% response rate. Of those respondents, 10 identified as female and five identified as male. I analyzed this data deductively and inductively using the same strategies utilized when analyzing the interview transcripts.
Findings
Finding 1
NPA’s GSP workshop lesson plans focus primarily on providing mastery experiences to students with less apparent attention on some of the other sources of efficacy. The following tables demonstrate my source of efficacy analysis of each workshop (by grade) offered during the academic year and the main source(s) of self-efficacy each workshop lesson plan addresses.


9th Grade GSP Workshops During the Academic Year
Table 1
9th Grade GSP Workshops During the Academic Year 

	Source of efficacy 
	Frequency
	Total

	Mastery experience
	XXXXXXXXX
	9

	Vicarious experience
	XXXXXXXXX
	9

	Social persuasion
	XXXXXXXX
	8

	Emotional and physiological support
	XXXX
	4




10th and 11th Grade GSP Workshops During the Academic Year
Table 2
10th and 11th Grade GSP Workshops During the Academic Year 

	Source of efficacy 
	Frequency
	Total

	Mastery experience
	XXXXXXXXXXXXXXXXX
	17

	Vicarious experience
	XXXXXXXXXX
	10

	Social persuasion
	XXXXXXXX
	8

	Emotional and physiological support
	XXXXXXXXX
	9




12th Grade GSP Workshops During the Academic Year
The 27 workshops in this grade level focused on the college application process, SAT and/or ACT preparation, financial aid applications, grant applications, and scholarship applications. Because these workshops scaffolded the processes noted above, I categorize all of them as providing a “mastery experience.” The GSP staff instructed students how to perform complex tasks and ensured each student was ultimately successful at completing each one. These lessons provided students with opportunities to practice and succeed, allowing them to feel more competent and confident when completing the next similar task.
Workshops with lesson plans that addressed applications for financial support were also categorized as “emotional and physiological support.” About 91% of students surveyed and interviewed commented on the stress and worry they felt while pursuing a college degree stemmed from a lack of financial resources. Providing students with opportunities to secure financial resources helped to alleviate some of that stress.
Finally, as stated earlier, 12th graders were invited to eight community-building events, which would fall under the “social persuasion” category. During these events, students are surrounded by community members encouraging them to persist, applauding them for their work so far, and expressing their belief in each student’s success.

Table 3
12th Grade GSP Workshops During the Academic Year

	Source of efficacy 
	Frequency
	Total

	Mastery experience
	XXXXXXXXXXXXXXXXXXXXXXXXXXX
	27

	Vicarious experience
	
	0

	Social persuasion
	XXXXXXXX
	8

	Emotional and physiological support
	XXXX
	4



	
Given students complete all four years of the high school GSP, they will have participated in workshops with lesson plans that specifically address all four sources of self-efficacy. However, as shown in the table above, seniors do not receive any workshops with lesson plans that focus solely on providing them with vicarious experiences and few that offer emotional and physiological support. While past lessons and prior relationships may continue to provide these sources of self-efficacy for seniors, I noted an absence of workshops with learning goals specifically designed to provide students with vicarious experiences and emotional and physiological support.
	Further, as evidenced by the tables above, NPA’s GSP workshop lesson plans focus primarily on providing mastery experiences for its students to improve their academic skills and expose them to the social and cultural capital of the college experience (Stephens et al., 2014). This is similar to many GSPs offered through high schools, colleges, and universities that
are often founded on the assumption that first-generation students lack the financial
resources (e.g., money for books) or academic skills (e.g., extra preparatory coursework)
that they need to be successful. For example, the standard approach of many institutions
is to offer “bridge” programs that teach students general academic tips and strategies,
such as how to study for exams or choose a major. (Stephens et al., pp. 943–944)
GSPs, like the types Stephens, Hamedani, and Destin describe above, can be an example of what Valencia and Phillips (1997) referred to as “deficit thinking” (p. 2). Deficit thinking is the notion that students who do not succeed in school possess some sort of internal deficit, whether it be motivational, cognitive, or emotional, that causes them to underachieve. Additionally, deficit thinking is often used when discussing the low academic achievement of low-income students and/or students from minority ethnic backgrounds (Valencia & Phillips, 1997). While financial resources and academic skills are important, they do not guarantee academic success for FGLI students (Stephens et al., 2014), and some such programs fail to account for systemic inequities that contribute to FGLI student failure (Stephens et al., 2014; Valencia & Phillips, 1997). Studies show that FGLI students also need psychological resources, which help them believe people with backgrounds like theirs deserve to attend and succeed in college (Stephens et al., 2014). NPA’s GSP offers workshop lessons that provide vicarious experiences for students; that is, they provide workshops where students are exposed to people with backgrounds like theirs who have succeeded in school and in their professional careers. However, these workshops generally center around the message that people with backgrounds similar to theirs can succeed in higher education. NPA GSP workshops centered around maintaining healthy emotional and physiological states usually address mental health and stress, but they currently do not have workshops that are designed to help FGLI students understand the importance of their particular backgrounds and the significance of their experiences, especially in the context of higher education. Not only can they achieve academic success, but they also deserve to achieve it. While mastery experiences are an important part in helping FGLI students attain a college degree, providing them with the psychological support to feel valued and deserving in higher education settings is just as important (Stephens et al., 2014).
Finding 2
Attendance rates between the period of September 2019 and July 2021 suggest some potentially important categorical differences between NPA students. Moreover, student responses in interviews and open surveys suggest that failure to attend GSP workshops is primarily related to life circumstances and not the students’ perceived value of the workshops.
When aggregated by gender, girls had a greater attendance rate than boys during the time period between September 2020 and May 2021. Throughout all three time periods analyzed (September 19, 2019, to January 16, 2020; September 17, 2020, to May 20, 2021; Summer Program July 6 to 16, 2021) 9th graders had a higher rate of attendance than the other grade levels.





Average in-person workshop attendance rates by grade level for the period between September 19, 2019, to January 16, 2020, were as follows:

Figure 3
GSP Attendance Rates by Grade Level
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Average online workshop attendance rates by gender and grade level time period between September 17, 2020, to May 20, 2021, were as follows:

Figure 4
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Average in-person 2021 Summer Enrichment Program attendance rate by grade level were as follows:

Figure 5
2021 Summer Enrichment Attendance Rates
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	Average attendance rates by grade level and time periods were as follows:
Figure 6
Attendance Rates by Time Periods (Years)
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In interviews and open survey responses, a majority of responses by both male and female students cited “medical appointments” and “family responsibilities” as the main reasons for missing GSP workshops. Moreover, students seemed compelled to comment on the importance of the workshops and explain they would only miss a workshop if it was absolutely necessary. One female 12th grader stated, “I’ve missed, not for like, ‘I don’t want to go,’ ... or like, I’ll forget about it or it’ll slip my mind. ... It’s just like reasons like I had a doctor’s appointment, or something important. It wasn’t anything like I didn’t want to go.” Her tone was a bit apologetic, and I assured her that there would be no judgment attached to her answer. Many other students commented in the same way, giving their reason but also explaining they would only miss when absolutely necessary.
Forty-six females and 25 males participated in the open response surveys or interviews. However, although there were nearly twice as many females than males in the total sample size, a majority of responses I coded as “Reasons for missing GSP Workshops” were made by males. Out of 17 excerpts related to this code, 10 of them were made by males. Of these reasons, missing a workshop due to sports was the most common. One student not only mentioned how the timing of the workshops conflicted with his sports schedule, but he also recognized how it conflicted with his NPA classmates’ sports and extracurricular activity schedules. He noted,
For me, I missed a workshop usually because of sports. ... And because the workshops are in the afternoon, the people that don’t do sports can go. That just made it difficult for me, because there are a lot of people that graduate from Nativity Prep and they solely choose to focus on academics and college. And I mean, that’s all fine, but there’s also some people like me, where they want to do sports and other extracurriculars. So, the afternoon meetings made it a little difficult for people.
Further in our conversation, he mentioned the importance sports played in his life, especially in the development of his work ethic, character, collaboration skills, and leadership skills. It was hard for him to “choose” between a workshop or a team practice and alluded to the fact that he wished he could do both.
Twelve 9th graders, thirteen 10th graders, seventeen 11th graders, eleven 12th graders, seventeen college students, and one college graduate participated in the open response surveys or interviews. I coded excerpts related to scaffolding, teaching, and practicing new skills (whether these skills were academic, social, or emotional in nature) as “mastery experiences” because students were tasked to take on new challenges and, with the help of GSP staff, experienced success in completing them. When these excerpts were spoken or written by the participant in a way that conveyed value to the participant, I coded them as “positive.” In total, there were 140 excerpts coded as “positive mastery experiences.” A majority of these “positive mastery experience” excerpts were made by 9th grade students and pertained to support and lessons given regarding study skills, time management, meeting new people and transitioning into new situations.
	Of these time periods, the summer enrichment program yielded the highest attendance rates for all high school grade levels. There are at least two possible explanations for this relatively high summer attendance. Unlike the other periods, the summer enrichment program occurred during a time when most students did not have competing school responsibilities as it did not overlap with the typical academic school year calendar. Additionally, a Nativity Prep alumnus, “Joe,” who recently graduated from college, was home for the summer and was hired to assist in the implementation, logistic planning of the summer enrichment program. One of his main duties was to take attendance every day at the start of each session, call students who were not present, and invite those absent students to come in for the day. There were four students who were called at the beginning of the week and reminded of the summer program due to his call; they came to the day’s activities as a result. Several others communicated they had obligations during part of the day and were not sure whether they could come to part of the day’s workshops. Joe assured them the GSP staff would love to have them, even if it was just for part of the day.
	Based on the attendance records provided by the staff, the 2021 Summer Enrichment Program met the 70% threshold the Nativity Prep GSP identified as their target minimum attendance rate. At present, the attendance rates during the regular academic year do not meet this threshold.
Finding 3
Interviewees and respondents who previously attended the GSP workshops found the workshops and the NPA GSP staff helpful as they pursued a college degree and consistently pointed to lessons from specific workshops that prepared them for academic challenges, guided them through the college application process, and provided them with a safe and supportive space where individual needs were addressed. The workshop lesson plans the students referred to aligned with the analytic codes of providing mastery experiences and social persuasion.
Preparing Students for Academic Challenges
A major theme that emerged from students in interviews and in open-ended responses to survey questions was their appreciation for the study skills the GSP taught them and the content skills the GSP supported them with. Many students noted the increase in academic rigor from middle to high school and, again, from high school to college. Students found value in workshops focused on time management and learning strategies. One student commented on the suggestions a GSP teacher provided to prepare an effective work environment and stay focused when studying at home. These suggestions included sitting at a desk (instead of lying on a couch or bed), washing your face, and ensuring your workspace is well lit. This student also mentioned how her GSP instructor taught her the importance of reaching out to connect with teachers:
He reminded me that it’s important to open up to my teachers, to not be embarrassed to
ask for help, even if there’s a lot of people. They want to help me. That encouraged me
to not be so shy or to think, ‘Oh, I’m bothering them.’ Like it’s important to ask so that I
can learn better.
The GSP workshops also gave students the opportunity to practice and develop content skills in the areas of English language arts and math. Students appreciated the guidance they received in developing well-crafted essays and the opportunities they were given to practice this skill. This helped both in their English classes and when developing their college essays. In terms of math, one student commented how the math support she was given through NPA’s GSP helped her to stay “ahead in Algebra 1.” She also stated, “They helped me feel confident in math.”
Guiding Students Through the College Application Process
 Another major theme that emerged from interviews and open-ended responses to surveys was that students valued workshops dedicated to learning about and being guided through the application process of different independent high schools, colleges, internships, professional opportunities, scholarships and financial aid. Many students commented that without the help of NPA’s GSP, they would not even know how to begin the college application process. One student stated,
I couldn’t ask my mom or anybody about applying to college. We didn’t know where to
look or what we needed, so having Ms. Alvarez was just, it was just so helpful. She
helped us with everything, and I would call her and my mom would call her. She was
always there for us.
Another student said,
As a first-generation student, all of the college information and application process is
new to my family. The GSP gives every student the individual attention they need and are there to lead the family on every step of the way.
Many other students remarked how during the college application process, GSP teachers opened students’ eyes to schools, opportunities, and careers they were not aware of. Students appreciated how the GSP staff worked with them to discover their individual strengths and skills so they could choose schools, opportunities, and jobs that would be a good fit for them. One student remarked, “They teach us things so that we can choose something we want to do, not something we have to do.”
As evidenced by students’ remarks, these workshops provided mastery experiences for students that increased students’ confidence and self-efficacy regarding their ability to persist toward and attain a college degree.
Providing Students with a Safe, Encouraging, and Supportive Space
A third theme that emerged from interviews and surveys was how appreciative students were of the safe and supportive environment created and nurtured by the GSP staff during workshops. Almost every interviewee referred to the GSP staff as “family” and a common remark by students was staff was always available for support. One college student commented,
“Honestly, I received all the help I needed from them. Great program, amazing staff, invested in us. Truly there isn’t anything that the NPA family wouldn’t do for me.” Similarly, another student declared,
I feel like it’s important, the aspect of how close we all are. All the kids get really close
from middle school and the workshops. And the teachers with the kids will get really
close. ... For me, Mrs. Alvarez, all my teachers, they’ve always been like family to me.
They have always been there when I needed them or there when I needed help.
	GSP staff provided a source of social persuasion to their students. Based on student remarks, the encouragement and accessible support NPA’s GSP provided students likely had a positive effect on their self-efficacy regarding college persistence and degree attainment.
Finding 4
	Interviewees and respondents who previously attended the GSP workshops had varying opinions about the value of the workshops that highlighted community members and their careers. Sixty percent of respondents referenced the Career Presentation workshops. Half of these respondents perceived these workshops to be valuable while the other half did not find the workshops particularly helpful for achieving their goal of obtaining a college degree.
Nativity Prep’s GSP workshops included several presentations from community members describing their career path. These workshops are referred to by NPA’s GSP as “Career Presentations.” I coded these workshops as “vicarious experiences” as they provided students with examples of people with backgrounds similar to theirs who succeeded in attaining a college degree and obtaining a professional career. According to Bandura (1977, 1997), when one observes others who are similar to them achieve success, it raises the observer’s belief that they too have the capabilities to achieve similar success. One college student, who found these presentations to be helpful, stated:
I remember they bring in people who had certain jobs like occupations, and they’ll give presentations. … And basically, there’s a period of time where they’re just trying to get us more aware of different jobs that we could do. So yes, that was really interesting, even though some jobs didn’t necessarily interest me, it was really interesting seeing the process in which every single person kind of took in order to become what they are now.
This particular student had a wide range of interests and had not yet settled on a major or career trajectory at the time of the interview. For this student, learning more about the granular details of a job and the path it takes to get there helped with narrowing down choices.
 Others commented they had a hard time finding the relevance in some of the community member career presentations, especially if they knew they would not be interested in pursuing a similar career. Several students felt the same way as this student when he noted:
There were definitely some workshops I was not interested in. So, like, let’s say there was a job career that came in, and I was like, ‘No, I have no plans to go into that field at all,’ I was not completely locked on those. I wasn’t interested.
This student went on to explain that he would have preferred to spend his time working on scholarship applications or financial aid, something more “practical” to his situation.
Finding 5
	When asked to provide suggestions as to how the GSP could improve or what support students would have liked to have received, interviewees and survey respondents who previously attended the GSP workshops most commonly suggested better timing of the workshops, an increase in time available to students to meet with GSP staff members, and more workshops focused on mental health and physiological support.
Timing of Workshops
	Several students commented that certain workshops may have been helpful for some, but not for them, because the workshop dealt with a subject that was “too far away.” One student stated, “[A workshop] that wasn’t helpful was like this topic about housing. How do I get an apartment and stuff. Like that just seems too far away.” This 9th grade student was having a challenging time managing his academic workload with his extracurricular activities. He explained that he needed to focus on his responsibilities now before “worrying about years into the future.” On that same note, another student commented,
Well, there’s some workshops that like, don’t like give you the answer that you
want at the moment but it could help with other people if they have those kinds of questions. So, like taxes, that didn’t really help me because I don’t understand them yet, like I don’t need to be worrying about that yet, but like to other people it might have been helpful.
On the other end of the spectrum, students commented on workshops that dealt with topics they no longer needed. For example, one student remarked, “I remember we were still talking about transitions, and we were already, like, well into the school year so at that time it didn’t feel helpful really. Like we were all already established in our schools.” This student went on to explain that this workshop would have been more helpful at the beginning of the school year or before the school year was to start.
Time with GSP Staff
	Another common suggestion students gave to improve the GSP was to have more opportunities to meet with the GSP staff one-one-one and/or during additional workshops. One student recalled the gaps in workshops between Thanksgiving and New Year’s Eve:
There would be times where we have a large gap in between meetings because of let’s say, holidays, like Thanksgiving and Christmas and stuff, and we wouldn’t see each other for this extended period of time and no work would get done. So, if they added a mandatory one-on-one time with each student, I know, it’d be hard, but maybe 30 minutes, just to check in. Yeah, I think that would greatly help everyone to stay on track. Especially during those big gaps.
	This student went on to explain that the long breaks were difficult for him because sometimes he would have questions, but he did not want to disturb anyone during their holiday break. Another student commented that she would have liked more frequent workshops because she recognized she needed more time to process lessons and complete tasks. She explained, 
I feel like I’d add at least another day. So, like maybe meeting twice a week. Just because I feel like it’d be a little bit more helpful. And it’ll help us a little bit more faster to like, moving on. So yeah, I think just adding another workshop.
Support with Emotional and Physiological States
	A third theme that emerged from students’ responses regarding ways to improve the GSP was having more workshops that centered around mental health and resources for physiological support. Several students commented on the difficulties associated with modern teenage life and the pressures they feel from all aspects of their life. Students also commented on the difficulties of living through a worldwide pandemic. One student said,
	I feel like right now, we need more information and help with like a teenager’s mentality,
like their emotions, just because I feel like we’ve all been through so much now … with the pandemic especially. And all we’re focused on is school, school, school. So yeah, like school is important, but also the way a teenager might feel right now is important. Having a lot of school pressures and family pressures and how do we deal with it all.
Similarly, another student stated,
I’d like more workshops or just talking to us about our mental health because I feel that those are things high school students really want to know about especially since a lot of us are going through anxiety and depression. Having talks about those kinds of things would be great. Giving us advice to deal with those things. A lot of us are going through that with all the homework and late nights, but we just don’t know what to do to make it go away somehow.
	Another student commented on the financial struggles their family was going through, and how these struggles intensified due to the pandemic. This student, along with several others stated, “Maybe just sharing available resources around town for families in general, like other places to find food and donations, and maybe even affordable housing, outside of Nativity.” This student went on to explain that Nativity Prep does so much for all of its students and families, but there was only so much they could do in providing basic resources for everyone if they were struggling to make ends meet.
Limitations
One of the limitations with utilizing my findings is all of the students who participated in either the surveys or interviews, with the exception of two, self-reported to have consistently high GSP attendance rates. Thus, reasons for missing workshops and perceptions of the workshops may be different for this demographic of NPA alumni than they are for NPA alumni with consistently low attendance rates. During interviews, I asked students if they could share any insights with me regarding classmates who may have had lower attendance rates than themselves.
Another limitation to my findings is that all NPA GSP students who participated in this study receive some sort of financial, academic, and/or emotional support from NPA’s GSP. Thus, these students may have felt an obligation to share mostly positive things about the GSP to avoid portraying themselves as ungrateful. All respondents at one point during their interview or in their open responses communicated how appreciative they are of NPA’s GSP and the support they provide. In an effort to address this potential limitation, I explicitly prompted students to share critical feedback and assured them NPA’s GSP staff wanted this information in order to improve and better serve its students.
A third limitation included categorizing the various workshop lesson plans in ways that may or may not represent the actual enactment of the workshop. It is possible that more is accomplished than providing students with mastery experiences, vicarious experiences, social persuasion, and emotional and physiological support. In an effort to address this limitation, I attended four workshops and compared the aims and procedures of the workshop to what I observed. In each case I found the aims and intended procedures well aligned with the actual workshop activities.
Recommendations
	The most successful FGLI student pre-college interventions are programs with supports providing students with a combination of mastery experiences, vicarious experiences, social persuasion, and support with emotional and/or physiological states (Cabrera et al., 2013; Capa‐Aydin et al., 2018; Rodriguez et al., 2015; Sanchez, 2011; Whitmire, 2019). These interventions recognize the important role self-efficacy plays in academic settings, and they design supports to help motivate students to learn, persist, and achieve.
Recommendation 1
In my analysis of NPA’s GSP workshop lesson plans, I found NPA’s GSP workshop lesson plans focused primarily on providing mastery experiences to students with less apparent attention on some of the other sources of efficacy such as emotional and physiological states support.
My first recommendation, therefore, is for NPA’s GSP staff to reflect upon each grade level’s GSP curriculum and conduct an inventory of other aspects of the program where students might be receiving support in regard to their emotional and physiological states. This source of self-efficacy is currently the most underrepresented in the planning materials. It would also allow the staff to identify areas where they could intentionally incorporate lessons that affirm students’ unique skills, knowledge, and experiences.  By conducting this inventory, NPA’s GSP staff will be able to identify opportunities to expand support for student self-efficacy and address the stated needs of students identified in interviews, open-ended survey questions, and previous research. This, in turn, could result in an increase in students’ overall self-efficacy, academic achievement, and college degree attainment.
As stated previously in my findings, students frequently commented on their desire to receive support in maintaining mental health and managing stress and anxiety. Also, while students did find value in the numerous workshops with lessons plans focused on providing them with new skills and opportunities to practice those skills, many students shared the same sentiment as this student:
Having a checkup about how we are doing instead of just taking in information each week would be helpful. With everything going on in the world sometimes it’s nice to take a break and just focus on oneself for a little. Having that support from them would really help me learn as a person and as a student.
Thus, strategically embedding mental and physical health support and strategies within the GSP curriculum could help contribute to students’ well-being and self-efficacy as it relates to students’ educational goals (Bandura, 1977; Bandura, 1997; Dinther et al., 2011). One way this could be accomplished is by incorporating routines in all workshop meetings that build community, promote emotional safety, and affirm student identities. For example, GSP staff can begin each workshop with a sequential circle, often identified as a “restorative circle” (Wachtel, 2016), where students respond to a question posed by the facilitator. Each student is then given a chance to speak without interruption before the next student shares. Sequential circle norms include one person speaking at a time, moving the opportunity to speak in one direction, waiting to speak until it is your turn, and refraining from interrupting (Wachtel, 2016). Additional norms could be collaboratively added by students. This simple practice has been shown to be a proactive way of managing strong emotions, nurturing a sense of belonging, and problem solving (Kehoe et al., 2018).
Another way this could be accomplished is by providing students with lessons on mindfulness and active listening and allowing time for students to practice these strategies during workshop meetings. Lessons and San Diego resources that promote physical health, the importance of sleep, and a healthy diet could also be shared. Websites such as casel.org (Collaborative for Academic, Social, and Emotional Learning) and safespace.org have articles, videos, and tips for educators and teens to maintain their social, emotional, and physical health.
Recommendation 2
My second recommendation is for Nativity Prep’s GSP to feature more than one perspective at each Career Presentation workshop and to provide some limited planning support and a rough structure for the career presenters. This would ensure career presenters address shared questions and concerns and serve as positive role models to all students. Students would then be more likely to see those positive qualities in themselves and increase their self-efficacy.
As it currently stands, each Career Presentation workshop features one community member. The purpose of these presentations is for students to see community members with backgrounds similar to theirs who have succeeded in obtaining a college degree and to expose students to different career paths. However, as stated in my findings, students had varying opinions about the value of the Career Presentation workshops. A significant number of respondents commented they had a hard time finding the relevance in some of the career presentations, especially if they knew they would not be interested in pursuing a similar career.
Therefore, by featuring several community members per Career Presentation workshop, two things could be accomplished.  One, this would free up spots in the regular curriculum which could then be used for lessons regarding mental health and emotional/physiological support strategies, both of which students suggested.  These available spots could also be used to affirm students’ unique experiences, helping them realize that their perspectives are valued and needed in higher education. Secondly, students would be able to hear from more than one profession in one workshop, which could potentially appeal to a greater audience. An outline for these presentations that included how each presenter identified their educational and career interests, their goal setting strategies, and the resources and approaches used to achieve their goals could be helpful in ensuring the presenter focuses on points relevant to all students, regardless of their interests and career plans. For example, while students may not necessarily be interested in pursuing the same profession as a given presenter, they could still learn from the presenter’s experience as someone who completed a college degree, decided upon a particular career path, searched for job opportunities, interviewed with potential employers, and learned how to become an effective employee in their place of work.
Recommendation 3
	My third recommendation is for NPA’s GSP to use an attendance clerk to follow up with students not in attendance and to use a shared digital attendance tracker for GSP student attendance. As evidenced by the attendance clerk hired during the 2021 Summer Enrichment program and the program’s higher than average attendance rates, having someone who reaches out to absent students and reminds them of or invites them to the workshops appeared to have a positive effect on workshop attendance. This finding is consistent with a study conducted by the National Center for Education Evaluation and Regional Assistance (NCEE) regarding student absenteeism (Rogers et al., 2017). This study found that sending a single postcard to caregivers, which encouraged guardians to improve their student’s attendance, resulted in increased student attendance (Rogers et al., 2017).
NPA’s GSP does not necessarily need to hire an additional employee for this task. GSP staff or a member from their volunteer pool could send notes or make phone calls every Friday following a GSP workshop. They could also select a student from each grade with high GSP attendance rates to connect with absent students or pair each student with an attendance accountability partner. In regard to increasing workshop attendance, one student commented in the open response: “Perhaps more focus on making sure each graduate hears from them (regardless of personal situations or whether they desire help or not).” These simple strategies follow the principles of nudge theory (Rogers et al., 2017). Nudge theory is based upon the idea that subtle interventions can promote desired behaviors (Rogers et al., 2017).
Having a digital attendance tracker would allow GSP staff to easily share, store and analyze attendance data; identify the effectiveness of strategies aimed to increase attendance; and adjust those strategies accordingly. It would also allow GSP staff to quickly recognize students with low attendance rates and diagnose high risk factors. With this information, GSP staff could be proactive in identifying students who possess these high risk factors and take steps to remove the barriers these students might have which prevent them from attending workshops. Platforms such as www.myattendancetracker.com are free, provide customizable reporting, and make communication with families easier. Most of these attendance trackers also include an integrated gradebook and import/export tools.
Recommendation 4
I also recommend that NPA’s GSP use a digital platform to provide a single place for students to access and revisit content and workshop information as needed. This could allow for students who miss workshops to engage with the material and experience a modified version of the lesson. Thus, lessons could still have a positive effect on students’ self-efficacy even if they could not be present for the in-person meeting. For NPA’s GSP, a single platform where teachers could upload their lessons, videos, and other teaching materials for students and parents to access at any given time could help with the dissemination and processing of important information. Such a platform could be as simple as using Google Drive strategically, sharing a live Google Docs document with hyperlinks to students and parents, and keeping these documents organized by date and subject. (See https://tinyurl.com/4fncnu8k for an example.) It could also take the form of a website using a free website builder, such as Wix or Weebly. (See https://mswongsdp.weebly.com/ for an example.) Having lessons and GSP topics available digitally to students would allow individuals who miss workshops to easily access content. Another benefit of using a single digital space is students could revisit content, individualize their learning, and/or share content with their families as needed.
Recommendation 5
My last recommendation is for Nativity Prep’s GSP to connect their alumni with an institutional agent at the high school or college their alumni attend. Studies have shown that relationships with teachers and peers at a student’s educational setting are especially valuable sources of social capital for high school and college students (Allensworth & Evans, 2016; Booker, 2004; Choy, 2001; Schwartz et al., 2017). As stated in the literature review of this capstone study, positive interactions with faculty and classmates inside and outside of the classroom contribute to student retention, higher GPAs, and general feelings of wellness (Schwartz et al., 2017). K–12 teachers and post-secondary professors can serve as institutional agents, especially for FGLI students, and can help promote access to opportunities, resources, and services. If NPA’s GSP connects their alumni with institutional agents at their high schools and colleges, this could provide students with a greater sense of belonging and valuable social and cultural capital that, in turn, could increase their self-efficacy as they strive toward attaining a college degree.
Conclusion
	NPA is committed to helping FGLI students persist through college and attain college degrees. The purpose of conducting this study was to discern the extent to which NPA’s GSP workshops have learning targets related to the four sources of self-efficacy and how students experience and perceive the value of these workshops as they strive toward college degree attainment. Responses to interviews and surveys by students who have previously attended NPA’s GSP workshops make it clear that students are receiving valuable support, knowledge, and assistance as they persist toward their educational goals. Moreover, it is evident that all students appreciate and value much more than the skills they learn through Nativity Prep’s middle school curriculum and GSP; they appreciate and value the relationships developed and nurtured with their classmates and staff members. One student commented, “Nativity was a second family to me, everyone knew each other and we would always solve our problems together. They taught me to persevere through every challenge one step at a time.”
	While Nativity Prep has experienced significant success in helping its students flourish in higher education, it also continuously seeks to reflect and improve. This intentionality is a testament to its dedication to its students and its mission. Based on my findings, I am confident that NPA’s GSP has the capacity to move forward with improvement efforts aimed to increase workshop attendance and, ultimately, the college completion rates outlined in their strategic plan.
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Appendix A
Graduate Support Program Plan for 9–12 Grade 2019–2020
9th Grade Calendar

Regular meetings on Thursdays 6:00–7:00 p.m. If you can’t be here, please let Mr. Sullivan or Mrs. Alvarez know. (bills@nativityprep.org, xalvarez@nativityprep.org)


September
19 – Ice Cream Social
26 – Parent Meeting

October
3 – What’s New
10 – College Care Packages
17 – Freshman Goals
24 – Strengths
31 – No GSP (Halloween)

November
7 – The Teenage Brain
14 – Growth Mindset
16 – Community Success Day (Students and parents should attend) – Saturday
21 – Time Management
28 – No GSP (Thanksgiving)

December
5 – Christmas Cards (Community Service)
8 – NPA Open House (Volunteers Needed) – Sunday
12 – Study Strategies
19 – No GSP
26 – No GSP

January
2 – No GSP
9 – No GSP
16 – Career Presentation – Physical Trainer
23 – My Next Move
30 – Career Presentation – Chemist






February
6 – Challenges & Obstacles
13 – Career Presentation – Web Developer
20 – Career Presentation – Architect
23 – NPA Open House (Volunteers Needed)
27 – Emotional Intelligence


March
5 – ?
12 – Career Presentation – Lawyer
19 – Career Presentation – Surgeon
26 – College Comes Fast

April
2 – No GSP (SDUSD Spring Break)
9 – No GSP (NPA/Catholic Schools Spring Break)
16 – No GSP (NPA/Catholic Schools Spring Break)
21 – NACAC College Fair (Tuesday)
23 – No GSP
30 – Adelante Scholarship

May
7 – GSP Panel (4:00–5:00)
13 – College Signing Day (Wednesday 4:30–5:30)
21 – Year-In-Review
28 – GSP End of the Year Picnic


10th & 11th Grade Calendar

Regular meetings on Thursdays 6:00–7:30 p.m. If you can’t be here, please let Mrs. Alvarez or Mrs. Power know. (xalvarez@nativityprep.org, mariac@nativityprep.org)


September
1 – Ice Cream Social
26 – Vision Board

October
3 – Practicing the SAT & ACT
10 – College Care Packages
17 – SAT Prep Class (4:30–7:30)
24 – SAT Prep Class (4:30–7:30)
31 – No GSP (Halloween)

November
7 – What are Your Goals?
14 – Build the Dream Team
16 – Community Success Day (Students and parents should attend)
21 – My Major Assessment
28 – No GSP (Thanksgiving)

December
5 – Paying for College
7 – NPA Open House (Volunteers Needed)
12 – SAT Prep Class (4:30–7:30)
19 – No GSP
26 – No GSP

January
2 – No GSP
9 – No GSP
16 – Career Presentation – Physical Trainer
23 – SAT Prep Class (4:30–7:30)
30 – Career Presentation – Chemist

February
6 – SAT Prep Class (4:30–7:30)
13 – Career Presentation – Web Developer
20 – Career Presentation – Architect
27 – SAT Prep Class (4:30–7:30)
29 – NPA Open House (Volunteers Needed)

March
5 – SAT Prep Class (4:30–7:30)
12 – SAT Prep Class (4:30–7:30)
19 – Career Presentation – Surgeon
21 – SAT Practice Test (8 a.m.–noon)
26 – Career Presentation – Lawyer (Running for City Council)


April
2 – No GSP (SDUSD Spring Break)
9 – No GSP (NPA/Catholic Schools Spring Break)
16 – No GSP (NPA/Catholic Schools Spring Break)
21 – NACAC College Fair (Tuesday 6:00–8:00)
23 – No GSP
30 – The College Application

May
7 – GSP Panel (4:00–5:00)
13 – College Signing Day (Wednesday 4:30–5:30)
21 – 8th Grade Presentations & Year-in-Review
28 – GSP End of the Year Picnic (Potluck)

SAT Test Dates
March 14 – Register by Feb. 14
May 2 – Register by April 3
June 6 – Register by May 8

ACT Test Dates
February 8 – Register by Jan. 10
April 4 – Register by Feb. 28
June 13 – Register by May 8
July 18 – Register by June 19



Resources

Start sessions with quick writes. Students can answer these questions every week:
https://bigfuture.collegeboard.org/get-started/know-yourself/answer-10-questions-and-discover-your-future

The College Application
https://ucop.app.box.com/s/yi4o4enc2o0uo2yvt3a65b5g7ktqvu4n/file/721813284820

Career Finder+
https://roadtripnation.com/edu/careerfinder
https://www.cacareerzone.org/

College Search
https://bigfuture.collegeboard.org/college-search
https://www.collegexpress.com/college/search/

Step by Step NACAC
https://www.nacacnet.org/globalassets/documents/advocacy-and ethics/ initiatives/ steps/ sbs_all.pdf

Resources by date:
October 8 – NACAC, pp. 95–99
October 15 – NACAC Financial Aid, pp. 100–105, 190–191 & https://bigfuture.collegeboard.org/pay-for-college/financial-aid
October 22 – https://bigfuture.collegeboard.org/college-search

Netiquette
http://www.scoutlander.com/Common/DownloadAttachment.aspx?SID=B4KkXZD07Xiqv%2BUY99tWfg%3D%3D

Budgeting
https://www.girlscoutsem.org/content/dam/girlscouts-girlscoutsem/documents/BadgeBlueprints/BB_MM_Cadettes_Budgetting%20Badge.pdf
https://www.afwa.org/wp-content/uploads/2017/04/Fiscally-Fit-Cadette-Guide-Intro-3.17.pdf

Science of Happiness
https://www.girlscoutleader101.com/2017/01/cadette-science-of-happiness.html?m=1

On My Own
Cacareerzone.org
https://www.girlscoutsem.org/content/dam/girlscouts-girlscoutsem/documents/BadgeBlueprints/BB_MM_Ambassador_On_My_Own_Badge.pdf

Credit Score – Invite Eduardo Garcia

Vision Board – Students make a collage of drawings of things that bring them joy. We discuss joy, and how to use their boards to accomplish goals and focus their energy.

“Tree of Life” – An exercise based on the idea of using the tree as a metaphor to tell stories about one’s life. Talk about your strengths and goals. https://nathanbweller.com/tree-life-simple-exercise-reclaiming-identity-direction-life-story/

“Things I Love” – Draw a huge heart in the middle of the page and break it into sections, each section is dedicated to different things they love to do.

McFarland, USA – On NPA’s Amazon Prime account, have the students join through Google Meets in order to watch the movie. https://smip.org/wp-content/uploads/2020/11/McFarland-USA-discussion-questions.pdf


Senior Checklist

	Activity
	Complete by
	Done?
	Notes

	Deadline to register for August SAT
	7/26/19
	
	

	UC application opens
	8/1/19
	
	

	Bring in transcript/tax return/finish resume
	8/29/19
	
	

	Input CalState grades (Application submission opens Oct. 1)
	8/29/19
	
	

	Sign up to take SAT/ACT/SAT subject tests
	9/6/19
	
	DEADLINES 
SAT: Aug. 24
ACT: Sept. 7

	
	
	
	

	Narrow down schools I will apply to by considering GPA & test scores & career goals
	8/29/19
	
	

	Start UC application
	8/29/19
	
	

	Identify teachers/counselors to write letter #1, give resume & college (EOP) form
	9/5/19
	
	Name:

	Identify teachers/counselors to write letter #2, give resume & college (EOP) form
	9/5/19
	
	Name:

	Contact colleges (connect with college rep in SD & multicultural rep at college)
	9/12/19
	
	

	
	
	
	

	Take SAT/ACT/SAT subject tests
	various
	
	SAT: Oct. 5 & Nov. 2
ACT: Sept. 7 & Oct. 26

	CSU mentor & EOP application opens
	10/1/19
	
	

	FAFSA application opens
	10/1/19
	
	

	
	
	
	

	Complete UC and CSU applications
	11/21/19
	
	DEADLINE: Nov. 30 Complete a few days before!

	Complete EOP if you applied to a CSU
	11/21/19
	
	Do EARLY to increase chances (most due Jan. 30)

	
	
	
	

	Work on other college applications (most through the Common Application)
	12/5/19
	
	DEADLINES
Dec. 15–Jan. 15 
(some Feb. 1)

	Write thank you notes to recommenders
	12/12/19
	
	

	
	
	
	

	Submit remaining college applications
	1/16/20
	
	DEADLINES
Jan. 15–Feb. 1

	Work on scholarship applications
	various
	
	

	
	
	
	

	Complete FAFSA/CAL Grant Dream Act
	
	
	DEADLINE: MARCH 2

	Check that high school has sent verified GPA to CalGrants
	3/2/20
	
	

	
	
	
	

	Complete community college application
	3/2/20
	
	

	
	
	
	

	Admission decisions announced
	4/1/20
	
	

	
	
	
	

	Accept one college (reject others), send $ deposit, apply for housing
	5/1/20
	
	




APPENDIX B
NativityMiguel Coalition Survey for Alumni in College and High School
2021 Alumni Survey—College Version
Thank you for participating in this important work!

This survey is being sent out to NativityMiguel middle school alumni in colleges across the
country. We want to get a better idea of the support you are receiving as a graduate of a NativityMiguel middle school, how you are experiencing COVID-19 and its impacts, and your current thinking about your future.

Your participation is highly valued and appreciated. If you complete this survey, we will enter
you into a raffle for a $50 gift card to Amazon or Target. Your responses will be anonymous and will not be connected to your name or email unless you want to.

This survey is a collaboration between the NativityMiguel Coalition (NMC) and Gabriel Velez at
Marquette University (MU). If you have any questions, please reach out to Danny Perez 
(Executive Director NMC—dperez@nativitymiguel.org) or Gabriel Velez
(gabriel.velez@marquette.edu).

1) How much would you say that your experience at your NativityMiguel middle school has helped prepare you for academic challenges you have faced (for example, your class, learning, grades)?
Likert scale: 1–5
Not at all (1) to Very much (5)
2) How much would you say that your experience at your NativityMiguel middle school has helped prepare you for life challenges (for example, conflicts with friends or family, choices you have had to make that are not related to school) you have faced?
Likert scale: 1–5
Not at all (1) to Very much (5)
3) Can you provide specific examples of how going to a NativityMiguel middle school has helped prepare you for the academic and life situations you are facing?

4) How would you rate the help you have received from your Graduate Support Staff from your NativityMiguel middle school?
Likert scale: 1–5
Not helpful (1) to Extremely helpful (5)
5) What was most helpful about the support you have received from the Graduate Support Staff?

6) What support or help would you have liked to have had that you didn’t receive from your Graduate Support Staff?

Questions and answers from numbers 7–19 were specifically about COVID-19 and were not used in this study.

7) What role did your Graduate Support Staff (from your NativityMiguel middle school) play in your decision-making about college?

8) What role did your high school counselor play in your decision-making about college?

9) If you could go back and make a recommendation to a current high schooler who graduated from the same NativityMiguel middle school as you did, what would you say?

10) What aspect of life during college has it been difficult to find resources about?
Check all that apply.
__How to pay for it
__Where to live
__What to study
__What classes to take
__Your mental health
__Learning supports (like tutoring)
__Jobs while in school
__Jobs after graduating

11) Is there anything else you would like to say about your difficulty in finding these resources?

12) Gender
Mark only one.
__Female
__Male
__Prefer not to say
__Other: _____

13) Current school

14) What is your major?

15) NativityMiguel middle school you graduated from

16) What race/ethnicity do you identify as?
Check all that apply.
__Black/African American
__Latino/a or Hispanic
__Asian
__White
__American Indian
__Other ________

17) How old are you?
Mark only one.
__17    __18    __19    __20    __ 21   __ 22   __23   __24

18) What state do you live in?

19) What is the highest level of education that your father/mother/guardian has reached? (Please choose the one that has advanced the farthest in their education.)
Mark only one.
__Less than a high school degree
__High school graduate (high school diploma or equivalent including GED)
__Some college but no degree
__Associate degree in college (2-year)
__Bachelor’s degree in college (4-year)
__Master’s degree
__Doctoral degree (PhD), professional degree (JD, MD), or equivalent
__Unsure/Prefer not to answer


2021 Alumni Survey—High School Version
Thank you for participating in this important work!

This survey is being sent out to NativityMiguel middle school alumni in high schools across the country. We want to get a better idea of the support you are receiving as a graduate of a NativityMiguel middle school, how you are experiencing COVID-19 and its impacts, and your current thinking about your future.

Your participation is highly valued and appreciated. If you complete this survey, we will enter
you into a raffle for a $50 gift card to Amazon or Target. Your responses will be anonymous and will not be connected to your name or email unless you want to.

This survey is a collaboration between the NativityMiguel Coalition (NMC) and Gabriel Velez at
Marquette University (MU). If you have any questions, please reach out to Danny Perez
(Executive Director NMC—dperez@nativitymiguel.org) or Gabriel Velez
(gabriel.velez@marquette.edu).

1) How much would you say that your experience at your NativityMiguel middle school has helped prepare you for academic challenges you have faced (for example, your class, learning, grades)?
Likert scale: 1–5
Not at all (1) to Very much (5)
2) How much would you say that your experience at your NativityMiguel middle school has helped prepare you for life challenges (for example, conflicts with friends or family, choices you have had to make that are not related to school) you have faced?
Likert scale: 1–5
Not at all (1) to Very much (5)
3) Can you provide specific examples of how going to a NativityMiguel middle school has helped prepare you for the academic and life situations you are facing?

4) How would you rate the help you have received from your Graduate Support Staff from your NativityMiguel middle school?
Likert scale: 1–5
Not helpful (1) to Extremely helpful (5)
5) What was most helpful about the support you have received from the Graduate Support Staff?

6) What support or help would you have liked to have had that you didn’t receive from
your Graduate Support Staff?


Questions and answers from numbers 7–15 were specifically about COVID-19 and were not used in this study.

7) What concerns or challenges do you might face in going to college?
Check all that apply.
__Paying for it
__Where you will attend
__Getting into a college or colleges
__Where to live during college
__What you are going to study in college
__Other (Please provide more details below)

8) Would you like to say more about any concerns or challenges you think you might face in going to college?

9) Gender
Mark only one.
__Female
__Male
__Prefer not to say
__Other: _____

10) NativityMiguel middle school you graduated from

11) How many siblings (if any) do you have?

12) Do you have older or younger siblings?
Mark only one.
__All siblings are older
__All siblings are younger
__Both older and younger siblings

13) What race/ethnicity do you identify as?
Check all that apply.
__Black/African American
__Latino/a or Hispanic
__Asian
__White
__American Indian
__Other ________

14) What grade are you in?
Mark only one.
__7th    __8th    __9th    __10th    __11th    __12th

15) What is the highest level of education that your father/mother/guardian has reached? (Please choose the one that has advanced the farthest in their education.)
Mark only one.
__Less than a high school degree
__High school graduate (high school diploma or equivalent including GED)
__Some college but no degree
__Associate degree in college (2-year)
__Bachelor’s degree in college (4-year)
__Master’s degree
__Doctoral degree (PhD), professional degree (JD, MD), or equivalent
__Unsure/Prefer not to answer







APPENDIX C
Interview Questions and Survey 2 for NPA Alumni
1) How did you hear about Nativity Prep and what influenced you to join their program?
2) How important is it to you to attain a college degree and why?
3) Can you tell me about a GSP workshop you attended that helped you persist through an academic or personal challenge?
3a) What was it about that workshop that was helpful?
4) Can you tell me about a GSP workshop that was not particularly helpful in supporting you toward your educational goals?
4a) What was it about this workshop that made it not helpful?
5) Think of a time you didn’t attend a GSP workshop. What was the reason you did not attend?
5a) Were there other reasons that you did not attend GSP workshops?
6) Tell me about a time when you were confronted with an academic/personal challenge or question in regard to schooling and obtaining a college degree. Did you seek support from members of the GSP to persist through this challenge? Why or why not? What happened?
7) What obstacles to succeeding in school/college have you encountered? What strategies have you used to overcome those obstacles?
8) If you could add/change/remove a workshop to the GSP that would have better helped you persist toward a college degree, what would it be?
9) If you could add/change/remove a part of the entire GSP that would have better helped you persist toward a college degree, what would it be?


APPENDIX D
Nativity Prep Summer Enrichment Program Descriptions
Our summer programs include a number of academic and enrichment experiences for our incoming sixth graders, our rising seventh and eighth graders, and our graduates.

The following are brief descriptions for each program.

Sixth-Grade Summer Semester and Orientation: Our incoming sixth-grade students are required to attend our 2-week summer semester from late July to early August. For each day during this 10-day experience, new students are responsible for four hours of academic classes (reading and writing, mathematics, and an elective) in preparation for the start of the full academic program in September.

Seventh- and Eighth-Grade Summer Semester: New and returning seventh- and eighth-grade students are required each year to attend a 5-week semester for academic enrichment throughout the summer interim. The weekly schedule for the summer semester includes academic classes in language arts, mathematics, and an elective and off-site field trips—to Coronado Beach, Balboa Park museums, high schools, and colleges.

Summer Partnerships: As a supplement to our 5-week semester, and with generous scholarship aid from the YMCA of San Diego County, all of our returning seventh and eighth graders attend Camp Marston, one of the Y’s weeklong summer resident camps.

Additionally, with generous scholarship aid through the Weickart Scholarship Fund at Francis Parker School (FPS), Nativity students accepted to the FPS summer program have the opportunity to spend three weeks on the Parker campus attending classes for academic enrichment.

With the generous support of Saint Augustine High School, our students also have the opportunity to attend a variety of summer sports camps on the Saints’ campus.

Graduate Summer Workshops: This past summer, in partnership with student tutors and a faculty member from the upper school at The Bishop’s School, we initiated as part of the Graduate Support Program a weeklong series of writing and math-prep workshops for our rising ninth and tenth graders. We also initiated this past summer a series of workshops on college preparedness for our rising juniors and seniors in high school.

Summer Programs: All of our high school students are expected to participate fully in a summer enrichment program, either at Nativity or through their own high schools. Our on-site summer program for graduates includes the following components: our ninth- and tenth-grade students work on math and writing enrichment classes; our eleventh graders begin their college preparation by researching colleges and college scholarships, discerning ACT vs. SAT, and building their college resume; and our twelfth graders hone their college personal statement and continue to work more closely on discerning best-fit college choices.
Appendix E
Literature Review Concept Map
Figure E1
Literature Review Concept Map
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