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ABSTRACT

Student success, as seen by graduation and transfer rates for community colleges, has long been 

a topic of discussion. Although the graduation and transfer success of Phi Theta Kappa Honor 

Society (PTKHS) members is evident, little research has been done identifying the relationship 

between the success rates of the members and the support mechanisms of chapter advisor 

mentorship levels at community colleges. The purpose of the study was to examine the effect 

that advisor mentorship had on the success rates through graduation and transfer of Phi Theta 

Kappa Honor Society students. Guided by Nora and Crisp’s mentoring framework and using 

Crisp’s College Student Mentoring Scale (CSMS) of four mentoring dimensions: psychological 

and emotional support, degree and career support, academic subject knowledge support, and the 

existence of a role model, the quantitative study explored how advisor mentoring contributed to 

graduation and transfer success of PTKHS members. Descriptive and inferential statistical 

analyses revealed consistently strong alumni perceptions of advisor mentorship across all 

measured constructs. Although no statistically significant differences were identified among 

completion groups, the results were consistent with literature indicating that advisor mentorship 

positively contributes to student persistence and academic engagement. The results were 

consistent with literature supporting the value of structured mentorship within PTKHS and 

highlighted the importance of the use of mentorship activities and advisor professional 

development in mentorship strategies. 
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Introduction to the Study

considered among the top students in the community college setting (“By the numbers,” 2019). 

–
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Much of the prior literature on mentoring at the college level focuses on four-year 

institutions. It does not give a clear understanding of the role of mentors for community college 

students, particularly in the area of student success for Phi Theta Kappa Honor Society members. 

However, given the accessibility of advisors for members in Phi Theta Kappa Honor Society 

chapters, the role of the advisors as mentors has not been explored. The problem addressed in 

this study was that a low percentage of advisors move beyond the basic requirements as advisors 

into the role of mentor. Phi Theta Kappa Honor Society advisors must be aware of the research 

on the importance of mentoring its members to increase success rates through graduation and 

transfer.

The theoretical framework guiding the study was based on a concept created by Nora and 

Crisp (2007) after extensive reviews of theoretical perspectives as they established a valid and 

reliable mentoring scale. Crisp (2009) indicated theories by Cohen (1995), Kram (1988), 

Schockett and Haring-Hidore (1985), Levinson et al. (1978), Miller (2002), and Roberts (2000) 

provided the foundation for the content of the framework. The theoretical framework identified 



8

four latent variables that include: (a) psychological and emotional support, (b) degree and career 

support, (c) academic subject knowledge support, and (d) the existence of a role model. The 

alignment of the CSMS, the survey used in this study, was done within the four constructs of the 

latent variables (Crisp, 2009). The survey questions collected information from the PTKHS 

alumni that served to analyze the types of mentorship activities provided by PTKHS advisors and 

their relationship with college completion or transfer for PTKHS students. 

Four research questions guided this study:

RQ1: What is the frequency and percentage of Phi Theta Kappa Honor Society alumni 

who 1) earned a degree or certificate from the community college; 2) transferred from the 

community college to a four-year college/university prior to graduating from community college 

with a degree, or; 3) left the community college before earning a degree and did not continue 

with education?

RQ2: According to Phi Theta Kappa Honor Society alumni, how active were alumni in 

their chapter as measured by the frequency in which they 1) attended chapter meetings or 

fellowship activities; 2) attended a regional or international event, such as regional conferences, 

Catalyst Convention or Honors Institute; 3) participated in a PTKHS Edge training program for 

chapter members, and; 4) participated in the chapter’s College Project or Honors in Action 

project?

RQ3: Are there statistically significant differences between Phi Theta Kappa Honor 

Society alumni who 1) earned a degree or certificate from the community college; 2) transferred 

from the community college to a four-year college/university prior to graduating from 

community college with a degree, or; 3) left the community college before earning a degree and 
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did not continue with education in the types of advisor mentorship activities as measured by four 

facets of the College Student Mentoring Scale?

RQ4: Is there a statistically significant relationship between Phi Theta Kappa Honor 

Society alumni who 1) earned a degree or certificate from the community college; 2) transferred 

from the community college to a four-year college/university prior to graduating from 

community college with a degree, or; 3) left the community college before earning a degree and 

did not continue with education with the type of advisor mentorship activities as measured by 

each item of the College Student Mentoring Scale?

Significance of the Problem

A lack of prior research on the topic of advisors as mentors was a problem found by 

researchers. Information on mentors in general and also on college graduation and transfer rates 

are more accessible than the specific topic. The lack of research on community college success 

rates, as indicated in a report by the Lumina Foundation for Education, show researchers have 

given new attention to community colleges; however, it is not reflected in published research 

(Bailey & Alfonso, 2005). Townsend et al. (2004) found only 8 percent of the 2,321 reviewed 

articles published between 1990 and 2003 mentioned community colleges.

The results of the study contribute to the understanding of the relationship of advisor 

mentorship and graduation and transfer outcomes among Phi Theta Kappa Honor Society 

students. The statistical analysis revealed factors associated with completion and transfer 

outcomes, supporting recommendations for the implementation of mentorship activities 

associated with student success. A common thread that runs across chapters is the role of 

advisors. The level of engagement by the advisors varies from a low level of involvement of only 

submitting eligible members for membership to a high level of engagement of mentoring and 
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active interactions.   If a positive relationship between mentorship and graduation and transfer 

rates was supported by the analysis, the results may be shared with Phi Theta Kappa Honor 

Society for consideration in advisor training materials and related communications to promote 

mentoring activities.

Limitations and Delimitations

The response rate of the surveys was a limitation. While online survey formats have 

become popular and yield higher response rates than paper surveys, there are also factors that 

contribute to a lower response rate (Saleh & Bista, 2017). Phi Theta Kappa Honor Society 

provided the number of maximum participants of 1,527 alumni association members from the 

2021 yearly report which is required of Phi Theta Kappa Honor Society recognized alumni 

associations. Because the survey link was sent to alumni association advisors with the request to 

distribute to alumni association members and because the survey was anonymous, the actual 

amount of alumni association members receiving the survey link was not determined. A goal of a 

minimum of 750 participants was set. Of the possible 1,527 eligible participants, 90 respondents 

were recorded, with 71 respondents fully or partially completing the survey. Of the 71 

participants who fully or partially completed the survey, 32 were excluded by selecting more 

than one demographic question of identifying their status as one of the following: 1) earned a 

degree or certificate from the community college where the PTKHS membership was gained; 2) 

transferred from the community college where the PTKHS membership was gained to a four-

year college/university prior to graduating from community college with a degree, or; 3) left the 

community college where the PTKHS membership was gained before earning a degree and did 

not continue with education. The exclusions left 39 participants who met the criteria.
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Included in a research paper by Saleh and Bista (2017) examining a wide range of factors 

related to survey response rates in academic research, the author presented 11 recommendations 

in order to increase the response rates of online surveys. These recommendations were followed 

in the research design. The recommendations by Saleh and Bista (2017) are as follows:

1. Elicit the aid of authority figures, known personnel or organizations to the target 

population to distribute the survey, when possible. 

2. Target a population that is more likely to hold interest in the research. 

3. Consider offering an incentive for completing the survey. 

4. Make every effort to craft a survey that is short and concise. 

5. Inform the population in the invitation letter of the approximate time it will take to 

complete the survey. 

6. Whenever possible, reduce the number or eliminate open-ended survey items. 

7. Assure the participants of the anonymity and confidentiality of their responses. 

8. Explain how the collected data will be handled, who will have access to them, and how 

the data will be stored and/or disposed of after the study is completed. 

9. Personalize invitations to participate in the study and make them look professional. 

10. Send at least one, but not more than three, reminders to the target population to 

motivate them to complete the survey. 

11. Be aware of the time constraints related to time-of-year for the target population.

To ensure the validity of the survey as coming from a reputable source, Phi Theta Kappa 

Honor Society as the authority figure of PTKHS agreed to send the survey link to the PTKHS 

alumni association advisors who in turn were asked to distribute the survey link to their alumni 

association members. The emails with the links were sent soon after the completion of the 
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required alumni association yearly report by PTKHS in order to ensure the most accurate and up-

to-date information was available.

The target population was alumni association members of PTKHS recognized alumni 

associations. The members of the alumni associations had been a part of a PTKHS chapter while 

in college and had chosen to join the alumni association after leaving the college in which they 

had become a PTKHS member. Their interest was assumed because of their affiliation with 

PTKHS through active membership in the PTKHS and the continued association with PTKHS 

through the alumni association. 

A monetary or gift incentive was not offered for the completion of the survey. In the letter 

accompanying the survey, an explanation was given that the completion of the survey would be 

of value to PTKHS in training advisors on the importance of mentoring the PTKHS members 

while they were in their chapters at the college where they received their membership.

The selected survey was the College Student Mentoring Scale by Gloria Crisp (2009). 

The Likert style survey contained 25 survey questions. In addition, three dichotomous questions 

were asked about their status as alumni after leaving the college where they became a member, 

and four dichotomous questions were asked about their involvement in PTKHS programming 

while a chapter member at the college where they became a member.

A letter of invitation was sent to be distributed with the survey link. Invited participants 

were informed of the estimated time for completion of the survey that it should take no longer 

than 20 minutes. 

The College Student Mentoring Scale survey contained only Likert style responses with 

five scales. There were no open-ended survey items. In addition to the Likert scale, there were 
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seven dichotomous questions relating to their status as alumni members and their participation in 

PTKHS programming while a chapter member. 

In the invitation letter and consent form for the survey, participants were informed of the 

anonymity of the survey. No one, including the researcher, would be able to associate any 

response with the identity of the participants. No personally identifiable information will be 

collected through the use of the Qualtrics electronic survey which used an anonymous link. The 

survey cannot link responses with identities. No personal information was collected other than 

descriptors indicating completion status through graduation, transfer or non-completer. The 

online survey did not collect IP addresses or identifiable information. Data was removed from 

Qualtrics by exporting it for further processing and was kept on a password protected computer. 

The data will be destroyed three years after the completion of the research by erasing it from the 

computer hard drive and physically destroying any device such as a USB drive that contains the 

data.

Invitations were sent through Phi Theta Kappa Honor Society and the alumni advisors 

with the intent to make them less likely to go to spam or junk folders since PTKHS members 

routinely receive email communications from them. Invited participants were aware that the 

survey was approved through PTKHS.

The initial survey was sent with a projected deadline of one month for completion. A 

reminder email was sent midway through the time-period. An additional reminder was sent with 

one week remaining, which included a one-week extension on the deadline. 

The time of the year was deemed appropriate because of the yearly reporting deadline 

with PTKHS alumni association chapters and the timing of the PTKHS Catalyst Convention held 

during the survey period. At Catalyst, alumni associations in attendance meet and the PTKHS 
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regional coordinators and alumni association advisors were encouraged to remind alumni 

association members to compete the survey which was emailed to them.

Bias could be a limitation of the study as I have been an advisor for several years.

Also, analysis was only being done on certain variables of student success through graduation 

and transfer rates. A limitation might be other variables aside from advisor mentorship affects 

these rates.

  Delimitation of the study could be the choice to only include Phi Theta Kappa Honor 

Society members of the regions’ alumni associations and ask them to provide self-reported data. 

The selection of participants could limit the number of responses that are received.  

Definition of Terms

Key terms covered in this study are defined as follows:

Alumni. Phi Theta Kappa Honor Society members are considered alumni when they leave 

the chapter in good standing through graduation, transfer, or other means (Phi Theta 

Kappa, 2018f).

Chapter Bylaws. Operational rules for the chapter established at chartering; revisions 

must be approved and filed with HQ (Phi Theta Kappa, 2018f).

Community college. Refers to an associate-degree granting institution (AACC, 2018a). 

This definition includes the comprehensive two-year college as well as many technical 

institutes, both public and private (Cohen et al., 2014).

Completion. Obtaining a credential from an institution of higher education, which 

includes a certificate, associate, bachelor’s degree, or higher (Marlowe et al., 2016).

Divisions. Phi Theta Kappa Honor Society’s chapters are organized into four geographic 

divisions (Phi Theta Kappa, 2018f).



15

Hallmarks. The tenets and key values of the Phi Theta Kappa Honor Society - 

Scholarship - studying the Honors Study Topic and sharing scholarly activities with 

others; Leadership - taking leadership roles and developing leadership skills; Service - 

participating in service-learning through Honors in Action Projects and College Projects; 

and Fellowship - collaborating with members, college, community, region and/or beyond 

(Phi Theta Kappa, 2018f).

Honor Society. Phi Theta Kappa Honor Society’s administrative and managerial 

operations are based in Jackson, Mississippi. The Phi Theta Kappa Honor Society 

building is called the Center for Excellence (Phi Theta Kappa, 2018f).

Honors Institute. Annual, five-day intensive examination of the Honors Study Topic for 

members and advisors; Honors Institute takes place in June at a four-year 

college/university campus (Phi Theta Kappa, 2018f).

Honors Study Topic. A study topic is developed every two years that is interesting, in the 

news, interdisciplinary, international, important, intellectual, theme-oriented, and action-

oriented. The Honors Study Topic is the basis for research projects (Phi Theta Kappa, 

2018f).

Mentorship. The guidance provided by a mentor, especially an experienced person in a 

company or educational institution, to advise or train.

Phi Theta Kappa Honor Society. The international honor society of 2-year colleges. The 

purpose of Phi Theta Kappa Honor Society is to recognize the academic achievement of 

college students and to provide opportunities for them to grow as scholars and leaders 

(Phi Theta Kappa, 2018a).
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Phi Theta Kappa Honor Society advisor. A faculty or staff member at a community 

college that is selected to serve in the role of overseeing the local chapter and following 

the requirements and guidelines of the Phi Theta Kappa Honor Society organization (Phi 

Theta Kappa, 2018a).

Phi Theta Kappa Honor Society Catalyst. Phi Theta Kappa Honor Society’s Annual 

Convention usually held in April with approximately 4,000 attendees and features 

Hallmark Awards presentations, renowned speakers, college and corporate booths, and 

educational sessions (Phi Theta Kappa, 2018f).

Phi Theta Kappa Honor Society chapter. A local group of members affiliated with the 

international headquarters of Phi Theta Kappa Honor Society through the issuance of a 

charter and completion of the requirements of a chapter (Phi Theta Kappa, 2018a).

Phi Theta Kappa Honor Society member. To be eligible for a membership invitation, a 

student must complete a minimum of 12 hours of associate degree course work and earn 

a grade point average of 3.0 or higher or the grade point average as indicated in the 

chapter bylaws approved by Phi Theta Kappa Honor Society. Once a student is eligible to 

join, he/she is expected to pay a one-time due to qualify for member benefits (Phi Theta 

Kappa, 2018a).

Phi Theta Kappa Honor Society region. The international organization of Phi Theta 

Kappa Honor Society is divided into four divisions. Each division is divided into regions 

based on location. Phi Theta Kappa Honor Society has 29 regions headed by a regional 

coordinator and associate regional coordinator. Regional officers from regional chapters 

are elected to serve one-year terms as the regional student leadership team. Each region 
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holds regional conventions and leadership conferences, creates training opportunities for 

officers and members, and offers awards (Phi Theta Kappa, 2018a).

Regional Coordinators. A Regional Coordinator, a chapter advisor appointed by HQ to 

oversee regional activities, leads each of Phi Theta Kappa Honor Society’s 29 regions (a 

state or multiple states). They support the mission of Phi Theta Kappa in partnership with 

PTKHS staff to provide advisor guidance and education, convene regional conferences, 

train regional officers. and develop positive relationships with the region’s chapters and 

colleges. Many regions also have an Associate Regional Coordinator (Phi Theta Kappa, 

2018f).

Transfer. A student’s move from a two-year college to a four-year college, regardless of 

hours earned at the two-year college (Marlowe et al., 2016).
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Review of Literature

This chapter provides a review of the literature of mentoring, Phi Theta Kappa Honor 

Society, theoretical framework for mentorship, and completion and transfer success of 

community college students. The purpose of the study was to determine the level of advisor 

mentorship received by Phi Theta Kappa Honor Society members and its relationship to their 

completion and transfer success.

According to Irby and Boswell (2016), the use of the word “mentoring” first appeared in 

the English language during the eighth and ninth centuries as part of Greek literature. In Homer’s 

The Odyssey (1990), the word mentor is used to describe a main character’s friend and advisor 

after he is left fatherless with no one to serve as his guide through life. Also, the goddess Athena 

takes on the role of Mentor throughout the poem. Olwell (2016) explains that much of what is 

displayed in the role of the Mentor is seen in mentoring today. Mentors are willing to speak up 

for mentees and save them from making unnecessary mistakes. They also challenge them to 

achieve greater things than what they aspire to do. Part of a mentor’s role is to offer help and 

guidance so the mentee can create a plan and implement the plan.

Not until the latter part of the eighteenth century was the term found in print in America. 

From 1778 until the early 1900s, mentoring was used in the context of the proper conduct and 

etiquette of young men and women. By 1913, a group of men formed a mentoring group, 
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possibly the first formal one in America. Much of the mentoring activities were focused on youth 

in social settings (Miller, 2002).

  In the 1980s, mentoring became part of language found in professional journals and used 

by organizations and universities to establish mentoring programs. By 1993, journals appeared 

devoted exclusively to mentoring and focusing on mentoring programs, especially in higher 

education (Miller, 2002).

 Mentoring activities are now found throughout university and college systems. Professors 

mentor graduate students. Professional women mentor female students underrepresented in 

science, technology, engineering, and math fields. Phi Theta Kappa Honor Society advisors 

mentor high-achieving community college students. Communications professor Pamela 

Kalbfleisch likens mentoring to nurturance and care. She describes it as “more than a simple 

exchange of information and accomplishment of ability,” but as “the human connection of two 

people: one more advanced in a particular area, one less advanced; both joined in a common 

commitment to achieving success” (2002, p. 64). 

 In a discussion on mentoring and leadership, Marquardt and Loan (2006) pointed out 

requirements for a mentor in helping others reach their potential as having useful insights and 

skills in working with others, but also have the desire to help. “For most, this is not a natural 

talent, but the necessary insights and skills can be learned. The desire, of course, is more a matter 

of choice” (p. 46). A mentor will want to exhibit behaviors and create activities that fit the needs 

of the mentee. Serving as a role model, demonstrating genuine interest, providing opportunities 

to expand thoughts, providing honest and supportive feedback, and encouraging through 

motivation are all helpful (Marquardt & Loan, 2006). 
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Mentoring goes beyond regular duties and is often seen as doing things above and beyond 

for the student. Informal settings that take place outside of a classroom or office setting are found 

to encourage conversation. These informal settings can include places to meet for a short-term 

casual chat or on a college-related trip (McKinsey, 2016). The mentoring relationship does not 

need to include personal or private information to be effective. McKinsey (2016) explained from 

a student’s perspective that “it’s personal, but it has appropriate boundaries. [The mentor] teaches 

me – it has a directional flow – but he reveals himself too, he lets me into his thinking process. 

He always keeps the right balance, and it’s mostly about the mentee, about helping me 

understand my strengths and goals. It makes me want to give back at some point, to pass it on to 

others” (p. 9). 

Common characteristics of mentoring in the community college setting emerge in 

theories, and facets within each are found to be relevant to the study of advisor mentorship. As 

discussed below, the theory and framework exhibit a connection to the mentoring practices 

examined that align with the success of students.

The term mentoring has been widely used, however, the lack of a consensus on its 

operational meaning has been a concern. Also, the connection shown between mentoring and 

academic success for students at the community college level has been absent for the most part 

(Crisp & Cruz, 2009; Jacobi, 1991). Jacobi (1991) found mentoring is broadly used in business 

management, psychology, and education. Crisp and Cruz (2009) also found mentoring is most 

commonly found in the four-year educational sector. In a review of literature on work conducted 

between 1990 and 2007, Crisp and Cruz (2009) discovered little research centered on community 
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colleges. However, they did find activities with a mentoring component had a positive impact on 

the success of students at other levels. Of the 42 empirical studies reviewed, only two did not 

reveal positive outcomes for students who were engaged in mentoring activities. Higher grade 

point averages and increased persistence to graduation were observed among students who 

participated in mentoring activities. After a theoretical literature review, Crisp and Cruz (2009) 

noticed the lack of a theoretical base for mentoring in educational settings.  Attempts were made 

in the studies between 1990 and 2007 to validate mentoring in higher education through a 

theoretical lens, but none were found (Crisp & Cruz, 2009). 

Nora and Crisp (2007) further reviewed theoretical perspectives to establish a framework 

that could be validated and serve as a base for a mentoring scale complete with internal 

consistency reliability and construct validity. Crisp (2009) indicated theories by Cohen (1995), 

Kram (1988), Schockett and Haring-Hidore (1985), Levinson et al., (1978), Miller (2002), and 

Roberts (2000) provided the foundation for the content of what would be measured in a study. 

Kram (1985, 1988) established four phases in a mentoring relationship, including initiation, 

cultivation, separation, and redefinition, with two broad categories of career development and 

psychological support. Levinson, et al. (1978) brought the idea to the forefront that mentoring 

relationships are essential in every stage of development in life, and often, the level of success 

one has is based on mentoring throughout life. After five years of work with mentoring, Miller 

(2002) found the corporate world and the educational world had much in common when it came 

to mentors. The development of a mentoring culture is essential to the success of student growth. 

Roberts (2000) concluded mentoring needed a consensus on what it was in different settings. 

Mentoring does seem to have a central theme of coaching, role modeling, and assessing its 

effectiveness. Schocknett and Haring-Hidore (1985) laid the basis for psychosocial and 
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vocational mentoring assessment through factor analysis, which led to the ability to formulate 

questions for further study.

The concept created by Nora and Crisp (2007) is the framework that guides this study. It 

identified four latent variables that include: (a) psychological and emotional support, (b) degree 

and career support, (c) academic subject knowledge support, and (d) the existence of a role 

model. The first variable, psychological and emotional support, focuses on a supportive 

relationship where the mentor and the mentee establish a link through mutual understandings and 

agreements. The mentor provides support and encouragement. The second variable, degree and 

career support, centers on what the mentee needs to complete a degree and find a suitable career. 

Discussing goals and making plans for the future are important factors relating to the second 

variable (Crisp, 2009).

The third variable, academic subject knowledge support, focuses on academic challenges 

and uncovering strategies to aid in academic success. The mentor also approaches the education 

of mentees not only as finding ways to help during struggles but also to encourage each mentee 

to continue rising to the occasion and going further academically to a higher level. The fourth 

variable, the existence of a role model, concentrates on the relationship that is established and 

what is gained from the mentor taking a personal interest in the mentee. Accomplishments, as 

well as failures, are shared as a way to guide mentees toward the achievement of goals, and the 

relationship is enriched through the sharing of experiences (Crisp, 2009).

Crisp et al. (2017) reported that the framework is associated with increased 

connectedness between students and the educational environment, and that mentoring constructs 

are linked to positive student success outcomes. Once student success is realized, the long-term 

result is higher degree attainment (Espinoza & Espinoza, 2012; Gross et al., 2015). Mentoring 
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has been shown to improve the persistence and high grades of college-level students (Collings et 

al., 2014; Khazanov, 2011), and the long-term care and support of mentoring are part of that 

(Baker & Griffin, 2010).

Crisp (2009) explained the alignment of the CSMS with the four constructs of the 

framework. Items are measuring psychological and emotional support related to “encouraging 

the students to discuss problems, talking openly about personal issues, providing emotional 

support, and talking about social issues” (p. 181). Degree and career support were assessed using 

items on “examining degree options, assisting the student in making decisions associated with 

their degree choice, and guiding an assessment of the student’s skills and encouraging 

educational opportunities” (p. 181). Academic subject knowledge support was measured by 

items relating to “assisting in the achievement of academic aspirations, encouraging discussion 

regarding problems with coursework, and providing ongoing support regarding coursework” (p. 

181). The existence of a role model was assessed using items related to “the student having 

someone whom they admire and look up to regarding college issues, someone who sets a good 

example, and someone who shares personal examples of difficulties they have overcome to 

accomplish their academic goals” (p. 181).

 The minimum responsibilities of a chapter advisor for Phi Theta Kappa Honor Society 

are related to chapter operations on behalf of the college, completion of a yearly annual report 

for Phi Theta Kappa Honor Society, inviting eligible students, and reporting the new students at 

least once a year. The local chapter and college determine additional responsibilities. The Phi 

Theta Kappa Honor Society Five Star Advisor training provides the prospect for advisors to not 

only learn the basic requirements but also to expose them to opportunities for giving support to 

the students through various avenues. The training plan includes topics on engaging members 
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through chapter meetings and activities, coaching students for academic and scholarship success, 

encouraging students to participate in transfer and career readiness tools provided by PTKHS, 

and supporting undergraduate research efforts for PTKHS students. Also, making available 

participation and travel opportunities to regional and national PTKHS events as a mentoring 

function is aligned with Lunsford’s mixed-method study that revealed these activities provided 

the effective support mentors needed to give (2011). The advisors who elect to participate in the 

self-paced training can learn skills relating to support, which can be found to align with the four 

constructs of the CSMS scale (Phi Theta Kappa, 2018e; Crisp, 2009). 

Henry et al. (2011) conducted research on course-embedded mentoring for first-year 

students. Of the 85 sections of first-year composition courses offered at the select university, 35 

of the sections were part of a writer’s mentor program. Data was collected to determine if the 

constructs of the CSMS scale were present in the mentoring program as viewed by the students. 

The analysis indicated the constructs were part of an effective mentoring program and in 

particular, course-embedded mentoring yielded benefits to students involved in the program. 

Eells’ (2017) study explored the impact a veteran mentoring program has on veteran 

students as they transition to civilian life. Veteran students at three universities were given a 

survey which consisted of demographic questions, specific questions about the mentor and 

transitioning and the College Student Mentoring Scale (CSMS). Responses from the 71 veteran 

students provided results showing mentoring programs do have a positive impact on transitioning 

to civilian life. They found all four variables of degree and career support, academic subject 

knowledge, psychological and emotional support and the existence of a role model were found in 

the mentoring programs provided. 
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The researcher used a descriptive quantitative approach in order to take the large amount 

of data that would be gathered through the survey and reduce it to a manageable form with 

tables, graphs and charts. The participants came from three universities that were selected after 

narrowing down the number originated from a Google search. The criteria for selection were 

based on the availability of an active veteran mentoring program with veterans and mentors 

participating and the veterans were only assigned to one mentor instead of being in a group 

mentoring program (Eells, 2017). 

CSMS was selected as the survey for the study because the four mentoring variables it 

measured were found to be common in the themes of mentoring in the literature review. The 

survey had also been validated and seemed to be the most appropriate tool to collect data (Eells, 

2017). Chan (2014) confirmed the validity of the CSMS in a study of 231 undergraduate students 

at universities in Hong Kong. This study also found the CSMS to be internally consistent. 

Eells (2017) used the data collected to test the hypotheses and answer the research 

questions based on the veteran students’ perception of the mentoring support they were 

receiving. The CSMS produced cumulative scores ranging from 25 to 125. For this study, the 

scores ranged from 80 to 121 indicating positive mentoring experiences of the veteran students. 

Each variable was then analyzed to determine the perception of each participant. Overall, the 

study showed veteran mentoring programs do have an impact on veterans transitioning from the 

military to civilian life.

Baier (2014) used the CSMS in a study about the role of mentoring relationships on 

persistence in freshman college students. The researcher analyzed the perceptions of mentorship 

both at the beginning and end of the semester. Baier (2014) found mentoring had a positive effect 

on students and the participants of the study overwhelmingly indicated they valued the 
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mentorship they received. Holt and Fifer (2018) adapted the CSMS to assess first-year students’ 

perceptions of mentoring they received during a first-year semester-long seminar. The researcher 

provided conclusions that three of the four functions in the CSMS were identified in the 

mentoring practices. Since the presence of goal setting and career paths were not as apparent in 

the study, the researcher recommended additional training and the incorporation of strategies to 

support students in this area. 

Horton (2015) studied the impact of mentoring on college-related stress and college 

adjustment for first-year, first-generation college students. The College Student Mentoring Scale 

(Crisp, 2009) was one of five surveys used in the study. An online survey was administered to 

one hundred and thirty first-year, first-generation college students at Texas Women’s University. 

The CSMS questionnaire assessed the four theoretical variables of mentoring which are 

emotional/psychological support, degree/career support, academic support, and role model 

(Crisp, 2009) as it related to a mentoring relationship on college-related stress and college 

adjustment. 

Four of the surveys were used to measure the students’ stress levels and how well they 

have adapted or adjusted to college. The CSMS survey was the only one to assess the 

relationships of those factors with the degree of mentoring received and mentoring in general. 

Horton (2015) selected the CSMS survey because it had previously been used to assess 

mentoring relationships in undergraduate students which was her target audience. The elements 

of Nora and Crisp’s (2007) mentoring model guided the literature review and study. Research 

suggested their four domains of mentoring were found to benefit students in their first year of 

college. According to Horton (2015), the degree of mentoring received, whether a high level or 

low level, did not make an impact on students’ stress and adjustment. The levels were determined 
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by the scores on the CSMS. Those with scores of 93 and above were designated as a high degree 

of mentoring. Those below were in the low degree of mentoring group. The statistically 

significant association identified through the analysis showed that involvement in mentoring, 

regardless of degree, was related to lower college-related stress and higher adjustment among 

first-year, first-generation college students.

The lack of impact discovered on the quality of mentoring could be attributed to the use 

of CSMS. It has been found to be valid for use in measuring mentoring behaviors, not the quality 

of a relationship. The CSMS is designed to measure if the relationship exhibits the four domains, 

not to measure their quality (Horton, 2015).

Using a correlational study, Kim (2015) examined the relationships between Nora and 

Crisp’s (2007) four mentoring variables and intent to persist and intent to complete among 

African American male community college students. The study also considered which, if any, of 

the four variables predicts intent to persist and intent to complete. The Challenge-Support-

Outcome model served as the framework. This seesaw model from Sanford (1966) suggests 

when challenges are balanced by support, academic success follows.  

The target population of the study was African American male community college 

students. The sample was drawn from African American male students enrolled in three 

Maryland community colleges who were enrolled in different academic programs. The use of the 

students in the sample created a snapshot view of three different sets of participants. The study 

did not measure the actual persistence or completion, only their perceptions and predictions. It 

also did not measure the effectiveness of individual mentoring programs (Kim, 2015).

Kim (2015) used the College Student Mentoring Scale survey instrument with the sample 

of 205 students during the fall of 2014. The data was collected via paper survey. The four 
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mentoring variables from Crisp (2006) were used as independent variables while the intent to 

persist and intent to complete were dependent variables. Because of Crisp’s (2006) previous 

work, the survey instrument was found to be reliable and valid.

Analysis of the data revealed that the mentoring variables were neither significantly 

correlated with nor predictive of intent to persist among African American male community 

college students. The mentoring variables were, however, correlated and predictive of intent to 

complete for the same group of students. The top two predictors for intent to complete were 

academic subject knowledge support and the existence of a role model (Kim, 2015).

Kim’s (2015) findings and Crisp’s (2010) findings contradict each other on the intent to 

persist and the four mentoring variables. Crisp used the CSMS in a study that found mentoring 

experiences in community colleges were an indirect contributing factor on students’ intent to 

persist. The difference could lie in the participants used in each study. Kim focused on African 

American males and Crisp used a wider participant pool comprised of whites, Hispanics, Asian 

Americans, and African Americans. Examination of the CSMS results indicated that students 

expressed a greater intent to complete than intent to persist. Statistical analysis demonstrated that 

none of the four mentoring variables functioned independently; stronger associations were 

observed when variables were examined in combination. Therefore, a comprehensive plan for 

mentoring including multiple variables are more effective (Kim, 2015).

Crisp (2009) concluded with the findings of a research study to determine the properties 

of the CSMS demonstrated reliability and validity. In the 2006 study, participants were selected 

from a stratified random sample of courses offered at a community college in the south-central 

area of the United States (n = 351). The internal consistency reliability of the items measuring 

each of the four constructs was established by calculating Cronbach coefficient alphas. The 



29

research questions were addressed using a confirmatory factor analysis (CFA). Results of the 

CFA indicated the constructs were valid.

Phi Theta Kappa Honor Society is recognized as the official honor society for community 

colleges. Since its founding in 1918, more than 3.5 million members have been inducted from all 

50 of the United States, plus Canada, Germany, the Republic of Palau, Peru, the Republic of the 

Marshall Islands, the Federated States of Micronesia, the British Virgin Islands, the United Arab 

Emirates and U.S. territorial possessions. The society continues to induct approximately 13,000 

members per year (Phi Theta Kappa, 2018g).

  The honor society focuses on recognizing the academic achievement of college students at 

associate degree granting institutions. Through a member’s participation in the four hallmarks of 

scholarship, leadership, service, and fellowship programming, the opportunity for individual 

growth and development is given (Phi Theta Kappa, 2018c).

 To be eligible to join Phi Theta Kappa Honor Society, students must be enrolled in an 

associate degree granting institution, have completed at least 12 credits hours of coursework, and 

meet the minimum required grade point average of 3.0 or higher. A one-time membership fee is 

required that varies by institution. Still, membership is for a lifetime unless an issue happens to 

cause it to be revoked according to Phi Theta Kappa Honor Society constitution and by-laws (Phi 

Theta Kappa, 2018d).

  Phi Theta Kappa Honor Society, based in Jackson, Mississippi, has four divisions based on 

geographic location. Within the four divisions are 29 regions. Each region is led by a regional 

coordinator and an associate regional coordinator, along with a regional officer team elected 

annually from participating chapters. Each region is made up of local chapters at associate 
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degree granting public, private, and technical colleges. Each chapter has at least one advisor that 

must meet the minimum requirements from Phi Theta Kappa Honor Society and is allowed to be 

involved in all aspects of the chapter on a local, regional, and national level. Advisors may also 

serve as mentors to the members in the local chapter (Phi Theta Kappa, 2018c).

A community college is defined by the Cambridge Dictionary (n.d.) as a “local two-year 

college at which students can learn a skill or prepare to enter a university.” The American 

Association of Community Colleges further expands the definition by describing community 

colleges as an “American invention that put publicly funded higher education at close-to-home 

facilities, beginning nearly 100 years ago with Joliet Junior College. Since then, community 

colleges have been inclusive institutions that welcome all who desire to learn, regardless of 

wealth, heritage, or previous academic experience” (American Association of Community 

College, 2018b). With the beginning of community colleges in the late 1800s to early 1900 came 

an opportunity for citizens to earn a college diploma. Before this time, only the wealthy could 

afford an education at a university, but the rise of community colleges made education available 

to all (Witt et al., 1994). 

In the early part of the 20th century, junior colleges, as the community colleges were 

known then, were growing. By 1922, over 200 junior colleges were founded and operational 

within 37 of the 48 states in existence at the time with a total enrollment of approximately 

20,000. In only ten years, the number of junior colleges had grown to 440 with an enrollment 

around 70,000, an average of 160 students per institution (Cohen et al., 2014).

After World War II and as thousands of servicemembers returned from war, they found 

themselves unemployed. In 1944, the GI Bill of Rights was approved by Congress which 
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provided federal tuition assistance and living allowances to veterans who wanted to enroll in 

American colleges and universities. In 1945, 88,000 enrolled in college and it grew to more than 

two million in 1950 (Thelin, 2011). The GI Bill caused a significant rise in college enrollments 

and expanded access for low-income students, adult students and women (Cohen et al., 2014). 

The growth of community colleges can also be attributed to the inclusion of technical or 

vocational curriculum over the years in addition to the two-year academic emphasis (Thelin, 

2011).

As community colleges have grown over the years, so has the need to improve 

completion and transfer rates. For example, reported statistics indicate that the enrollments in 

community colleges increased by 667 percent between 1963 and 2006, but the completion rates 

of community college students were at a low 22.5 percent (Baldwin et al., 2017; see also 

Provasnik & Planty, 2008; Knapp et al., 2012). Administrators, educators, and policymakers at 

the federal, local, and state levels, in turn, have begun to do more to consider student success as 

an issue to be addressed (Bailey et al., 2007). 

Due to the nature of community colleges and the open access to students, a diverse array 

of people with a variety of goals become students. Some want to obtain a college degree or 

certificate and move into the workforce. Others plan to attend a community college for a short 

time and transfer to a four-year university. The reasons for choosing a community college are as 

vast as the goals set by the students. With its proximity to many students as well as the 

accessibility and affordability, a community college can be a viable option. Even with the 

positive attributes of a community college come barriers for retention affecting graduation and 

transfer rates. Students have work and family commitments that impede their progress and do not 

allow them to take advantage of student programs such as advising and learning communities. 
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The lack of institutional resources hinders students from receiving services they need, and lack 

of funds causes faculty professional development to go lacking in areas to learn techniques for 

supporting students through the process of graduation or transfer (Seidman, 2012). 

Previous research has documented that even with obstacles, mentoring can be a way to 

obtain student success. A study of a sample of community college students on persistence rates 

with a structural modeling analysis indicated mentoring was found to indirectly influence their 

intent to commit to earning a college degree and also played a role in their social and academic 

integration in college (Crisp, 2010). Research also indicates faculty and staff interactions, and 

mentoring activities are essential to students’ academic progress and success (Museus & Neville, 

2012; Pascarella & Terenzini, 2005).  
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Methods and Procedures

 The population for the study was Phi Theta Kappa Honor Society alumni members from 

regions with recognized PTKHS alumni associations. This population was selected because of 

the likelihood of a higher response rate from alumni in areas that have a designated alumni 

advisor and active alumni members. This population was also chosen to gather data from 

PTKHS members who are considered alumni because they have transferred out of a community 

college, graduated from a community college, or are no longer a student at a community college 

for reasons other than transfer or graduation. Having served as an advisor for a Georgia chapter 

of Phi Theta Kappa Honor Society and associate regional coordinator, now regional coordinator, 

for the Georgia Region for approximately twelve years, I had access to alumni association 

advisors and Phi Theta Kappa Honor Society staff members serving as alumni association 

representatives within the organization.

 Written support was obtained from Phi Theta Kappa Honor Society to contact alumni 

association advisors and alumni members relating to the study (see Appendix A). As of 

November of 2018, there were currently 29 regions in Phi Theta Kappa Honor Society, with all 

but three regions having at least one alumni association chapter within their regions. Twenty of 

the regions have a recognized regional alumni association while the remaining nine have a 

PTKHS alumni association as part of a four-year college (Phi Theta Kappa, 2018b). Alumni 
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association advisors and staff members at PTKHS were able to assist with the distribution of the 

surveys by email, alumni association websites, and alumni association social media channels. A 

total number of participants was tabulated after the survey period ended and considered those 

returned as undeliverable and those not completed to yield a response rate.

Measures

Data was collected using the College Student Mentoring Scale (CSMS). The CSMS, 

developed by Dr. Gloria Crisp, Professor of Adult and Higher Education at Oregon State 

University, is a 25-item survey used to evaluate the effectiveness of mentoring relationships 

(Crisp, 2009; see Appendix B). Crisp (2009) validated the CSMS by using confirmatory factor 

analysis on data gathered from college students in the United States. Using goodness of fit 

values, factor and error variances were found to be positive. All variances were found to be 

statistically significant (p < .001). The acceptable goodness of fit values validated the instrument. 

Crisp (2009) also made goodness of fit comparisons with other models testing by ethnic groups 

and gender which supported the validity. 

The internal consistency coefficients were examined by Crisp (2009). Cronbach 

coefficient alphas for each of the four latent variables were found to be substantial. The value of 

coefficient alpha for Psychological and Emotional Support was highly reliable at .912. 

Substantial reliability was found for Degree and Career Support (a = .903), Academic Subject 

Knowledge Support (a = .883), and the Existence of a Role Model (a = .845). 

Permission has been obtained from Dr. Crisp for the use of the survey, and the process 

was done per the guidelines (see Appendix C). As an addition to the survey, dichotomous 

responses of yes/no to determine their status as a PTKHS alumni, their status as a transfer 

student to a four-year institution, their status as a graduate of a community college with an 
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associate degree or certificate, or their status as a non-completer at a community college was 

included. Dichotomous responses of yes/no were also asked on the member’s involvement in 

chapter events, regional events, international events, and PTKHS programs, Competitive, 

Transfer and Employment Edge, College Project, and Honors in Action. The 25-item survey, 

included in Appendix A, used a 5-point Likert-type scale ranging from 1 equaling strongly agree 

to 5 equaling strongly disagree. Participants were asked to identify the degree to which, while as 

a Phi Theta Kappa Honor Society member, the advisor provided each of the mentoring 

experiences.

Procedure

The research process began with the approval of the Institutional Review Board (IRB) at 

Valdosta State University (see Appendix D). Upon approval, I began the formal data collection. 

An electronic version of the College Student Mentoring Scale (CSMS) was used as the 

instrument to collect data of the target population.  An initial email was sent to Phi Theta Kappa 

Honor Society alumni association advisors explaining the reason for the survey, informing them 

of the endorsement by Phi Theta Kappa Honor Society, and giving instructions on accessing the 

survey. A link was provided in the email for the survey, and a deadline of one month was given to 

complete the survey. Following Valdosta State University’s Institutional Review Board (IRB) 

guidelines, a consent statement was included in the email to be used for all forms of 

communication with the link as a way to address informed consent requirements for anonymous 

survey research.

Three weeks after the initial email, a reminder email was sent. Alumni association 

advisors were asked to send an email with the link to accessible alumni members and to post the 

link with a provided outline of the survey and its importance on their alumni association website 
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and social media avenues. All emails and web-based survey requests included the IRB consent 

statement.

  Returned surveys were examined regardless of whether they were fully or partially 

completed. To ensure independence of observations, responses from individuals who identified 

themselves in more than one demographic group were excluded.

Data Analysis

The purpose of the study was to examine the effect advisor mentorship had on the success 

rates through graduation and transfer of Phi Theta Kappa Honor Society students. Descriptive 

and inferential statistics were utilized to analyze questionnaire results using the Statistical 

Package for the Social Sciences (SPSS) software. This study used Gloria Crisp’s College Student 

Mentoring Scale that was designed to measure a student’s perception of mentoring support they 

received during college. In this study, the participants have already left college, but were either 

graduates, transfers or non-completers of a community college. The survey included an initial 

section which collects demographic information about the participants. The demographic section 

included questions about the participant’s current status of a Phi Theta Kappa Honor Society 

member in relation to being a graduate with a degree or certificate from the community college 

holding the PTKHS membership record, being a transfer student to a four-year college from the 

community college holding the PTKHS membership record or being a student who did not 

complete or transfer to a four-year college from the community college holding the PTKHS 

membership record. Part two of the demographic data included questions about the student’s 

participation in Phi Theta Kappa Honor Society chapter meetings or fellowship activities, 

regional or international events, PTKHS Edge programming for chapter members and the 
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chapter’s College Project or Honors in Action project while at the community college where he 

or she became a member. 

Four research questions guided this study. The initial two research questions concerned 

the demographic data collected. The demographics of the study were separated into a frequencies 

chart in order to show the percentage of alumni surveyed based on graduation, transfer, and non-

completer. 

Research Questions

The sample was analyzed in regards to the following research questions:

RQ1: What is the frequency and percentage of Phi Theta Kappa Honor Society alumni 

who 1) earned a degree or certificate from the community college; 2) transferred from the 

community college to a four-year college/university prior to graduating from community college 

with a degree, or; 3) left the community college before earning a degree and did not continue 

with education?

To determine the frequency and percentage of Phi Theta Kappa Honor Society alumni 

and their status as a member who either earned a degree or certificate, transferred from the 

community college to a four-year college prior to graduation, or left the community college 

before earning a degree or certificate and did not continue with an education, a frequency and 

percentage table was constructed. 

Demographic information was collected to provide descriptive statistics for the study. 

Participants were asked to provide data for the following information: membership in a Phi Theta 

Kappa Honor Society recognized alumni association; status as a Phi Theta Kappa Honor Society 

member as one who graduated with a degree or certificate from the community college that holds 

the PTKHS membership, one who transferred to a four-year college before graduating from the 
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community college that holds the PTKHS membership or one who left the community college 

before earning a degree and did not transfer to an educational institution. 

The target population was Phi Theta Kappa Honor Society alumni who are members of a 

recognized PTKHS alumni association. Phi Theta Kappa Honor Society provided the number of 

maximum participants of 1,527 alumni association members from the 2021 yearly report which 

is required of Phi Theta Kappa Honor Society recognized alumni associations. Because the 

survey link was sent to alumni association advisors with the request to distribute to alumni 

association members and because the survey was anonymous, the actual amount of alumni 

association members receiving the survey link was not determined. A goal of a minimum of 750 

participants was set. Of the possible 1,527 eligible participants, 107 respondents were recorded 

with 98 respondents fully or partially completing the survey. Returned surveys were examined 

regardless of whether they were fully or partially completed. To ensure independence of 

observations, responses from individuals who identified themselves in more than one 

demographic group were excluded. Of the 98 respondents, 93.2% reported earning a degree or 

certificate from their community college, 43.0% reported transferring to a four-year institution 

before completing a degree, and 2.8% reported leaving before graduation without transferring.

RQ2: According to Phi Theta Kappa Honor Society alumni, how active were they in their 

chapter as measured by the frequency in which they 1) attended chapter meetings or fellowship 

activities; 2) attended a regional or international event, such as regional conferences, Catalyst 

Convention or Honors Institute; 3) participated in a PTKHS Edge training program for chapter 

members, and; 4) participated in the chapter’s College Project or Honors in Action project?

To determine the participation level of the participants in PTKHS activities while they 

were at the college which holds their membership, the yes/no questions were designed to collect 
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information on their participation of activity level in chapter meetings or fellowship activities, 

regional or international events, PTKHS Edge programming or the chapter’s College Project or 

Honors in Action project 

RQ3: Are there statistically significant differences between Phi Theta Kappa Honor 

Society alumni who 1) earned a degree or certificate from the community college; 2) transferred 

from the community college to a four-year college/university prior to graduating from 

community college with a degree, or; 3) left the community college before earning a degree and 

did not continue with education in the types of advisor mentorship activities as measured by four 

facets of the College Student Mentoring Scale?

The types of mentorship activities received from Phi Theta Kappa Honor Society 

advisors during the member’s time at the community college were collected with the College 

Student Mentoring Scale developed by Gloria Crisp (Crisp, 2009). Permission to use the tool was 

received by the author through personal electronic communication on October 15, 2019. The 

CSMS was developed to measure a student’s perception of mentoring support they received 

during college and used a five-point Likert scale to identify the degree to which, while as a Phi 

Theta Kappa Honor Society member, the advisor provided the mentoring experiences that make 

up items that were categorized into separate areas, known as facets. The four facets of the CSMS 

are 1) Psychological and Emotional Support which encompasses a sense of listening, providing 

moral and emotional support, identifying problems, and providing encouragement as well as the 

establishment of a supportive relationship in which there is mutual understanding and link 

between the student and the mentor; 2) Degree and Career Support which includes an assessment 

of the student’s strength, weaknesses, abilities, and includes assistance with setting 

academic/career goals and decision-making; 3) Academic Subject Knowledge Support which is 
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centered on the acquisition of necessary skills and knowledge; on educating, evaluating, and 

challenging the student academically; on employing tutoring skills and focusing on subject 

learning in contrast to mentoring that focuses on life learning; and on establishing a teaching-

learning; and 4) Existence of a Role Model which is concentrated on the presence of a role 

model in the student’s life as well as the opportunity for the student to learn from the mentor’s 

current and past actions, as well as achievements and failures (Crisp, 2009).

Twenty-five questions were asked on the survey to gather the PTKHS members’ 

perspective on their mentoring experiences from their PTKHS advisors during their time at the 

community college where they were part of PTKHS. 

Cronbach’s alpha was used to measure the internal consistency for the set of survey items 

to determine if respondents were consistent in their responses. Cronbach’s alpha was calculated 

for each of the four constructs to assess the internal consistency of the instrument, which yielded 

a reliability coefficient of α = .97 on three of the constructs and α = .96 on one of the constructs, 

considered to indicate excellent reliability.

RQ4: Is there a statistically significant relationship between Phi Theta Kappa Honor 

Society alumni who 1) earned a degree or certificate from the community college; 2) transferred 

from the community college to a four-year college/university prior to graduating from 

community college with a degree, or; 3) left the community college before earning a degree and 

did not continue with education with the types of advisor mentorship activities as measured by 

each item of the College Student Mentoring Scale?

To analyze responses and see how the three groups compare to one another in answering 

questions about the types of advisor mentorship activities during their time as a Phi Theta Kappa 

Honor Society member at the college where they became a member, responses to the College 



41

Student Mentoring Scale (CSMS) were first aggregated into four facet scores. Because the data 

were ordinal and non-normally distributed, Spearman’s rank-order correlations were used to 

examine relationships between alumni group status and each CSMS facet.

The distributional characteristics of the data and the nature of the CSMS constructs 

warranted the use of Spearman’s rank-order correlations which were conducted to examine the 

relationships between CSMS constructs and Questions 4, 5, and 6. 
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Results of the Study

Chapter 4 presented results from the data analysis of the main research questions in this 

study. Preliminary analysis consisted of demographic analysis about the participant’s current 

status of a Phi Theta Kappa Honor Society member in relation to being a graduate with a degree 

or certificate from the community college holding the PTKHS membership record, being a 

transfer student to a four-year college from the community college holding the PTKHS 

membership record or being a student who did not complete or transfer to a four-year college 

from the community college holding the PTKHS membership record. Part two of the 

demographic data included questions about the student’s participation in Phi Theta Kappa Honor 

Society chapter meetings or fellowship activities, regional or international events, PTKHS Edge 

programming for chapter members and the chapter’s College Project or Honors in Action project 

while at the community college where he or she became a member.

Correlation analysis was used to examine the relationship between alumni association 

members’ perceptions of mentoring support they received from PTKHS advisors while they were 

a member of PTKHS at the college at which they became a member and their success as 

measured by college completion. These analyses were conducted to better understand whether 

perceived mentoring support was associated with differences in educational outcomes among 

alumni. The analysis examined the relationship between perceived advisor mentorship and 

student success outcomes following participation in PTKHS.
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The four research questions under analysis were:

RQ1: What is the frequency and percentage of Phi Theta Kappa Honor Society alumni 

who 1) earned a degree or certificate from the community college; 2) transferred from the 

community college to a four-year college/university prior to graduating from community college 

with a degree, or; 3) left the community college before earning a degree and did not continue 

with education?

RQ2: According to Phi Theta Kappa Honor Society alumni, how active were they in their 

chapter as measured by the frequency in which they 1) attended chapter meetings or fellowship 

activities; 2) attended a regional or international event, such as regional conferences, Catalyst 

Convention or Honors Institute; 3) participated in a PTKHS Edge training program for chapter 

members, and; 4) participated in the chapter’s College Project or Honors in Action project?

RQ3: Are there statistically significant differences between Phi Theta Kappa Honor 

Society alumni who 1) earned a degree or certificate from the community college; 2) transferred 

from the community college to a four-year college/university prior to graduating from 

community college with a degree, or; 3) left the community college before earning a degree and 

did not continue with education in the types of advisor mentorship activities as measured by four 

facets of the College Student Mentoring Scale?

RQ4: Is there a statistically significant relationship between Phi Theta Kappa Honor 

Society alumni who 1) earned a degree or certificate from the community college; 2) transferred 

from the community college to a four-year college/university prior to graduating from 

community college with a degree, or; 3) left the community college before earning a degree and 

did not continue with education with the types of advisor mentorship activities as measured by 

each item of the College Student Mentoring Scale?
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For RQ1, demographic information was collected to provide descriptive statistics. To 

determine the frequency and percentage of Phi Theta Kappa Honor Society alumni and their 

status as a member who either earned a degree or certificate, transferred from the community 

college to a four-year college prior to graduation, or left the community college before earning a 

degree or certificate and did not continue with an education, a frequency and percentage table 

was constructed. Participants were asked to provide data for the following information: 

membership in a Phi Theta Kappa Honor Society recognized alumni association; status as a Phi 

Theta Kappa Honor Society member as one who graduated with a degree or certificate from the 

community college that holds the PTKHS membership, one who transferred to a four-year 

college before graduating from the community college that holds the PTKHS membership or one 

who left the community college before earning a degree and did not transfer to an educational 

institution. 

Table 1 displayed the distribution of alumni into one of the three PTKHS status 

categories, the frequency in which each appeared, and the data presented in percentages.

Table 1

Phi Theta Kappa Honor Society Alumni by Category

Variables Yes (n) Yes (%) No (n) No (%)

Graduated 89 93.2 9 8.4

Transferred 46 43 52 48.6

Left Before 
Graduation or 
Transfer

3 2.8 95 88.8

The target population was Phi Theta Kappa Honor Society alumni who are members of a 

recognized PTKHS alumni association. Phi Theta Kappa Honor Society provided the number of 
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maximum participants of 1,527 alumni association members from the 2021 yearly report which 

is required of Phi Theta Kappa Honor Society recognized alumni associations. Because the 

survey link was sent to alumni association advisors with the request to distribute to alumni 

association members and because the survey was anonymous, the actual amount of alumni 

association members receiving the survey link was not determined. This limitation is common in 

surveys distributed through organizational contacts since the exact response rate cannot be 

confirmed and the results should be interpreted with appropriate care (Dillman et al., 2014). A 

goal of a minimum of 750 participants was set. Of the possible 1,527 eligible participants, 107 

respondents were recorded with 98 respondents fully or partially completing the survey. 

Returned surveys were examined regardless of whether they were fully or partially completed. 

To ensure independence of observations, responses from individuals who identified themselves 

in more than one demographic group were excluded. Of the 98 respondents, 93.2% reported 

earning a degree or certificate from their community college, 43.0% reported transferring to a 

four-year institution before completing a degree, and 2.8% reported leaving before graduation 

without transferring.

For RQ2, yes/no questions were designed to collect information on the participation level 

of the participants in PTKHS activities while they were at the college which holds their 

membership. Their participation in the activity level was determined by asking their participation 

in chapter meetings or fellowship activities, regional or international events, PTKHS Edge 

programming or the chapter’s College Project or Honors in Action project. 

Table 2 showed the distribution by frequency and percentages of the participants who 

participated in chapter meetings or fellowship activities among the three groups of those who 

either earned a degree or certificate, transferred from the community college to a four-year 
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college prior to graduation, or left the community college before earning a degree or certificate 

and did not continue with an education.

Table 2

Phi Theta Kappa Honor Society Alumni by Participation in Chapter Meetings or Fellowship

Frequency  (n) (%)

Participation 91 85

Non-participation 4 3.7

The distribution by frequency and percentage of alumni who participated in chapter 

meetings or fellowship activities, the most accessible and frequent engagement opportunities 

within PTKHS, was indicated in Table two. A large majority, 91 alumni (85%), reported 

participating in these activities, while only 4 alumni (3.7%) indicated they did not.

The descriptive statistics showed high levels of chapter-level engagement among PTKHS 

alumni during their time in college. High levels of participation suggested that chapter meetings 

and fellowship activities serve as important avenues for connection and involvement within the 

chapter. This level of engagement may have contributed to members’ sense of belonging and the 

availability of mentoring opportunities with the advisors.

The distribution by frequency and percentages of the participants who participated in 

regional or international events among the three groups of those who either earned a degree or 

certificate, transferred from the community college to a four-year college prior to graduation, or 

left the community college before earning a degree or certificate and did not continue with an 

education were indicated in Table 3.
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Table 3

Phi Theta Kappa Honor Society Alumni by Participation in Regional or International Events

Frequency  (n) (%)

Participation 80 74.8

Non-participation 15 14

The distribution of alumni participation in regional or international events, such as 

regional conferences, the Catalyst Convention, or the Honors Institute was indicated in Table 3. 

These events represented higher-level engagement opportunities within the Phi Theta Kappa 

Honor Society (PTKHS).

Among respondents, 80 alumni (74.8%) reported participating in at least one of these 

events, while 15 alumni (14%) indicated they had not. The reported participation rates 

corresponded with a high level of involvement in PTKHS experiences beyond the local chapter 

level.

The distribution by frequency and percentages of the participants who participated in a 

PTKHS Edge training program for chapter members among the three groups of those who either 

earned a degree or certificate, transferred from the community college to a four-year college 

prior to graduation, or left the community college before earning a degree or certificate and did 

not continue with an education was indicated in Table 4.

Table 4

Phi Theta Kappa Honor Society Alumni by Participation in Edge Training Programs

Frequency  (n) (%)

Participation 57 53.3
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Non-participation 38 35.5

The distribution of Phi Theta Kappa Honor Society (PTKHS) alumni who participated in 

a PTKHS Edge training program during their time as chapter members was indicated in Table 4. 

These training programs provide personal and professional development for students within the 

society.

More than half of the respondents, 57 alumni (53.3%), reported participating in an Edge 

training program. In contrast, 38 alumni (35.5%) reported not participating. Interpretation of the 

results indicated while Edge programs reached a majority of alumni, there may be opportunities 

to expand participation further.

The distribution by frequency and percentages of alumni participation in the chapter’s 

College Project or Honors in Action project among the three groups of those who either earned a 

degree or certificate, transferred from the community college to a four-year college prior to 

graduation, or left the community college before earning a degree or certificate and did not 

continue with an education was indicated in Table 5.

Table 5

Phi Theta Kappa Honor Society Alumni by Participation in College Project or Honors in Action

Frequency  (n) (%)

Participation 79 73.8

Non-participation 16 15

The summary of alumni participation in either the College Project or the Honors in 

Action project, two core service and research-based initiatives within the Phi Theta Kappa Honor 
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Society (PTKHS) was indicated in Table 5. These projects are designed to promote student 

leadership and campus-community engagement.

According to the responses, 79 alumni (73.8%) reported participating in one or both of 

these chapter-led initiatives. Conversely, 16 alumni (15%) reported not participating. Descriptive 

statistical results reflected a strong level of involvement in high-impact chapter projects among 

PTKHS alumni.

For RQ3, the types of mentorship activities received from Phi Theta Kappa Honor 

Society advisors during the member’s time at the community college were collected with the 

College Student Mentoring Scale developed by Gloria Crisp (Crisp, 2009). Permission to use the 

tool was received by the author through personal electronic communication on October 15, 2019. 

The CSMS was developed to measure a student’s perception of mentoring support they received 

during college and uses a five-point Likert scale to identify the degree to which, while as a Phi 

Theta Kappa Honor Society member, the advisor provided the mentoring experiences that make 

up items that were categorized into separate areas, known as facets. The four facets of the CSMS 

are 1) Psychological and Emotional Support which encompasses a sense of listening, providing 

moral and emotional support, identifying problems, and providing encouragement as well as the 

establishment of a supportive relationship in which there is mutual understanding and link 

between the student and the mentor; 2) Degree and Career Support which includes an assessment 

of the student’s strength, weaknesses, abilities, and includes assistance with setting 

academic/career goals and decision-making; 3) Academic Subject Knowledge Support which is 

centered on the acquisition of necessary skills and knowledge; on educating, evaluating, and 

challenging the student academically; on employing tutoring skills and focusing on subject 

learning in contrast to mentoring that focuses on life learning; and on establishing a teaching-
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learning; and 4) Existence of a Role Model which is concentrated on the presence of a role 

model in the student’s life as well as the opportunity for the student to learn from the mentor’s 

current and past actions, as well as achievements and failures (Crisp, 2009).

Twenty-five questions were asked on the survey to gather the PTKHS members’ 

perspective on their mentoring experiences from their PTKHS advisors during their time at the 

community college where they were part of PTKHS. These items provided a measure of 

participants’ perceptions across the four facets of mentoring identified within the CSMS 

framework. The responses offered insight into how alumni experienced advisor support during 

their membership.

Cronbach’s alpha was used to measure the internal consistency for the set of survey items 

to determine if respondents were consistent in their responses. Cronbach’s alpha was calculated 

for each of the four constructs to assess the internal consistency of the instrument, which yielded 

a reliability coefficient of α = .97 on three of the constructs and α = .96 on one of the constructs, 

considered to indicate excellent reliability as indicated in Table 6.

Table 6

Internal Consistency of Survey Constructs

Construct No. of items Cronbach’s α

Construct One: Psychological 
and Emotional Support

8 .97

Construct Two: Degree and 
Career Support

6 .97

Construct Three: Academic 
Subject Knowledge Support

5 .97

Construct Four: Existence of 
a Role Model

6 .96
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Normality of the data was assessed using skewness and kurtosis values and visual 

inspection of histograms. Across all four constructs, the distributions deviated from normality. 

Construct one (skewness = 1.54, kurtosis = 1.47), Construct two (skewness = 1.06, kurtosis = 

0.27), Construct three (skewness = 1.06, kurtosis = 0.15), and Construct four (skewness = 1.50, 

kurtosis = 1.31) all demonstrated positive skew and peakedness beyond the recommended 

threshold of ± 1 for approximate normality as indicated in Table 7. Visual inspection of the 

histograms supported this conclusion that all four constructs deviated from normality. 

Histograms were presented in Appendix E.

Table 7

Tests of Normality for Each Construct

Construct Skewness Kurtosis Normality

Construct One: 
Psychological and 
Emotional Support

1.54 1.47 Violated Normality

Construct Two: 
Degree and Career 
Support

1.06 0.27 Violated Normality

Construct Three: 
Academic Subject 
Knowledge Support

1.06 0.15 Violated Normality

Construct Four: 
Existence of a Role 
Model

1.50 1.31 Violated Normality

Because the assumption of normality was violated, non-parametric analysis was done to 

provide robust alternatives when working without normally distributed data. Non-parametric 

tests were conducted to examine whether there were differences among Phi Theta Kappa alumni 

who (a) earned a degree or certificate from the community college, (b) transferred to a four-year 
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institution before earning a degree, or (c) left without completing a degree and did not continue 

their education, on four constructs of the College Student Mentoring Scale (CSMS). Results 

indicated no statistically significant differences for Construct one, p = .629; Construct two, p = 

.897; Construct three, p = .805; or Construct four, p = .912. Because all p-values exceeded the 

.05 threshold, the null hypothesis that there are no differences among the three alumni groups on 

the four CSMS constructs was retained as indicated in Table 8. Based on the non-parametric 

analyses conducted, no statistically significant differences were found in perceived advisor 

mentorship across alumni completion status groups.

Table 8

Test Results for CSMS Constructs by Alumni Group

CSMS 
Construct

Graduated 
(Degree/Certificate

Transferred 
(Before 
Degree

Left Without 
Completing

p-value

Construct One: 
Psychological 
and Emotional 
Support

- - - .629

Construct Two: 
Degree and 
Career Support

- - - .897

Construct 
Three: 
Academic 
Subject 
Knowledge 
Support

- - - .805

Construct 
Four: 
Existence of a 
Role Model

- - - .912

Note. No statistically significant differences were found among the three alumni groups on any 

of the four College Student Mentoring Scale constructs (all p values > .05).
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For RQ4, responses were analyzed to see how the three groups compare to one another in 

answering questions about the types of advisor mentorship activities during their time as a Phi 

Theta Kappa Honor Society member at the college where they became a member, responses to 

the College Student Mentoring Scale (CSMS) were first aggregated into four facet scores. 

Because the data were ordinal and non-normally distributed, Spearman’s rank-order correlations 

were used to examine relationships between alumni group status and each CSMS facet.

The distributional characteristics of the data and the nature of the CSMS constructs 

warranted the use of Spearman’s rank-order correlations which were conducted to examine the 

relationships between CSMS constructs and Questions 4, 5, and 6. No statistically significant 

correlations were found between Question 4 and Construct 1 (ρ = .12, p = .292), Construct 2 (ρ = 

.01, p = .911), Construct 3 (ρ = .01, p = .937), or Construct 4 (ρ = .06, p = .611). Similarly, 

Question 5 was not statistically significantly correlated with Construct 1 (ρ = –.01, p = .960), 

Construct 2 (ρ = –.06, p = .601), Construct 3 (ρ = –.05, p = .634), or Construct 4 (ρ = –.05, p = 

.633). Finally, Question 6 also showed no statistically significant correlations with Construct 1 (ρ 

= .01, p = .912), Construct 2 (ρ = .04, p = .712), Construct 3 (ρ = .02, p = .836), or Construct 4 (ρ 

= .03, p = .792). Correlation analyses revealed no statistically significant relationships between 

responses to Questions 4, 5, and 6 and the CSMS constructs as indicated in Table 9. 

Interpretation of the results indicated that alumni perceptions of advisor mentorship were not 

influenced by whether they earned a degree, transferred, or discontinued their studies.

Table 9

Spearman’s Rho Correlations Between Questions 4-6 and CSMS Constructs

Question Construct P p-value
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Q4: Earned a Degree or 
Certificate from the 
Community College

Construct One: 
Psychological and 
Emotional Support

.115 .292

Q4: Earned a Degree or 
Certificate from the 
Community College

Construct Two: Degree 
and Career Support

.012 .911

Q4: Earned a Degree or 
Certificate from the 
Community College

Construct Three: 
Academic Subject 
Knowledge Support

.009 .937

Q4: Earned a Degree or 
Certificate from the 
Community College

Construct Four: 
Existence of a Role 
Model

.056 .611

Q5: Transferred from 
the Community College 
to a Four-year 
College/University 
Prior to Graduating 
College with a Degree

Construct One: 
Psychological and 
Emotional Support

-.005 .960

Q5: Transferred from 
the Community College 
to a Four-year 
College/University 
Prior to Graduating 
College with a Degree

Construct Two: Degree 
and Career Support

-.057 .601

Q5: Transferred from 
the Community College 
to a Four-year 
College/University 
Prior to Graduating 
College with a Degree

Construct Three: 
Academic Subject 
Knowledge Support

-.052 .634

Q5: Transferred from 
the Community College 
to a Four-year 
College/University 
Prior to Graduating 
College with a Degree

Construct Four: 
Existence of a Role 
Model

-.052 .633



55

Q6: Left the 
Community College 
Before Earning a 
Degree and Did Not 
Continue with 
Education

Construct One: 
Psychological and 
Emotional Support

.012 .912

Q6: Left the 
Community College 
Before Earning a 
Degree and Did Not 
Continue with 
Education

Construct Two: Degree 
and Career Support

.040 .712

Q6: Left the 
Community College 
Before Earning a 
Degree and Did Not 
Continue with 
Education

Construct Three: 
Academic Subject 
Knowledge Support

.023 .836

Q6: Left the 
Community College 
Before Earning a 
Degree and Did Not 
Continue with 
Education

Construct Four: 
Existence of a Role 
Model

.029 .792

Note. No statistically significant correlations were found between Questions 4–6 and the CSMS 

constructs (all p values > .05).

Overall, the descriptive analysis revealed strong educational attainment and engagement 

among PTKHS alumni. The inferential analysis found no statistically significant differences or 

relationships among alumni groups on measures of mentorship. The analysis revealed 

consistently positive alumni perceptions of their PTKHS experience across educational outcome 

groups.
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Conclusions

The analysis conducted for RQ1, “What is the frequency and percentage of Phi Theta 

Kappa Honor Society alumni who (1) earned a degree or certificate from the community college, 

(2) transferred to a four-year college prior to graduation, or (3) left the community college before 

earning a degree and did not continue their education?” found the following:

The descriptive data revealed a high rate of educational success among PTKHS alumni. 

Of the 98 respondents, 93.2% reported earning a degree or certificate from their community 

college, and 43% reported transferring to a four-year institution before completing a degree. 

Only 2.8% indicated leaving before graduation without transferring. According to the descriptive 

statistics, most participants reported achieving significant educational milestones, which is 

consistent with the established academic reputation of PTKHS members as highly motivated and 

successful students. The findings aligned with prior PTKHS national studies showing member 

completion rates nearly triple those of the national average for community college students 

(Marlowe et al., 2016).

The analysis conducted for RQ2, “According to Phi Theta Kappa Honor Society alumni, 

how active were they in their chapter as measured by the frequency in which they 1) attended 

chapter meetings or fellowship activities; 2) attended a regional or international event, such as 

regional conferences, Catalyst Convention or Honors Institute; 3) participated in a PTKHS Edge 

training program for chapter members, and; 4) participated in the chapter’s College Project or 

Honors in Action project?” found the following:

Engagement among alumni respondents was consistently strong across all areas of 

chapter involvement. Eighty-five percent of alumni reported participation in chapter meetings or 

fellowship activities, 74.8% participated in regional or international events, 53.3% engaged in 
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PTKHS Edge training programs, and 73.8% participated in the College Project or Honors in 

Action project. As shown in the findings of the study, most PTKHS members were actively 

involved in leadership and professional development activities that extend beyond basic 

membership. The pattern of participation observed in the descriptive statistics is consistent with 

the organization’s emphasis on scholarship, leadership, service, and fellowship, demonstrating 

that PTKHS provides an environment beneficial to engagement and experiential learning.

The analysis conducted for RQ3, “Are there statistically significant differences between 

Phi Theta Kappa Honor Society alumni who 1) earned a degree or certificate from the 

community college; 2) transferred from the community college to a four-year college/university 

prior to graduating from community college with a degree, or; 3) left the community college 

before earning a degree and did not continue with education in the types of advisor mentorship 

activities as measured by four facets of the College Student Mentoring Scale?” found the 

following:

Cronbach’s alpha coefficients for the four CSMS constructs—psychological and 

emotional support, degree and career support, academic subject knowledge support, and role 

modeling—ranged from .96 to .97, indicating excellent reliability of the instrument. However, 

data analysis revealed that all four constructs violated the assumption of normality, requiring the 

use of non-parametric statistical procedures. Results from the data indicated no statistically 

significant differences among the three alumni groups for any of the four mentorship constructs 

(all p-values > .05). Analysis of the data revealed that perceptions of advisor mentorship were 

consistent across all groups, regardless of whether alumni graduated, transferred, or left before 

completion.
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The uniformity of responses indicated that PTKHS advisors provide a similar level of 

mentorship to members, independent of their eventual academic outcomes. This consistency in 

advisor engagement may reflect organizational standards and advisor training expectations that 

promote equitable support for all students.

The analysis conducted for RQ4, “Is there a statistically significant relationship between 

Phi Theta Kappa Honor Society alumni who 1) earned a degree or certificate from the 

community college; 2) transferred from the community college to a four-year college/university 

prior to graduating from community college with a degree, or; 3) left the community college 

before earning a degree and did not continue with education with the types of advisor mentorship 

activities as measured by each item of the College Student Mentoring Scale?” found the 

following:

To further examine the potential relationship between mentorship and student outcomes, 

Spearman’s rank-order correlations were conducted between alumni group status and each 

CSMS construct. Correlation coefficients ranged from –.057 to .115, with all p-values greater 

than .05, indicating no statistically significant relationships between alumni status and 

mentorship variables. These findings suggested that while PTKHS members perceive strong and 

positive advisor mentorship overall, these perceptions do not statistically predict whether 

students complete a degree, transfer, or discontinue their education.

The lack of significant correlations may be attributed to several factors, including the 

relatively small sample size, little variation in alumni feedback and overall positive views of 

their mentoring experiences reported. 

Summary
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The chapter presented the results of the quantitative analysis conducted to address the 

four research questions examining the relationships between Phi Theta Kappa Honor Society 

advisor mentorship and student success as measured by graduation and transfer outcomes. 

Descriptive statistics summarized participants’ demographic characteristics and levels of 

engagement in PTKHS programming, including chapter meetings, regional or international 

events, PTK Edge activities, and participation in College Project or Honors in Action initiatives. 

Reliability analyses demonstrated excellent internal consistency of the College Student 

Mentoring Scale (CSMS) (Crisp, 2009), with Cronbach’s alpha coefficients indicating strong 

reliability across the four mentoring constructs of psychological and emotional support, degree 

and career support, academic subject knowledge support, and the existence of a role model, 

consistent with the mentoring framework established by Nora and Crisp (Nora & Crisp, 2007).

Because assumptions of normality were not met, non-parametric analyses were 

conducted. This examined the differences between alumni groups and relationships between 

mentoring variables and completion outcomes. Results revealed no statistically significant 

differences across the four mentoring constructs among alumni who graduated, transferred, or 

left without completing, and correlation analyses did not identify statistically significant 

relationships between mentoring variables and completion status. These findings suggested that 

mentoring experiences within PTKHS may be relatively consistent across members. The lack of 

statistical significance may also indicate that student success is influenced by other factors rather 

than only advisor mentorship, including personal circumstances, the support given in other areas 

of the college, and various other commitments such as family and work. 

The high levels of perceived support across all constructs point out the role advisors play 

for meaningful connections and engagement among PTKHS members, even when statistical 
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differences are not shown. The discussion in the subsequent chapter builds upon these 

conclusions to examine implications, limitations, and recommendations for future research.
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Discussion

The purpose of this study was to examine the effect of advisor mentorship on PTKHS 

alumni success as measured by college completion and transfer outcomes and the advisor 

mentorship activities used in the study from the College Student Mentoring Scale developed by 

Gloria Crisp (Crisp, 2009) which were psychological and emotional support, degree and career 

support, academic subject knowledge support, and existence of a role model. 

Four research questions guided the analysis and provided a framework for the descriptive 

and inferential findings:

RQ1: What is the frequency and percentage of Phi Theta Kappa Honor Society alumni 

who 1) earned a degree or certificate from the community college; 2) transferred from the 

community college to a four-year college/university prior to graduating from community college 

with a degree, or; 3) left the community college before earning a degree and did not continue 

with education?

RQ2: According to Phi Theta Kappa Honor Society alumni, how active were alumni in 

their chapter as measured by the frequency in which they 1) attended chapter meetings or 

fellowship activities; 2) attended a regional or international event, such as regional conferences, 

Catalyst Convention or Honors Institute; 3) participated in a PTKHS Edge training program for 
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chapter members, and; 4) participated in the chapter’s College Project or Honors in Action 

project?

RQ3: Are there statistically significant differences between Phi Theta Kappa Honor 

Society alumni who 1) earned a degree or certificate from the community college; 2) transferred 

from the community college to a four-year college/university prior to graduating from 

community college with a degree, or; 3) left the community college before earning a degree and 

did not continue with education in the types of advisor mentorship activities as measured by four 

facets of the College Student Mentoring Scale?

RQ4: Is there a statistically significant relationship between Phi Theta Kappa Honor 

Society alumni who 1) earned a degree or certificate from the community college; 2) transferred 

from the community college to a four-year college/university prior to graduating from 

community college with a degree, or; 3) left the community college before earning a degree and 

did not continue with education with the type of advisor mentorship activities as measured by 

each item of the college Student Mentoring Scale?

By considering the broader body of literature through history, mentoring has been 

described as a relationship and connection where a more experienced individual provides 

guidance and encouragement to support the development of another. This is a concept seen as far 

back at Greek literature and continues with more contemporary educational perspectives (Irby & 

Boswell, 2016; Olwell, 2016). The perceptions of mentoring by the alumni reflect that mentoring 

is a process grounded in guidance and support.

The descriptive analysis revealed high levels of academic attainment among respondents, 

which is consistent with PTKHS members’ academic performance. As mentoring continues to 
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play an important role in higher education (Miller, 2002), these findings offer insights on how 

advisor mentorship operates within PTKHS and reinforce the value of mentoring in helping 

students grow and succeed. The completion and transfer rates among PTKHS members 

confirmed the organization’s value in fostering student success at the community college level. 

High participation rates were observed in chapter, regional, and international programs and 

events in the promotion of student involvement and activities that align with the four hallmarks 

of PTKHS: scholarship, leadership, service, and fellowship. The analysis of the findings revealed 

alumni reported strong perceptions of mentoring support across the four constructs of the CSMS, 

including psychological and emotional support, degree and career guidance, academic support, 

and the presence of a role model. Research has emphasized the role of mentors in providing 

encouragement, feedback and support for growth that are consistent with the participants’ 

perceptions (Marquardt & Loan, 2006).

The inferential analysis found no statistically significant differences or relationships 

between mentorship constructs and educational outcomes examined, the positive mentoring 

scores suggest PTKHS advisors provides consistent and meaningful support to all members, The 

mentoring scores, along with the high alumni success rates of those who graduated or 

transferred, indicated the mentorship provided by PTKHS advisors may create an influence of 

stability contributing to members’ persistence and engagement. Even though no statistically 

significant differences were found among alumni groups, this result supports research showing 

that mentoring often plays a broad supportive role in shaping students’ experiences rather than 

directly determining outcomes (Kalbfleisch, 2002).

These findings help extend what we know about mentoring by showing its importance as 

a supportive, yet still underexamined, part of student success in community colleges (Crisp & 
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Cruz, 2009; Jacobi, 1991). Interpreting these findings through the lens of Nora and Crisp’s 

(2007) mentoring framework suggested that the four components of mentorship which are 

psychological and emotional support, degree and career support, academic subject knowledge 

support, and the existence of a role model were perceived consistently among all participants. 

This pattern showed that PTKHS advisors provide mentoring experiences that have an impact on 

students, whether they graduate, transfer, or leave without completing a degree. Research has 

shown mentoring can have a lasting effect on shaping students’ educational experiences and the 

impact on their educational and career paths (Levinson et al., 1978). Prior research has 

documented that interactions with faculty and staff, along with mentoring activities, contribute to 

students’ academic progress and overall success (Museus & Neville, 2012; Pascarella & 

Terenzini, 2005). The results supported the idea that advisor mentorship is associated with 

student engagement, persistence, and academic success, even in the absence of statistically 

significant differences.

When viewed together with the study’s methodology and the existing literature, the 

findings provided a picture of how mentoring operates within PTKHS. The use of a quantitative 

approach and the CSMS examining alumni perceptions across the four mentoring domains as 

described by Nora and Crisp (2007), offered insights into the experiences members had of 

mentorship support during their time at the community college. Even without statistically 

significant differences, the results highlighted the steady presence of advisor support and its 

influence on students’ sense of connection and growth. This study offered a clearer 

understanding of how mentoring works within a community college, particularly in PTKHS, and 

highlighted the role of supportive relationships in promoting student success. 



65

The results of this study provided a foundation for understanding the role of advisor 

mentorship in PTKHS member success at the community college level. Although the findings 

did not reveal significant relationships between advisor mentorship and educational outcomes, 

they showed a need to continually explore the ways mentoring practices could influence 

persistence and achievement. The strong reliability of the College Student Mentoring Scale 

(CSMS) reinforced its applicability for future research focused on mentoring practices. 

Several recommendations for future research are presented below and ideas to address the 

limitations in the study are included. 

First, increase participant representation and survey reach. The present study was limited 

by its small number of respondents. Included in a research paper by Saleh & Bista (2017) 

examining a wide range of factors related to survey response rates in academic research, the 

author presented 11 recommendations to increase the response rates of online surveys. These 

recommendations were followed in the research design. While the small number of respondents 

were reported, this lack of the number of participants may have constrained statistical power and 

limited the ability to detect relationships among variables. Expanding the participants in include 

alumni not in alumni associations only or finding a more effective way to reach the alumni on the 

list could provide a more detailed understanding of mentorship’s impact on student outcomes. 

Second, integrate qualitative or mixed-method approaches with quantitative data 

collected through the College Student Mentoring Scale (CSMS). Capturing insight through 

interviews or focus groups with alumni, advisors and current members could provide additional 

insight into mentoring experiences and how they may affect student educational outcomes on 

persistence and achievement. A mixed-method design could strengthen the interpretation of 
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statistical findings and clarify how specific mentoring interactions contribute to completion and 

transfer decisions.

Third, examine the impact of advisor training through comparative analyses. Future 

studies could compare chapters led by advisors who have completed the Five Star Advisor Plan 

with those whose advisors have not completed formal training. The Advisor Plan offers 

structured training and includes mentorship guidance. The comparisons would allow for a 

researcher to examine whether structured mentorship training would improve academic or 

transfer outcomes and show relationships among the mentoring experiences.

Fourth, explore additional variables related to student success. A researcher may examine 

additional variables such as grade point average, leadership positions, or involvement with other 

academic organizations at the community college level. Considering these factors would expand 

the understanding of success beyond completion and transfer to gain a more complete picture of 

how PTKHS advisor mentorship support can strengthen students’ academic achievement. 

Finally, broaden the scope beyond Phi Theta Kappa. To strengthen generalizability, future 

researchers could examine advisor mentorship across other honor societies or academic support 

programs within the community college system. Comparing PTKHS members with non-member 

populations could help identify the role that mentorship plays in contributing to academic 

success.

In summary, future research should build upon these findings by expanding the scope of 

participants, integrating qualitative methods, and exploring how advisor training and engagement 

strategies translate into measurable student outcomes. Continued study in this area will enhance 

the understanding of mentorship’s influence on persistence, transfer, and academic achievement 
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while supporting the mission of Phi Theta Kappa Honor Society to promote excellence and 

student success.

To quote Nora and Crisp (2007), mentoring involves providing students with 

“psychological and emotional support, degree and career support, academic support, and a role 

model,” which reflects the multiple forms of support of mentoring explored throughout this 

study. This study examined the effect of Phi Theta Kappa Honor Society (PTKHS) advisor 

mentorship on student success as measured through graduation and transfer outcomes among 

community college students. Guided by Nora and Crisp’s (2007) mentoring framework and 

utilizing the College Student Mentoring Scale (Crisp, 2009), the study sought to better 

understand how alumni perceived mentoring support across the domains of psychological and 

emotional support, degree and career support, academic subject knowledge support, and the 

existence of a role model. By focusing on alumni perspectives, this research provided insight into 

how mentoring relationships experienced during college may continue to shape reflections on 

student success and engagement.

Descriptive statistical results reflected strong alumni-reported perceptions of advisor 

mentorship and high levels of engagement in chapter meetings, events, and programming aligned 

with the organization’s hallmarks of scholarship, leadership, service, and fellowship. These 

results are consistent with the longstanding role of PTKHS as an organization that promotes 

academic achievement and involvement among high-achieving community college students and 

consistent with prior research highlighting the importance of structured opportunities for 

engagement in supporting student development. The high levels of participation observed are 

consistent with PTKHS engagement patterns that provide an environment that encourages 
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connection, involvement, and growth, all of which are supported by the mentoring literature 

emphasizing the importance of relationships in higher education.

Inferential analyses did not reveal statistically significant differences among alumni 

groups based on completion status, nor were significant relationships identified between 

mentoring constructs and educational outcomes. However, the consistently positive perceptions 

of mentoring across groups suggested that advisor support may function as a stabilizing 

influence that contributes to students’ sense of belonging and persistence, even when differences 

are not detectable through statistical testing. These are consistent with prior literature describing 

mentoring as operating as a broad developmental support rather than as a direct predictor of 

specific outcomes and reinforces the perspective that mentoring contributes to the overall 

educational experience.

The methodological approach, including the use of a quantitative design and a validated 

instrument, provided a structured way to examine mentoring perceptions across a diverse alumni 

population. The strong internal consistency reliability observed in the constructs supported the 

appropriateness of the College Student Mentoring Scale for assessing mentoring experiences in 

this context. At the same time, the study acknowledged limitations related to response rate, self-

reported data, and the inability to determine the exact number of alumni who received the survey 

link due to distribution through organizational channels. These considerations suggested that 

findings should be interpreted with appropriate caution while still recognizing the meaningful 

insights gained from alumni perspectives.

Taken together, the results extend existing literature examining mentoring within 

community college environments.as an important, yet still underexplored, component of student 

success within community college environments. The research examined the gap identified in 
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prior research by examining mentoring specifically within the context of an honor society and by 

focusing on advisor roles that extend beyond administrative responsibilities to include guidance, 

encouragement, and developmental support. The results are consistent with prior research 

emphasizing the importance of faculty and staff interactions and mentoring activities in 

supporting students’ academic progress and highlight the value of intentional mentoring practices 

within student organizations.

Importantly, the results demonstrated that mentoring relationships within PTKHS appear 

to be consistently experienced across alumni regardless of completion pathway, suggesting that 

advisor mentorship may contribute to a shared culture of support within chapters. This 

consistency reflected the multidimensional nature of mentoring described in the literature and 

supported the idea that mentoring experiences may influence students’ academic journeys in 

ways that extend beyond measurable outcomes such as graduation or transfer.

In conclusion, the analysis contributed to a clearer understanding of how mentoring 

operates within Phi Theta Kappa Honor Society and offered evidence that advisor mentorship 

plays a meaningful role in shaping students’ experiences in community college settings. By 

bringing together the theoretical framework, the findings, and the study’s methodology, this 

study contributed to existing literature about how colleges and organizations can support student 

success through meaningful relationships and intentional engagement. Future research can build 

on these findings by examining mentoring practices in different settings, exploring outcomes 

over time, and continuing to investigate how mentoring shapes student development. Ultimately, 

the results supported the value of mentorship within PTKHS and highlighted the continued 

importance of fostering supportive environments that encourage students to persist, engage, and 

achieve their educational goals
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