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ABSTRACT

As less thar % of studentathletes go on to play sport professionally, it is important that
they are prepared for careers outside of athletics (Susanj & Stewart, [Z2@d%)football
studenathletes have lograde point averagesdgraduation rate Universities ncorporate
academic motivational programs to help combat low academic performance. One unique
program, ScholaBaller, utilizespopularculture within its curriculum to bridge the gap between
acadenus and athligcs. This dissertation examinéuk differerces betweecholarBaller and
Non ScholasBaller Division | football studena t h | neotivatism@cademic, athletic, intringic
andathleticidentity usingexpectancyalue theoryandself-affirmation theoryas its framework.

In addition, the effect aface/ethnicityAfrican-American, White Americanand Other
racéethniaty) and ScholaBaller participation on Division | football studeatt h|1 et e s 0
motivation (academic, athletic, intrinsi@hdathleticidentity was examined.

Expectancywaluetheord ef i nes moti vation as both the e
belief about the final outcome of a taskd the values the student gives to the task. A student
either has a positive, negative, or neutral e
Anderson & Winett, 2005; Xiang, McBRide & Bruene, 200B)is framework allows for
exploration of student at hl Stadfismadtioratbecary e mi ¢ e x p
explains that when students focus on important identities and values, theyxcarebess
defensive towards threatening information. Therefore, when receiving negative academic
feedback, studerdthletes using selffirmation techniques may be more confident, epen
minded and receptive towards the threatening informatibree instrmments were used to

collect data. The Studeatt hl et es 6 Moti vation toward Sports



(SAMSAQ) was used to assess academic and athletic motivation, while the Motivated Strategies
for Learning Questionnaire (MSLQ) was used to assggasic motivation towards academics.
Lastly, the Athletic Identity Measurement Scale (AIMS) was used to investigate athletic identity.

Four universities (two Scholdaller and twaNon ScholaiBaller) were chose for their
similar academic and athletiegormance. Usintghe Statistical Package for the Social Sciences:
Graduate Pack 16 for WindowsMaultiple Analysis of Variance (MANOVA) and Analyses of
Variance (ANOVA) were run tdetermine if significant differences exist between the Scholar
Baller andNon ScholaiBaller football studenta t h | asademscHathletic, intrinsimotivation
andathleticidentity. These tests revealed that Schdatler football studenathletes had
significantly lower academic and athletic motivation thon ScholaiBallerfootball student
athletesHaving low academic expectations and little value for academics is consistent with
studentathlete subculture. However, these findings were in contrast to what was expected.

In addition, ScholaBaller football studentthleeshadsignificantlyhigher athletic
identity thanNon ScholasBaller football studentathletesThis finding is also consistent with the
literature on studerdthletes. As studetathletes must be motivated athletically to perform at
intercollegiate spost it is not surprising to find high athletic identéynong the ScholaBaller
football studenathletesIn fact, studies have suggested that high athletic identity correlates with
high academic performance (Harrison, Stone, Shapiro, Yee, Boyd & R20@9,Sellers,
Chavous & Brown, 20010ne ScholaBaller university in this study reported higher grade
point averages since the inceptmiithe ScholaBaller program (2.37 in Fall 2004 to 2.68 in

Spring 2006)ScholarBaller curriculum utilizes seléffirmation exercises to affirrstudent



athletes athletically and influence more acceptance of academic critBubiwiarBaller football
studenathletes are more affirmed in their athletic role which may lead to academic success.
This dissertation alsimvestigate differencesetween ScholaBaller andNon Scholar
Ballerfootball studenta t h | asaderscpathletic, intrinsimotivation andathleticidentity in
relation torace/ethnicity Three groupscomprised of AfricarAmerican,White Americanand
Otherrace/ethnicitywereused to compare ScholBaller andNon ScholaBaller football
studentathletesNo significant differences wefeund. However, it was noted th@cholar
Baller African-American football studerdthletes had higher academidlatic and intrinsic
motivation tharScholarBaller White Americarfootball studentathletesThis finding is
surprising given the prious research indicatilgfrican-American studera t h | levt e s 0
academic motivation.
As this dissertation investigatedly differencesetween ScholaBaller and Non
Scholar football studerdat hl et esd moti vati onneadstbbheddnetot i t y,
further explicate these differencé&dso, athletic identityisould be further investigated among
football studat-athletes taletermine & role in academic penfmance. Furthermore, givéims
studydés findings of higher AfdcardAeanicanSclaolard at hl e
Baller football studentathleges and its contrast to previous reseaiiither studies should be
performed to further explicatbese differences among race/ethnidQualitative research
involving in-depth interviews and longitudinal studies investigating motivation and athletic

identity over time should be performed.



To Gabe:
| hope that you find there is no such thing as too much school. | hope that you will always

have the passion to keep on learning and growing!
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CHAPTER ONE INTRODUCTION

Heds 4alt, tthhee 30, the 20é. he colhdloddagdo al | th
boisterouscrowd e c ked out i n their Popcmandbeerodndorss | eap
stop their quick ascensi &mallohfldreh wagetteitéendi umbés s
fingers, while beers and chants can be heard outside the sta@iistould bea typical
Saturdayfall afternoonin any college townM e n MGAA football is one of the most pafar
spectator sports in the United Stategen in tough financial timespectators still flock to
games. Over 49 milliofansattended games at t688 NCAA universities in 2008 (Johnson,
2009). In the2008Division | Football Bowl Subdivisiomecords for overall attendance and per
game attendance were broken (Johnson, 2@@9pss universities todajootball has become
known as the Afr on tSuggsp20@Hormény univessitiesfrisiakaeeto s i t y 0
build the biggest stadiums and most luxuriekigboxes, while recruitintpp athletes to earn
recordrevene atgamestodayos revenue from football ticke
$11.8 million (Watterson200Q. A football studenta t h | perfoené@rce on the field can be
worth millions, not just in gateeceiptsbut in college applications as well. Serigh school
seniors base their college selections on winning athletic programs (Suggs, Lederman & Selingo,
2003).To gainmore attention, many university athletic programs vie for television time. In
2001, the NCAA signed a $1 billion contract with CB$ b televise football and other sports
games through 2008 (Berry, 2001). Other large amounts of money go towards coaching staff.
Some college coaches make over a million dollars a year (Knight Foundd@ih The Knight
Foundation, a group formed in89®to fight collegiate athletic scandals, questions whether there

~

Ai's any other department at a university wher



by reference to the nesicademic performance of its students, staff oringiruce 6 ( Kni g h't

Foundation, 2001,p.20).

Statement of the Problem

The focuson college sports today is on glamour and athleticism, not education (Harrison
& Boyd, 2007; Willis, 2005). Very few Academic AConference and National schokthletes
are known to the public.hie term student in studeathlete seems to be invisible (Berry, 2001).
A giant chasm between academics and atisléias been created. This chasm, also known as
AThe Gr e asall tBeimore seBousowhen it is taken into account that over 400,000
studentathletes will enter the workforce unprepa¢Berry, 2001)

This tug of warbetween academics and athletics has exstéue university level
throughout football history (Thelin, 2002). A scandal at the University of Michigan was
discovered in 189 when seven football players were not even enrolled as students (Sigelman
1995. Recently, over two dozen football studexthletes were suspended from competition,
including championship games, due to an academic cheating scandal at Florida StasétyJniver
(Associated Press, 200®)ther recent headlines include:

AAl abama State University Charged with 6638
Ty p GAA, 2008).

AFor mer Coach Indicted on Fraud Charges fo

Bas k et b a l(PettaialyVdills,e2008)0
i éFor the first time in its history, the National Collegiate Athletic Association (NCAA)

has banned teams from postseason playfd hei r at hl et es 6 plloscder ac ade|

Higher Ed, 2009).



Under the table payoffs, players skipping classes or taking classes unrelated to a college
degree, recruiting violations and even crime spraesoccurring regularly among football
pl ayers at t Hies(Kmight Hounadatos, 2001f.0achesr ashietic directors and
even presidents of universities have recruited academically ineligible p{&getman, 1995;
Splitt, 2008) Recentstatistics show that more than half of tireversities playing at the
NCAAOGs top compet censured sarcteoned or pulh colpagon byéhe NCAA
due to academigiolations (Knight Foundatigr2007).

According to theChronicle of Higher Education survey entitle@uflic Opinion o
Higher Educatiof® more than two thirds of the respondemsortecthatfour year colleges
place too much emphasis on athleti8aggs, 2001; 2005uggs, Lederman, Selingo, 2003
Although studentithletesn generalare graduating ahcreasindy higher ratesand
proportionately arenore likely to graduate than their nathlete peers, graduation rates for
revenue sportsespecially footballstill remain low Brand, 2008Lapchick,2006; Suggs,
2003a). Overallfootball studentthletes have some tife worst grade point averages (GPA)
and graduation ratex all studerdathletefNCAA, 2009).0Onesurvey reported that almost 25
percentof Division | universities had graduation rates under 30 percent for its football student
athletes (Knight Foundatip 2001)).

Contributing to the low GPA and graduation rates of revenue statlgetes is the lack
of preparedness many studathletes have for a cqumatitive college llapchick, 2006; Lucas &
Lavaglia, 20@2). According to Pettawawillis (2005), revenue studerdthletesenter four year
colleges with poor high school records, low test scores and have a larger ratio of vocational to
academic subjects in high school. Not surprisingly, football steatbitgtes have the lowest level

of academic perfonance at university level (Beamon & Bell, 2006; Furr & Elling, 2002;



GastonGayles, 2004; Lapchick, 200RiCAA, 2009;Pascarella, Trucenmiller, Nora, Terenzini,
Edison & Hagedorn, 1999;,u8gs, 2003).Poor academic performance may be related to football
studentat hl et esdé | ow | evel of nGayles,\2@5%; Pascarelia& t he ¢
Smart, 1991).
Otherresearchers have suggested that athletic identity, in addition to motivation, may
play a role in academic performance as well (Adler & AdIBB5t Brewer, Van Raalte &
Linder, 1993; Clow, 2000; Murphy, 1996). These researchers believe that higher athletic identity
relates to low academic motivation. However, Sellers, Chavous & Brown (2001) and Harrison,
Stone, Shapiro, Yee, Boyd & Rullen (20@@iggest that there may be a positive correlation
between athletic identity and academic motivatlorany case, intercollegiate athletic culture,
with its intense time commitment, can influence the studenth | et es 6 at hl eti c r o
Another factor that camfluencestudertat hl et es ® academi c perforr
race/ethnicity A disparitybetween AfricaPAmerican andVhite Americarstudertat hl et e s 0
academic performance exisEor examplestatistics have shown thafrican-American fooball
studentathletes gaduateat the rate of 50%, whilé/hite Americarfootball studerdathletes
graduateat the rate 064% (NCAA, 2007)The graduation rate for all AfricaAmerican male
students is only 37 %, in comparison to 61% fok\dtlite Americamrmale students (NCAA
2007). This issuamay playan important role in college football athletics because over half of all
Division | football studentathletes are Africa\merican (Brand, 2007).
In summaryfootball gudentathletes have lowcademic performance and motivation
(GastonGayles, 2005; NCAA, 2009; Suggs, 20083. motivation plays a key factor in
academic performance (Sellers, 1992; Gasiayles, 2004; Reyes, 1997; Ryan & Deci, 2000b;

Eccles & Wigdfield, 2002; Kingston, Horrock & Hanton, 2006; Hood, 2002; Paszarell



Truckenmiller, Nora, Terenzini, EdiséhHaggedorn, 1999), and identity mplay a role in

motivation (Person & Lenoir, 1997; Adler & Adler, 1991; Harrison, Harrison & Moore, 2002;

Ridpath, 2002; Pendergrass, Hansen, Neuman & Nutter, 2003; Killeyg, &@tdns, Bosworth,

Fujita & Jensen, 2007; Stephen & Brewer, 2007; Bowen & Levin, 2003), it is important that

further research involving these noagnitive factors bperformedo further investigate their

roles in studenathlete academigerformance (S#acek, 2004). Many universities across the

nation have initiated retention programs for studsthtetes to help combat the low academic
performance. However, a research study of tHivy Division | schools, found that these

academic assistance progsras they currently existed, did little or nothing to improve the

GPAs or graduation rates of studatiletes (Bell, 2005). This may be in part to the current
retention programsd | ack of cul tautrhalle tiemstbe ravceand
performance (Berry, 2001; Clow, 2000; Gas@ayles, 2005) According to a 2007 study, there

is a gap in effectiveness for Africakmericans and female studeathletes (Smith, Allen &

Danley, 2007)From the literature, a current need exists to &rthvestigate not only student
athletes6é motivation and identity, but -the ro
at hl et es 6 mot iTheNatiomanColegtalAthletic &ssaciationy(NCAAE one

organization that supports camting research in the area of studatitlete academic

performance and retention programs.

NCAA
The National Collegiate Athletic Association (NCAA) is an organization that was

brought about during the ear |-ahlettI0iDcOmsprisedd cur b



of approximately 800 colleges, universities and conferences (Berry, 2001).dv&efrdm these
universities and colleges collectively introduce and vote on rules called bylaws. In 1973, the
associationds membership divided itself into
(Divisions I, 1l, 111). In 1978, Division | members crest subdivisions-A and FAA, whichin

2008,in regards to footbalghanged tahe Football Bowl subdivision and the Football

Chanpionship subdivisionrespectively
Even though the NCAA began monitoring the

acackmic infractions right after World War Il, problems persisted regarding graduation rates,
academic achievement and ineligilplayers. Over the last twenty yeaise NCAA, and its
universities and colleges, began to initiate new reforms. Reforms, whietdereeloped under
immense research, occurred in three subsequent phases: initial academic eligibility standards;
progress toward degree standards; and coaches and institutions being held accountable for the
academic performance of their studattiletes farrison & Boyd, 2007).The NCAA initiated
Proposition 48 in 1987 and Proposition A2LB89 to prevent academic ineligibilifyroposition

48 declared any athlete with a high school GPA under 2.0 and an SAT score lower than 700
ineligible to play their frehmen year. Taking it further, Proposition 42 took away any athletic

aid from an ineligible athlete. More recent reforms made by the N@A&n effort to increase
academic achievement and graduation réi@ge been developed (Hamilton, 2005). The

Academc Progress Rate (APR) developed by the NCAA in 2001 (initiated in 2006), has linked
the number of athletic scholarships a school can offer to the graduation rates of its athletes
(Powell & Taylor, 1999)To calculate the APR, every studexthlete is trackd by eligibility

and retention. Those who do well in the classroom (earn a 2.0 GPA or above) and stay in school

earn two points. Those who pass but do not return to school earn one point. If aatiieént



fails academically and leaves school, his@rteam loses two points. If a studatilete returns
to school | ater and graduates, the school ear
dividing the total points earned in a year by the total points possible.

According to Lipka (2006) andCAA (2008), this type of yearly assessment gives more
accurate data on academic performance than the six year graduation rate calculation. Schools that
fall below a threshold graduation rate will be punished by having fewer scholarships to offer to
thefd | owing year 6s enteringy&@d askdeRepr€senss, 2005) .
individual studentathletsba c ademi ¢ progress and a composite
APR falls below the 925 benchmark, the team could be sanctioned. An APR ofr@aghky
equal to a 60 % graduation success rate. Initially, the APR, according to the NCAA Division |
Board of Directorsodo Directive,

Ai ntended to reward teams t fathietesthéheronstr at e
progress toward a degree; penalizingse who do not; encourage successful academic
performance of all studefathletes on all sports teams; reward institutions that achieve
significant academic success; and penalize those that have a history of academic
underachievementa (Meyer, 2005, p. 16)

Another mandate established by the NCAA in 2002, requires athletes to complete 40 %
of their degree by the third year. By their fourth and fifth years, athletes must complete 60% and
80% respectively. This mandate puts more pressure @tutiertathlde to declare their major

early. It also may encourage them to pursue less academically challenging prtogasoid

poor academic performan¢8uggs, 2001; 2002; 2003a; 2003b).

Retention Programs
Retention programs are one way universitiesa@nbatthe problem of poor academic

performance (Astin, 1993; Neit 2003).Early research in higher educatifmtused on the



characteristics of thee students who did not perqi8stin, 1977. These studies fourttat the
levelandgual i t y wmteracBonsumihepaerss well as faculty and statiffected their
retention rate. I n response, retention progra
academic engagement (Nutt, 2003).dRéibn program participanteported increases i
academic performance (Person & LeNoir, 1997). The following are some examples of several
retention programs that have been developed.

In 1995, North Carolina State introduced First Year College, a program that allows
students to pursue a general cowfstudy in which classes can be transferred into their major
program. First YearC@dlge was devel oped becausafterof student
freshman year. Research at North Carolina State found that many of these students left because
Athey Mfevd a part of the institution or engag
academic advisingg e mi nar s on the universityds intell ec
essential classroom skills for academic success are the cornerstimepaigram (Reyes
1997.

Anot her example involves University of Mic
which was developed initially for AfricaAmerican students, bgsbonbecame a support system
for all. 't i ncl ude s idas addibianal crges as wellmavagpr am, whi ¢
orientation inuniversity life (Reyes1997. At University of South Carolina, a program called
University 101 offers courses to help students with the hasosell aencourageommunity
building experiencesSan FFancisco State University offers a program similar to University of

Mi ¢ hi gradgedpsr ofigbr a m. It is affectionately referre



program offered in the summepyrepares students for the rigors of university academics and life
(Reyes 1997%.

The same components used to hel pwegusaede r a | u
to develop retention programs for studatitletes A program designed to increase motivation
on and off the field was implemented at Kansas Stateddsity from 19922000. Football team
members participated in motivational seminars to imphmth academic and athletic
achiezement Prior to 1992, KSU had the wosthletic performance in the NCAA it the most
losses in NCAA history. During the eigyars that the seminars were held, KSU went from
hauvng the worstrecortbh avi ng t he fAwinningestoParigh& ord amor
Baker, 2003). Confidence levels, self esteem, goal setting, attitude measures, keeping and
making commitments and m&aes of social and emotional growth all increased after the
program Parish& Baker, 2006. Another Division | university using aimilar retention course
found similar results (Curry & Maniar, 2003) reported stdentat h|l et es 6 | mpr ov e me
leadership, confidence, peaking under pressure gndgcwith performance adversity (Curry &
Maniar, 2003.

Well-known retention programs for athletes include Challenging Athletes' Minds for
Personal Succesdogram(CHAMPS/Life Skills)and National Assoation of Academic
Advisors for Athletics (N4A). Both strive to enrichstudent hl et eds | i ves. CHAM
began its program i mpludlizes fivé cornporemts to hefpudehte mi d 1
athletes succeed athletically and academically. Wi@HAMPS, there is a commitment to
academic excellence, athletic excellence, personal development, career development and

community service. These commitments ensure that a statléete receives the appropriate



services and facilities to achieve botlademically and athletically. CHAMPS also provides
networking opportunities to allow studestthletes to prepare for life after intercollegiate sports
(CHAMPS, 2008). CHAMPS is implemented by universities who have the freedom to decide
how the program is ny if the program administrators are full or pamte, andwhich parts of
CHAMPSthey use. N4A is a diverseducatimal service and professional nqmofit
organization that began in 197%&ith the sole purpose of helping studathletes graduate. Its
members are academic support and student services personnel. By offering advisement to
studentathletes and also serving as asiaai between the athletic ancademic communities,
N4A helps the studeratthletes excel both academically and athletically (N2@08).

Both, universities and the NCAA, see the importance and benefit of academic assistance
programs to help increase academic motivatimversitiesare spending larggmounts of
money on retention programs for their studathietegReyes, 1997} owever, 8 mentioned
earlier, research is suggesting that macgdemic assisnce programs ddtle or nothing to
improve the GPAs or graduation rates of studghtetes (Bell, 2005). Researchbeve reported
thatcurrent retention programs lack tbatural intervention necessary to increase student
athletesd6 academic perfor maGayles, 0Berry, 2001,

One retention program that utilizes popular culture in its curriciguBtholas Baller™.
The meaning of ScholdBaller, cefined by Harrison & Boyd (2007) is someone who succeeds
academically, socially and athletically. ScheBaller has been adopted55 universities across
the nation (Harrison & Boyd?00% . T hi s p ris@ogeainforcsdstudegitbletesd bel i ef s
that they @an achieve in both academics and athletiepingstudentathletes with the

conflicting identity issues that arise duritinggir university years

10



The ScholaBaller program s based on Tintods theory, whi
collegewith certain background characteristics (family background, education) that can affect
their tendency to graduaf€into, 1975) Ti nt o6s t heory al so expl ain
persistence and success is related to their social and academic inté@raififvinia, 2006).
ScholarBalleris unique to other programs in that it utilizes sport, edocatind entertainment,
three largdactors involved in athletic culture. ScheBaller incorporates diversity into its
curriculum, a difference that sets gaat from other retention programs. Rather than just teaching
tolerance, it recognizes and appreciates diversity. SeBal#er strives to increase the self
respect and confidence in each athlete, creating a merger between academic, social and athletic
responsibilities (Harrison & Boy2007 Comeaux & Harrison, 2007). It has been stated that if
an academic program enalges cultural diversity, it will have a greater impact on minority
student s6 hapefdlylead teimeasedanotidation in aeadics (Hall, 2003;
Harrison, 2007; Harrison, Reese & Comeaux, 2006; Hood, 2002). Academic motivational
programs using cultural diversity could be an effective way to engage saittkates
academically, helpithose who strugglihe most (Berry, 2001; Beards, 1995; Edwds, 2000;
Lomax, 2000). ScholaBaller universitiehave reported increases in academic achievement

specifically sudenta t h | e t shélarBalReiforg, 2009).

Summary
In summary, Division | university athletics has been describeealaunching pad for
professional sports. The NCAA has instituted guideltodselp curb the overemphasis of

athletics at universities. However, many stuehtetes are still struggling academically and

11



wonder if they are a student or an athleteMMsn 6 s Di v i sconsistentlyhaSlow t b al |
academic performancacademic motivational programs haweb implemente(NCAA, 2009)

It has been suggested that programs which address cultural diversity and issues in athletic culture
will have a strongeimpact (Comeaux & Harrison, 2007; Hall, 2003; Harrision & Boyd; 2006;

Hood, 2002), especially in Division | footba#ls approximateliialf of all teams are African

American.

Purpose of the Study
This studyexaminedhedifferences betweeBcholarBaller andNon ScholaiBaller
Division | football studenathletedmotivation(academic, athletjantrinsic)and athletic identity
using &pectancyvalue theoryandseli-affirmation theory as its frameworkhe effect of
race/ethnicityAfrican-Americans,White Americas and Other race/ethnicjtgnd Scholar
Baller participation (ScholaBaller,Non ScholaiBaller) onDivision | football studenathleteg

motivation (academic, athletimtrinsic motivatior) and athletic identityvere alsanvestigated

Theoretical Framework
Two theories were choseas the theoretical framework for this study on motivation and
identity, Expectancyalue theory and &f-affirmation theory. Expectaneyalue theory explains
that an individual s perception about a given
associates with the completion of the task. This theory asserts that an individual will work
harder, or becommmore motivated to pursue something in which he will be rewarded for his

efforts (Williams, Anderson & Winett, 2005; Xiang, McBride & Bruene, 2006; Gaston, 2002;

12



Wigfield, Eccles & Tonks, 2004; Clow, 200@xpectancyaluetheorywasused to develop the
instrumentused in this studinvestigatingacademic and athletic motivation. Previous research
onmotivation and college athletics also provided support for the use of expegtdneytheory
as a theoretical framework (Adler &dler, 1985; 1991; Clow, 2000; Gaston, 2002; Pettaway
Willis, 2005).

Self-affirmation theory, anotheheoreticaframework used in this studgosits that
individuals strive to maintain their seafftegrity or identity Gteele & Aronson, 1995%teele,
1988). If a person perceiveshaeat to their selfvorth, he/shenost likely will engage in
methods to preserve his/hiategrity. These seléffirmations require the individual to reflect on
other positive aspects of Hierlife, which in turn reducethe defensive response to a threat.
This theory helps explaitihe current investigation @ithletic identity. If a studerdthlete is
struggling academically, he or she can use athletic affirmation to redgetive esponse to the
threat and impve acadmic performancescholarB a | | cernicdlusn involvesself-affirmation

theory, lendingsupport tats useas a theoretical framewofér this study.

Research Questions
Two research questions guide this study:
1. How do ScholaBaller andNon ScholaiBaller Division | football studenathletes
differ on motivation(academic, athletic, and intrinyiand athletic identity
2. What is the effect of race/ethnicity and SchdBailler participation (ScholaBaller,
Non ScholaiBaller) onmotivation @cademicathletic, and intrinsicand athletic

identity for Division | football studentaithletes?

13
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5.

Definitions of Terms

Academic Motivation ScoreéAcademic motivation is a continuodependent

variable, and relatestothe studant h| et es 6 desiicaly. Thi® ac hi

variable will be measured using the results from the sixteen questions on i@cadem
motivation from the Studerithlete Motivation toward Sports and Academics
Questionnaire (SAMSAQ). The average of these sixteen questions will provide the

acadenic motivation score for each participant.

Athletic Motivation ScoreAthletic motivation is a continuowependentariable

that relates to the studeatt hl et es® desire to achieve
SAMSAQ survey relate to athletic motivati and their average will provide the
athletic motivation score for each participant.

Athletic Identity. Athletic identity is econtinuous dependewrariable that relates to

thestudenat hl et esd® i dentity adAthlatioldemtiyh!| et e .
Measurement Scal&(MS) relate to athletic identity and their summation will
provide the athletic identity score for each participant.

Intrinsic Motivation Intrinsic motivation is a continuoutependentariable that

rel ates t o t hernadrivedoeachieve achderhialty.d-6us questions
on the Motivated Strategies for Learning Questionnaire (MSef@je to intrinsic
motivation and their average will provide the intrinsic motivation towards academics
score.

RacéEthnicity. Race/¢hnicity is the classificationfahe studentthlete as either

White American African-rAmerican, NativeAmerican, Hispanic, Asian/Pacific

15
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Islander or Other minority. On the demographic portion of the SAMSAQ, participants
will be asked to provide this informatioRace/ethnicity is also an independent
variable in this study.

. Rank:This variable represents the number of years an athlete has participated in his
sport. It is scored on a fiyaoint scale: Red shirt (sitting out for the first year); First
year, Secongear, Third year and Four years or more. Rank does not pertain to the
academic classification of the athle@n the demographic portion of the SAMSAQ,
participants will be asked to provide this information.

. Scholarship Statusscholarship status denotebether or not a studeathlete

received an athletic scholarship. Scholarship status includes full scholarship, partial
scholarship and no scholarshipn the demographic portion of the SAMSAQ,
participants will be asked to provide this information.

. Schola-Baller. With extensive researcmanotivation and achievement, this

academic retention program was designed for steatbietes to improve both
academic and athletic performance. It focuses on bridging the gap between education
and spor t s .intetdcionistgnodelj Scholdaller uses a balance of

sports, culture and education to develop a positiveicetttity. It has three

principles: identity, competition with passicand character. Schot&aller

exemplifies the true meaning of seffspe&t, perseverance, industry, vision, success
and humility in its ScholaBaller Paradigm. It recognizes and rewards the academic

successes of its participants.
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9. ScholarBaller participantThis relates to the studeatt h| et e6s participa

ScholarBaller progiam. Two Division | universities participating in this study are
enrolled n the ScholaBaller curriculum

10.1dentity: How a studenathlete recognizes himself as part of the academic and
athletic community is referred to his identity. Based anidhentity, he determines his
level of commitment and dedication to the task at hand. Example: A stattizte
who identifies as a student, recognizes himself as part of his graduating class and is
committed and dedicated to the required work.

11.ExpectancyWalue Theory Defines motivation as expectation of the stueshtete

about the final outcome of his performance in a class or a game and the value he
assigns to it.

12.Non-cognitive variablesFactors that affect academic success, such as sefun

personality variables, motivation, selfficacy, identity, culture, values and goal
setting.

13. Motivation: The intensity, effort and direction that directs and sustains a student
athlete to persevere and commit to academic and athletic achievement.

14.Culture The perception of how a studeathlete sees himself in relation to the
campus community. Every group has its culture. For example, athletic teams and
academic programs have a unique culture, as well as ethnic and racial groups. Culture
defines sstudervat hl et eds values and beliefs and
athletics. It also helps to define how he would be apt to react to different situations,

team members, coaches, professors and other students.
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15. Academic Progress Rat@PR): In 2003 the NCAA defined a new ruling that keeps

track of all uni versity athletic programs
APR score is computed by dividing the total points earned (two points per student

athlete who meets acadenralgibility standads) by the total possible points (two

points per studerdthlete) that a university can earn.

16. Self-Affirmation Theory Asserts that individuals strive to maintain their self

integrity or identity. If a studerdthlete is struggling academicallye ban ge athletic

affirmation to reduce the response to the threat and improve academic performance.
17.Ti nt o 6 sExplam&hatrstydents enter college with certain background

characteristics (family background, education) that can affect their tendency to
grduate. Tintods theory also explains that

related to their social and academic integration (Guiffrida, 2006

Significance of the Study
Understanding differences between Sch&aller andNon ScholaiBaller Division |
football studenrat hl et es® moti vation (academic, athl et]i
help educators and athletic administrators design effective retention programs. The results of this
study will contribute to the body of literature studerdathletes and motivatiomnjentity and
retention programs anday provide educators, athletic administrators and coaches, information
onhow a st udaedthniatymaylakecteotivation (academic, athletic, and intrinsic)

and athletiadentity.
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Organization of the Study
Chapter On@resents a Statement of the Problem and the Purpose of the study. The
theoretical framework is outlined and Definition ofrifes isprovided. Lastly, significance olfi¢
study is explained. Chapter Tyoesents a review of the literature surrounding this study,
specifically motivation, identity an8cholarBaller retention program<hapter Thre@resents
methods, sample, instruments, and procedures used in collentirgalyzing the data. Chapter
Fou presents the analysisaresults of the data. Chapter Fpeesents the summary and

conclusions from the data analysis.
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CHAPTER TWQ REVIEW OF THE LITERATURE

Certainly anyone who has watched March Madness or other National Collegiate Athletic
Associdion (NCAA) tournaments has seen the commercials in which university athletes are
recognized for their pursuit of careers as doctors, lawyers, and scientists. "There are 400,000
studenathletes and just about every one of them will go pro in somethiegrotht han sport s
(NCAA, 2009). Itis necessary for a studatitlete to do well academically, as less than 3% of
studentathletes go on to play professionally after college (Susanj & Stewart, 2005). However,
the academic achievement levels of Divisionllege studentthletes, specifically those in
revenue producing sports, is lower than4studentathletes at Division | universities (Adelman,
1990; Gaston, 2003; Lucas, 2002; Pascarella, Truckenmiller, Nora, Terenzini Edison &
Hagedorn 1999; Simons, V&theenen & Covington, 2000; Suggs, 2003). Division | football
studentathletes are among the worst academically performing athletic teams, even accounting
for poor academic preparation. (Lapchick, 2006; Maloney & McCormick, 1993; Suggs, 2003a).
Research suggsts that not only cognitive variables, such as GPA, impact staderit | et e s 6
academic performance, but roagnitive variables, such as motivation and identity, play an
important role as well

The following review of the terature includes sections aron-cognitive variables
expectancyvalue theory, motivational attributesotivation,academic achievement, self
affirmation theoryjdentity, athletic subculture, AfricaAmerican culture, retention programs

and ScholaBaller.
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Non-cognitive Rsearch

Previous researatn student athletdsas investigatedognitive factors, such as GPA,
standadi zed test scores, aadhgvahewfectasademice v e | of ed
achievement-dowever, there tebeenlittle research on nenognitive factorssuch as
motivation and studere t hl et es 6 academi c per f oucimgapotse i n Di
(Gaston, 2003Ransdell, 2001 When measuring retention and graduation fortnaditional
students, such as studethletes, noitognitive variables shuld be considered (Gastaz003
Sedlacek, 2004 Motivational and personality variables are some-cmgnitive factors found
useful with diverse groups. Gaston found that-nognitive variables, such as setincept,
community service involvement anchigterm goalsetting, were linked to academic
achievement (Gaston, 2002). Other specific factors that influence academic achievement include
interest in school, willingness to study, amount and quality of time spent organizing and
preparing for classes awdmpetence in handling test situations (Ranséen)).

One study of norognitive variables using the 1978, Reformulated Attributional Model
(RAM) developed by Seligman, Abreson, Semmel & Von Baeyer, showtiability in
predicting academic achievemt (Hale, 1993). The RAM measures the explanatory style for
past successes and failures of studdhietes as a predictor of academic success using the
Attributional Style Questionnaire (ASQ). pbanatory style in this study waefined as the
attributesgiven by individuals to explain past successes and failures,(E8948. This study
showedno correlation of academic achievement to high school GPA, further reinforcingete
to study other variabldbat may impact academic performairieiale 1993. Another study used

motivation and persistence behaviors among minority anehmoarity students to predict
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academic achievement (Allen, 1999). This study found that foinmaority groups, persistence
is most influenced by class rank, but this is naesssarily true for minority groups (Allen

1999.

ExpectancyvalueTheoretical Framework

Before beginning discussion on motivation and identity, a proper lens in which to view
the review of literature and this study is necesshfy.i s s eoteticgifi@meworkinvolves
expectancyvalue theoryFishbein (1963) developed this theomyekplain and predict
individualsbattitudes toward objects and actions this theory, individuals first develop a belief
about an action or object. Secomdjividualsallocate a value to each characteristic that a belief
is based on. Lastly, an individual creates an expectabont an action or objebased on the
beliefs and valughe has assigngFishbein & Ajzen, 1975)These asessmentdelpindividuals
developattitudestowards objects or actiond/illiams, Anderson & Winett (2005)rther relate
expectancyvalue theory to students and motivation. They statebibtiit the expectation of the
student 6s belief about t he f udanadivesdouhte taskme of a
formul ate the st udent GAsindivmualiewharhds a positivey wegativd s t h
or neutral expectati on Gastont2002Vilamsntlessone&&d t as k 0
Winett, 2005;Xiang, McBride, & Bruene, @06). The values that a student assigns to the task
determine the persistency and expenditure of time and effort put into a task. Importance, interest
and usefulness are all different types of values students assign to academic tasks, according to

expectany-value theory (Wigfield & Eccles, 2004).
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According to Clow (2000), values are made up of four different categories: attainment or
importance value, intrinsic interest value, extrinsic utility value and perceived cost Matise.
values are the backboonéthe underlying foundation for motivatig¢€low, 2000; Eccles &
Wigfield, 2002) Attainment value, or importance value, describes the importance of executing a
task successfully. l ntrinsic interestsaal ue t
task, while extrinsic value is how the task r
the effort and sacrifice an individual must engage to perform the task. All of these categories
make up the value of a certain task that is to beopadd. An individual will weigh these
categories, and based upon the expectancy (perceived competence), will engage or disengage in
a certain task. Taken together, this theoretical model lays the foundation for investigating athletic
and academic motivatio

Underlying expectaney al ue t he or y -efficecy Beory Bandura,d%7) s e | f
These theories hypothesize that individuals complete tasks in which they feel they will be
successful and use these outcomes as a basis for deciding whether topoosyeirrsue certain
tasksAstudentat hl et e 6 s /shecan sucedssfutlytexetute Areathletic skill may differ
from his beliefs that he can successfully complete an academic assignment,(ZeG2oioals
are the otheraut of selfefficacy heory. A studenathlete determines Higervalue of a goal and
his perceived value determines the effort that he will put into it (Wigfield, Tonks, & Eccles,
2004). A studenathlete who works hard to graduate, values the reward thaseathehat
goal,a college diploma (Gastp00) . Expectances for success pre

achievement outcomes, performance, persistence, and choice of tasks to pursue.
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Wei ner 6 s at isanothen thaory related ioeexpectanejue theory.

We i n eeaoy eaminds causes ofiscess or failurendividuals who value a goal choose to
strive for success or avoid failure to achiev@\feiner, 1980)If a studervathlete is motivated to
strive for success, he attributes success to ability and effortfdflaehe attributes failure to not
putting forth enough effort or not working hard enough. Along those lines, if an individual who
is motivated to avoid failure achieves his goal, he attributes his success to luck or chance. If he
fails, he attributes iio lack of ability. Hale (1993) found that studethletes who explain bad
events in terms of externainstable and specific causase more likely to achieve academically
than studenathletes who explain bad events in terms of internal, unstablepaedic causes.

In summary, expectaneyalue theory incorporates two elements of motivation,
expectancy and value (Clop®00Q . Expectancy is an individual 6:
effort, while value represents the persistency and expenditureeaind effort put into a task.
Attribution and seHefficacy theory play a role in expectaregiue theory. These theories
hypothesize that individuals complete tasks in which they feel they will be successful and use
these outcomes as a basis for degjditmether to pursue or not pursue certain tasks (Bandura,
1989; 1977; Bandura, Barbarelli, Caprara, & Pastorelli, 1996). For this sijoctancyvalue

theoryacts as a framework from which to interpret the data on the motivational instruments.

Motivation
Motivation plays an important role in academic achieventectlés & Wigfield, 2002;
GastonGayles, 2004ironsmith, Marva, Harju, Eppler, 200Bjngston, Harock & Hanton,

2006; Hood, 2002Pascarella, Truckenmiller, Nora, Terenzini, Edison &bledorn, 1999
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Reyes, 1997; Ryan & Deci, 2000Bellers, 1992 Motivation theory, as defined by Eccles

(2002), is the association between beliefs, values and goal setting with action. Beliefs refer to
how an individual believes they will do on a task,ethis generally based on how one perceives
their own competence and efficacy. Values refer to incentives or reasons for doing a task.
Finally, goal setting is the willingness to apply effort and energy towards an wbjéaaci &

Ryan, 2000; Eccle004 Hollembeak & Ambrose 2005). Deci & Ryan (2000) report that
individuals initiate and persist in activities because they expect, or believe, that they can succeed.
If the task is seen as a step to a goal that is important, motivationdex@éhereasedsccles

2004). Many theorists believe that personal autonomy, the freedom to choose, is a contributing
factor in motivation (Deci & Ryan, 1985; Dember, Galinsky & Warm, 1992;dgei Lepper,

1999; Taylor, 198B If individuals have a choice, it is pereed that they are in control, and
enjoyment of the tasks they select is increased (lyengar & Lep@@9. Deci and Ryari2000)
describe choice in their theory of sediétermination (SDT). This theory, an integral part of
motivational theory, is definedsa process that takes an individual through the pursuit of goals,
which meet the innate psychological needs for competence, relatedness, and autonomy (Deci &
Ryan, 2000). SDT assumes that innate psychological needs play a part in goal setting and the
motivation to achieve these goals (Deci & Ryaa00Q.

A study by Vallerand, Fortier and Guay (1997), examined self determination, or
autonomy support, from teachers, parents and administrators and its affect on motivation. They
found that high school dropcaiteported far less involvement in the decisioaking process at
school and had lower perceptions of school competemopared to persistent students

According to Alderman (2004), motivational inequality, defined as differences between
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motivational levés of students in our schools, is increasing. In other words, students who have
optimum motivation for intellectual development are at an advantage, while those thatade not
at a disadvantage. Having optimum motivation maintains intrinsic interestsefing, and self
monitoring (Alderman2004.

Two different types of motivation have long been accepted by researchers. One of these,
intrinsic motivation, is performing an activity that is exciting to the participant or done for its
own satisfactiontather than for some external consequence (Eccles & Wigfield, 2002; Ryan &
Deci, 2000b). Intrinsically motivated behaviors fulfill a basic need to be competent and self
determined (Ryan & DecR000D. Internal factors also affect intrinsic motivation. Mshnd,
Fortier & Guay (1998) found supportive conditions have a strong positive effect on intrinsic
motivation. In a study of studeathletes, it was shown that an autonesapportive social
context enhanced intrinsic motivation (Spray, Wang, Biddle &t@ikarantis, 2006).
Informational praise increases intrinsic motivation, while positive controlling praise decreases it
(Ryan & Deci, 1987). Bogler & Somech (2002) state that the enjoyment of a task increases both
intrinsic motivation and the desire topand knowledge. Egmvolvement is associated with low
intrinsic motivation, because egovolved individuals are focused on themselves and not on the
task (Ryan & Deci1987. Egoinvolved students find it important to outperform others, and they
define heir personal competence in a subject or task as a result of demonstrating superior ability
with minimal effort (Rysta & Vestal, 2004).

Extrinsic motivation, the other type of motivation, is defined as performing an activity to
gain a separable consequeriGastorGayles, 2005; Ryan & Deci, 2000b;). A student who

performs a task to gain knowledge that will be valuable to a career, or to earn a good grade in a
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course, is extrinsically motivated (Ryan & De2000b. A student who performs well on a test

to avoid punishment is also externally motivated. However, according to Ryan & Deci (2000a),
there is a great difference between these two types of external motivation. The extrinsic
motivation to avoid a negative consequence is externally regulated, véhégttinsic

motivation to earn a good grade or to gain knowledge is internally regulated by the student (Ryan
& Deci, 2000a; Caldwell, 1997). There are four types of external motivation identified in the
literature Deci & Ryan, 1985; Deci & Ryan, 2000; Ry& Deci, 2000b; Spray, Wang, Biddle &
Chatzisarantis, 2006; Vallerand, Fortier and Guay, 1997; Eccles & Wigfield, 2002). They are
external regulation, when the source of control is completely outside the individual; interjected
regulation, when the indiglual partially internalizes the external pressure; identified regulation,
when the individual chooses to do a task and values its importance; and integrated, when the
individual has fully assimilated the task into his/her wants or needs.

Eisenberger & Arrali (1997), Eisenberger & Cameron (1996) and Ryan & Deci (2000b)
believe that the majority of student learning does not come from intrinsic motivation; therefore
educators must rely on transferring the value of learning. Accordingly, successful stud&nts mu
learn to seHregulate and control their own learning behavior. The authors explain internalization
of learning as a continuum that can be seen from unwilling learners to passive acceptance of
learning and finally actively committed students (Ryan &iD20600h Hollembeak &

Amorose, 2005)Scholarships for studesathletes in revenue producing sports are a form of
extrinsic motivation. Kingston, Horrocks Banton (2006) studied scholarship athletes and non
scholarship athletes to determine if an athletic scholarship has any effect on motivation. These

researchers found that scholarship athletes are lesdetetmined and less motivated in their
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academicdsks than noscholarship athletes. Scholarships, according to Kingston, Horrock &
Hanton, seem controlling and antagonistic to studérietes. To combat lower academic
determination, Gaston (2003) recommends that sttatbidtes, particularly those ievenue
producing sports, have access to academic support programs, including tutoring, study skills and
other services. Research suggests that institutions house academic support services in a separate
academic affairs unit rather than in the athleticaggpentin order to improve academic
performancgHamilton, 2004).

Although ithas been found that motivation playsole in academic performan@&dler
& Adler, 1985,1991; Astin, 1984; Gaston, 200diller & Kerr, 2002; PettawayVillis, 2005),
researchnvolving college studerd t hl et esd6 academic and athletic
motivation in one area does not directly correspond with anotherFemeaexample, Gasten
Gayles (2005) fond in her research studertathletes, that academic maition, rather than
athletic motivation, plays a more important role in a studenth | et e6s academic pe
studentathlete may have high athletic motivation but also have high academic motivation as
well. Furthermore, a study by Ryska & Vestal (2Dfbund that sport motivated studexthletes
had carry over into the academic realm. The stud#nétes with higher athletic motivation
spent a greater amount of time and energy on academic preparation utilizing information
processing, time managemengrsonal effort, task persistence, self testing and skill
improvement (Ryska & Vesta?004.Di sci pl i ne gained from coll egi
mental and physical challenges can be transferred to the academic realm (Astin, 1984; Eccles,

2004; Holembeak & Ambrose, 2005; Ryan, 198&#an & Decj 2000; Wempe 2001). Student
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athletes generally thrive in a competitive environment, as competitiveness serves as an attribute
that internally and externally generates a reward system (Harrison, 2000).

In cortrast, some research has reported a negative relationship between academic and
athletic motivation (Adler & Adler, 1985; Lally & Kerr, 2005; Lucas, 2002; PettaWalis,
2005).Research by Lucas (2002) did not concur with the previous findings. Hisale$eand
that students with high athletic motivation had low motivation for academic tasks. Adler & Adler
(1985) foundhat ademanding athletic schedule led to increased athletic motivation and lower
academic motivatiofor male basketball studeathletes. Miller & Kerr (2005) and Pettaway
Willis (2005) reported similar findings in their research. Whatever the case, it is certain that
athletic motivation is higher than academic motivation for some stadielates.

In summary, many studies have linkedtmov at i on t o studentsod aca
performance. A studesathlete chooses to apply effort in both athletic and academic tasks, based
uponhis/hervalues, beliefs and goals. If a studattilete values a college degree or successfully
passing a ckss, then he will be more willing to put forth the effort (Adler & Adler, 1985, 1991;
Astin, 1984; Gaston (2002); Miller & Ker2002; PettawaW/illis, 2005). The greater the value
and expectancy of the outcome, the more effort a stathlgte will put foth towards a task
(Clow, 2000; Gaston, 2002; Pettawdllis, 2005). Discipline gained from collegiate athletic
competitionémental and physical challenges can be transferred to the academic realm (Astin,
1984; Ryan, 1989; Wempe 2001). After achievingcess, the studeathlete will expect future
success in academic pursuits, increasing motivation (Gaston). Additionally, if a sitllete
sets forth a goal to graduate and sees others completing similar géstisjhmore likely to

persist. Studdrathletes need to feel control over academic and athletic outcomes. If they feel
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that academic success is not just luck, they will persist in their academic endeavors. Finally,
academic support programs are necessary to help stafthegtes in the acadenrealm (Gaston,

2003).

Motivational Attributes
When designing programs to increase academic motivation among college sitdents,
important to consider the personal and motivational attributes of academically successful
students in a college envinment. At California State University, Valentia (1994) researched
minority students in their final semester of their baccalaureate degree. The personal attributes
identified include fischolarly inquisitiveness
attractivenesso (Valentia, p. 227). The four
the successful students in the sample minority group studied are:
A(l) interest in getting a better job and e
scholarly studies in general, (3) interest in pursuing studies in a major area of field of

specialization, (4) desire to affiliate with university students and faculty, and (5)
opportunities to participate indpm22nNl etics o

Other studies have addressed the personality attributes of student athletes that affect
motivation and academic achievement. In a study of personality using the-Bhggs
inventory, 70% of studerdthletes in team sports were extrovertedraode competitive than
other athletes or neathletes (Reiter, Liput & Nirmal, 2007). Reiss, Wiltz & &han, (2001)
found that studerdthletes involved in team sports were more social than other athletes or non
athletes. Studies have algported that football studeathletes, who are highly competitive and

have high levels of stress and anxiety, are associated with low GPAs (Petrie & Russell, 1995).
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Showing understanding and support for students who have higher levels of stresssrtbesase

motivation and success (Schrodt, Wheeless & Ptacek, 2000).

It is also important to consider culture and learning style differencessitidént
athletes participating in collegiate sports if academic motivation is to be achieved. Researchers
lyengar and Lepper (1999) at Stanford University studied intrinsic motivation as it relates to
cultural differences. Individual choice and self determination, psychologists believe, increase a
personbds sense of personal iconwtivationoThe autorsd en h an
conducted several studies comparing motivation in Western an@aestern cultures. In
Western cultures, intrinsic motivation cannot exist if choice and self determination are not
present (lyengar and Lepper, 1999). In contrasiyiduals of noAWestern cultures strive to be
interdependent and have a sense of belonging. These studies show that cultural differences have
a strong effect on the factors encouraging intrinsic motivatioich, when considered, may

increase academichkievemen(lyengar & Lepper1999.

Academic Achievement

Achievement can be defined in several ways. For some, achievement is an
accomplishment (Phye, 1997), while for others it is a progression towards a goal (Good, 1973).
Snyder used graduation ratesdefine academic achievement for university studémetes.
Peters (2000) defined academic achievement as both grade point average and meeting the
academic requirements (Pete2600Q. Most studies reflect lower levels of academic

achievement for studéathletes, especially during their semester of competition (Smith &
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Herman, 1993). A large four year study which ended in 1999, investigated male students
participating in revenue producing sports. When tested at the end of their freshman year of
college studerdathletes in revenue producing sports had significantly lower reading
comprehension scores, and mathematic achievement scores than matleletes or males
participating in norrevenue sports (Pascarella, Trunkenmiller, Nora, Terenzini, Edison &
Hagedorn, 1999). A possible conclusion is that participation in revemaeicing sports, such as
football, places studerathletes in a subulture that does not value academic or intellectual
achievement (Pascarella, Trunkenmiller, Nora, TerenziniodisHagedorn; Simons & Van
Rheenen, 2000). The athletic dream of playing professionally has been cultivated in the
university athletic culture, becoming a major liability for stueathietes (Parmer, 1994; Martin
&Harrislll, 2006) . Ti n éxplanshowthisdeads t a lack gf hommitment to
academic pursuits. Simply put, part of Tintobo
students within the academic community. Student levels of commitment are continually shaped
by their integrationnto the academic and social systems of the college. A greater level of
integration into college life results in a greater commitment to graduate (Guiffreda, 2006).

In contrast to the previous studies discussed, Wempe (2001) who compared academic
achievenent of studenathletes during competition and roompetition semesterund that
studentathletes experienced better academic achievement during their semester of competition
than their semester of nmompetition. Steinberg, Singer & Murphey (2000yd that student
athletes who have the highest levels of intrinsic motivation and higher levels of achievement

when they strive for more than one goal. Studghletes who have high academic performance
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are academically motivated and have good studyt$iagmod communication with professors,
and good preparation for class (Willis, 2005).

A one of a kind important National Longitudinal Study of the High School class of 1972,
conducted by the National Center for Educational Statistics (NCES) preserat@thalaata for
an entire generation of high school gradualSES 1990). It was the first longitudinal study of
its kind and it found conflicting data with most studies involving studémietes and graduation
rates. Although studerathletes studieth this statistical research were more likely to come from
the lowest quartilef the socieeconomic scale, havtbe poorst high school record, have the
highest ratio of vocational to academic creditsd the lowest test scores of any of the six groups
studied, they graduated from college at only a slightly lower rate than other groups of students
(Adelman, 1990). How was this possible? Adelman found the coursework taken by football
studentathletes questionable. According to the data from the studyo24@sity football
players majored in physical education activities, recreation, or related fields. Twenty six percent
of their credits were earned in remedial or vocational classes and sports classes. Additionally,
15% of credits for the varsity footbadlayers were earned in introductory classes in the
humanities and social sciences (Adel man). dJo
the2d'cent ury. They include: physical education
communicationin he 19706s, and spoirdalsognaniamgetmeatl a&aod

(Bowen & Levin, 2003; Suggs, 2000b).
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SelfAffirmationT Theoretical Framework

For this study, selaffirmation theory comprisethe othempart of the theoretical
framework. In ousociety, individualsare faced with threats to their integrity everyday (Cohen
2006). These threats can involve many different standards of integrity, such as intelligence,
control over important outcomes, being a good member of a group, or anything important to an
individual (Leary & Baumeister, 200y focusing on different imptant identities and valse
it has been shown that individualan become less defensive towards threatening information.
This different psychological approach involves sdffrmation theorySelf-affirmation theory
was developed by Claude Steele in8 88 explain the premise that individuals strive to
maintain their self integrityWhen negative feedback occurs, accordingtézi® (1988),
individualsare motivated to protect their s@brth. They may use cognitive ategies to distort
the threat athmake it less threateningr they may respond defensively (Coh2006;Steele &
Aronson, 1995). This defensiveness protects the self integrity by boosting sel{Slwtman &
Cohen 2006 Steele & Liu, 1983)This defensive behawi is so strong thaome individuals
mayengge i n it uncon xgos arass tieg to thdir baliefs\and chaeds] thatthey
feel they are responsible for positive outcomes rather than negative outcomes (Greenwald, 1980;
Taylor, 1983). They interpret the past gmdsent in a way that is congruent to these needs
(Cohen 2009. However, by engaging in defensive behaviors or distorting the information, the
person is not able to learn from the potentially important information.

Depending on theype of response to thatening informationboth, self integrity may be
maintained and behavior change can ocByrprovidingan individualan out si der 6s Vi €

he'she mayfeelless threatened by the raiye information. Making individualaware of other
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important values thelgold unrelated to the threat, negates the connection to their self worth
(Cohen, 2006; Crocker, Niiya & Mischkowski, 2008). Self affirming in one area reduces the
need to defend in another area (Armitage, Harris, Hepton & Napper, 2008).W heffirsedd,
an individualcan become more confident, open minded and receptive (C20@®.

A self-affirming exercise includes completing a scale or writing exercise on an important
personal value (Cohen, 2006). A person needs to affirm values that are meaaitigdoi t
(Tesser, 2000). Therefore, if a studatitlete completes a writing exercise about what his
athletic scholarship means to him, he may protedhdiiself integrity and feel more positive
towards other critical areas in his life, such as academicrpgance. Studies have suggested
that by participating in sekiffirming activities, studerdithletes are more engaged in their
learning (Kumashiro & Sedikides, 2005; Stedl@8§. They respond more positively to negative
academic feedback.

Another inteesting study regrding seHaffirmation suggestthat engaging in value
affirming exercises can possibly influence feelings of caring for other people or things (Crocker,
Niiya & Mischkowski, 2008). Whether self imags boosted by these exercis@sa erson is
reminded of other people or things beyond themselvesaSethation exercises seem to have a
positive effect. KooleSmeets, Van Kippenberg & Dijksterhuis (1999) state thatagBifation
promotes trivialization of a blocked goal. By incre@sthe salience of a personal value, it
becomes easier for the person to compare the importance of the blocked goal and the personal
value. After comparison, the blocked goal is seen to have less significance and therefore the
person finds it easier to adss the goal blockage (Koole Smeets, Van Kippenberg &

Dijksterhuis 1999.
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Studentathletes are one group that fagesl blockage, as well a®gative stereotypes in
the classrom (Harrison, 2007). Acording to Crocker, Diiya, Mischowski & Konstanz, (&),
the academic domain may be especially threatewistuderdathletes This stressful
environment can cause studatiletes to create goal blockag@ole, Smeetsyan Kippenberg
& Dijkesterhuis1999). However, through sedfffirmation exercises, theudentathlete can feel
better about hinor heself, and be more willing to accept criticism./sfeemay become more
open minded and not relate the academic criticism to negative stereotyping such as racism or
Adumb jockd (Cohen, 2006; Cr oc k. Selfaffrbationy a, Mi
acts as a framework for which a studattilete can oveome negative stereotypes and increase
academic performance (Coh&90§. By protecting self integrity, a studeathlete will be able
to accept threatening experiences and informatmasustain optimism and effosvhich will
allow for apositivechang to occur (Coher2006.

In summary, according to Steele (1988), people are motivated to protect theiogtblf
When confronted with threatening information, people respond defensively (CG6l0&). As in
the case of studeiathletes, when they arewarded and praised for their success on the court
and on the field, but criticized for their classroom performance, they become defensive. This
type of response leads to ego protection and any worthwhile information to be gained from the
situation is lostTo combat this type of negative reaction, many researchers have found that
completing a selaffirmation exercise helps students cope. A study performed by Cohen &
Garcia (2005) found that when students performed writing exercises involving importeg val
to them, their academic achievement significantly increased. This was especially true for

minority students. This type of salffirmation led students to trust their academic faculty and
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feel that their feedback was fair. By focusing on otheraifiming attributes not related to the
threat, students may protebeir seltesteembecome more open and increase academic
achievement (Sherman & Cohen, 2002; 2006; Sté6Rg. Selfaffirmation theory is an
integral part of this study, as it was usedievelop the Scholdaller curriculum. As athletic
identity is being investigated, selffirmation theory provides a framework from which to

interpret studert t hl et esd dat a.

Identity
Identity theory, how individuals make sense of themselves and wWiesrédit in the
worl d, was conceived in the 195006s by Erik Er
theory used developmental stages of life to determine how an individual sees himself and
understands who he is, which changes and is clarifieddhout life (Adams, 1996; Schwartz,
2005). Erikson saw identity as the development of self: ego, personal and social. The problem
with more current identity research, referred to as Identity Status theory, is that it does not take
into consideration groupr social identity (gender, latic and national identity), whicire
deeply ingrained into the sense of self. As s
social identity is of utmost consideration (Schwa205. Much of the current social srice
research uses the general populatibaniversity students, as they aeadily available for
university professors (Schwayt2z009. According to the Office of Institutional Research at
University of Massachusetts, Amherst, the population of Utens enrolled as undergizate
university students ifall 2008, was 80.6%/hite American nonHispanic.As mentioned

earlier, Division | football teams include roughly 50% AfriecAmerican studerathletesThis
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lack of research on minoritiesmfortunately leaves a large part of the R@vhite American

population underepresented in identity research.

Athleticldentity

Studentathletes have two identities in the university setting, academic and athletic (Adler
& Adler, 1991; Comeaux & Harrison, 200Ferson & LeNoir, 1997; Ridpath, 2002). Research
has reported that studeaithletes have poor identity development (Lally & Kerr, 2005; Murphy,
1996). Murphy (1996jound an inverse relationship between career maturity and athletic identity
among Division | male and female studatitletes. Conversely, Brown and Hartley (1998) and
Martens and Cox (2000) found theitttderta t hl et es 6 i nvest memote i n t he
important in determiningareer maturitythan their investment in the athletic roléudent
athletes cahavehigh athletic identityand this does not necessarilycdEase the importance of
thestudent rolgBrown, GlasetterFender & Sheltor200Q GastorGayles, 2005; Harrison,
Stone & Lawrence, 20Q08However, identityforeclosurethedegree to which an individual
commits early and solely to one role without considerationhters (in this case, athletics), does
play a negativeole in academiself-efficacy (Adler & Adler, 1985;Brown, GlasetterFender &
Shelton,200Q Lally & Kerr, 2005).Research suggestdien a studerdthlete becomes
completely engulfed in his drer athletic role, his/hexcademic performance may be affected
(Adler & Adler, 1985; 1991; Brewer, Van Rallete & Linder, 1993; Brown & Hartley, 1998;
Lally & Kerr, 2005; Murphy, 1996).

When beginning thedebut into college lifestudentathleteanaythink handling the

academics with athletics will be easy, with no expectatidaibire (Clow, 2000). Many
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studenathletes are not exposed to the routine academic expetisnchsas looking over course
descriptions, scheduling classes or general educagirements (Adler & Adler, 199.
Frequently, they are registered into th#asses by secretaries or assistant coaches. For some
studertathletes, having someone take care of their academic registration and check up on their
progress throughout the semesarphasizes the need to focus time and effort on their athletic
role. Italso leads to a false sense of security that someone else is responsible for their academic
progress.

In addition, because sorstudertathletes are not proactive in their course selection, they
end up studying a subject in which they have no interegim&s their courses @ude a number
of other studera t hl et es, and their initial instructor s
1985). Due to time constraints, many stuelghtetes are forced to enroll in recreation majors,
avoiding coursegequiring afternoon labs or discussion groups (Adler & Adler, 1991; Bowen).
According to a survey from 10,000 student athletes across theabdBt, 20 % feel that their
athletic participation prohibited them from studying their field of choice (Wolve&006;
2007; Suggs2000Q.These studerdthletes reported that their emphasis during college was
athletics. It comes as no surprise then that these former football saikletes were the least
likely of all groups to report that their higher educatizas relevant to their work (Briggs, 1996;
Suggs, 2002)College students need to be exploring and establishing their identity, not focusing
purely on athletic goals (Comeaux & Harrison, 2007; Pendergrass, Hansen, Neuman & Nultter,
2003). Many researcherstime field of higher education and sport are concerned with the role

intercollegiate athletics play in decreasing studgénh | et es 6 ex pl @ossbleor y behsz

careers (Brown, Glastett&ender & Shelton, 2000).
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Exhaustive physical training, demarustheir coaches, and lack of time for study are
obstacles to acemic success (Ridpath, 2002). Stuelthtetes suffering from mental, physical
and emotional exhaustion find that their motivation to study decreases as their need for rest
increases (PersdaLeNoir, 1997; Comeaux & Harrison, 2005ome studerdithletes feel that
athletics take precedence over academics because they spend less time in class and preparing for
class than non athletes (Adler & Adler, 1991; Wolverton, 2006). Stiadelgtes deote more
time to their sports (over 40 hours a week), than the time spent in classes and studying for classes
combined (Comeaux & Harrison, 2007; Person & LeNoir, 1997; Wilson, 1992). Commitments to
boosters (dinners and socializing), helping new recandand campus, in addition to road trips
and competition are noptional. Studenéthletes have to continually focus on the athletic realm
and inonestudetat hl et eds opinion Aitodéds | i ke academics
Adler,1991,p. 149)

AAt night when you
about the |l ast game,
practiceémany ti mes |
play wedbre gonna run,

class day reamindé abou
Adler, 1991,p. 149).
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Several other factors empdize studenat h|l et es ® at hl eathlete i dent it
contributes to his or her identity by physical characteristics such as height or body type.
AStudents just assume (youdre an athlete). Th
doyoup ay?d6 Wi thout even asking if | play footba
(Watanabe, 2005, p. 45). Academic attitudes by other students can exacersiatdethie
athletesd6é disillusionment i n t hedffeutthadigh c r ea

school and noistudentathletes seem to take their grades much more seriously, sattkstes
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feel less capable of competing in this area (Downey, 2005). According to Shulman & Bowen

(2001), non athletes feel less at ease sixidat-athletes on college campuses. Nahletes

may ascribe a hon academic identity to the student athlete, stripping him of his academic

confidence and perseverance (Schulman & Bowen, 2001; Wai&@f Professorsnay do

the same. When a studathletewalks into a room, the professor may be predisposed to think

student athletes are not serious students (Bowen & Levin, 2003; Simons, Bosworth, Fujita,
Jensen, 2007, Potut o & OO0 HGL) StuwentthlekedUelieye S hul ma
some professorst er eot ype them as AdumMartin&Earisll,o ( AdI er
2006. Faculty become frustrated with what they sestaderta t hl et esd | ack of pr
class (Simons et al.; Stephans & Brewer, 20Diffje career exploration and conumication

with faculty can affect studeatt hl et es 6 academic motivation (Br
Cox, 2000)Negative perceptions and treatment devalue some staderit | et es d sel f pe
(Simons, Bosworth, Fujita & Jensen).

Lastly, the medideightened and pervasive appeal for athletic performance often
dominates the studeatt hl et e6s ego (Harrison, 1981). With
collegiate sports, and the competitive environment, steatbigtes are athletically motivated
(SandstedtCox, Martens, Ward, Webber & Ivey, 2004; Ryska, 20@uBinan & Bowen,

2001). Studenathletes generally thrive in a competitive environment, as competitiveness serves
as an attribute that internally and externally generates a reward sysiemsdhl 198L).
Internally, a studerathlete reinforces his or her athletic role by pursuing his childhood dream;

externally, by press coverage, fans, and scholarships (Adler & Adler, 1985).
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The athletic roleds aggrandi z esnmtorlessert r ansf o
ones. By reinforcing oneds identity an indivi
self revolving around one central identity (Adler & Adler, 1991). Other identities are organized
around this central one (Clow, 2000). Tregresentation of the engulfeIf is an example of
our specialized society today. I n contrast to
trends of increased focus on a single set of skills (Adler & Ad@85. In order to succeed,
employees mustpecialize, focus and become masters of a narrow area. We are returning to an
age of institutionalization, specialization and rationalization; one in which athletes live in a
highly institutionalizel structure (Adler & Alder1985. A studemta t h | e tleesecializatidn,
rejection of the old reality and acceptance of the new, common within highly controlled social
environmats, works to transform his/her ident{#dler & Adler, 1985; 1991). This uniqueness,
the intensity and all encompassing relatiopshwith their teammates and coaches, encourages
their reliance on each other. Within this group, they feel understood and their athletic identity is

strengthened.

Athletic Subculture
Culture is an important component to any motivational program (byeo& Hildreth,
1995; Hood,2002. Cul ture is a groupods preferred way
ideas, situations and events in everyday life (Durodoye & Hilg€5. Culture also
incorporates different styles of comunication Learning comranities share a communication
style and a communityds knowledge is built ar

2007). An ethnographic fowyear study was the first of its kind studying a Division | basketball
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team in the migsouthcentral portion othe country. The team was nationally ranked, and
considered to be one of the more successful programs (Adler & Adler, 1985). The study was
conducted using a participaobservation sociological methodology. Adler found that freshmen
entered the program witdealistic goals and optimistic academic aspirations of planning to
graduate in engineering, business, or other majors (Adler & At&5. However, as student
athletes experienced the celebrity and social isolation from the academic realm of the college,
they become disillusioned and disinterested in academics.

According to Adler & Adler(1985) thestudertathletes are indoctrinated irdthletic

sub-culture where peers discourage them from exerting effort in academics. As one player said,

0
m
I

AWhen most of the other guys are making D
test, if I go back to the dorm and they all see I gota B,thbrey goi nd snap on |
So most of the guys, they dondét tr $985pThey al
246).

Participating in college atétics tends to segregate studethletes ito a culture that
devalues the merits oflacation (Pascarella, Truckenmiller, Nora, Terenzini, Ed&o
Hagedorn, 1999). As studeathletes are housed together, eat together, train together and attend
classes together, a strong bond develops. Those who do not conform to the standards of the
athet i ¢ subculture are not accepted. Therefore,

academic achievement for athletic achievement. According to Schulman & Levin (2003), when
the norms of a subculture that does not value academic achievem@umplesd with
extraordinary time commitments in athletics, lower academic peafoceis often observed.

Studemtathletes pend twice as much time as nathletes pursuing their activity. This aomis
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to 40 percent of a studeatt h |l et e 6 s t iithmeemiters df higteasn pserpassingithe
time spent together by fraternity members (Bowen & Levin, 2003).

This considerable amount of time spent with team members can affect beliefs and
attitudes towards education. Another study investigating integeatéefootball studenathletes
found that although there are significant differences in most background chstiasteetween
football studentthletesand other intercollegiate athletes, there is no difference in their degree
aspiration at the start ofelr first year of college (Briggs, 1996). Howevef years later
football studen@thleteshave much lower degree attainment and degree aspirations than other

intercollegiate athlete@riggs 1996. Many institutionsattribute thisd peer group influece.

St

One studenathlete describes the narreawi nded f ocus of his peers:
youbve got all athletes, what are they going
beli eve me. l'tol 1l definit «&I1985,p.&18)Bging segregatdd! | u st
into studervathlete only dorms further narrows their career aspirations, as it reinforces a myopic
focus on athletics (Sellers & Kuperminc, 1997
engulfment theorythe athletic ratis made more salient to studethletegBriggs, 1996.
Spending more time with athleticengear s ( boost er s teanmates;folé s f ami |
commitment to academics is weak (Brig#y896 Wolverton, 2006; 2007).

Research suggests that studathietes need to devgistrong social support systeras,
it helps to deviep positive self concep(€urry, Snyder, Cook, Ruby & Rehm, 1997; Curry,
Rehm & Bernuth, 1997)n order to help studestthletes academically, it is necessary to focus
onthestudertt hl et es®6 experiences in the academic r

may increase academic performance and help bu
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perceptions towards academics (Harrison, 2000; DeSousa & Kuh, 1996; Furr & 200y,

Harrison, Moore & Evans, 2006; Sellers & Damas).

African-American Culture

As the majority of studerathletes are minorities, cultural differences should be
consideredas wellwhen studying motivational factors (Harrison, Moore & Evans, 2@&ore
1950, few football teams were integrati®tbst Southern colleges refused to play with or against
African-American players, declaring that Jim Crow laws did not pernttaitly African
American football studerdthletesncluded William Henry Lewis at Rutgers, Fritz Pollard and
Paul Robeson at Brown, and Gideon Smith at Michigan State. Now, arouralitiieycAfrican
Americanfootball studenathletes are in the majority (Sylvester, 1997; Lapchick, 2005).

In the AfricanAmerican culture, learning styles are influenced by family and other
prominent institutions of the cultureélérrison, Moore & Evans, 2006They reflect affective
domain, a communal nature, relational cognitive style, expressive creativity, oral expesgssio
particular modes of nonverbal comnization Beattie (1980) and Markus & Kitayama (1991)
claim that AfricanAmericans are extremely sensitive to interdependence and society. They feel
they are extensions of one another.

As AfricanrAmerican cultureses sports achievement as a
social status, they encourage their youth to pursue these avenues (Kimball & Freysinger, 2003;

Sellers & Kuperminc, 1997; Harrison, 2006). According to Rudman (1995), this is a function of

socialorimt ati on and what has b eBemy2004,p. 653 African- ncul t u

American males find that sports allow them to express their authority, as many African
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American households are run by the female (Yopyk & Prentice, 2005). These hosisatiokl
male role model for AfricaAmerican youth, ad compounding this problers a lack of press
coverage for the many Africaimerican professionals in fields other than sports (Berry, 2001).
Arthur Ashe comments that Africelamerican®most widely reognized role models are athletes
and entertainers and since sports receive extensive media coverage, theAxfrezaran
professional athlete is highly visib{Berry, 2001) When AfricanAmerican youths think of
famous AfricarAmericans, it is the athies that are salient. As a result, sports are perceived as
one area that an Africaimerican can achieve upwhsocial mobility There are 1,200 African
American professional athletes in the United States. However, much lesser known, there are 12
times moe AfricanAmerican lawyers, 2 % times more Africdmerican dentists, and 15 times
more AfricanrAmerican doctors (Bery2007).

Many of the NCAA reforms, meant to increase studenth | et es 6 graduati on
negatively affected AfricahmericansFrom 1984 to 1986, the first two years of Proposition 48,
84 % of academidly ineligible football studenathletes were Africamerican. Edwards
(2000) reports that if Proposition 48 had been in use in 1981, 69 % of Akioanicanstudert
athletes woud have been ineligible to play in sports as freshmen. According to Sellers, Chavous
& Brown (2001), after Proposition 48, Africékmerican males were six times more likely to be
excluded from play in their freshman year tNahite Americanstudentathletes This is a big
issue, as more than 50% of football stuelthietes are Africahmerican.

Racism is another issue that affects Afridame r i can-@s hé et @sdt exper i
(Lynn & Parker, 2006; Martin & Harris 1ll, 2006). Due to the disproportioydtaige number of

African-Americanstudenathletes to AfricarAmerican students, there is a tendency to view
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African-Americans as only an athlete, not a student. This type of racism, coupled witht the fac
that AfricanAmerican studenrathletes feel theydve little control over their lives, contributes to

their diminished seléfficacy (Martin & Harrislll, 2006). They can feel like an outsider (Adler

& Adl er, 1991). AWhen | came here and thereos
African-Americanl mean yeah, i1itodos different because s«
anybody to talk to about certain issueséo (Ki

While AfricanrAmericans and studesthletes are both considered rtomditional
students, AfricarAmerican males in Division | revenue sports are considered special needs
students by some researchers (Hyatt, 2003; Person & LeNoir, 1997; Sedlacek, 2004; Sedlacek &
Gaston, 1992). These athletes face a wide range of unique circumstances that inclugadacism
discrimination, cultural differences, poor setincept, lack of academic preparation and
demands on time, facing dual roles and obligations that traditional students do not face (Hyatt,
2003; Sedlacek2009. The AfricanAmerican studera t h | eténgabts graguate is further
compromised by the fact that few staff, faculty, and other students on campus look like them.
Lacking appropriate role models and st-rugglin
American studenathletes are in need academic motivational programs that speak to them.
Programs that value behavioral theories and cultural awareness may help enable the African
American studenathlete to achieve academically (Berry; Powell & Taylor, 1999).

A studyperformed in 1997, inMeed 2,395 AfricanAmerican males enrolled in rigorous
mathematics,@ence and engineering majofihefindings suggested that tearlierstudents
enrolled in aetention program, the more likely they would graduate (Person & LeNoir, 1997).

Most of the @rticipants (71%) attended a summer program, 45% of the participants were first
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generation college students and almost all participants, regardless of family income, received
financid ai d. Mo st thbse whb stayed in ¢he grogmar, sahtggals for
achievement, and two thirds joined study groups. All participants were surveyed and invited to
join focus groups with faculty members and other university personnel involved in student
services. Participants were urged to use all student suggweices, including tutoring, peer
counseling and advising programs. Thiotye percent of the participants in the program were
studertathletes. The retention rate of Africdmerican studenathletes was 48%. Sixight
percent of the studefathleteseported satisfaction with the college experience and the faculty.
More than a third of the studeathletes took part in research activities and internships. In
examining the results and considering the difficult majors these students had, the program wa
highly successful for Africashmerican males, both athletes and raghletes. Instead of

beginning their college experience with athletics, studénrietes were involved in the academic
community and therefore better prepared for the academic yeaor{RReteNoir, 1997.

Although this program shows promiseepious research on retention programs has revealed

|l ittle success with | mpr ov eathleté&sHBRI§ 20050Clowg r adu a't
2000). The lack of educational value and popwalture as a means of transmitting these

messages may be why there has been little improvement.

ScholarBaller
One such retention program that does utilize popular culture to address the issues of
studertatn et e s & mot i v astScholaBalemStholarBadenis a partner program

with the NationalConsortiumAcademics an&portin the DeVos Sport Business Program. This

48



program was developed in response to the lack of motivation and academic failure of numerous

studemnathletes over the yearfaking the NCAA Academic Reform Movement and empirical

data from methodological studies into account, Sckdlarl | er i nfuses student

connections, technologies, and artifacts into the Scliddder Paradigm (Harrison & Boyd,

2007; Harison, 2007). Using a culturally relevant curriculum, it connects success in the

classroom with success on the field. Hertike nameScholarBaller, which stands faan

individualwho succeeds academically and athletically. Unique to this motivationabpros

the use of contemporaneous rewards for academic achievement (Harrison,&@8@¥dWithin

this paradigm, ScholeBal | er fAbri dges the gap bet ween educ

athletesd passion for enBdlery2008i nment and athl e
Usingsefaf f i r mati on theory and Tintods- model o

Baller focuses on developing a positsadf-identity (Harrison, 2007). Schok&aller uses

affirmation exercises to help studathletes increase academaichievement. The curriculum

alsoi ncorporates Tint oo s -athlétes mto gcadbnyic life.Minte liplieees i n g

that coll ege studentsé6é persistence and succes

(Guiffrida, 2006 Tinto, 1975). ScholarBaller addresses the conflict of the studathiete

identity issue with its ScholdBaller Identity Model. This model includes precollege

characteristics, environmental variables and outcome variables. These characteristics have been

shown tlough research to relate to persistence and academic achievement (Harrison & Boyd,

2007). Family background, educational experiences and individual characteristics all play a part

inastudena t h | eatean@ succas\étin, 1984;Harrison & Boyd 2007 Lang, Dunham &

Alpert, 198). These individual traits combined with the stueerit h | et es ® moti vati o
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degree, influence their academic and social integration within the university and persistence
towards graduatiorHarrisor& Boyd, 2007; MangoldBean & Adams, 2003 The Scholar

Baller curriculum integrates: sport, culture and education. A reciprocal functional relationship
between all domains allowsbalanced approacihis balance helps the studeatlilete achieve

a positive seHdentity (Setles, Sellers, & Damas, 2002). According to Dr. Myles Brand, NCAA
Presi dent , istWwelmncgvedsugeessiul wéy to recognize and reward academic
achievement by studeathletes. It speaks to contemporary studghletes in their language and
in their context (ScholarBaller, 2009.

ScholarBaller emlacesa prevalent cultural force in our socigétyglay, that of hip hop
culture. Entertainment, video games, film, fashion anehbip music pervade youth culture
(Lang, 2000; Harrison & Boyd, 2007; Harrison, 2000; West, 2004). While attending a football
game, standing in line at a movie theatre, or phmapin a video game store, one can see how
integral entertainment and hip hop is to our youth. It is believed that S&haldr | er 6 s us e
popular culture allows for easier transmission of the importance of education.

ScholarBal | er 6 s ¢ u rof six carelvalues (\¢ision, $ndustry, SRespect,
Perseverance, Success, Humility), and it is further broken down into six principles: Identity; The
Competitive Spirit; The Scholdsaller Paradigm; Purpose/Vision/Misgsi@Goals; Decision
Making SystemAndConpete and Live the Schol@aller way (Vision, Industry, SelRespect,
Perseverance, Success, and Humility). Utilizing team competition, each principle incorporates
lessons to transfer knowledge of identity. Competition is used because sttidetss are
competitive (Podlog, 2002). Virtually alliglentat h | et e s studg redorted how g 6 s

competitive hey were and how important it wessthem to be competitive. Another study by
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Reiter, Liput & Nirmal, (2007) found that 70% of studaitiletes in teamp®rts were
extroverted and more competitive than other athletes catidetes.

Principle One of ScholaBaller deals with identity (Harrison & Boyd, 2007). The goal of
the identity principle is to educate student h 1 et es a b o wtudertathietednd c hol ar o
stereotype threat processes (Harrison & B@@D7). Studentathletes engage in self exploration
centered around two themes: social identity and values clarification. Through these lessons the
studentathlete can develop a strongetf identiiy and become well-rounded person.

Principle Two introduces competition with passion and character (Harrison & Boyd,
2007). This principle identifies that competition takes place in the classroom, as well as the
sports world. Students learn the reasohg education is important. Statistics abstutdent
athletes who actually become professionals in their sport are shared with income differences
between college graduates and+toliege graduates (Sellers, 2001). Principle two explains
NCAA rules regardig competition and academic progress and why they are important in both
academics and sports.

Principle Three -Balviod w eBarmadieg @ h(oHarr i son
exemplifies the true meaning of seffspect, perseverance, industry, visiatcess and
humility. This principle is shared with trlstudentathletes in a culture and language that is
familiar to them. According to Harrison & Boyd, critical teaching of popular culture is one way
to make connections that are relevant to all stud&hteugh role modelingstudentathletes
develop a self identity that is beyond the athletic field (Harrison, Harrison & Moore, 2002).

Contemporary examples such as the late Pat Tillman (former professional football player and
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American hero) and Dhani Janare discussed, along with past Sch8allers such as Paul
Robeson.

In the fourth principle of ScholeBaller, there are four concepts introduced: vision,
purpose, mission, and gesgtting. These concepts haljpdentathletes identify ways to become
successful in school, athletic and business environments (Harrison & Boyd, 2007). The lessons
outline ways to define and set realistic short term and long term goals.

The Fifth principle deals with a studemtt h| et eds abil ity to make
principle emphasizes goal development and careful analysis when making decisions (Harrison &
Boyd, 2007). Contemporary examples from sport, entertainment and education are used to help
studenathletes see good and bad choices. Dialogues, vignettesesradiss helstudent
athletes see how their decisions affect their life on and off the field. Football and basketball
players on a highly competitive team often report more physical and mental abuse than those
enrolled in less competitive sports prograifisis problem is compounded when research has
shown that studerdthletes report difficulty choosing leadership roles, learning from their
mistakes, discussing their personal problems, and articulating their thoughts (Dudley, Johnson &
Johnson, 1997). Studeathletes in ScholaBaller learn coping skills, which include the
transitioning out of sport (Berry, 2001). If these skills are not learned, statldetes struggle
when making the switch from athletics to the job market. According to Berry, stattiaits
that lack supportive relationships and coping skills experience greater difficulty with this
transition.

The Sixth principle iBalfl@xmpmvatyed, (,[2DAY e itshoen

By following the ScholaBaller way, athletes, adminiators, coaches, teachers and counselors
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are involved in a cultural change. Studatttletes work with faculty who help identify tips for

success in the classroom, including time management, test taking and study skills, and the
importance of interactionsith professors. Research has shown that stealdnh | et e s 6 ac ad e
performance in college increases when it has a dedicated and supportive faculty and staff (Taylor

& Olswang 1997; Harrison, Harrison & Moore, 2002).
ScholarBaller lessons are generalbuight by coaches and administration staff during

summer practices and during season meetings throughout the academic year. Eaeh student
athlete is placed on an academic team and the curriculum focuses on weekly lesson plans.
Achieving a 3.0 GPA will allova studentthlete to become an official ScheBaller. By
achieving this status, a ScheBaller is rewarded with a patch to wear on their team uniform
and different motivational gear.
Il ntertwining sports, entert agortsmahdiptoand edu
increase emphasis on education. This emphasis on education is important teaghleis
early on in their college career (Bailey & Littleton,1991; Berry 2001). Unfortunately, many
college and professional athletes realize the impoetan education too late (Clow, 2000). Tony
Dorsett, a 10 year veteran in the NFL and a Heisman Trophy winner, states that if hddad to

over again, he would have applied himself a

Al i ttl e more academi caatlhyl.e tle shvanwhede &crainedntd s
check or they have to have their wives balanc
gone through the education system and still ¢
you can because when witl li shavyd too edepehmd 6dasn owh(

Some brmer studenathletes express frustration at their university for setting them up for
failure by emphasizing athletics over academics. Eighty percent of the respondents in one study

stated that coachesid administrators placed enormous emphasis on sports and gave little
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emphasis towards academics (Berry, 2001). In turn, this affected many sdudemtl et e s 6 <c h a't
of obtaining a good job. Although a few football studatitletes achieve a high leveladreer
success in their sport, most of these individuals tend to be working in lower status occupations
after athletic retirement (Briggs, 1996). According to the study, many former stitiéates felt
they would have to get more education to becomeesstul.

Currently 55 universities and 105 community colleges participate in SeBaller. The
program appears to be achieving positive outcomes in student retention and academic
achievement. Two Division | universities where the program has beentetnd studied,
have reported positive outcomes. One Division | SchHBtdler basketball team reported that
from the Fall 2005 semester to the Fall 2006 semester, average team GPA increased from a 2.5
to a 3.1. A Division | ScholaBaller football teameportedly increased their GPA from a 2.37
average GPA in the Fall semester 2004 to a 2.68 in the Spring semester 2006. Prior to Scholar
Baller, this football team had one studatttlete with a 4.0 GPA in Fall semester, 2004
(Harrison & Comeaux, 2006). Bpring 20086, this football team had five students with a 4.0
GPA. Finally, another reported example of Sch@aler success includes an 80% retention rate
for a Division | universityés football team,

at 71% (Harrison & Comeay2009.

Summary of Literature Review
Across many college campuses today, there is a great divide between athletics and
academics. Many Division | football studeathletes are struggling with their identity. Are they

a student or an athlete? In addition, Division | football studémetes hve the lowest academic
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performance of all studefathletes. The chancellor of Vanderbilt University addressed the crisis
of academic achievement by college athletes in the following way:

AThe truth is that, for f akheedusationiv®eawg, we €
our athletes. Colleges and universities have recruited, trained, and exploited a seemingly endless
procession of students for thathleticability, casting them off when their eligibility ends. Too
often, we have looked the other wakien an athlete begins to fail academically. Perhaps we've

been too eager formore"winsind t he publicity and financi al
are faced with highly visible proof that we are not fulfilling even our most basic responsibilities
toour athleteso (Wyatt, 1999, p. A56).

With the increased concern regarding football studenth | et es® academi c pc¢
colleges and universities have been investigating ways to improve performance in the classroom
(Berry, 2001; Gastoayles, 2004; Sgrber, 1990; Simons & Van Rheenen, 2000; Thelin,

2002). This review of the literature produced several important factors involved in Division |
studetat hl et eébs academic performance. Of these d
determined to & significant. A study by Simmons, Van Rheenen, and Covington, in 1999 found

that many athletes lacked motivation in the classroom, and were classified as either failure

avoiders or failure acceptors (GastBayles 2005). Although a few studies have sutggethat
participating in a collegiate sport can have a positive impact on academic achievement (Astin,

1984; Riche, 2003; Ryan, 1989) many studies reflect negative relationships between athletic
participation and performance in the classroom (Gaston,, 2@fithg & Sowa, 1992; Miller &

Kerr, 2002). According to a study by Ervin, Saunders, Gillis, and Hogrebe (1985), student
athletes participating in menés football per f
athletically motivated. Other researchers foumdilsir findings and reiterated the need for

motivational programs and academic support for studtreteqBailey & Littleton, 1991;

Bowen, 2002; Hood, Craig & Ferguson, 1992; Kennedy & Dimick,, 1987; Pascarella & Smart,

1991; Suggs, 2003)
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From the resarch, it was also found that Division | studertiiletes, especially those in
high revenue sports experience role or identity conflict (Adler & Adler, 1991). Some studies
suggest that high athletic identity can lead to lower academic performance, waikfotind no
correlaton (Yopyk & Prentice, 2005). Current research has shown that the two roles, student and
athlete, can be combined and the studghliete can be successful in both academics and
athletics (GastoiGayles, 2003; Harrison, 2007). Motivarial programs that prowedsupport and
examples otudentathletes who have achievechaemicallycan help alleviate the struggle
between academics and athletics. Ategearch suggested that race/ethnicity play an important
rol e 1 n st ucdmrdndensitgAllenal®90;Hallt2D08;MHarrison, 2007; Harrison,

Reese & Comeaux, 2006: Hood, 200®)dressing AfricarAmerican culture and athletic
subculture are important factors that can affect football sttedenh | et es d mot i vati on
academics, as ev 50% of Division | football players are Africakmerican(Brand, 2007)

Throughout the literature review, academic motivational programs were found to be
important tools that universities are using in their struggle to improve football sudemt | et e 6 s
academic performance. According to research on athletic identity and motivation, these
motivational programs need to address how high athletic motivation on the playing fields can
transfer to academic motivation in the classroom (Harrison, Reese & Cord@a6y, Scholar
Baller, one such motivational program found in the literature, is unique in that it infuses culture,
sport and education into its curriculum, in an attempt to transfer high sport motivation to high
academic motivation.

As the research suggted that motivation and identity play integral roles in academic

performance, two prominent theoretical models were used to understand these factors,
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Expectancyalue theory and Se#ffirmation theory. From the literature, expectawveyue

theory emerge as a key theory in motivation. When a stuelhtete expects to do well on a

task, they will put forth more effort to achieve success. Similarly, if a stadelate values a
certain outcome, he will engage wholeheartedly in the task. Values, sunthressd extrinsic
importance and perceived cost, make up the backbone of the underlying foundation for
motivation. An individual will weigh the different categories and based upon the expectancy of
success will engage or disengage in a task.

Seltaffirmationtheory anot her theory used aeogpzas t of
that individuals are less defensive to threatening information when they are self affirmed. By
participating in writing activities and scales, individuals can affirm an imptopersonal value
or identity unrelated to the threat and become more open minded. This theory helps put into
focus the identity issues that studeattiletes struggle within the university environment (most
notably Adumb | ockd s stedenathletenphearsdternatBrplethat p pl y i n
he/shevalues, the studesathlete can experience less stress in a hostile academic environment
and perhaps improve academic performance.

This chapter outlined the review of the literature surrounding thiy sspecifically
motivation, identity and retention programs, sashScholaBaller. Chapter Threpresents the

methods, sample, instruments and procedures of this study.
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CHAPTER THREE METHODOLOGY

As less than 3 % of studeathletes go on to play spgutofessionally, it is important that
they are prepared for careers outside of athletics. However, not all saletes are
succeeding inside the classroom. Football stud#rietes have some of the lowest grade point
averages and graduation rateslbstdentathletesMany universities incorporate academic
motivational programs to help studathletes improve low academic performance. One unique
program, ScholaBaller, utilizespopularculture within its curriculum to bridge the gap between
acadents and athletics. Through the literature review, the researcher found that no research has
been done on Schol&aller and Division | football studesat t h | asaderscpathletic, intrinsic
motivation andathleticidentity. As the literature reported thaver half of all Division | football
studentathletesare AfricarAmerican, it also becanapparent thatace/ethnicitywas another
factor to consider. Therefore, for this study, the researcher exathmdifferences between
ScholarBaller and Non ScholaBaller Division | football studenta t h | azadderscpathletic,
intrinsic motivation andhthleticidentity, along with investigating possible differences between
race/ethnicitis. After reviewing theories relevant to motreatandidentity, as well as available
research o®cholarBaller, the researcher chose safirmation theory and expectanoglue

theory as this studyobés framewor k.

Theoretical Framework
As social and psychological factors, as well as valléplaya role in motivation, the
researcher selected expectan@lue theory as a framework for the motivational investigation

(Hyatt, 2003; Wigdfield, Tonks & Eccles, 2004; Clow 2000). This theory is helpful when

58



understanding studeatt h|l et e s 6 a etiawrdliots and chaices (CGigt2000).
Expectancyvalue theory takes into account the expectations that a statléete has for the
outcome of a situation. For example, if a stuelhtete believes that practicing for a test will
result in a better gde, he may be willing to put forth more effort. Similarly, if a studehlete
believes that practicing for an athletic competition will result in success on the field, he may also
be willing to put forth effort towards this goal. This effort is tiedbdtsthe studerd t h| et e s 6
belief and value of the outcome. If it is not important to the stualkiete to perform well
academically, then less effort will be put forth towards academic endeavors. In contrast, if a
studentathlete believes that collegthbetic performance is important for future employment and
opportunities, he values this, and therefore will put forth more time to pursuing athletic goals.
Selfaf fi rmation theory, another theoretical
selecteddr its role in the development of ScheBaller. Studentthletes struggle with identity
issues during college. Many feel that it is a tug of war between academics and athletics and are
unsure if they are a student or an athlete -&#&lmation theory fays an important role in
preparing studerdithletes to succeed in identity struggles. If a studdniete performs badly in
the academic arena, salffirmation theory explains that athletic successes can help buffer and
affirm the studentthlete to acept this negative information. This theory suggests that student
athletes who perform sedfffirming exercises are more ready to accept threatening information
(Cohen, 2006). Therefore, if a studatihlete receives a failing grade on a research papeg usi
seltaffirmation, he may be more willing to accept the responsibility of the failing grade and
work harder to improve it. By affirming himself in the athletic arena, the struggles of the

academic arena are minimized. Additionally, by focusing on pesitersonal attributes,
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ScholarBaller studenathletes are exposed to affirming ways that combat negative experiences

and lead to more openindedness. The studegthlete identifies strong positive characteristics

about himself and then in turn relies thiese when receiving negative information or threats to
selfintegrity. Selfaffirmation theory provides an important framework in which-aéifming

exercises can help to increase academic performance of stutlentl et es. As hal f of
populaton utilizes ScholaBaller curriculum and its sekHffirming principles, it is an important

theory to use as context for this research.

Purpose of th&udy
This studyexaminedhedifferences betweeBcholarBaller andNon ScholaiBaller
Division | football studemathletedmotivation(academic, athletjantrinsic)and athletic identity
using &pectancyvalue theoryandself-affirmation theory as its frameworkhe effect of
race/ethnicityAfrican-Americans,White Americais and Other race/ethnicjtgnd Scholar
Baller participation (ScholaBaller,Non ScholaiBaller) onDivision | football studentthleteg

motivation (academic, athletimtrinsic motivatior) and athletic identity were also investigated.

Research Questions
Two research questioggiided this study:
1. How do ScholaBaller and Non Schol&aBaller Division | football student
athletes differ on motivatioacademic, athletic, and intrinyi@nd athletic

identity?
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2. What is the effect of race/ethnicity and SchdBailer participation (Scholar
Baller, Non ScholaBaller) onmotivation @cademic, athletic, and intrinyiand

athletic identity for Division | football studesithletes?

ResearclDesign

The current studyses a crossectional, expost facto research design with university use
of ScholarBaller curriculum (ScholaBaller, Non ScholaiBaller Division | footballstudent
athletes) as the independent variable and motivation (intrinsic, athletic and acadeimic) a
athletic identy as the dependent variabl@svo important factors were considered when
designing this study, time and geographic represent#ioetuderta t h|l et es 6 i me i s
was decided to survey them one time. In order to gain a larggragic representatisample,
it wasalsoconsidered to choose a cresectional sampl&om three geographic regions across
the U.S Theeffect of racialethnicbackgroundas an independent variabl@as also examined,
owing to the weldocumented differential academic performance and completion rates between

African-AmericanandWhite AmericanstudemtathleteqLapchick, 2009).

Instrumentation
As this study was investigating academic, athleticinsic motivation and academic
identity of college football studesithletes, three instruments were used: The Sttalénh | et e 6 s
Motivation toward Sports and Academics Questionnaire (SAMSAQ) suvasysed to assess
academic and athletiootivation (Gasto-Gayles, 200Bwhile the Motivated Strategies for
Learning Questionnaire (MSLQ) Parsurvey (Pintrich, 1991) was used to assess intrinsic

motivation Athletic identity was measured usingetAthletic Identity Measurement Scale
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(AIMS) survey (Brer, Van Ralte & Linder, 1993)Permission was obtained from the authors of
the three surveys. These instruments have been widely used in research investigating college
students, as well as the studattilete population (Brewer, Van Raalte, & Linder, 1993; Gaston
Gayles, 2005; Pintrich, 1991; SimoMan Rheenen, Covington, 2000 hese instruments were
chosen specifically because they representireglbrts of constructs the study intended to
measure. In addition, they have the added benefit of being quicklyaaitg administered.

These instruments will be discussed in further detail below.

StudertAt h|l et e6s Motivation toward Sports and Aca
The SAMSAQ (Studera t h|l et ebs Moti vati emcst oward Spor
Questionnaireineasurestudentat hl et e s 6 moGaylesa00B)oThis ifstBumsent o0 n
contains three subscales measuring athletic, academic, and career athletic motivation-with well
established psychometric properties (Cronbach
indicate their level of agreement with each statement measured opardikikert scale,
ranging fromvery strongly agree (@p very strongly disagree (1).
The SAMSAQ instrument includes 30 total itemE&his study chose to use only the 16
items fromthe academic motivation subscéles . Igam ¢onfidlent that | can achieve a high
grade point average this yearo) (andg.thé&l8 ite
the effort to be an e Xhe eapeératolatimotivatiart shbiscalvas i n  my
not usedasit did na represent the constructs of intereStudertat hl et esd overall &
athletic motivation scores were obtained by pating the mean item valder eachof these two

subscals. Higher mean values inclite higher athletic and academic motivation.
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Within the SAMSAQ survey there are 6 demographic questionsgVvewthe researcher
omitted one. AWhat is your gender o was omitte

necessary f or dybemuse al stieeathleté gantiofpants svéraimale.

Athletic Identity Measurement ScdRMS)

The second instrument used in this study is the AIMS (Athletic Identity Measurement
Scale) developedytBrewer, Van Raalte, & Linder in 19938his instrunent has been used most
frequently to assess athletic identity in athlete populations. Research has provided general
support for the psychometric integrity of the AIMS. Evidence for ther&gsst reliability € =
.89 over a tweweek period) and internabasistency (alphas = .81 to .93) of the AIMS has been
obtained (Brewer, Van Raalte, & Linder, 1993). With regard to validity, AIMS scores have been
found to increase with level of sport involvement (i.e., non athlete, recreational athlete,
competitive attdte), perceived importance of sports competence, and other coastruct
conceptually related to athletic identity (Brewer, Van Raalte, & Linder, 199BIS items are
rated on a sevepoint Likert scale, ranging fromery strongly agre€7) tovery strongly
disagree 0).

The AIMS consists of a sevéiem scale designed to reflect the strength and exclusivity
of identificaion with the athlete role. The AIM8,e si gned t o encompass sSsoOC
my friends are athletey,®dagl corgenlidtieck t(e.gpaqgrt
(e.g., fAl feel bad about myself when | do poo
thoughts and feelings central to the daily experience of stadlkletes. The items are summed
for an overall athlét idenity score. Higher athletic identity scores represent higher athletic

identity. The AIMS instrument provides norms for comparison of survey results.
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Motivated Stratgies for Learning Questionnaif@®1SLQ

To assess studeatt hl et es® i ntrinsic mot ruilgédaon f or
third instrument(Motivated Strategies for Learning Questionnaire) Part I. The MSLQ Part | has
welkest abl i shed psychometri c prconpams 3l quessony Cr onb a
(Pintrich, 1991) Participants indicate their level of agreement with each statement measured on a
sevenpoint Likert scale, ranging froery true of mg¢7) toNot at all true of mé1).

From the 31 questions @tademic motivation involving test anxiesglf-efficacy,
control of learning beliefs, task value, extrinsic motivation and intrinsic motivafiMSLQ
Part I,only the 4 items pertaining to intrinsic motivation were u@ed, Infimy classes, | prefe
course material that reallychalleng me so | can | earn new things
for me in my courses is trying to understand the content as thoroughly as go3sible Th e MSL Q
scales of motivation and learning strategies can be used girfiglyhe needs of the researcher.
For this survey, the words, Aacademi cso or fim
A composite score was obtained by averaging each of the four item values. Higher MSLQ values

reflect higher rates of setéported intrinsic motivation.

Population
ScholarBaller andNon ScholaiBaller Division | football studentthletes at four
different universities were chosen for this study. There were two SdBaller universities
(School A and School B) and twwon ScholarBaller universities (School C and School.D)

Data regarding theszhools is reported in Table 1.
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ScholarBaller Universities

University A, apublicMi dwestern university, was fou
Table 3.1, University A has an undergraduate enroliment of approximately 20,000 students, an
it has a student faculty ratio of 19 to 1. This univedsisfudent population is 90%hite
American 5% AfricanrAmerican, 1% Native American, 2% Hispanic, and 2% Asian/Pacific
Islander. The football team is part of the Missouri Valley Conference, and the demographics of
the football team were obtained from the athletic department office. Out bi thi®otball
studentathletes, 69 aré/hite American(62%), 36 are AfricasAmerican (32%), 4 are Hispanic
(4%), 1 reported as Unknown (.1%) and 1 reported as Qthefl %) . The teambs
point average (GPA) is 2.34 and their graduation suce¢s&3SR)is 79%. The GSR measures
graduation rates at Division | institutions and includes students transferring into the institutions.
The NCAA allows institutions to subtract studarhletes from the GSR who leave their
institutions prior to graduatioas long as they would have been academically eligible to
compete, had they remained (NCAA, 2009piversity A has participated in the ScheRailler
curriculum for three years.

University B,a public universityocated on the West Coast, has an undetgrizd
enrollment of approximately 50,000 students, and it has a student faculty ratio of 22 to 1. The
student population is 68White American 4% AfricanAmerican 2% Native American, 13%
Hispanic, and5% Asian/Pacific Islander, and 8% reportedaesethraity/ethnicity unknown.
The athletic conference for University B is the RAQ, and the football team demographics
were obtained from the athletic department office. Out of the 122 football stattidgtes, 44 are
White American(36%), 62 are AfricatAmerican (51%), 4 are Hispanic (3%), 1 reported

race/ethnictyy s Unknown (. 1%), and 1 reported as
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2.34 and their GSR is 79%. University Bobés foo

20072008 season (Bowl gaaih University B has participated in the ScheRaller curriculum

for seven years.

Non ScholaiBaller Universities

University C isa private liberal arts universityjocated in the South and has roughly 4400
undergraduates. Student to faculty ratio is 10 to 1. Its general undergraduate student population
demographics include 85.4%hite American 6.5 % AfricanAmerican, 0.4% American Indian,

2.1% Hispanic, 4.1% Asiaiacific Islander, and 1.5%ce/ethnicityJnknown. This university
participates in the ACC Conference. According to the athletic office, the football team has 88
players and its racial breakdown includesMiite American47%), 44 AfricarAmerican

(50%),1 Native American (1%), 1 Hispanic (1%), and 1 reported as Other (1%). The average

GPA for the football team is 2.39. The football studerit h| et esd GSR is 83 %.
football team participated in peseason play during the 20@D08 season (Bdwgame).

University D, a public universityocated in the Midwesenrolls approximately 20,000
student s. lts student to faculty ratio is 17
demographics include 70%hite American 16% AfricanAmerican,1% Native American, 4%
Hispanic, 3% Asian/ Pacific Islander, 6 % Unknown. University D competes in the Missouri
Valley Football Conference and has 96 football stu@ghnietes. Its racial background includes
51 White American(53%), 44 AfricarAmerican @6%), and 1 Hispanic (1%). The average GPA

for the football team is 2.58. The football studatitlete GSR is 59 %.
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Procedures

Several initial challenges the researcher considered before planning the study included
selecting the population. Finding comipé Division | universities with similar academic and
athletic performance that are willing to participate in a study is difficult. Therefore, the
researcher focused on finding four universities with similar athletic schedules and similar
academic curridum. Initially, four universities (two ScholaBaller and two Non Scholar
Baller) were chosen.

The researchentended tachoose two universities in which the ScheBatller
curricdum was administered similatlyt was also necessary to loc&ter universitieswith
compatibleacademic curricuim and athletic schedule©f the initial fouruniversitieschosen,
two (Non ScholaiBaller) universitiesdeclined to participatélthough twvo moreNon Scholar
Baller universitieswith similar athletic scheduseverefound oneparticipatinguniversity
(University C)wasprivate Its academic curriculummay havevaried somewhat from the
ScholarBaller public university(University B),to which it was being compargdowever,both
University BandC had similarmpost seasoathleticscheduls (both attended Bowl games) in
2007. ScholarBaller (University A)andNon ScholarBaller (University D) had similar
academic curriculurand athletic scheduleniversities A and D were also chosen based upon
their proximityto one another geographically.

Asstudetat hl et es® schedul es are packed and cos
athletics the researcher also considered survey instruments that would not take extensive time to
complete Three surveys addressing acaderaicletic, intrinsic motivation and athletic identity
were chosen for their validity and brevity. The four participating universities were advised to

distribute the surveys during team meetings when everyone would be present and when the
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informed consent @ahpurpose of the study could be disseminatdidootball studentathletes
were surveyed includin@reshme, sophomorg juniors, seniors and red shirts).

Copies of each survey, along with informed consents were sent to the four different
participating miversity athletic directors and directors of academic support services. Surveys
were distributed and collected by athletic directors and directors of academic support during
team meetings for botdon ScholaiBaller universities (C and D) and individuaifice meetings
for both ScholaBal | er uni versitiesod § studentsdereB) . During
encouraged to complete the survey but were reminded that participation was voluntary.

Each studenathlete received a packet including a consent formcapiks of althree
surveys, including the fivdenographic question®articipants were instructed not to place their
name or any identifiable information on the survey. The consent forms and the surveys were
coded with a matching number. Each participant was identified witleddis, ensuring
anonymity. Theparticipans placed one signed copy of the consent form, along with the surveys
into their packet and placed it in a box. The informed consents and the surveys were returned via
mail. Schools were informed that surveys should be returned by May 2008. Correspondence via
emails and telephone calls wesent to remind universities of the deaék. The goal of this

study wagdo have at least a 50% response rate.

Sample
Of the 400 surveys that were mailed to the different participating universities, 227 were
returned for 7% response rat€able2 presentslemographic data for each of the football
teams in the studyn January, 2008/)niversity A, a ScholaBaller universityreturneds3

surveyy47.8% response ratgpm the 111 football studesatthletes thathletic dpartment
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reported Of those 53 studeatthletes, 34 werd/hite American 15 were AfricarAmerican, 2
were Hispanand 2 reported Other. University AO0s su
sophomores, 11 juniors and 8 seniors.
In October, 2008University B,another ScholaBaller universityreturnedl8 surveys
(14.8% response ratépm the 122 football studesithletes the athletic dagment reportedOf
these 18 studerdthletes, 4 werg/hite American 9 were AfricarAmerican, 1 was Hispanie,
were Asia/Pacific Islanderand 2 eportedOt h e r . University Bo6s surve)
freshmen, 3 sophomores, 3 juniors, and 5 seniors.
In July, 2008 University C, a NorScholarBaller universityreturnedd4 surveys (9%%
response ratdjom the 88football studentathleteseported by the atatic departmentOf these
84 studentathletes, 44 werd/hite American41 were AfricapAmerican, 2 were Nave
American and 5 reportedtherUni ver sity Cb6s surveys were retu
sophomores]9 juniors, and 31 seniors.
In August, 2008University D, a norScholarBaller university returned74 surveys
(77.1% response ratépm the 96 football studentathletes reported by the alit department.
Of these 74 studerathletes, 38 wer@/hite American 30 were AfricarAmerican, 2 were
Hispanic, 1 was Asian/Pdid Islanders and 3 reportéther. Twenty-threeof these student

athletes were freshmen, 22 were sophomoresietgjuniors, and 14vereseniors.

Data Analysis
Before running analyses SPSS, missing data was identified. Five cases for the intrinsic
motivation subscale (2 ScholBaller, 3 Non ScholaBaller) and three cases for the athletic

identity subscale (1 Schol&aller, 2 Non ScholaBaller) were eliminated due to incomplete
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data. All individual analyses reflect only cases with completed data for that respective
measure(s).

All data collected fromthe three instrumen{SAMSAQ, MSLQ, AIMS)weresorted and
reviewedin SPSSDemographic information.g., race, year in schoolipeans, standard
deviations, skeness and kurt@s were recorde | i 1§1888)acceptable limits of skewness
(less than threeand kurtosigless than fou)y was used for thistudy.Kline (1998) statethat
absolute values of skewness indices greater tim@e seem to be extremely skewaddkurtosis
indices geater than temay be a problenBy observing these limits, a more exploratory
analysis was conducted investigating the differences between SBadiErand Non Scholar
Baller football studentthlete® academi c, athletic, intrinsic n
Racédethnicitywas classified as AfricaAmerican,White American or Other Other signified
all studentathletes who did not identify with AfricaAmerican olWhite AmericanThe
criterion for significance was set at an alpha level ofirD&eeping with conventional practices.

Asfour dependent variablegerebeing investigatedacademic, athletic, intriins
motivation and athletic identitya Multiple Analysis of \ariance (MANOVA) was run in SPSS.
MANOVA is a more powerful procedure than analyzing dependent variables separately
allowing for less possibility of Type 1 errdrhis statistical procedure testit differences
between group means on motivation (academic, atldatiantrinsic) and total sums for &tic
identity. ScholafBaller andNon ScholasBallerstudertat hl et es & academic, at@th
motivation means and tdtathletic identity sums wereomparedIindividual follow-up
ANOVAS with protected LSDposthocs to guard against Type 1 erreverealsoconducted on

each dependent variable to further explicate significant MANOVA main effects.
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A second MANOVA with individual follonrup ANOVAS, wagperformed tanvestigate
the effect of radethnicityand ScholaBaller participation(independent variablesh Scholar
Ballerand Mn ScholalBal | er f oot b adchdensict athtetec nntrinsec mbtivagon e s 0

and ahletic identity(dependent variables)

Assumptions
For this study, it waassumedhat the two ScholaBaller Division | universitiesand the
two Non ScholarBaller Division | universities wersimilar in acaémic and athletic nature. It
wasalso assumed th#te ScholaBaller program hatieen administered similarly to both
football teams. Lastly, assumptions rgenade that the surveys were administered similarly at all

institutions and that all studeathletes answered the survey questions honestly.

Limitations

The first limitation for this study is that the participants selecteewot a randomized
sample. They were selected purposively because of their participation in an NCAA Division |
college football program and because of their participation opadicipation in the Scholar
Baller program. The lack of randomization limit t he st udy 0 s-atlilaéteeahd ngs t o
universities with similar athletic, academaad ethnic demographidsven with the emphasis on
choosing similar universities for this study, there were differences that would affect the
outcomes. Different @xching styles and its influence on academics is hard to avoid, as well as
the fact that this was a smalimple of football studesathletes from fouNCAA Division |

universities. As there are more than 800 Division | universities, it will npbbsibleto
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generalize across large populations. Moreover, theredifferences between the amounts of
time the twoScholarBaller universitieparticipated in the Scholdaller program. One loh
been with the ScholaBaller program for seven years, while thaeatinitiaed the program three
years ago. These differences in the amount of time in the Sdballar curriculum could play a
factor in academic motivation. Also, the role that private university versus public university
status plays was unknown andtlis study one participating Non ScheBaller university was
a private, liberal arts university.

This study involved the nedirectional analysis and design, which only provided
information for one point in time. Studeatt h| et e s 6 mo tngthar callegencareea r i e s
and even from day to day, depending on what experiences occur on that day, or that week for
that matter. Also, the & that all information was student reported lgdtto question the
accuracy and veracity of the information provid€ldis study precludes any causal attributions
or inferences and did not investigate differences in academic, athletic, intrinsic motivation and
athletic identity among female studeattietes. It only included a narrow range of motivational
factors.Furthermore, this study investigated freshman, sophomores, juniors and seniors.
Literature has reported that first year male studénietes have lower academic motivation than
junior or senor studervathletes (HowardHamilton & Sina, 2000; Kissinger & Miller, 2009;

Miller & Kerr, 2002; Pascarella, Truckenmiller, Nora, Terenzini, Edison & Hagedorn, 1999) and
perhaps this population should be researched separately when investigatingagiletest
academic motivation.

Final ly, i n t hi srace/ethnidityrdosivatiomanceidentity, gheee i on o f

groups were analyzed: Africalamerican,White Americanand Otherace/ethnicity. A©ther
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race/ethnicitywas quite small and diverse, tloisuld have affected the overall significance

between the groups.

Summary

Two instruments, the Studeathlete Motivation Scalenal QuestionnaireSAMSAQ)
and theMotivated Straggies to Learning Questionna{dSLQ) were researched and found to
be validscales to measure athletic, academic and intrinsic motivation for the Atttyd
instrument, théthletic Identity Measurement Scale (AIMS) wsedected to investigate athletic
identity and was found to be a valid scale as well.

As the research sugsgfed that motivation and identity play integral roles in academic
performance, two prominent theoretical models were tesadderstand these factors,
Expectancyalue theoryand Selfaffirmation theory From the literatie, expectancyalue
theory energedas a key theory in motivation. When a studathiete epects to do well on a
task, hewill put forth more effort to achieve success. Similarly, if a studgniete values a
certain outcome, ghewill engage wholeheartedly in the task. Values, sudhtagsic
extrinsic importance and perceived cost, make up the backbone of the underlying foundation for
motivation. An individual will weigh the different categories and based upon the expectancy of
success will engage or disengage in a task.

Selt-affirmation theory recognizes that individuals are less defensive to threatening
information when they are self affirmed. This theory helps put into focus the identity issues that
studetat hl et es struggle within the umrgikwvwersity en

stereotypes). By supplying the studattlete with an alternate role that he values, the student
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athlete can experience less stress in a hostile academic environment and perhaps improve
academic performance.

In keeping with the rationale and reseatlidtussed above, this study was designed to
determine if there were any significant differences betvatolarBaller and Non Scholar
Baller Division | football studenta t h | meotivatisnfacademic, athletic, intrinsi@ndathletic
identity. Theeffect of race/ethnicityAfrican-Americans White Americas and Other
race/ethnicity and ScholaBaller participation (ScholaBaller, Non ScholaiBaller) onDivision
| football studendathlete®motivation (academic, athletimtrinsic motivatior) andathletic
identity were also investigatedhis chapter described the methodology and procedures used to
conduct this study. Data analysis and results are included in chapter 4. Chapter 5 will continue

with conclusions and discussions.
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CHAPTER FOURDATA ANALYSIS AND RESULTS

The purpose of this chapter is to present the results from the data anatlysisufveys.
ScholarBaller and Mn ScholaBaller Division | football studentn t h | reotivati®on
(academic, athletic, intrinsiend athletiadentity was analyzed using data from the Student
athletes6 Motivation toward SporthedMotmated Academ
Strategies for Learning Questionnaire (MSL@)d theAthletic Identity Measurement Scale
(AIMS). Also, race/ethnicityAfricanrAmerican,White AmericanandOther ace/ethnicity and
ScholarBaller participation(ScholarBaller, Non ScholaBaller) was investigated to determine
if there were any significant diffences omotivation(academic, athletic, intringi@and athletic
identity. SPSSwvas used to perform the tests. Discussion of thedegs will follow in Chapter

five.

Descriptive Statistics

The ScholarBaller data was examined first for skewness and kurtessoreso
confirm distributional normality and homogetyeof variances across the dependent variables.
All variables were within acceptable limits of skewnf@sss than thréeand kurtosigless than
four) (Kline, 1998).Three of the ScholaBaller dependent variables were negatively skewed
[academic motivabn (-1.32), intrinsic motivation-0.81), and athletic identityZ.51)] meaning
the distribution of the scores for the Scheabailer football studentathletes was to the right of
the mean. Athletic motivation (0.11) wassitively skewed meaning tlaealemic motivational
scores tended to fall to the left of the mean sd&xamining kurtosis,tican be noted that

ScholarBallers academic (1.19)ntrinsic motivation (0.68and athletic identity (0.18)ad
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positive kurbsis valug, meaning the majoritydd scores concentrated at or near the peak of the
curve.ScholarBallerd at hl et i-2.11phad anegativel kortosis (value, meaning the
athletic motivation scores were outside the peak.

Tests run investigating the skewness and kuriessoreof theNon ScholarBaller
dependent variables reveakbat three of the dependent variables were negatively skewed
[athletic motivation {1.61), intrinsic motivation-(.25) and athletic identity%.89), meaning the
majority had scores to the right oetmean(See Table 3)n the case of athletic identity, this
significantlynegative skewness is anticipated it is expected th&dotball studentthletes
would identify stronglywith being an athleteéAcademic motivation (0.53) was positively
skewed, reaning that the academic motivational scores tended to fall to the left of the mean
score. Examining the Non SchceBaller dependent variables and kurtosis, it was noted that all
the scores were positiféacademic motivation (7.32), athletic motivatidni(@), intrinsic
motivation (1.79) and athletic identity (5.%8)neaning that Non Schol&allers had scores
concentrated at or near the peak of the curiie significantlyhigher kurtosis &core for

athletic icentity is expected fdiootball studentthletes

ScholarBaller and Non ScholaBaller DescriptiveData

Using complete dat@omitting incomplete surveysflescriptiveresultsfor both Scholar
Baller and Non ScholaBaller football studenathletes vasexamined(See Table 4pDverall
ScholarBallers had lower academi@\N=71,M=3.85,SD=.335), athleti¢N=71,M=4.62,
SD=.425) and intrinsic motivatiofiN=69,M=4.39 SD=1.12)thanNon ScholaBaller

academi¢N=158,M=4.01, SD=.341) athletic(N=158,M=4.75,SD=.436)and intrinsic
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motivation (N= 155,M= 4.62,SD=.996). However, ScholaBallers had higheathletic identity

(N=70,M=41.76,SD=5.33 thanNon ScholarBallers (N=156,M=39.13,SD=6.60.

Research Question Oraalysis
1. How do ScholaBaller andNon ScholaBaller Division | football studenathletes
differ onmotivation @cademic, athletic, and intrinsic) and athletic iderity

A onei way MANOVA was conducted to examine the effect of Division | football
studeat hl et es 6 p ar tBallericyprieduman nariousityp&sofmotivation
(academic, athletic and intrinsic) and athletientity. The resultsevealed a significant main
effectforScholaBal | er parti ci pBE4,2170 5.9/« .008)ySeeTable . 90 1,
5). The observed effect sizé this relationstpwasd 2 = . . 1 0

Individual betweergroups ANOVAs with LSD post hocs were conducted separately for
each dependent measure to further explicate the overall findings. Ggnifnain effects were
observedor three dependent variables (academic motivation, athletic motivation and athletic
identity). (See Table 7)Contrary to what was expectei;holarBallers reported significantly
lower (F (1,227) =11.26p< . 0 0 1 ,) ach@emic mdivatib(M= 3.85,SD = .334)xhan
Non ScholaBallers(M= 4.01, SD = .341)However, ScholaBallers had significantly lowe(F
(1,227) =4.08p< . 05, ) ahktic moti@atidB(M= 4.75 SD= .44 thanNon Scholar
Ballers (M = 4.62,SD= .43). Surprisingly, althougBcholarBallers had lower athletic
motivation, they scored significantly high@r (1,224) =8.54p< .01, d 2 —onathGedc )
identity (M= 41.76,SD= 5.33) tharNon ScholarBallers M= 39.13,SD= 6.60. No significant

difference F (1,222) =2.37p> . 05, )wag feund ob ihtlinsic motivation as Schelar
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A

Ballers 6 rinsiemotivation(M= 4.39,SD=1.12) andNon ScholaiBallers intrinsic motivation
(M=4.62,SD=.995)was similar.Collectively, ScholaBallers report lower academic, athletic,
and ntrinsic motivation thamNon ScholaBallers. These differences range from small to

moderate in size.

Research Question Twmalysis
2. What is the effect of race/ethnicity and Schdailler participation (ScholaBaller,
Non ScholaiBaller) onmotivation(academic, athletic, and intrinyi@nd athletic
identity for Division | football studerathletes?
A second MANOVA was conducted to examine the effectate/ethnicityandDivision
| football studenrat hl et es 6 p ar tBallercupriautum e motivaton (cademit, a r
athletic and intrinsic) and athletic identifjhe resultsare presented in Table Bhe results of the
omnibus MANOVA revealed marginally significant differences between ScBalder and Non
ScholarBaller football studerithleesd mot i vati on (academic, athl et
identity( Wi | k s ,B44,213) = 9.3 = .052, d* = .043. Thedifferences in significance
levelsfor ScholarBaller participatiorbetween the first MANOVAincluding only Scholar
Baller) and this current MANOVA(including both ScholaBaller and race/ethnicitygrelikely
due to thdoss of four withingroup degrees of freedoimthe latter analysis
For race/ethnicity, no significant differences were obserd ( Wi | kF98,436)= . 94 3

1.581, p = .128, ’= .029. Individual betweergroups ANOVAs with LSD post hocs were not

necessary due to the nemgnificant findings.
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For the interaction between ScheBailler participation and race/ethnicity, theuks of
the overall MANOVA reveal ed ,A@B428)i=p29%p+ .492,ant ef
d?=.017 as well. Therefore, individual followp ANOVAS were not conducted given the non
significant findings.

Descriptive dataor the resultss presented in Table &ven though the results were not
significant, a description of the different race/ethnicities and their motivation and athletic identity
scores is providedesults from the SAMSAQ survey reported ttietOther race/ethnicitilon
Scholar-Ballers(M = 4.12 SD= .337) scored highest overall on academic motivation. Their
score was higher thaithite AmericanM=3.77, SD=.314) and AricanrAmericanScholar
Ballers(M = 3.91 SD= .349 as well asigher tharthe Other race/ethnicityM = 4.00, SD=
.372) White AmericanM=4.02 SD=.338) andAfrican-AmericanNon ScholaBaller
(M=3.98 SD=.358 academic motivation.

Similarly, Other race/ethnicit$scholarBallers(M = 4.86 SD= 4.86) scored higlse
overall on athletic motivation. Thescore was highghanAfrican-American M=4.70
SD=.456), andWhite AmericanScholarBallers(M=4.49 SD=.371), as well asigher tharthe
Other race/ethnicityM = 4.75 SD= .481), AfricanAmerican(M= 4.76 SD= .397)andWhite
AmericanNon ScholaBallerss(M= 4.73,SD=.473 athletic motivation score

On the MSLQ African-AmericanScholarBallerand Non ScholaBallers(M= 4.75
SD=1.07 M= 4.79 SD= .986 respective)yscored higher thawhite AmericanM= 4.18
SD=1.22 M= 4.54 SD=1.00 respectively andOther race/ethnicit§gcholarBaller and Non
ScholarBallers(M = 4.39 SD= .614 M = 4.35 SD= .938 respectivelywhen investigating

intrinsic motivation.
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Lastly, when observing scores on athletic idenW#ite AmericanScholarBallers
(M=42.13 SD=4.99 scored higher thaAfrican-American(M=41.27 SD=6.03, andOther
race/ethnicityScholarBallers(M = 42.0Q SD= 5.40) However,within the Non ScholaBaller
group,Other race/ethnicityM = 40.92 SD= 4.59) scored higher thalthite American
(M=38.78, SD=5.96 andAfrican-AmericanNon ScholarBallers(M = 39.22SD=7.77) on
athletic identity It must be noted, however, that all of these differences between race/ethnicity

were not significant.

Summary
Chapter foudisplays the current data analysis for this research study. Tables have been
includedin the Appendix sectioto furtherclarify the findings. Chapter fivevill discuss the

summary, results, limitations of the study, and include recommendations for fetkarch.

80



CHAPTERFIVE: DISCUSSION

The currenstudy examined the differences between ScHaédier and Non Scholar
Baller Division | football studenathletemotivation(academic, athletjantrinsic)and athletic
identity using &pectancyvalue theoryandself-affirmation theory as its frameworkhe effect
of race/ethnicityAfrican-Americans and Whitdmerican$ and ScholaBaller participation
(ScholarBaller,Non ScholaiBaller) onDivision | football studentathletemotivaion
(academic, athletigntrinsic motivatior) and athletic identity were also investigatad.only a
small percentagef studertathleteggo on to play professnally, it is necessary for theta
succeed academically. &hterature reviewncluded discasion about the role motivation and
identity play in academic achievememhe NCAA and numerous universities are looking into
academic motivational programsfaxilitate stuentathlete appr opri ate academi
developmentScholasBaller, the treatment fahis study and a relatively new program that
infuses sport, educatipand entertainment, is one such progr&our Division | football teams
participated in this study. Two teams used the Sciddler curriculum while thether two
teams did not. le StudentAthlete Motivational Scale and Questionnaire (SAMSAQ)
Motivated Strategies fd_earning Questionnaire (MSL@ndthe Athletic Identity Measurement
Scale (AIMS)were used to analyze academic, athletic intrinsic motivation as well as athletic
identity.

Expectang-value theory, which addressesidertat hl et es 6 val ues and e
(Wigdfield & Eccles 2004; Wigfield, Tonks & Eccles, 2004;Williams, Anderson & Winette,
2005; Xiang, McBride Bruene, 2006; Gaston, 20&&#nprised part of the theoretical framework

of this studyto interpret motivationSelf-affirmation theory, the process by which individuals
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protect their identity andelf integrity, comprisedhe othempart of the theoretical framework for
the currenstudyto interpret identity

Throughout the currentugdy, it was found that there wesignificant differences
between ScholaBaller and Non ScholaBaller football studenrathletes. These differences will

be discussed in relation to the research goesin the study.

ScholarBaller and Non ScholaBaller Motivation and Identity
Research Question One:
How do ScholaBaller and Non ScholaBaller Division | football studeniathletes

differ on motivation(academic, athletic, and intrin}iand athletiadentity?

Academic Motivation an@hoice

It was discovered that Schol@aller Division | football studenta t h | (Bdhatas 6
Ballers)motivation differed significantly fromNon ScholasBaller Division | football student
athletedNon ScholaiBallers) ScholarBallers hal significantly lower academic motivation
(3.81)thanNon ScholaiBallers (4.01) As athletic subculturgenerallydoes not encourage
academic achievememtnd many studerdthletes, particularly revenue producing student
athletes, do notalue education, studerdat hl et es® | ow academi c moti ve
(Adler & Adler, 1991;Downey, 2005GastonGayles, 2005Pascarella & Smart, 1991;
PettawayWillis, 2005; Sowa & Gressard, 1983). However, it is surprising that Sciddders
would have lower academic motivation than Non SchBHkllers. The purpose of Scholgaller
curriculum is to increase academic motivation, academic performance and value of education.

Research has suggested that involvement in a retention programaneagenstuderst t h|l et e s 6
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academic motivation (Berry, 2001; Hamilton, 2004; Martin & Harris, 2006). Therefore, it would
have been expected that Schadailers would have higher expectation to perform well on
academic tasksnd in turn be more academicathptivated.Many factors may have influenced
the ScholaBallers and Non Scholdallers motivational scores, however expectavalye
theory and motivational theory was used to explain these results. One overacoritiagthat
may help explaithecurret st udyoés findings was choice.

Choice is a contributing factor in motivation (Deci & Ryan, 1985; 2000; Dember,
Galinsky & Warm, 1992; Downey, 2005; lyengar & Lepper, 1999; Taylor, 1888)ing a
choice can | ead t o c o mipfeidn@ngacteevementelatad behavibi v i d u a
and motivation (Deci & Ryan, 1985). Converselyaek of choice can make an individual feel as
ifhehasnocontro., A ack of control can have a detri ment
(Deci & Ryan, 198; lyengar & Lepper, 1999If individuals lack control over a task, their
enjoyment of the task is decreased (lyengar & Lepper, 1999).

As all ScholaBallers must participate in the ScheBaller curriculum, it is possiblthat
theydid not feel as if they had a choice in their participation. Neirlggthis choicanay have
led the ScholaBallers to feel less control over their academic situattansing lower self
confidence andnotivation in the academic aremdotivation cannogexist if choice and self
determination are not present (lyengar & Lepper, 1998 therefore possible that the Schelar
Ballers feel forced to participaie an academic motivational prograamd therefore have less
motivation in academics.

This type & experience where studeathletes feel little control over their academics is
commonly reported in the literaturé has been reported that in some caseglertathletes are

not exposed to the routine academic experiences, such as looking oveldesarg#ions,
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scheduling classes or general education requirements (Adler & Adler, 1991). It is not out of the
ordinary for studenathletes to be registered by secretaries or assistant coaches into classes
taught by #Afri ends of 1985hleadditiorp wwdemtanoh |( Atdd €& & A
academic performance is constantly monitored by athletic departriibase actions may lead
studentathletes to feel less concerned with academics. Vallerand, Fortier & Guay (1997) found

that students who report flass involvement in the decisianaking process at school have

lower school competence and motivatiblaving a lesser role in academican affect part in

studentat hl et es® perceived control i n thiaeorar ea.
majors, they may lose academic motivation. This perceived lack of control can have serious
repercussions laterinastudent hl et es & c ar e er :athlétds hdveestatedthal 0 % o f
their athletic participation prohibited them from studyihgir field of choice (Wolverton, 2006).

In another study, 80% of studemthletes stated that coaches and administrators placed too much
emphasis on sports and gave little emphasis on academics (Berry,|I8QB&)ScholaBa | | er 6 s
case, having a manday retention program may not only have a negative effect on their

academic motivation, but also give the stuekghtete a false sense of security that someone else

is responsible for their academic performaric8cholarBallers believe that the ScholBaller

curriculum is just another way for the athletic department to help take care of them academically,
they may focus more prominently on their athletic role.

Another contributing factorto Schol&al | er sé | ower academic mot
parern snotivatonsand desires. Parents play an integral
can affect their academic performance and career paths (Adler & Adler, 1985; Curtis, 2006;

Harrison, Harrison & Moore, 200&usanj & Stewart, 2004If a parenbelieves that their child

is ordinary in academics, but extraordinary on the field, he may push them athlefcally.
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television documentary from 2004, entitled AS
between young athletes and their parents. thedi ment ary refl ected paren
chil drenbés sport paWittihciin atth eo npraongdr d n,f ei tc hwa sc
choices and desires motivated their children to participate in $pamty parents believeitheir
children wouldreceivecollege scholarships and play professiondllyey seemed to live
vicariously through their children. If SchoiBaller parents pushed their children solely in
athletics, ScholaBaller studentathletes may be less inclineddimoose an academic career or
value academic&cholarBallers may benotivated to pursue professional sport, forgoing
academic careers, in an attempt to please the
Ballers wouldperhaps be less academically motivaifidteir parentsnay be influencing thero
pursue athletics because of the lure of the financial rewards (college scholarships, lucrative
professional contracts).

However, the rewards, such as college athletic scholarships may lower academic
motivation.College scholatsps, anextrinsic motivator can detract from academics (Adler &
Adler, 1991; Deci, Koester & Ryan, 1999; Fortier, Vallerand, Briere & Provencher, 1995;
Kingston, Horrocks & Hanton, 2008ptherrewardsin the athletic domaithatalso can detract
from acalemic motivatiorinclude aorationfrom fans and coache®/inning games and media
and press representation can give studénetes immediate gratification, while academic
rewards (grades, diploma) can be viewed as more delayed gratifiGtloriarBallers may be
experienig successful athletic careers, enjoying immediate reveardsonsequently may
choose to excel in sport rather than academics.

Further limiting studera t hl et es® choi ce t oathleticc el academi

subcultureWhen students attend college, they leave behind their teachers, friends and parental
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support (Downey, 2005; Medalie, 1981). This crossover to a new environment can lead to
adoption of new patterns of interaction with members of the new group. Athletic subcu r e & s
members (coaches, players, administrators) can become like a family for the-athtiat
Studentathletes are housed together, eat together, train together and attend class together, so it is
no surprise that a strong bond develops. Studthtetes who become a full fledged member of
the athletic subculture (which research has suggested devalues academics), expect to do well
athletically, but lack strong expectations in academics (Adler & Adler, 1991; Pascarella & Smart,
1991). Their peers disurage them from exerting effort in academics (Adler & Adler, 1985;
Pascarella, Truckenmiller, Nora, Terenzini, Edison & hagedorn, 1999). To fit into athletic
society, one must eschew academic achievement for athletic achievement (Pascarella et al,
1999).As Schulman & Levin (2003) report, when the norms of a subculture that does not value
academic achievement is coupled with extraordinary time commitments in athletics, lower
academic performance is often observed. The commitment to academics is wegd (B85;
Wolveron, 2006; 2007). Schol&allers may have committed themselves to the athletic
subculture choosing to shun academicdti®ughtheyare reminded of the importance of
academicsthey maynot yet developing stronger values for educationh&es ScholaBallers
are less integrated into the university environment. Although SeBaléer curriculum
reinforces studerdthletes university integration, it could be possible that SciBzlers are
more segregated from the academic environmenis{hg, dining and course selectiohhis
segregation malgave a negative effect on academic motivataswell as result in lower
academic confidence.

Extersive athletic schedules caffect studenrat hl et es® academic perf

confidence imcademics (Adler & Adler, 1985; Brown, Glastetk@ander & Shelton, 2000;
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Clow, 2000; Lally & Kerr, 2005). Exhaustive physical training, demands by their coaches and
lack of time for study, are obstacles to stuekerit h | eatdesng& uccass (Ridpath, 20Q¥ith
emphasis put on athletic demands, stu@dgnietes may begin to feel that athletics are their
primary focus in college. Booster club events, community service or even team meetings can
differ university to universityStudertathletes may suffer fro mental, physical and emotional
exhaustion and find that their motivation to study decreases as their need for rest increases
(Person & LeNoir, 1997)t may be the case that ScheBallers have more athletic time
commitments than Non ScholBallers.These studerdithletes in this case may choose to rest
instead of prepare for classes, which may result in lower academic performance.

Moreover, f these students perceitleeir low academic performance as a factor of
internal, stable causes, such as lowtglligence theymayexperience loweacademic
motivation (Hale, 1993; Weiner, 1980). If tBeholarBaller believes that academic performance
is related to luck or chance, he will have less academic confidence and be less likkigue a
academicallyLower academic confidence may also prohibit SchBRlters from overcoming
stereotype threat in the classroom (Adler & Adler, 1985; Martin, Harrison, Stone & Lawrence,
2009). Stereotype threat (racism, fcddemtb j ocko
athletes6é6 academic performance (Crocker, Diiy
2007), and even create goal blockage (Koole, Smeets, Van Kippenberg & Dijkesterhuis, 1999).
Goal blockage involving academics would prevent studérietes fronperforming to the best
of their ability. ScholaBallers may be experiencing higher incidence of threat in their
classrooms than NdacholarBallers, and this magffect overall academic motivation.

Lastly, ScholarBallers may be more ego involved studeriigo involvement is

associated with low motivaticss ego involved individualshoose tdocus on themselves and
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not the task (Ryan & Deci, 198 FcholarBaller curriculum involves splitting the student
athletes into teams to compete against one anatiagiemicallyConsequently, iScholar
Ballersare more eganvolved students, thayay be choosing to focus on outperforming others
and not on the specific task at hand.

The aforementioned factorsn c | udi ng choi ce w@mayhavppayxant so6 m
partinScholaBal | er s6 | ow academic mot i v a-value n. Previ
theory as a means to interpret Division | stuekthtetes academic motivation have found that
studenathletes do not value academics (Bowen, 2003; Clow, 2088tp@GGayles, 2002;

Suggs, 2003). Bowen (2003) and Suggs (2003) both stated that revenue producing student

athletes have lower academic motivation than non revemaeigng studerathletesClow
(2000)discovered that many studeathletes value academionly as a backup plan in case they

are not able to play professionally after colldg®m the current study, ScholBallers and Non
ScholarBallers value academics but perhaps their expectations differ in relation to their choices.

The current study gens to validate the use of expectanejue theory as a means of interpreting
studetat hl et es®6 academic motivation. 't provides
motivation, taking both expectations and values into account. It is importanttaiidce st udent
values towards academics because it provides
rather than just the skills necessary to succeed academically.

I n summary of this studyélmpsdchalaBalersd clrmovei v a
academic motivation score does not tell the whole s&inge the inception of Schol&aller at
both universities, grade point averages and graduation rates have in¢B=dsedrBaller
University A PreScholarBallerteam GPA =2.36, post 4 yearScholarBaller=2.63)

suggesting that academic motivation has increased asAdditional factorsoutside the scope
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of this study suchas university culturéprivate vs. public)classrank, scholarshipgoachng
cultureand time inthe ScholarBaller programmayalsobe at playThese factors will be further

discussed in recommendations for future research.

Athletic Motivationand Choice
In the currenstudy, the ScholaBallers scored significantly lower on athletic motivation
(4.62)than Non $holarBallers(4.75) This was surprising as they also had lower academic
motivation.College studenathletes typically have high athletic motivation (Gas@ayles,
2005).Therefore, it would have been expected that with lower academic motivhgoBcholar
Ballers wouldhave had higher athletic motivation. However, it may be that ScBaléers do
not choose t@xpend as much time and effort in athleticesnrs as Non Schol&allers It
could be interpreted that ScheBRallers faveless conflerce in their athletic ability or value
athletics less than Non SchoeBallers.However,choice may have had an effect on Scholar
Ball ersd expectancies and values towards at hl
PerhapsscholarBallers did not feel like they had a choice in thehletic participation.
ScholarBallerparents | i vi ng vicariously througmayt heir ¢
have played a role in ScholBallers lower athletic motivation. ScholBallers may participate
in college athletics because of theirpates 6 want s an dThidlack of peesssnal not t
choicecould possibly have a negativideet on athletic motivation.
Another reason for why ScholBallers may have lower athletic motivation could be
their experiences in high school katiics. If ScholarBallers were the superstars of their high

school teams, and were recognized as the top in their high school sport, they may feel they do not

have to put in as much effort to excel. They may arrive on college campus feeling that they are
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already tle best and therefore do not need to work hard or be motivated to achieve positive
results. Possibly, the ScholBellers are more egmvolved indviduals, preferring only to
outperform other athletes, but not motivated on an athleticTagkScholaBallers may not
choose to work hard improving their abilities.

It is also possible that the ScheBaller curriculum is helping studeathletes develop
choices outside of athletics. ScheRailler curriculum introduces many principles that aim to
help studat-athletes succeed in future careers. Lessons regarding the salary differences between
college and non college graduates may help to reieftore importance of education, whilead
setting and visionanother part of Schokdaller curriculumstrives tohelp studertathletes
become welrounded and encourages integration within the university. Integration into the
university environment can play an i mportant
increasing persistence and success (Guiffridag20ilito, 1975). However, the current study
repoted conflicting results aScholarBallers had lower academic motivation.

In summary, gpectancyvalue theoryprovided a favorable lens in which to interpret
studeat hl et es 6 at hl famework attoovedifov @risidesation of Bdthi s
expectancies and values of studartt h| et esd® at hl etic motivation,
the results. Studetathletes generally have high expectations and hold high values towards
athletics (Adler & Aller, 1985; Clow, 2000; Harrison, 2007). Therefore, it was not surprising
that both ScholaBallers and Non ScholdBallers had higher athletic motivation scores than
acadent motivation scores. Almost half of akbvene producing studerdthletesexpecta
career in sport after graduating from college (Ga$iagles, 2005; Upthegrove, Roscigno &

Charles, 1999 owever, ScholaBa |l | er s 6 | o we r scaecoult lmteibeen mot i vat

influenced by their parent s o thé 8chdlaBalerswerer t hem
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participating in college athletics to please their parents, they may be less athletically motivated.
I n the |iterature, an important factor that i

desire or intrinsic motivadn to pursue the goal (Eccles & Wigfield, 2002; Ryan & Deci, 2000b).

Intrinsic Motivationand Choice
There was no significant difference between intrimsiademianotivation and Scholar
Ballers (4.31)and Non ScholaBallers(4.62) Interestingly, both groups scored higher on
intrinsic academic motivation thatademic motivation overallhis finding of high intrinsic
academic motivation does not concur with previous research on satbktes and motivation
(Spray, Wang, Biddle &hatzisarantis, 2006According to cognitive evaluation theory, which
factors strongly in attempts to understand intrinsic motivation, ScBalders and Non Scholar
Ballers must feel some degree of control over their academic environment as well as fee
competent in this area (Amorose & Horn, 200Hec ur r ent st udy ésthat i ndi ng
with proper support (time management, career development, value of edycatienje
studentathletes maywchieve higher levels of academic motivation and aenmnent.
It was noted in the current study that Schd@aflers scored lower (not significantly) on
intrinsic motivation than Non Schot&allers.Individual choice and seldetermination,
psychol ogists believe, i ncrleandseshame fgelgsofonds se
intrinsic motivation. As ScholaBallers must participate in ScholBaller curriculum, this lack
of choice can possibly affect their motivation. Alsome researchers believe extrinsic rewards
such as those used in ScheBaller curriculum, mayncrease intrinsic motivatiorbeci &
Ryan, 198% Research has stated that for tasks not high in intrinsic interests, a direct relationship

between extrinsic rewards and task satisfaction and persistence exists (Calder & Staw,s1975). A
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many revenue producing studexthletes are athletically motivated but struggle academically,

exposure to a program that utilizes competition and extrinsic rewards may increase intrinsic
motivation. ScholaBal | er curri cul umd s mosvatiomalfgeatfe those c 0o mp e
that perform well academically may help increase intrinsic academic motivation over time.

However, since ScholdBallers had slightly lower intrinsic motivation, this finding may weakly

support other researchers who hauggetedthat external rewards can be seen as a controller of

oneds behavior, unde rCaldem&Stag, 1978 Ryan, 198&.i ¢ mot i vat

Athletic Identity
Self-affirmation theory was used as a lens to interpret the athletic identity scores of both
ScholarBaller and Non ScholaBaller Division | football studerathletesFindings from the
current study report th&cholarBallers have significantly higher athletidentity (41.76)than
Non-ScholarBallers(39.13) The athletic identity scoreom the AIMS instrumenis interpreted
as how much someone identifies with their athletic (Blewer, 1993)Perhaps ScholdaBallers
are more affirmed in their identity based wupo
athletic performanae Having spent many years pursuing their sport successfully, possibly
earning athletic scholarships and recognition, Sckddlers may feel affirmed athletically.
Studieshave suggested a positive cortiela between athletic identignd academic
achierement(Brown, GlastetteFender & Shelton, 200Brown & Hartley, 1998Gaston
Gayles, 2005Sellers & Kuperminc, 1997A study by Harrison, Stone, Shapiro, Yee, Boyd &
Rullan (2009) found that male studeathletes performed significantly better on aademic test
after affirming their athletic identity prior to testing. contrast some studies in the literature do

not concur withhigh athletiddentity and itspositive or neutral relationship to academic identity
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or performanceSettles, Sellers & Daas (2002) found that athletic and academic identities
cannot be perceived as one identity without studénletes experiencing conflidt.has been
suggeted that if a studerdtthlete has a high athletic identity, it detracts from their academic
roles(Lally & Kerr, 2005;Yopyk & Prentice, 2005)

Nonetheless, setffirmation research has suggested that participating in self affirmation
exercises and forming stronger identities may help an indivakeatome criticism and negative
stereotypes (CohenQ@6; Leary & Baumeister, 200 tudentathletes are one group that faces
negative stereotypes in the classroom (Harrison, 2007; Martin, Harrison, Stone & Lawrence,
2007). ScholaBaller curriculum incorporates affirmation exercises to help stuakbihttes
combat stereotype threat and accept academic criticism. When an individual affirms one identity,
he can become more aware of other important personal values unrelated to the threat (Cohen,
2006; Crocker, Niiya & Mischkowski, 2008; Koole, Smeets, Van Kiggerg & Dijksterhuis,

1999). Increasing salience of a personal value may allow the statthste to view poor

academic performance as less significant than the personal value, thereby allowing the student
athlete to address the blocked goal, or in¢hise, poor academic performance (Sellers, Chavous
& Brown, 2001) The current study did not address the correlation betateesotype threat,
academic performan@nd ahletic identity;therefore it is unknown whether ScheBallers
experienced less thakin the classroom because of their higher athletic identity.

It is alsounclear as to whether having significantly higher athletic identity detracted from
ScholarBal | er s 6 a c a ddeholarRallers bad significantlydawer academic
motivationthan Non ScholaBallers leading one to suspect that having higher athletic identity
negatively affected their academic rol e. I n

research byettles, Sellers & Daas (2002) and Yopyk & Prenti¢2005) suggesting that
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combinedstudent and athlete rolesopuce conflict that affe@cademic motivatiorHHowever, it
is important to note that ScholBallers also had significantly lower athletic motivation than
Non ScholaiBallers, perhaps suggestjrigat overall this group had lower athletic and
academic motivatiom general As this study did not investigate academic identity or motivation
over time, it is difficult to interpret what role ScheBallerdhigher athletic identity played in
their a@demic and athletic motivation.

Through the current study and the previous researishpossible that by combining both
athletic and academic identities, SchedBaller curriculummayhelp studentathletesachieve
success in both academic and athleteasScholarBa | | er 6 s cur mproval um may
studenta t h | aeddemic@chievemeby generating a passion for academics within the athletic
subculture. Studerdthletes have intense bonds and relationships with teammates and coaches
and if academss become a priority within the athletic culture, stuemthietes will exhibit
greater expectations and values towards education (Adler & Adler,1985; 1991).

Self-affirmation theory provided a usefwhy to interpret ScholaBallers and Non
Scholar-Ballers athletic identityas it was also utilized in ScholBra | | er sé curri cul un
development. Throughout research on-afifmation theorypositive effects on behavibias
been reportechtoughuse ofaffirmation exercisefArmitage, Harris, Hepton & Nappe2008;
Koole, Smeets, Ad van Knippenberg & Ap Dijksterhuis, 1999; Sherman & Cohen; Sherman,
Kinias, Major, Ki m & Pr esresults epdort tha? ScidolBgllers The cu
had significantly higher athletic identity. Further research isgsarg to determine relationships
between athletic identity and academic motivation and to evaluate whether the current study

correlates with previous sedfffirmation research.
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Race/ethnicity
Research Question Two
What is the effect of race/ethnicity and Schddaitler participation (ScholaBaller,
Non ScholaiBaller) onmotivation @cademic, athletic, and intrinyiand athletic

identity for Division | football studerathletes?

As African-Americans represenbughly half of all Division | football studer#thletes,
examining the results amongst the rat@ficities and studesat t h | neotivatisnband identity
is valuable (Brand, 2007/ Accor di ng to this studyds findings,
differencesdetweerracdethnicity (African-American,White American and Other
race/ethniity) and ScholaBaller and Non ScholaBaller football studenathletesvhen
investigating motivation (academic, athletic, intrinsic) and athletic idehtdwever, a brief
dscussion on the current st ud\yéselaBallet comes r egqg:
participation on Division football studenta t h | meotivatisnfacademic, athletic, and intrinsic)

and athletic identityis presented in the following sections

Schdar-Baller African-American White AmericanOther race/ethnicity

Although not significantit was noted thaffrican-AmericanScholarBallers eported
bothhigheracademiand athletic motivatiothanWhite AmericanScholarBallers. African-
AmericanScholarB a | | hghesathletic motivatiosoncurs with previous research on Afriean
American studenrathletes (Gastofsayles, 2003; Harrison & Moore, 2004cas, 2002Sailes,
1996 Snyder, 1996 Affiliation or membership in a cultural group plays grsficant role on an

i ndi vi dual 6s soeogsitve protessese(MarkdsKitiyama,s1898). African
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Americans6 sport attitudes are influenced by
where AfricanAmericans can express theidtcmal nuancesBased upon previous research on
African-American culture, sports became a salient aspect of their livesgbta& Moore,

2007).

It is important to mention that research has reported that high athletic motivation can
have positive effeadn academic motivation. Ryska & Vestal (2004) found that sport motivated
studentathletes had carry over into the academic realm. In their study, stattiéstes with
higher athletic motivation spent a greater amount of time and energy on academidiprepara
utilizing information processing, time management, personal effort, task persistence, self testing
and skill improvement. Therefore, it is possible for studehletes to have high athletic
motivation and still maintain high academic motivation @&sl& Kuperminc, 1997).

However, given the dispariiy graduation rateBetween AfricarAmerican andVhite
Americanfootball studettrathletesit is surprisingthat African-AmericanScholarBallersin the
curren study have higher academic motivation thghite AmericanScholarBallers. Current
statistics report that AfricaAmerican football studerdthletes graduate at the rate of 50% while
White Americarfootball studentathletes graduate at the rate of 64% (NCAA, 20B@éxarch
suggests that AfricaAmericanstudertathletes have lower academic performasoe
motivationthanWhite Americarstudertathletes (Brand, 2007; Edwards, 20@&stonGayles,
2005;NCAA, 2007; Sellers, Chavous & Brown, 2001)

Programs that value behavioral theories and culawareness may enable the Afriean
American studenrathlete to achieve academically (Berry, 20B&dlog, 2002Powell & Taylor,

1999 Sellers, 200)L As there were no significant differences in the current study regarding

96



race/ethnicity, further researchnecessary to explain the effect a retention program
incorporating popular culture has on studertt hl et es & moti vati on.

In additionto higher academic and athletic motivatigfrican-AmericanScholarBallers
also had higher intrinsic motivatiadawardsacademics thawhite AmericanScholarBallers or
Other race/ethnicit$cholarBallers Intrinsic motivation can increase fondness and importance
of an academic task, further growing academic motivation (Clow, 2000; Eccles & Wigfield,
2002).Having strongntrinsic academic motivation is important in academic performance
(Spray, Wang, Biddle & Chatzisarantis, 2006; Vallerand, Fortier & Guay, 189&8hese
findings were not significant, it is not known whether Sch&@aa | | er sd competiti ve
andextrinsic rewards are fostering a love for academics within the Afdcaarican football
studentathletesPerhapsncreased researdi academic motivational programs incorporating
culture into the curriculum wilelp explain important factors involvadthe gapbetween
African-American andVhite Americarfootball studenta t h | asadersc performance

Although African-AmericanScholarBallers had higher athletic motivation thakhite
AmericanScholarBallers, they had lower athletic identity scorestwWhite AmericanScholar
Ballers andOtherrace/ethnicityScholarBallers Although this finding is not significant, it is in
contrast to previous literature results in which Afridemericans typically report higher athletic
identity (Berry, 2001; Harran, Harrison & Moore; 2002; Kimball & Freysinger, 2003).

Lastly, although nosignificant but nonetheless interestimgsthe findingthatOther
race/ethnicity ScholaBallersreported a higher mean academic and athletic motivation score
than both theéfricanAmericanScholarBallers andWhite AmericanScholarBallers It would
seem that this group may valaeademics and athletics more than Afridganerican andVhite

AmericanDivision | football studentathletesHowever, as little information is known ailnt the
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22 studentathletes who designated their race/ethnicity as Oamerthe results are not
significant,no interpretations for the slightly higher scores of this small group will be attempted

at this time.

Non ScholaiBaller AfricanrAmerican WhiteAmerican Other race/ethnicity
In contrast tAfrican-AmericanScholarBallersdfindings, African-American Non
ScholarBallershad lower academic motivation than b@thite AmericanrNon ScholaiBallers
and Otherace/ethnicityNon ScholaiBallers These dferences were not significant, however,
were nonetheless interesting as they were completely opposite the ®laolal er s 6 r ace/ e
findings.
Coinciding with previous research on AfricAmerican studenathletes (Berry, 2001;
GastonGayles, 2003Kimball & Fresinger, 2003L.ucas, 2002; Sellers & Kuperminc, 1997;
Snyder, 19958 the current study found thafrican-AmericanNon ScholaBallers had higher
(not significant)athletic motivation thaiVhite AmericarNon ScholaiBallers and Other
race/ethicity Non ScholaiBallers Studies have suggested that AfrieAmerican male student
athletes have higher professional sports career aspirationg/tiimAmericarmale student
athletes (Gastofbayles, 2003; Sailes, 199@)thoughonly onein 6,318 fooball student
athletes will reach professial sport aspirationa)most 40% of AfricaPAmerican football
studentathletes expect that they will play professionally (Snyder, 1996).
Althoughresearch has suggested that Htjtietic motivation is not detriemtal to
African-American football studerd t hl et e s & a c aGhstonGaglesm2006;i vat i on (

Harrison, Stone, Sipaio, Yee, Boyd & Rullan, 20090pyk & Prentice, 2005the African
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American Non ScholaBallers had lower academic motivation th&lihite Americanand Other
race/ethnicity Non Schola&Ballers

Similar to findings withOther race/ethnicitgcholarBallers, Other race/ethnicityon
ScholarBallers also scored higher on academic motivation and athletic identityAthan-
American andVhite AmericanNon ScholaiBallers. It may be that Other rahnrity student
athletesaremoreaffirmed in their athletic roleallowing for more acceptance aftical
academic informatiorOr perhaps cultural differences and academic expectations playia rol
the Other race/ethnicity studeatt hl et es 6 hi gher acad®ethesec and
differences were not significant, further interpretations cannot be made.

It is also important to note thdteésmdl group of 22 studerathletesdesignateds Other
racdethnidty: (12 of whom selected Other as their race/ethnicity, 2 Native Americans, 5
Hispanics, and 3 AsiaRacific Islanders), may have redudbd power of analysis for the second
research questioifhe 22 studerathletes irDtherraceethnicity were compared to much larger
groups of 90 AfricarAmerican football studerdthletes and 11White Americarstudernt
athletesln summary, further research on race/ethnicity is necessary to determine if differences

exist between Scholdaller andNon ScholalBal | er s moti vati on.

Conclusions
To summarize, this study had three statistically significant findings:
1. ScholarBaller football studenathletes had lower academic motivation scores than
Non ScholarBaller football studenathletes.
2. ScholarBaller football studenathletes had lower athletic motivation scores tNan

ScholarBaller football studentathletes.
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3. ScholarBaller football studenrathletes had highertdetic identity scores than Non

ScholarBaller football studenathletes.

Throughout the literature review, it was apparent that Division | football stadieletes
are in need of academic motivational programs. Stualkhétes are one group that faces
negative stereotypes and low value of education, which may play an imt#gra Division |
football studenat hl et es6 | ow academic performance. Uni
motivational programs to help combat studertt h| et es é | ow academic perf
according to Bell (2005) and Clow (2000), current retentiognamms have revealed little
success. The lack of educational value and popular culture as a means of transmitting the
messages may be why there has been little improvement (Lang, 2000; West, 2004).

ScholarBaller is one such program that does utilize papaulture to address student
athletesd6 motivati on and -Bakeeldentity DgvelopmeestiMedel. Thr
(sSsBIDM), the term fischolar, 0 which represents
the term ABal | eamifted athvebej canthelp seugerthietesebacbnse more
affirmed (Stone & Harrison, 2008). By providing role models, including examples of student
athletes who are gifted on and off the court, SchBkller seeks to motivate studeathletes and
engagetiem academically.

The theoretical framework (expectaregiue and selaffirmation theory) for this study
allowed for better focus and explanation of the results. Expectaatog theory provided a lens
in which to evaluate Schol®a |l | er s 6 amBda|INoenr sSc hnooltai vati on and
richer description of studerstt hl et es 6 expectancies of academic
affirmation theory also provided a good lens to view studenth | et es 6 at hl-eti c i d

athletes are one group thatés negative stereotypes in the classroom, anédiethation
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theory explains how affirmation in one area can help a student become more open to criticism in
another (Cohen, 2006; Crocker, Niiya & Mischkowski, 2008; Steele, 1988). S&ular
curriculum incorporates affirmation exercises aimed at increasing stadertt | et es 6- posi t i
identity, hoping to help studeathletes become more receptive to academic challenges.

This study provided some insight into the differences betwebnlarBallerand Non-
ScholarBaller Division | football studerathleteémotivation(academic, athletic and intrinic
and athletic identit\When examining the results, consideration was given to the role choice may
play in motivation. The current study also providedlimpse intdhe effect racial/ethnic
backgrounds and 8olarBaller participation haen Division | football stdentathlete$
motivation @cademic, athletic and intriniand identity

Although ScholaBaller has reporteguccess at universities in which the program was
implemented (increased GPA and graduation rates), this study found that Badil@abivision
| football studentathletes hagignificantlylower academic motivation than Non Scheailer
Division | foatball studenathletesPerhapsas this study was just a snapshot in time, the bigger
picture of ScholaB a | | e r dase notrepeesehteddr perhapschoice, an overarching factor,
may have contributed to Scholgra | | er sé | ower aiatbelfrHclolarand at hl
Baller parents had higher athletic aspirations and lower academic aspirations for their children,
this may have negatively affect&g¢holarB a | lacademié and athletic motivation. The
ScholarBallers may have felt forcedtopaitip at e i n at hl etics due to t
may also have felt that academics were not an
in their academic abilities.

In this study, ScholaBallershadhigher athletic identitthan NonSchola-Ballers. This

too may be explained by choice and the fact that perhaps the SBab&as felt that their whole
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lives were geared towards athletics and so they identified strongly with their athletic identity. If

their parents had always pushed athggtiben this would be the rolgth whichthe Scholar

Ballers would feel most comfortablélowever, this strong belief in the athletic roln be

viewed as an asset when trying to increase academic motiaatiomay help negate stereotype

threat in tle classroonfGastonGayles, 2005; Sellers, Chavous & Brown, 2001; Harrison &

Boyd, 2007). With the integration of both athletics and academics, S@&ullar student
athletes may be able to influence chsange i n a
According to Tinto (1975), soci al and academi
persistence and succeSsuderta t hl et e s 6 a isinfdeeativeas onyy 3% af stuslent

athletes go on to play professionally in their sporsé®y & Stewart, 2005). thainment ofthe

college degree will allowhe other 97% professional career outside of sport.

The curreninvestigatiorreported no significant differences between SchBkller and
NonScholaBal | er s &6 mot i thietic and imtrin6i@ and idemtityiwben examining
race/ethnicity African-American ScholaBallers scoredhigher (although not significant) on
academianotivation tharWhite AmericanScholarBallers.The complete opposite result was
found withWhite AmericanNon ScholaBallers scoring higher (although not significant) on
academic motivation than Africadimerican Non ScholaBallers.Previous research has stated
that AfricanAmerican studenathletes generally score lower on academic motivdBenry,

2001; Snyder, 1996@nd have lower graduation rates thWghite Americanstudentathletes
(Hyatt, 2003; NCAA, 2007)However, as the current study found no significant differences
between race/ethnicity and ScheBailler and Non ScholaB a | | e r sdnanddaeéntity at i

more research is necessary to explicate any differences.
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Implications

This study on academic and athletic motivationctdiarBaller universitiesontributes
to the limited body of literature sgtudentat hl et es & mot iIlnfoamatioofromand i de
this study may be helpful to college athletic programs, university faculty, and college counselors
by informing themof importantconceptsnvolved in studentaithleteacademic and athletic
motivationsA|l t hough t he cngswere imcontrastttowmthat was expectedmiay
contributeto professionals in the field of sport and higher educdtjoexplaining the role
choice hasinstudeatt hl et es® moti vati on.

Athletic directorsandathleticstaff may need t@onsiderstudent choicavhen
implementing retention programs for damtathletes. Whether or not a studattlete has the
choice of participating in a particular retention program may have an effect on their motivation.
In addition, understandingtheapg ent sdé r-at Bl ehesbudentdtemi c and
may encourage athletic directors to communicate and educate parents on the importance of
education in college athleticSonsideration o$tudentathlete® 1 n t éntp tha dcademic
community mayalsohelp to increase academic motivati@eparate dorms and dining halls may
prohibit studentathletes from fully experiencing academictfend r ei nf or ce at hl et
negative views of academicBherefore, athletic directors whunderstand athletic subculture
and the importance of integratiamay design housing and dining options for stugdhteteghat
allow for more studeraithlete interaction within the academic community.

Additionally, as ScholaBallers had higher athletic idgty and this was shown in the
literature to negate stereotype threat, it may of importance for athletic directors to consiler us
selfaffirmation techniquemn their retention programs. ScheBra | | e faférmatiene | f

exercises may help reduce staype threats, helping studeatihletes integrate further within the
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university and ultimately improve academic achievement. ScBoal | er s 6 use of <col
and extrinsic rewards may help universities and athletic staff incorporate transferrabfeoskills
the athletic domain to the academic domain within their retention programs. The current study
may also generate interest among university athletic staff to increase academic recognition.
Having award banquets and media focus on stugénth | e teeis @erfaantarce may help
alleviate the discrepancy between stuekeit h | et es 6 academi c and athl e
The current study may also provigefessors in higher educatiarith information on
thestruggles of the studesathleteand howbest to helgghem in an academic setting. Increased
communicatiorbetween studerdthletes andaculty may have a positive effect on student
at hl et es 6 a.dnaddeian, peparingustudemthlstes for educational success while
they are still in thé&-12 setting mayhelp prevent the tug of war between academics and
athletics. Eucatingclassroom teacheos the issues surrounding college stuekghtetes and
academicsnay help reverse the negative attitudes towards academics and help parents
understandtheirnf | uence upon .K-L2cahehestillaldo banefitfromat i o n
knowing the factors involved in studeatt h | neotivatisr@and they can then share this
information with their athletes and pareriEslucatingathletesand parents on the importanof
college educatiomay be a major key in helping create successful sttatatdgtes in both
academics and athletics.
With the low graduation rates of reverp@ducing studerathletes, ihding programs
that help studerathletesacademicallyappearso be a priority, especially with the new NCAA
academic requirementgivestigations of retention programs are necessary, as previous research
has revealed little success with studartt h| et es 6 | mproved grade poi nt

rates (Bell, 2005Lang, 2004; West, 2004Retention programs that incorporate popular culture
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may be important for universities, as they may have a positive effect on minority student

at hl et es6 ac a@emeaux & ldaerisoh, @0 Mlaisniscineportant for universities

to consider as most revenpeoducing sports teams are comprised of 50 % Afrisarerican
studentathletesScholarBaller is one program available to universities, and its effectiveness

needs further study. This resdaigas a first stepinthatproceBsy s hari ng this stu
with university athletic staff, further steps can be taken to essudentathletes are taught skills

to thrive in a university environmergke responsibility for making and achieviggals that

they valueandreceive effective tutormin their classesrhus,more studenathletes may

graduate from college and be prepamdchreers outside of athletics andcoeild truly say,

Al ntercoll egi ate at hl et ioextepdrsucgesstlmaholastic mbi n e
athletic careers and gain a psstondary education that can facilitate studenth | et e s 0
successful transition into the professional w
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Recommendations for Future Research

This study examinedhedifferences betweesicholarBaller andNon ScholaiBaller
Division | football studenathlete®motivation(academic, athletjantrinsic)and athletic identity
using &pectancyvalue theoryandself-affirmation theory as its frameworRs this is the first
study of its kind, @irther motivational and athletic identity studies are neédedplain Scholar
Baller Division | football studera t hl et es & mot i v ataswehasasedfbeat hl et i
theoretical framework® interpretthe findings

An importantareafor future studies to consider include chqiaed the role it plays in
studetat hl et es 6 a c anbtvatipncinvestigationa of thége teind s 6 r-ol e i n
athlete® ¢ h o i nooevatiormanedecessary to help further explicate stueenit h | et e s 6
motivation and identityStudies involving middle and high school athletes and their parents may
help researchers determine other factors involved in stadénh | et es 6 mot i vati on.

The field of sport ad higher educatiomlsoneeds additionatudieson retention
programs. The Scholddaller program should be compared to other retention programs used in
higher education tmcrease focus owhat strategies work to increase studerit h| et e s 6
motivation.Additionally, as motivation can change at any given time, it would be important to
investigate this in a longitudinal study. Comparison of atecléata (grade point averages and
graduation rategp motivaion may provide more insight into motivation aitslrole in student
at h | aeadeamscerformanc&urthermore, studying a largepulationof studertathletes,
including those in a variety of mdterattmend wo men
However, it is necessary to separate revenuaandaevenue sports as each may have distinct

cultures that affect studeatt hl et es® moti vati on.
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The current study revealed that Non Sch&allers had significantly higher academic
motivation than ScholaBallers. One Non Scholdaller university was arivate, liberal arts
university. As miversity culture may play arola studertat hl et es 6 mde i vati on,
necessaryo investigate the role private versus public plays in academic motivhtwould be
interesting to r e diw@Eonsdiffer forlstededatblates who attend privaite mo
or public universities.

In addition, #hough class rank was not a specific variable investigated in the current
study, it was noted ScholaBallers (37%) included more freshman than Non ScHaéders
(23%). Research has found that first year male steatbtgtes have lower academic motivation
than junior or senior studeathletes (HowardHamilton & Sina, 2000; Kissinger & Miller,

2009; Miller & Kerr, 2002; Pascarella, Truckenmiller, Nora, Tem@nEdison & Hagedorn,

1999). Freshman studeathletes are still adjusting to a new community and culture and struggle
academically (HowartHamilton & Sina, 2000; Kissinger & Miller, 2009; Miller & Kerr, 2002;
Pascarella, Truckenmiller, Nora, Terenzidison & Hagedorn, 1999)e8iors, who are more
integrated into the college experience, may experience higher inageiemianotivation.
According to Willis (2005), Adler & Adler (1991) and Miller & Kerr (2002), freshmen and
sophomore studetatthletesare not as likely to formulate a mature educational plan as juniors
and seniorsimplying they are less academically motivated.

Class ranlalsoneeds to be researched for its relationship to athletic motivation. The Non
ScholarBal | er s 6 h i tydtianin tha culrentestudy couldrbe due to the higher
percentage don ScholaiBaller seniors and lower percentage of freshmen. As senior student
athletesd6é have been integrated into the foothb

confidence,comfort level and perceived competence on the team may be higher, increasing their
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level of athletic motivation (Amorose & Har@00Q Boegler & Somech, 2002; Deci & Ryan
2000.

Furthermore, sithe currenstudy evealechigher athletic identity of &olarBaller
studentathletes, tiwould be of interest to investigate class rank along with athletic identity to see
if athletic identity ranks differenttgmong freshman, sophomores, juniors and semarsnany
studentathletes realize in their junior genior year that their athletic dreams of playing
professionally are not plausible, they may begin to focus more on other careers outside of
athletics. Knowing at what point their athletic identity decreases would be helpful in introducing
career explor#on at an appropriate timalso, investigation and comparison of academic and
athletic identity could contribute to the literature on stugenth | et es 6 academi ¢
motivation.

Although scholarship status was not part of this research desigay ihave affeted
studetat h|l et e smotivatiora Maamymévenuproducing studerathletes attend
university on full athletic scholarships, which may have a decreasing effect on academic
motivation (Amorose & Horn, 2000). When studeaiitletes atteshschool on full athletic
scholarships, their focus may be on athletics rather than academics (Adler & Adler, 1991; Deci,
Koester & Ryan, 1999; Fortier, Vallerand, Briere & Provencher, 1995; Kingston, Horrocks &
Hanton, 2006)Additional research into sclayships and the role they play in athletic motivation
may be necessary as well. It was noticed in the current study that Non SRhitdes (69%) had
more full scholarships than ScheRallers (61%), which may also have a positive effect on
athletic motvation (Adler & Adler, 1991; Ryan & Deci, 2000b).

Moreover as coaches have much influence over their steatbrgtes, their values and

expectations can be transmitiliffith & Johnson, 2002)Many coaches are concerned with
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winning, as theirjobd e pend on their teamdbs athletic perf
performance and not focus on academics. This coaching culture can lead to a devaluation of
education. A coaching culture which is not be supportive of academic performance mayedecreas
studetat hl et es®6 academi c moti vat i oRortier&Guagr & AdI
1998; Spray, Wang, Biddle & Chatzisarantis, 2006; Vallerand). Coaching changes have taken
place over the course of ScheBwra | | er cur r i c uoth&hodasBalierncepti on at
universities. he culture shift involving academics versus athlediod whether these coaches
emphasize academic achievememty haveaffected the ScholaBaller football student
a hl et es 6 saticn.dl'eerafore, ammrovésiigatiortanthe role coaches play on student
athletesd motivations is needed.

The current study investigated the effect of race/ethnicity and SdBaller participation
on Division | football studerda t hl et es® moti vation (aca&demic, a
identity. As over half of all Division | football teams are comprised of Afridanerican
studentathletes, and given the discrepancy between Afrfaerican andVhite American
football studenat hl et es &6 graduati on r atedQualitatifesstudiee er i nv
would provide more information oAfrican-American studera t hl et es ® experi ence
determine what support would benefit their academic progress and career explasatien.
literature review for this research has shown that@lly appropriate interventiomaay
increase motivation amongst Ege football studerdthletes, rare research needs to be done
investigating alturally appropriate programs, such as SchBlalter and heir effect on student

at hl et e sexpergenca d e mi c
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Tablel: SAMPLE AND DEMOGRAPHIC CHARCTERISTICS

Variable University A University B University C University D
Total Undergraduate Enrollment a 20,C a 50,0 a 4,40« a20, 00
Student Faculty Ratio 19:1 22:1 10:1 17:1
University Race/Ethnicity
White American 90% 68% 85.4% 70%
African-American 5% 4% 6.5% 16%
Native American 1% 2% 4% 1%
Hispanic 2% 13% 2.1% 4%
Asian/ Pacific. Islander 2% 5% 4.1% 6%
Unknown 0% 8% 1.5% 6%
Other 0% 0% 0% 0%
Total Football TeanRoster 111 122 88 96
Football Team Race/Ethnicity
White American 69 44 41 51
African-American 36 62 44 44
Native American 0 0 1 0
Hispanic 4 4 1 1
Asian/ Pacificlslander 0 11 0 0
Unknown 1 1 0 0
Other 1 0 1 0
Mean GPA 2.34 2.32 2.39 2.58
GSR 79% 60% 83% 59%

Note: Universities A and B were SchoBaller universities, whereas Universities C and D were Non ScBaléer universities.

GPA =grade point averag&SR = Graduation Success Rate.
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Table2: UNIVERSITY RESPONSE RATES

Variable University A University B University C University D
Total Response Rate (% 53 (47.8%) 18 (14.8%) 84 (95.5%) 74 (77.1%)
Race/Ethnicity
White American 34 4 41 38
African-American 15 9 36 30
Native American 0 0 2 0
Hispanic 2 1 0 2
Asian/ Pacific Islande 0 2 0 1
Other 2 2 5 3
Class Rank
Freshman 19 7 13 23
Sophomore 15 3 31 22
Junior 11 3 19 15
Senior 8 5 31 14

Note: Universities A and B were Schot8aller universities, whereas Universities C
and D were Non Scholdaller universities.
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Table3: VARIABLE SKEWNESS AND KURTOSIS

Variable Skewness Kurtosis
SB NSB SB NSB
Acad. Mot. -1.32 0.53 1.19 7.32
Athl. Mot. 0.11 -1.61 -2.11 1.18
Intr. Mot. -0.81 -1.25 0.68 1.79
Athl. Ident. -2.51 -5.89 0.18 5.58

Note: Values in the tablere expressed asscores. Acad. Mot. =
Academic motivation; Athl. Ident. = Athletic identity; Athl. Mot. =
Athletic motivation; Intr. Mot. = Intrinsic motivation; NSB = Non
ScholarBaller; SB = ScholaBaller.
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Table4: DESCRIPTIVE STATISTICS OF STUDYARIABLES

Variable SB NSB
X SD X SD
Acad. Mot. 3.85 0.39 4.01 0.34
Athl. Mot. 4.62 0.43 4.75 0.44
Intr. Mot. 4.31 1.12 4.62 0.99
Athl. Ident. 41.76 5.33 39.13 6.60

Note: Acad. Mot. = Academic motivation; Athl. Ident. = Athletic identity;
Athl. Mot. = Athletic motivation; Intr. Mot. = Intrinsic motivation; NSB =
Non ScholaBaller; SB = ScholaBaller.
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Table5: MANOVA RESULTS FOR RESEARCH QUESTION ONE

Main Effect Wil kobés F df P Eta?

SB vs. NSB 901 5.97 4,217 <.001 .099

Note: NSB = Non ScholaBaller; SB = ScholaBaller.
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Table6: MANOVA RESULTS FOR RESARCH QUESTION TWO

Effect Wilks L F Df P Eta2
SB vs NSB 957 2.394 4,213 .052 .043
Race/Ethnicity .943 1.581 8, 426 .128 .029
Interaction .966 0.929 8, 426 492 .017

Note: Interaction = ScholaBaller curriculum by Race/Ethnicity; NSB = Non Schelaller; SB = ScholaBaller.

116



Table7: ANOVA RESULTS FOR RESEARCH QUESTION ONE

\?zfizglde ent F Df Eta2 Contrast
Acad. Mot. 11.26*** 1, 277 .047 SB < NSB
Athl. Mot. 4.08* 1, 277 .018 SB < NSB
Intr. Mot. 2.37 1, 222 .011 SB = NSB
Athl. Ident. 8.54** 1, 224 .037 SB > NSB

Note: Acad. Mot. = Academic motivation; Athl. Ident. = Athletic identity; Athl. Mot. = Athletic motivation; Intr.
Mot. = Intrinsic motivation; NSB = Non Schol&aller; SB = ScholaBaller.
*=p<.05;**=p<.0l;**=p<.001
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Table8: RACE/ETHNICITY DESCRIPTIVES

Variable SB NSB

Cau AA Other Total Cauc AA Other Total

X SD X SD X SD X SD X SD X SD X SD X SD
Acad.
Mot. 3.77 0.314 391 0.349 400 0.372 3.85 0.339 4.02 0.338 3.98 0.358 4.12 0.337 4.01 0.346
Athl.
Mot. 449 0.371 470 0.456 4.86 0.412 460 0.421 473 0.473 4.76 0.397 475 0.481 4.74 0.442
Intr.
Mot. 418 122 475 107 439 0614 439 113 454 1.00 4.79 0.986 4.35 0.938 4.63 0.996
Athl.
Ident. 42.13 499 41.27 6.03 42.00 540 41.84 532 38.78 596 39.22 7.77 4092 459 39.14 6.66
N

ote: Acad. Mot. = Academic motivation; Athl. Mot. = Athletic motivation; Intr. Mot. = Intrinsic motivation; Athl. Identhfe#it Identity; Cau 3White

American AA = African-American; Other “Asian/Pacific Islander, Hispanic, Native American or Other race/ethnicity; SB = S@&wallar; NSB = Non

ScholarBaller
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A University of Central Florida Institutional Review Board
P University of Office of Research & Commercialization

l Central 12201 Research Parkway, Suite 501
Florida Orlando. Florida 32826-3246

Telephone: 407-823-2901, 407-882-2901 or 407-882-2276
www research uef edu/compliance/irb html

Notice of Expedited Initial Review and Approval

From : UCF Institutional Review Board
FWA00000351, Exp. 5/07/10, IRB0O001138

To Janet Rasmussen

Date : December 05, 2007

IRB Number: SBE-07-05289

Study Title: Tug of War: An investigation of academic and athletic motivation at Scholar-Baller Universities

Dear Researcher:

Your research protocol noted above was approved by expedited review by the UCF IRB Chair on 12/3/2007. The expiration date i
12/2/2008. Your study was determined to be minimal risk for human subjects and expeditable per federal regulations, 45 CFR 46.11i
The category for which this study qualifies as expeditable research 1s as follows:

7. Research on mdividual or group characteristics or behavior (mcluding, but not limited to, research on perception, cognition,
motivation, identity, language, communication, cultural beliefs or practices, and social behavior) or research employing survey,
interview, oral history, focus group, program evaluation, human factors evaluation, or quality assurance methodologies.

The IRB has approved a consent procedure which requires participants to sign consent forms. Use of the approved

stamped consent document(s) 1s required. Only approved investigators (or other approved key study personnel) may
solicit consent for research participation. Sulyects or their representatives must receive a copy of the consent form(s).

All data, which may include signed consent form documents, must be retained in a locked file cabinet for a minimum of
three vears (six if HIPAA applies) past the completion of this research. Any links to the identification of participants
should be mamtained on a password-protected computer if electronic mnformation 15 used. Additional requirements may
be imposed by vour funding agency, your department, or other entities. Access to data 1s limited to authorized
individuals listed as key study personnel.

To continue this research beyond the expiration date, a Continuing Review Form must be submitted 2 — 4 weeks prior to

the expiration date. Advise the IRB if vou receive a subpoena for the release of this nformation, or if a breach of confidentiality
occurs. Also report any unanticipated problems or serious adverse events (within 5 working days). Do not make changes to the
protocol methodology or consent form before obtaining IRB approval. Changes can be submitted for IRB review using the
Addendum/Meodification Request Form. An Addendum/Modification Request Form cannot be used to extend the approval
period of a study. All forms mav be completed and submitted online at http:/inis.research ucfedu .

Failure to provide a continuing review report could lead to study suspension, a loss of funding and/or publication
possibilities, or reporting of noncompliance to sponsors or funding agencies. The IRB maintains the authority under
45 CFR 46.110(e) to observe or have a third party observe the consent process and the research.

On behalf of Tracy Dietz. Ph.D.. UCF IRB Chair, this letter 15 signed by:

Signature applied by Joanne Muratori on 12/05/2007 12:57:21 PM EST

IRB Coordinator
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To: Student Athlete

From: Janet Rasmussen, Docto&ilident
College of Education
University of Central Florida
1000 University Blvd.
Orlando, FL 32817
jrasmuss@mail.ucf.edu

Re: Informed Consent
Dear Student Athlete:

| personally understand the difficultiestuding a student athlete. It is definitely a tug of war
between academics and athletiEsis study will help me investigate ways to help support student athletes
in their a@demic and athletic endeavoram a student at the University of Central Floriplarsuinga
doctorate in Educatiotnder the supervision of my atissertation chairs, Dr. Larry Holt and Dr. Trae
Stewart, my dissertation research involves coll eg
informs you about my studyand& s f or your voluntary consent to peé
Motivation Toward Sports and Academics Questionnaire (SAMSAQ), as wbk adotivated Strategies
for Learning Questionnaire (MSLQ) and the Athletic Identity Measurement Scale (AIM®)purpose
of these questionnaires is to assess your motivation toward athletic and academic tasks at this point in
time in your career as a student athlete.

These surveys will take about 25 minutes of your time and will benefit the research oa colleg
athletesd motivation. I n order to understand you
records (GPA, Credit Hours). The completion of the survey and demographic information involves no
foreseeable risks to you. Participation in stisdy may not benefit you in any way. However, your
participation will assist me and other researchers in understanding motivation in college athletes.

You must at least 18 years of age to participate. You have the option of refusing to answer any
guestion on the survey sand may withdraw from the study at any time. Individual answers will not be
published. There is no compensation being offered for participation in this study and participation will
not affect your status in the program.

All questionnaires will be kept confidential by the researcher. The consent forms and survey
responses will be kept under lock and key in a secure file cabinet. Each form and survey will be coded so
that names are not involved in any part of the research process.

If you have any questions, please do not hesitate to contact me at (4808830r at
jrasmuss@mail.ucf.eduYou may also contact my dissertation chair, Larry Holt at (4072845 or
holt@mail.ucf.edu Research at the University of Central Florida is conducted under the oversight of the
UCF Institutional Review Board. Questions or concerns about research participants' rights may be
directed to the UCF IRB office, Univetg of Central Florida, Office of Research & Commercialization,
12201 Research Parkway, Suite 501, Orlando, FL 33226. The telephone number is 4873-2901.

I have read the procedure described above. | voluntarily agree to participate in the praxcddinave
received a copy of this description

Signature Date
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Return of this survey indicates consent to participate in the study. Thank you for your participation,

Janet Rasmussen
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Student Athletes’ Motivation Toward Sports and Academics Questionnaire

Thank you for agreeing to participate in the Student Athletes’ Motivation Toward
Sports and Academics Questionnaire. The purpose of this questionnaire is to assess
your motivation toward your athletic and academic tasks at this point in time. Your
honest responses to the statements in the questionnaire will help us better
understand your goals and expectations as a student athlete.

Directions: Read each statement carefully. Indicate the extent to which you
agree with each statement by circling one of the coded choices directly across
from each statement. Refer to the key below for a description of the codes. Please
respond to all items on the questionnaire. Also, please complete the demographic
information on the last page of the survey. Your responses to items on this survey
will be kept confidential Thank you again for your participation and honesty in
completing this survey!

Thank you again for your participation and honesty in completing this survey!

Level of Agreement

VSD = Very Strongly Disagree VSA = Very Strongly Agree
SD = Strongly Disagree SA = Strongly Agree
D = Disagree A= Agree

Level of Agreement

| believe that | can achieve a high grade point  \ysp SD D A SA VSA
average this year (3.0 or above).

Achieving a high level of performance in my VSD SD D A SA VSA
sport is an important goal for me this year.

It is important to me to learn what is taught in VSD SD D A SA VSA
my courses.

I am willing to put in the time to earn excellent VSD SD D A SA VSA
grades in my courses.

The most important reason why | am in school VSD SD D A SA VSA
is to play my sport.

The amount of work required in my courses VSD SD D A SA VSA
interferes with my athletic goals.

| will be able to use what is taught in my

courses in different aspects of my life outside of VSD SD D A SA VSA
school.
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10.

1.

12.

13.

14.

15.

16.

17.

18.

19.

20.

Level of Agreement
VSD = Very Strongly Disagree
SD = Strongly Disagree
D = Disagree A = Agree

VSA = Very Strongly Agree
SA = Strongly Agree

Level of Agreement

| choose to play my sport because it is
something | am interested in as a career.

| have some doubt about my ability to be a star

athlete on my team. Vs

| chose (or will choose) my major because it is VSD
something | am interested in as a career.

Earning a high grade point average (3.0 or

above) is not an important goal for me this year. VvsD
It is important to me to learn the skills and VSD
strategies taught by my coaches.

It is important for me to do better than other VSD
athletes in my sport.

The time | spend engaged in my sport is VSD

enjoyable to me.

It is worth the effort to be an exceptional athlete \,gp
in my sport.

Participation in my sport interferes with my VSD
progress towards earning a college degree.

| get more satisfaction from earning an “A” ina  y/gp
course toward my major than winning a game in
my sport.

During the years | compete in my sport,
completing a college degree is not a goal for
me.

VSD

I'am confident that | can be a star performer on \,gp
my team this year.

My goal is to make it to the professional level or VSD
the Olympics in my sport.
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21.

22.

23.

24,

29.

26.

27

28 .1 am willing to put in the time to be outstanding

29. The most important reason why | am in school

30. It is not worth the effort to earn excellent grades VSD

D = Disagree

VSD = Very Strongly Disagree
SD = Strongly Disagree

Level of Agreement

VSA = Very Strongly Agree
SA = Strongly Agree

A= Agree

grades in some of my courses.

Level of Agreement

| have some doubt about my ability to earn high VSD SD D A SA

| am confident that | can make it to an elite level VSD SD D A SA

in my sport (Professional/Olympics).

| am confident that | can earn a college degree. yvSD SD D A SA

| will be able to use the skills | learn in my sport \/sp sp D A SA

in other areas of my life outside of sports.

| get more satisfaction from winning a game in VSD SD D A SA

my sport than from getting an “A” in a course

toward my major.

other students in my courses.

. The content of most of my courses is interesting

fo me.

in my sport.

is to earn a degree.

in my courses.

It is not important for me to perform better than VSD SD D A SA

VSD SD D A SA

VSD SD D A SA

VSD SD D A SA

SD D A SA
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6.

10.

11.

Demographic Information

What varsity sport do you participate in?

Are you a Freshman Sophomore Junior Senior
Are you on an athletic scholarship? (check one) (Yes) (No)

a) If yes, is your athletic scholarship...(check one) (Full) (Partial)
Are you "red-shirting" this year? (check one) (Yes) (No)

Highest level of education completed for: (check one per box)

Mother

some high school
high school

some college

4 year college degree
graduate school

Your Race/Ethnicity (check one)

some college

Eather

some high school
high school

4 year college degree
graduate school

— Black/African American — American Indian
— White/Caucasian —_ Hispanic
— Asian/Pacific Islander — Other: (Please specify below)

How long have you specialized (played only one sport year-round) in your sport? (check one)

Never
— Since Toddler

— Since High School
— Since College

— Since Elementary School
— Since Middle School/Junior High

Date of Birth: Month Day Year

Rank your identity (first or second or equal) as an athlete and a student in order of importance to you.

Athlete

Student

How many credit hours are you taking this semester?

What is your Grade Point Average?
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7-Item Version of the Athletic Identity Measurement Scale (AIMS)

Please circle the number that best reflects the extent to which you agree or disagree with eacii

statement regarding your sport participation.

L.

I consider myself an athlete.

Strongly 1 2 3 4 5 6 7 Strongly
disagree agree

I have many goals related to sport.
Strongly 1 2 3 4 5 6 7 Strongly
disagree agree
Most of my friends are athletes.

Strongly 1 2 3 4 5 6 7 Strongly
disagree agree

Sport is the most important part of my life.

Strongly 1 2 3 4 5 6 7 Strongly
disagree agree

I spend more time thinking about sport than anything else.

Strongly 1 2 3 4 5 6 7 Strongly
disagree agree

I feel bad about myself when I do poorly in sport.

Strongly 1 2 3 4 5 6 7 Strongly
disagree agree

I would be very depressed if I were injured and could not compete in sport.

Strongly 1 2 3 4 5 6 7 Strongly
disagree agree
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Motivational Strategies for Learning Questionnaire

The following questions ask about your motivation for and attitudes towards academics. Remember
there are no wrong or right answers, just answer as accurately as possible. Use the scale below to
answer the questions. If you think the statement is very true of you, circle 7; if a statement is not at
all true of you, circle 1. If the statement is more or less true of you, find the number between 1 and 7
that best describes you.

Scale
1 2 3 4 5 6 7
Not at all true of me «f P Very true of me
1. In my classes, | prefer course material that really
challenges me so | can learn new things. { 1 2 3 4 > 6 ’ ]
2. If | study in appropriate ways, then | will be able to { 1 2 3 a 5 6 7 ]
learn the material in my classes.
3. When | take a test | think about how poorly I am [ 1 2 3 4 5 6 7 ]
doing compared with other students.
4. | think | will be able to use what I learn in my [ 1 2 3 a4 5 6 7 ]
classes in other courses.
5. I believe | will receive an excellent grade in my classes. [ 1 2 3 4 5 6 7
6. I'm certain | can understand the most difficult material
. . [ 1 2 3 4 5 6 7 ]
presented in the readings for my classes.
7. Getting a good grade in my classes is the most [ 1 2 3 4 5 6 7
satisfying thing for me right now.
8. When | take a test | think about items on [ 1 2 3 4 5 6 7

other parts of the test | can’t answer.

9. It is my own fault if | don’t learn the material in my classes. { 1 2 3 4 5 6 7

10. It is important for me to learn the course
material in my classes. [
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Not at all true of me -«

Scale

1 2 3 4

6 7

P Very true of me

11.

12.

13.

14.

15.

16.

17.

18.

19.

20.

21.

22.

The most important thing for me right now is improving my
overall grade point average, so my main concern in my
classes is getting a good grade.

I’'m confident | can understand the basic concepts
taught in my classes.

If I can, | want to get better grades in my classes than most
of the other students.

When | take tests | think of the consequences of failing.

I’'m confident | can understand the most complex
material presented by the instructors in my classes.

In my classes, | prefer course material that arouses
my curiosity, even if it is difficult to learn.

| am very interested in the content area of my classes.

If I try hard enough, then | will understand the
course material in my classes.

| have an uneasy upset feeling when | take an exam.

I’'m confident | can do an exellent job on assignments
and test in my classes

| expect to do well in my classes.

The most satisfying thing for me in my courses is trying to

understand the content as thoroughly as possible.
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