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ABSTRACT
EXPLORING ACADEMIC AND ATHLETIC IDENTITY AMONGST
FEMALE STUDENT-ATHLETES
CHRISTINE N. PARENT DRAKE
Two samples of female student-athletes were surveyed to explore dimensions of athletic
and academic identities in Division | female student-athletes. Quantitative methods used a
refined version of the 2010 NCAA Growth, Opportunities, Aspirations, Learning of Students in
college (GOALS) survey to explore constructs underlying female student-athletes' athletic and
academic identities using exploratory factor analyses, tests of internal reliability, and
independent t-tests. Qualitative methods used interviews to further explicate quantitative
findings by exploring female student-athletes' self-expressed perspectives about their
identities as students and athletes. EFA and Cronbach’s alpha results suggest a possible 2-factor
or 3-factor model underlying athletic and academic identity in female student-athletes. Results
showed that female student-athletes are equally dedicated to athletic and academic pursuits,
although athletic identity is dominant in their lives. Participants expressed similarities in
descriptions of self as students and athletes and used similar approaches to athletic and academic
expectations. Current findings of this initial study exploring athletic and academic identities
using the refined GOALS survey offer critical insights into appropriate techniques
for measuring female student-athletes' athletic and academic identities and could be explored

further in future studies with larger sample sizes.
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CHAPTER |
STATEMENT OF THE PROBLEM

Since the passing of Title 1X in 1972, intercollegiate athletics has seen an increase of
female student-athletes (Aries et al., 2004; Beyer & Hannah, 2000). Currently there are more
than 222,000 female student-athletes in the NCAA (National Collegiate Athletic Association
[NCAA], 2021a). These female student-athletes are approximately 47% of the NCAA student
population (NCAA, 2021a) and are distributed across more different sports than male student-
athletes (Siegel, 1994). Research about academic success in intercollegiate athletics consists
primarily of studies comparing student-athletes based on gender and less about the reasons for
success within this population of college students. Scholars have theorized that different levels of
academic identity may be a contributing characteristic to academic success (Beron & Piquero,
2016; Gayles, 2004; Miller, 2009; Rankin et al., 2016; Simons et al., 2007) Although Title IX
was passed over fifty years ago and the nation continues to celebrate this impactful legislation,
there is still minimal research about the identities of female student-athletes and the dimensions
that may contribute to higher achievements in college, both athletically and academically.

Research has suggested that students are more academically successful if they feel more
connected to the institution and have higher levels of academic identity (Melendez, 2006; Rankin
etal., 2016). Logically then, it is important for student-athletes to connect with people beyond
their teammates and coaches; and research has shown that athletics played a key role in helping a
student-athlete socially and academically adjust to the college environment (Melendez, 2006).
Encouraging, empowering, and positive interactions with academic advisors, faculty, other
students, and even athletic administration were found to lead to greater academic success for

student-athletes (Comeaux et al., 2014; Hollis, 2001; Rankin et al., 2016). Researchers found that



positive interactions with other peers and faculty members contributed to better academic
performance, but schedule demands limited student-athletes’ abilities to engage in academic
interactions such as office hours, group study sessions and student organizations and clubs, that
enhance academic achievement (Comeaux et al., 2014; Gayles & Hu, 2009; Rankin et al., 2016).

Women who participate in intercollegiate athletics at the college level have been
consistently outperforming their peers for decades academically (Melendez, 2006; NCAA,
2020a). Female student-athletes graduate at higher rates than male student-athletes as well as
their female nonathlete peers, and typically obtain higher GPAs while in college (Comeaux et al.,
2014; Johnson et al., 2013; Melendez, 2006; Rankin et al., 2016). Recent statistics show that
female student-athletes had a graduation rate of 75% while male student-athletes had a
graduation rate of 64% in 2020 (NCAA, 2020a). The national average was 71% for females and
66% for males in the general student body (NCAA, 2020a). The graduation percentage of female
student-athletes has continuously increased and has been higher than their female non-athlete
peers for the past decade (NCAA, 2020a). When disaggregated by race, female student-athletes
who identify as white, black and Hispanic/Latino have significantly higher graduation rates than
their female peers of the same race.

Since student-athletes typically miss classes for travel and athletic competitions, student-
athletes are encouraged and are more likely to utilize academic support programs and services
than nonathlete peers. Melendez (2006) theorized that academic support programs typically
offered to athletes, such as tutoring and study hall requirements, may be part of the reason for
improved academic achievement in this population. These programs and services are typically
coordinated or overseen by athletics academic staff. In one study completed by Johnson et al.

(2013), male and female student-athletes were compared in their usage of tutoring services over



a three-year period of time. The results indicated that female student-athletes used tutors less
overall than male student-athletes (Johnson et al., 2013). However, the study also indicated that
once a female student-athlete obtained a tutor, she met with that tutor more during the semester
than her male counterparts and achieved an overall higher GPA (Johnson et al., 2013). Although
female student-athletes did not require a tutor as often, they did utilize the service to help with
academic improvement. Johnson et al. (2013) provided insight into a possible difference between
the performance of male and female student-athletes, but it did not answer questions related to
the trends between student-athletes and their nonathlete peers. Unlike their nonathlete peers,
student-athletes struggle to engage in academic related opportunities, such has clubs and
organizations, residential learning groups or programming sponsored by their academic program
that enhance the academic experience and improve academic performance. Melendez (2006)
further showed the impact that athletics has on college adjustment is not always negative; female
student-athletes expressed higher feelings of inclusion and personal identity at their university
compared other college peers at the same institution.
Identity of Student-Athletes

Identity development is built upon a combination of past and present experiences (Foster
& Huml, 2017). Many student-athletes begin participating in athletics as children. In a survey
completed by the NCAA in 2019, an overwhelming majority of current student-athletes at a
NCAA school competed in high school or on a club sports team (NCAA, 2019b). Current
student-athletes who did not compete in high school or on a club sports team accounted for less
than 3% on most athletic teams (NCAA, 2019b). The exceptions included men’s and women’s

tennis, women’s rowing, women’s lacrosse and women’s golf since there are typically not



options for these sports for students to participate in high school or organized club teams
(NCAA, 2019b).

Student-athletes must balance two roles while they pursue their college degree: that of
student and that of athlete (Rankin et al., 2016; Watt & Moore, 2001). The roles, for the student-
athlete, are not separate, although the expectations for each role are clearly different. Many
times, trying to balance these identities causes internal conflict within the student-athlete (Rankin
et al., 2016; Settles et al., 2002). It is not an easy balancing act as both roles require an excessive
amount of dedication, time, and effort to be successful. The identity of an athlete may also play a
role in the academic success of female student-athletes. Student-athletes that exhibit higher
levels of athletic identity and athletic motivation tend to have lower academic motivation
(Retting & Hu, 2016). Many scholars have found that female student-athletes tend to have lower
levels of athletic identity than male student-athletes (Beron & Piquero, 2016; Melendez, 2006;
Riemer et al., 2000). The effects of identifying more with their academic role contributes to the
higher levels of academic success for female student-athletes and could also be evidence that
female student-athletes are able to better balance the expectations related to the two identities
which allows them to engage in more academic related activities during their college career
(Meyer, 1990; Potuto & O’Hanlon, 2007).

Identity plays out in internal and social ways which fuels a constant, ongoing
renegotiation of the identities a person holds (Miller, 2009). Athletic participation is tied very
closely to a person’s social identity and negative feelings, such as depression or low self-esteem,
because of sport related outcomes (Hale et al., 1999). Athletic identity is influenced by
individuals collecting information from their surroundings that then is used to define and

contextualize their role as an athlete (Huml et al., 2019). Stronger levels of athletic identity are



found when in the presence of other athletes (Brewer et al., 1993). It is typical for student-
athletes to identify themselves first as an athlete, rather than any other group they may identify
with including their race (Brown et al., 2003).

Internally, student-athletes’ self-esteem is intertwined with their athletic performance.
Chen et al. (2010) found that student-athletes have lower self-esteem in general when they are
not performing well in their sport. Student-athletes feel a constant pressure to win (Weatherly &
Chen, 2019). Similarly, student-athletes who are injured tend to struggle more emotionally and
socially, sometimes to the point of depression, because they are not able to perform and are more
distant from their friends and teammates (Chen et al., 2010; Miller, 2009). Sports define these
student-athletes’ self-worth (Brewer et al., 1993). Athletic identity is positively associated with
athletic performance and success (Franck et al., 2016; Van Rens et al., 2019). However, there is
very little information on what defines athletic success, as it varies based on the influences of
coaches and institutional culture (Aries et al., 2004; Rankin et al., 2016).

Athletic identity may also play a role in the academic success of a female student-athlete.
In a study completed by Melendez (2006) that analyzed the influence of athletic participation on
the adjustment for freshman and sophomore student-athletes, female student-athletes exhibited
higher levels of social adjustment and institutional attachment when transitioning to college.
Female student-athletes showed greater interest and engagement in both athletic and academic
activities (Potuto & O’Hanlon, 2007). Female student-athletes also expressed the importance of
both athletic and academic roles and saw the relationship between education and success (Meyer,
1990). Female student-athletes also had a higher degree of commitment to their goals, especially
their educational goals (Melendez, 2006). These findings seem to indicate that female student-

athletes are cognizant of their academic role and more engaged in their academic career and, thus



are motivated to be academically successful. Although research has answered questions related
to the differences between academic success shown in male and female student-athletes, it is not
clear about how the synergy between academic and athletic identities play a role in successful
academic outcomes. Due to the success seen in the female student-athlete population, it is
important to explore these identities further with this population to determine possible answers.
Research on student-athletes and nonathletes

Many unknowns remain in regard to the behaviors, experiences and educational
outcomes between student-athletes and nonathletes in college (Retting & Hu, 2016). The
transition between high school and post-secondary schooling impacts identity development
(Jensen & Jetten, 2016). Many undergraduate students must rework their identity into a new
context, trying to establish a sense of belonging within the academic arena (Jensen & Jetten,
2016), in addition to adjusting from childhood to adulthood. Academically, this reworking an
undergraduate student must navigate is essentially relearning who they are as a student and can
be applied through adjusting of study habits, new surroundings, resources, and academic focus
(Jensen & Jetten, 2016). When comparing student-athletes to the general undergraduate
population, similarities and differences can be found.
Similarities between Nonathletes and Student-Athletes

Student-athletes and nonathlete students see the value of post-secondary education and
have the ultimate goal of obtaining a college degree (Okagaki et al., 2009). To pursue a college
education is much deeper than the degree, however. Many times, it is a sense of status or a
means of becoming valuable (Okagaki et al., 2009). For many, a college degree helps a person
establish a more solid financial foundation as well as gain key skills in order to survive the world

(Okagaki et al., 2009).



Stereotypes of high achievement and ability in education typically favor males even
though females consistently have outperformed males in all educational levels (Verniers &
Martinot, 2014). This is also seen at the university level. The nonathlete female population
consistently outperforms males in academic outcomes in college (Verniers & Martinot, 2014)
and female student-athletes consistently outperform male student-athletes as well (Bell, 2009).
However, females are typically underrepresented in prestigious areas of higher education, such
as areas in science, technology, engineering and mathematics (Verniers & Martinot, 2014). This
gap is seen across most female and male groups.

Another similarity seen between nonathlete student populations and student-athletes
population is the underdevelopment of career identities. Undergraduate students have been found
to need training in career development and need help developing a professional identity (Jensen
& Jetten, 2016). When comparing female student-athletes to their female nonathlete peers,
female student-athletes have lower levels of career identities (Lally & Kerr, 2005; Riemer et al.,
2000). Students in the general undergraduate population begin building their professional
identities earlier (Jensen & Jetten, 2016) than student-athletes who may begin in their last year of
or after college (Coffey & Davis, 2019).

Student-athletes enter college with lower cognitive achievement than their nonathlete
peers (Howard-Hamilton & Sina, 2001). However, researchers have found that by second year in
an undergraduate degree, student-athletes and their nonathlete peers do not show any significant
difference cognitively (Howard-Hamilton & Sina, 2001). This supports that there are positive
outcomes that could be attributed to sports participation including key skills needed for

adaptation to the college lifestyle.



Financial wellbeing between student-athletes and nonathletes is another similarity.
Financial wellbeing can be defined as the confidence a student has to manage their economic life
(Gallup, 2020). Although not a specific academic outcome, academic performance is impacted
by financial stability (Oseguera et al., 2018). The income of parents also impacts academic
outcomes for both populations (Oseguera et al., 2018). The financial wellbeing while in college
between these two groups is essentially the same with student-athletes having a 41% percent
confidence level and the nonathlete population having a 40% confidence level to manage
economic expectations according to a research study completed by Gallup (2020). In addition,
the recent Gallup (2020) poll also found that student loan accrual for both populations is
essentially the same, outlining those financial implications between both groups are consistent.
Differences between Nonathletes and Student-Athletes

The major difference between student-athletes and nonathletes is the need to balance
athletic and academic identities as well as the expectations of both these roles (Bimper, 2014).
The commitments to be a student-athlete is mentally, emotionally, and physically exhausting
(Watt & Moore, 2001). Every day, student-athletes must dedicate time to their role as athletes
and devote time to learning in the classroom. Most student-athletes have lower academic identity
levels than their nonathlete peers (Van Rens et al., 2019), which is a predictor for lower
academic success (Beron & Piquero, 2016).

Despite the challenges that student-athletes face academically because of their athletic
involvement, this population of students show no significant underperformance compared to
their peers, even though they typically enter college with an academic disadvantage (Aries et al.,
2004). In recent years, researchers have determined that SAT scores are invalid predictors of

success of first-year college athletes and do not indicate long term success (Ting, 2009).



Scholars indicate that participation in athletics has shown positive outcomes of retention beyond
the first year of college (Leppel, 2006) and motivation to complete a bachelor’s degree (Gayles,
2009; Melendez, 2006). Student-athletes graduate at higher rates than that of their nonathlete
peers (Gayles, 2004; Melendez, 2006; Watt & Moore, 2001). According to the NCAA, student-
athletes have graduated at higher rates than the student body since 2002 (NCAA, 2020a).
Student-athletes have one of the highest graduation rates for student populations at the college
level and have steadily improved over the past 20 years (Melendez, 2006; NCAA, 2020a). As the
number of student-athletes has increased, the rate of graduation too has increased during that
time frame from a completion rate of 58% in 2002 to 69% in 2019 (NCAA, 2020a). The
competitive aspects of determination, drive and winning found in student-athletes’ identities
could be benefiting their academic performance (Bailey & Bhattacharyya, 2017).
Student-athletes are outperforming their peers in degree completion rates when analyzed
by gender and race. Nationally, female student-athletes had a degree completion at a rate of 75%,
whereas their nonathlete female peers only had 71% of the population complete their degree in
2020 (NCAA, 2020a). Black student-athletes had a percentage of 59% for degree completion,
where there nonathlete Black peers only graduated at a rate of 50% in 2020 (NCAA, 2020a).
Focusing on Black female student-athletes the gap is even greater with the student-athlete
population where 66% completed and the nonathletes had 54% completing in 2020 (NCAA,
2020a). In fact, the only population of student-athletes that did not outperform their peers were
White men, but statistically, were even with their nonathlete peers (NCAA, 2020a). Studying
student-athletes who are high performing in their academic roles will only give more insights for
strategies that can be used to obtain higher levels of academic success across all groups of

undergraduate students (Retting & Hu, 2016).



Due to academic preparation and commitments, female student-athletes should be at a
disadvantage when compared to their female non athlete peers. Yet despite the challenges,
female student-athletes are outperforming their female nonathlete peers. The difference may be
related to their identities as students and as athletes. The question raised is what the dimensions
of athletic and academic identities are found amongst female student-athletes. With limited
research about the identities of female student-athletes and minimal tools available to measure
these identities, the question raised above is difficult to answer. There is a need to expand the
current research base to find appropriate techniques for measuring female student-
athletes' athletic and academic identities and to explore how female student- athletes perceive
themselves as students and as athletes.

Purpose of Study

The purpose of this concurrent mixed methods study is to explore dimensions of athletic
and academic identities in Division | female student-athletes, a population with high academic
achievement and graduation success rates. Quantitative methods will use a refined version of the
2010 NCAA Growth, Opportunities, Aspirations, Learning of Students in college (GOALS)
survey with two samples to explore constructs underlying female student-athletes' athletic and
academic identities using exploratory factor analyses, tests of internal reliability,
and independent t-tests. Qualitative methods will use interviews to further explicate quantitative
findings by exploring female student-athletes' self-expressed perspectives about their identities
as students and athletes. Findings from this study may offer critical insights into appropriate
techniques for measuring female student-athletes' athletic and academic identities and how
female student athletes understand themselves as women who navigate complex collegiate

experiences of being both a student and an athlete. Future research will benefit by exploring the
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extent to which female student-athlete identities associate with their academic success, using a

refined version of the GOALS survey as tested in this study.
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CHAPTER Il
LITERATURE REVIEW

Intercollegiate athletics holds a prominent position on many college campuses in
America. Over 1,100 institutions are members in the National Collegiate Athletics Association
(NCAA), which comprises close to half a million student-athletes across 40 different sport
affiliations and three divisions (NCAA, 2020a). With so many universities and colleges involved
with the NCAA, athletics plays an integral role on college campuses across the nation.

Intercollegiate athletics is not solely about the competition. Many university presidents
express that having an athletics program benefits their campus including exposure (Blumenstyk,
2015) and building community with students, faculty, and alumni (Aries et al., 2004).
Institutional sports teams can bring added marketing and exposure to a campus. Universities rely
on televised sporting events to bring attention that can improve enrollment and image (Watt &
Moore, 2001). Many colleges consider athletics as critical recruiting avenues for new students
and donor support (Beyer & Hannah, 2000; Blumenstyk, 2015). Athletics brings awareness of
an institution to those who are followers of sports and can also build institutional pride for
current students and alumni, particularly if the team is winning. For some in the public, the
image and reputation of an institution can solely be based on the performance of its sport teams
(Howard-Hamilton & Sina, 2001; Pascarella et al., 1999). This can be an important factor for the
recruitment of new students, enrollment growth and philanthropy efforts.

Student-athletes are the important constituents of intercollegiate athletics and at times, the
face of an institution, and therefore are representatives of their school, their sport, their division,
and the NCAA.. Being involved in intercollegiate athletics adds complexity to a student’s life

(Watt & Moore, 2001). Student-athletes often cope with public scrutiny and face negative
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stereotypes such as poor academic performance, lack of intelligence, entitlement, and social
advantages (Carodine et al., 2001; Jolly, 2008). Student-athletes are required to abide by
academic, athletic and legal codes of conduct instituted by NCAA, the athletic conference that
they compete in and institutions they attend. These rules are not just for the court, playing field,
gymnasium, or pool, but also for the communities in which they live and the classrooms where
they learn. In addition, student-athletes have academic regulations that they must comply with in
order to remain eligible to compete and receive financial funding for their education.

Most student-athletes on campuses are similar in terms of age, starting college right out
of high school and social makeup to other traditional students on their campus. However, due to
the high demands, time constraints and expectations of a student-athlete’s lifestyle, these
students can be classified as a unique, nontraditional student population (Comeaux & Harrison,
2011; Hollis, 2001; Sedlacek & Adams-Gaston, 1992). These students must balance obligations
to professors, classmates, coaches, teammates, and athletic personnel (Watt & Moore, 2001).
Student-athletes are expected to not only perform in the classroom, but also meet the
requirements of their sport that can be both mentally and physically grueling (Carodine et al.,
2001). They are required to dedicate a substantial amount of time each week to sports related
activities (Comeaux et al., 2014). It is believed that most student-athletes, especially those
competing at the Division I level, could spend more than 40 hours a week dedicated to practice
time, weights, rehab, team meetings, travel, competition, and community service events (Bell,
2009; Comeaux, 2011; Comeaux et al., 2014; Hollis, 2001; Johnson et al., 2013; Jolly, 2008;
Rankin et al., 2016; Simons et al., 2007; Umbach et al., 2006). Thus, the athletic time
requirements each week for a student-athlete mimics that of a full-time job. These students must

manage their athletic life as well as meet the minimum expectation of a full-academic load
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(Jolly, 2008). Even with the best intentions, student-athletes can find themselves isolated from
their peers because of schedule demands and behind academically in their classes (Hollis, 2001).

The necessary balance that student-athletes must obtain to succeed is more than schedules
and demands. These students also balance the roles that influence who they are as a person. Their
identities as a student and as an athlete require prioritization, and can influence goals, decisions,
behaviors and how they define themselves (Brewer et al., 1999). In order to better support
student-athletes in meeting the complex demands of their higher education and participation in
sports, exploring the identities that these students build to define themselves is important and
likely to shed light on the reasons for their educational success or failure.
Identity

Identity can be defined as the value or importance that a person assigns to their perceived
competence or incompetence, which influences their self-esteem, affect and motivation (Brewer
et al., 1993). Identity can be attached to distinct networks or relationships that influence how a
person characterizes themselves, which can determine their choices and values; including who
their friends are and who they want to be (Stryker & Burke, 2000). Identity develops as a person
copes with internal needs, social demands and developmental challenges (Hejazi et al., 2008;
Miller, 2009), and is an accumulation of complex meanings that the person attaches to societal
roles in past and present experiences (Foster & Huml, 2017; Miller, 2009; Stryker & Burke,
2000). The two predominant identities that all student-athletes must balance are athletic and
academic.
Athletic Identity

The ways in which athletic involvement and experiences can psychologically and

cognitively affect a person is considered collectively to be their athletic identity (Chen et al.,
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2010). Primarily related to those individuals who participate in athletic endeavors; athletic
identity is a reflection of how an individual considers themselves to be ‘like’ an athlete in
their thoughts and emotions (Bell, 2009; Brewer et al., 1993; Van Rens et al., 2019). These
perceptions are a key source of an athlete’s self-esteem and definition of self (Brewer et al.,
1999) and are positively associated with athletic performance (Van Rens et al., 2019).
Athletic identity is influenced by family, friends, teammates, coaches, teachers, and the media
(Brewer et al., 1993); these environmental variables work to influence individuals in their role
as athletes (Huml et al., 2019).

Research on athletic identity emerged in the 1990s. Brewer et al. (1993) presented the
first measurement tool for athletic identity called the Athletic Identity Measurement Scale
(AIMS). The AIMS scale is a questionnaire that was created with input from research assistants
and former student-athletes; it focuses on the strength and exclusivity of identification related to
the athlete role (Beron & Piquero, 2016; Brewer et al., 1993). The AIMS scale is still widely
used for determining athletic identity and although there are other scales that have been created
since, most are based on the AIMS scale (Beron & Piquero, 2016).

Hale et al. (1999) completed a confirmatory factor analysis using the AIMS on
professional Olympic athletes from Russia, the United Kingdom, and the United States of
America and determined that athletic identity is a three-dimensional construct composed of
social identity, exclusivity, and negative affectivity. Social identity was a key factor based on
guestions asked about who their friends were, what level did they see themselves as athletes, or
the number of sports related goals they had set for themselves (Hale et al., 1999). Exclusivity
was determined based on scores related to the level importance sports played in their life

including the amount of time spent thinking and participating in their sport (Hale et al., 1999).
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Athletic identity levels also are influenced by negative outcomes, or negative affectivity, related
to their sport, such as depression when injured or low self-esteem based on playing poorly (Hale
et al., 1999). Although the AIMS has been used in many studies and different types of athletic
populations, it solely looks at athletic identity and does not have a comparative scale for
academic identities.

Being an athlete is the predominant identity that most student-athletes apply to define
themselves, more than any other group they identify with including student and racial
associations (Brown et al., 2003). Strong levels of athletic identity have been found in high
school aged athletes and tends to “dominate all facets of existence” (Alder & Alder, 1985, p.
244). Those that have a high level of athletic identity tend to have long sports careers, usually
pursuing professional opportunities (Anderson, 2004; Chen et al., 2010). Transitioning away
from athletic roles is harder for those with stronger athletic identity (Hale et al., 1999; Saxe et al.,
2017).

Research on athletic identity has focused on how it impacts other areas of an athletes’ life
including health and wellness, academics, and career outcomes. However, there are two areas of
athletic identity that have not yet been explored; the influence of athletic identity on athletic
success and the synergistic effects that athletic and academic identities have on one another that
contribute to academic success, specifically with a focus on female college students. Research
on athletic identity’s influence on athletic success has not been explored because of the varying
definitions of athletic success. The conditions for athletic success are different for each person,
coach, and sports program (Rankin et al., 2016). Institutions could see different definitions

between teams because each coach has different expectations, and each individual athlete has
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different objectives and goals. This literature review will highlight the importance that athletic
identity may play a role in academic success, especially in the success of female student-athletes.

Athletic Identity and Race. Athletic identity can also be influenced by different racial,
socioeconomic and cultural backgrounds. Student-athletes of color began participating on NCAA
teams in the mid-1960s (Person et al., 2001). Now, nearly half of student-athletes competing at
the Division | level are student-athletes of color (NCAA, 2021a). Student-athletes of color juggle
multiple identities and roles to succeed in college (Person et al., 2001). Race, particularly for
Black students, tend to be a higher contributor for athletic identity (Harrison et al., 2011).
Participating in sports is a critical factor for developing social acceptance and prestige for
minority youth, (Harrison et al., 2011) and at times, becomes a way to shield their self from
discrimination (Brown et al., 2003). Student-athletes of color face racism on campus and added
pressures to perform athletically (Person et al., 2001). Female student-athletes of color are
typically targeted by sexism as well (Person et al., 2001). Many black student-athletes feel the
need to conceal their athleticism and their identity as an athlete to protect themselves from
negative comments and stereotypes that they endure in their college communities (Comeaux,
2010; Harrison et al., 2011).
Academic ldentity

Academic identity is the self-awareness of academic abilities and interests (Hyatt, 2003)
and is positively influenced by commitment to academic pursuits (Guay et al., 2004). Students
who have stronger academic commitment exhibit stronger study skills and motivation to
complete academic tasks that lead to better academic performance, (Nichols et al., 2019; Stryker
& Burke, 2000); including higher grade point averages (Lounsbury et al., 2005), and persistence

toward goals including graduation (Guay et al., 2004).
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Studies have shown that, on the whole, student-athletes have lower academic identity
than their peers (Van Rens et al., 2019). Some researchers have found that a strong athletic
identity influences lower academic achievement for a student-athlete (Bimper, 2014). However,
Beron and Piquero (2016) found instead that high athletic identity was not an indicator of
academic trouble; rather low academic identity was a predictor of low academic performance.
These conflicting findings support the need for further exploration of these identities within the
student-athlete population.

Academic identity changes throughout a student-athlete’s collegiate experience and is
influenced by the changes in academic demands (Van Rens et al., 2019). Student-athletes show
higher levels of academic identity later in college (Chen et al., 2010; Lally & Kerr, 2005) which
may be related to a natural transition of focus away from sports. Coaches and athletic advisors
also play a vital role to the development of a student-athletes academic identity and academic
outcomes (Bell, 2009) as they exhibit expectations and importance of the role in a student-
athlete’s collegiate experience. Academic outcomes for student-athletes tend to be more
influenced by the demands and expectations of a student-athlete’s sport (Comeaux & Harrison,
2011) and how well they can balance managing two roles, each being a full-time commitment,
simultaneously in college (Chen et al., 2010).

Academic Identity and Race. Cultural, ethnic, racial and socioeconomic backgrounds
play an integral role in the beliefs, practices and expectations for advanced education (Rouland,
2017). Academic identity of students of color requires a balance of ethnic affiliation and
academic performance (Gu et al., 2019). Ethnic minorities sense of belonging is contextually
formed and complex (Gu et al., 2019). Student-athletes of color endure a double stigma

(Harrison et al., 2011), because they are not only a minority, but also an athlete. Many endure
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stereotype threats (Gu et al., 2019) and face racist practices in their classrooms from faculty and
peers (Comeaux, 2011) that can impact social and academic integration (Person et al., 2001) as
well as influence the pursuit of academic opportunities (Comeaux, 2010).

Student-athletes are typically recruited from school experiences, aptitudes and
socioeconomic contexts that are significantly different than other students (Pascarella et al.,
1999). Prior research suggests that student-athletes of color are more likely to be raised by a
single mother and are typically their first in their family to attend college (Person et al., 2001).
Females disproportionally are heads of households in Black and Hispanic households, and
therefore for female student-athletes of color, college success is not only critical for them, but for
their families as well (Morales, 2008). Student-athletes of color not only see opportunities with
athletics, but also believe that working hard to balance academics and athletics will benefit them
in the long run and help them reach their personal goals (Potuto & O’Hanlon, 2007). Although
these characteristics are not in the background of all student-athletes of color, these trends have
been found in research studies over the past two decades.

Academic Success

Academic success is a term with different meanings depending on varying views (York et
al., 2015). The most common indicators used for determining academic success in a student
population are graduation rates, retention, and grade point averages (Caruth, 2018; Nichols et al.,
2019; Watt & Moore, 2001). College students typically define academic success as the outcomes
of the learning process including gaining of skills and knowledge, meeting personal goals, and
professional achievement (Stock et al., 2018). Both definitions are important to consider and
instead should be defined as academic achievement. Academic achievement is expressed through

the students’ GPA and grades, completion of course activities and requirements, mastery of
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program learning outcomes that allow a progression and secondary admission into students’
chosen academic path (York et al., 2015). Achievement can also be expressed through
persistence and overall retention rates (York et al., 2015), which for student-athletes and
intercollegiate institutions, contribute to a program’s Academic Progress Rate (APR), a policy
implemented by the NCAA to hold athletic departments accountable to the academic progress,
achievement, and success of student-athletes (NCAA, 2019a). Academic achievement is
influenced by different experiences that enhance the college experience of a student-athlete. It is
important to highlight the perceived challenges and benefits that participation in intercollegiate
athletics has on academic achievement for student-athletes.
Challenges of Academic Success for Student-Athletes

For some student-athletes, academic challenges start at the points of recruitment and
admission to the university as the focus for attending school looks different than most. Many
prospective student-athletes base their decision to attend a school on the coach, the opportunity
to play, location of the school, degree programs offered, and academic services available (Gabert
et al., 1999; Letawsky, 2001; Schneider & Messenger, 2012). Coaches look for the best athlete to
join their team, not the best student (Gayles & Baker, 2015). Student-athletes as a whole tend to
have lower academic preparation prior to college compared to their nonathlete peers (Gayles,
2009; Hollis, 2001) and have lower SAT scores at college entry (Aries et al., 2004). These
students are distinct from incoming nonathlete students because they immediately must learn to
balance athletics, academics, and social demands (Gayles & Baker, 2015) and often suffer the
same circumstances as non-traditional students that impact academic performance (Sedlacek &

Adams-Gaston, 1992). Athletes have expressed that they believed they could have higher GPAs
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in college if not an athlete (Wolverton, 2007), but found it hard to find time to study (Aries et al.,
2004).

One of the biggest challenges for student-athletes related to academic success are the
expectations, demands and stressors that they endure every day of their collegiate career (Aries
et al., 2004; Beauchemin, 2014; Carodine et al., 2001; Comeaux & Harrison, 2011; Nichols et
al., 2019). Athletically, these students dedicate up to 40 hours per week to their sport (Bell, 2009;
Comeaux, 2011; Comeaux et al., 2014; Hollis, 2001; Johnson et al., 2013; Jolly, 2008; Rankin et
al., 2016; Simons, et al., 2007; Umbach et al., 2006). However, they also have to manage other
stressors such as injuries or even possible benching (Beauchemin, 2014), which can have
devastating effects on an athlete’s self-esteem and sense of purpose (Chen et al., 2010). These
students have different expectations from multiple sources including professors, peers, family
members, coaches, teammates, support staff and even themselves (Carodine et al., 2001; Nichols
etal., 2019).

Student-athletes are possibly one of the most scrutinized and stigmatized groups of
students in colleges and universities (Simons et al., 2007). This group of students, depending on
the sport they play, are famous figures within their college community and are watched and
analyzed every day by coaches, faculty members, support staff, peers, media and fans (Watt &
Moore, 2001). Many student-athletes experience the stereotype of being a jock (Coffey & Dauvis,
2019; Comeaux, 2011) which typically is a term that is associated with being dumb (Simons et
al., 2007), domineering, and masculine (Miller, 2009). Female student-athletes face stereotypes
of being leshians and are judged on higher standards of appearance (Person et al., 2001).

For student-athletes the negative stigmas of being an athlete can be damaging not only to

their identity (Miller, 2009) but also to their credibility as a student (Comeaux, 2011; Simons et
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al., 2007). These negative perceptions are instilled and fueled by their campus community,
including faculty and peers (Chen et al., 2010; Comeaux, 2010; Engstrom et al., 1995; Miller,
2009; Simons et al., 2007) who believe that athletes receive favors and extra benefits (Simons et
al., 2007), are not smart enough to earn As in their courses (Comeaux & Harrison, 2011) and
lack motivation for good academic performance (Comeaux, 2011). Many student-athletes find it
hard to gain the respect of their faculty (Aries et al., 2004) which for some, can be so defeating
that it causes a student-athlete to disidentify with academics by focusing more on their athletic
abilities or concealing their athletic identity to avoid stigmatization (Simons et al., 2007). Those
who spend more time focusing on their sport, including those who are planning on seeking a
professional career, report lower grade point averages during their collegiate experience when
compared to other student-athletes who do not have professional sport opportunities after college
(Beron & Piquero, 2016).

Student-athletes also have less academic autonomy (Alder & Alder, 1985; Bell, 2009)
and are sometimes prohibited from taking certain classes or majors because of the time
commitment needed for athletic participation (Bell, 2009; Wolverton, 2007). In a study
completed by Potuto and O’Hanlon (2007), over 11% of student-athletes expressed they were not
able to pursue the major they wanted because of athletic involvement. Beron and Piquero (2016)
noted in their study that student-athletes exhibited lower GPAs if they were discouraged away
from certain majors by a coach. Student-athletes who are steered away from their interest can
become uninterested because they do not relate to the subjects or find merit in what they are
studying (Alder & Alder, 1985). When coaches become too involved in a student-athlete’s
academic career, the student is not able to make academic decisions (Alder & Alder, 1985; Bell,

2009).
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Student-athletes are sometimes encouraged to major in certain fields that have been
deemed “friendly” for athletic schedules. This is known as academic clustering (Schneider et al.,
2010). The reasons for academic clustering can be positive and legitimate (Schneider et al.,
2010) such as interactions with faculty members who value the athletes’ academic success
(Capriccioso, 2006) or the ability to feel comfortable in class because other athletes are in
attendance (Schneider et al., 2010). Academic clustering limits the individual identity
development of student-athletes (Foster & Huml, 2017) and increases levels of social isolation,
which is highly predominant in athletic life due to the demands of their schedule and athletic
culture (Alder & Alder, 1985; Riemer et al., 2000).

Positive Benefits of Academic Success for Student-Athletes

Although there are many challenges to participating in intercollegiate athletics, studies
have shown many benefits as well. Student-athletes show higher levels of overall wellbeing than
other college students not involved in sports (Aries et al., 2004). Participation in sports not only
improves physical wellbeing, but also has been shown to provide psychological, social and
educational benefits as well (Chen et al., 2010).

Despite the challenges that student-athletes face academically because of their athletic
involvement, this population of students show no significant underperformance compared to
their peers, even though they typically enter college with an academic disadvantage (Aries et al.,
2004). In recent years, researchers have determined that SAT scores are invalid predictors for
success of first-year college athletes and do not indicate long term success (Ting, 2009).
Scholars have found that participation in athletics has shown positive outcomes of retention
beyond the first year of college (Leppel, 2006) and motivation to complete a bachelor’s degree

(Gayles, 2009; Melendez, 2006). Student-athletes graduate at higher rates than their nonathlete
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peers (Gayles, 2004; Melendez, 2006; Watt & Moore, 2001). According to the NCAA, student-
athletes have graduated at higher rates than the student body since 2002 (NCAA, 2020a).
Student-athletes have one of the highest graduation rates for student populations at the college
level and have steadily improved over the past 20 years (Melendez, 2006; NCAA, 2020a). It is
important to note that these graduation rates have improved as the number of students
participating in intercollegiate athletes has increased. Between 2001 and 2015, the number of
student-athletes participating in intercollegiate athletics grew by 16,565 (Hosick, 2015). The rate
of graduation has increased during that time frame from a completion rate of 58% in 2002 to
69% in 2019 (NCAA, 2020a). The competitive aspects of determination, drive and winning
found in student-athletes’ identities could be benefiting their academic performance (Bailey &
Bhattacharyya, 2017).

Athletics participation allows student-athletes to have a chance at a higher education that
they may not have had otherwise (Potuto, & O’Hanlon, 2007). Socioeconomic status has been
found to be the most powerful predictor of academic achievement for college students (Gu et al.,
2019). For some student-athletes, they are in college only because of the financial support they
receive due to their athletic involvement (Person et al., 2001; Potuto & O’Hanlon, 2007). This is
especially true for those from a lower-socioeconomic class or ethnic minority group (Potuto &
O’Hanlon, 2007). Black student-athletes, who are the largest proportion on students on athletic
scholarships, usually come from the lower economic quartiles (Oseguera et al., 2018). Most
White student-athletes have higher family incomes, which gives them an advantage academically
(Oseguera et al., 2018). Multiracial men report higher gains academically than multiracial
women, indicating that multiracial men may have better socioeconomic backgrounds than

multiracial women (Oseguera et al., 2018). Asian students typically have higher levels of
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academic success and have more pressures from their families to succeed academically
(Oseguera et al., 2018).

Intercollegiate athletics has become a unique and diverse subpopulation in higher
education (Buzzetta et al., 2017; Coffey & Davis, 2019) that encourages connection to a campus
community (Umbach et al., 2006). Student-athletes are connected to a subgroup of college
students, their sports team, almost immediately who become an influential part of their support
group (Bell, 2009; Dennis et al., 2005; Watt & Moore, 2001). Athletics plays a key role in
helping a student-athlete socially and academically adjust to the college environment (Melendez,
2006). Many student-athletes have expressed how it is easier to get to know people on campus
and be engaged with the campus community because of their athletic involvement (Aries et al.,
2004). Participating in athletics connects student-athletes directly with others of similar interests,
backgrounds and hobbies which helps prevent feelings of loneliness, builds a sense of belonging,
optimism, and supports inclusion, which generally can be challenging for college students
(Melendez, 2006). Student-athletes who have positive interactions and are empowered to build
relationships with academic advisors, faculty, other students, and even athletic administration
have been found to have higher levels of academic success (Bell, 2009; Comeaux et al., 2014;
Melendez, 2006; Rankin et al., 2016).

Experiential Learning

Intercollegiate athletic participation is experiential learning. Experiential learning
typically is defined as practical knowledge and experience gained from engaging activities that
bridge the gap between curricular instruction and real-life experiences (Kolb, 1984). Experiential
learning encourages the learner to be an active participant in the learning process and requires

the learner to identify and solve problems (Ediger, 2012). Scholars, theorists, and practitioners
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who favor experiential learning see education as the process of creating knowledge rather than a
focus of meeting outcomes (Kolb et al., 2014; Tyler, 1951). The experience itself is the process
of learning and only through the navigation of the process does true learning occur. Students are
essentially relearning the topics they know by engaging in a new process of application and
integration into real situations (Kolb et al., 2014). Education should have the goal of integrating
the learners into society and the world with tangible experience. Experiential learning can be
more appealing to learners by fostering identification with their school and commitment to
school-related values (Leppel, 2006), and helps learners build networks of contacts that can be
useful when needing assistance for class assignments and career decisions (Leppel, 2006).
Experiential learning focuses on the holistic process of helping a learner to adapt and function in
the world around them (Kolb et al., 2014). Students learn to navigate conflict, identify problems
and solutions, and see successes and failures as part of their educational journey.

Athletic involvement has shown to give student-athletes a chance to acquire skills that
they may not otherwise receive in the traditional classroom setting. Student-athletes have
indicated that their athletic participation has improved skills in leadership, teamwork, decision-
making, time management, and studying as well as influenced responsibility and personal
advocacy (Buzzetta et al., 2017; Coffey & Davis, 2019; Melendez, 2006; Potuto & O’Hanlon,
2007; Simons et al., 2007). These skills build traits that influence academic success and increase
developmental, social, and emotional growth and identity (Melendez, 2006; Simons et al., 2007)
and help with growth mindset and goal orientation (Buzzetta et al., 2017; Nichols et al., 2019).
Student-athletes have also expressed that their involvement in athletics has helped them
understand, relate to, and work with people who have different backgrounds (Comeaux et al.,

2014). Melendez (2006) explains that student-athletes also have better skills in building and
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achieving long-term and short-term goals. In the end, many student-athletes believe that all the
sacrifices they make for athletics will pay off for them when they enter their careers because of
what they learn through their experience in college (Potuto & O’Hanlon, 2007). The question
that still must be answered is what positive outcomes support academic identity in female
student-athletes.

A study completed by Coffey and Davis (2019) showed that, indeed, student-athletes are
far superior to their nonathlete peers in the workplace in many areas. Students who participate in
intercollegiate athletics in college are highly recruited by employers because they have many
transferable skills they have learned through their athletic participation (Coffey & Davis, 2019).
Employers have expressed that student-athletes are able to work better in fast-paced
environments, take accountability for their actions, accept constructive feedback well, and have a
better overall transition into the workplace (Buzzetta et al., 2017; Coffey & Davis, 2019).
Through their training as an athlete, these students gain necessary skills that are easily
transferable to the workplace. The lessons were not taught in the classroom setting but are
tangible and impactful for life.

Experiential learning helps a student connect the experience to their life and is most
powerful when combined with the student’s interests and strengths (Leshkovska & Spaseva,
2016). Athletics allows student-athletes to learn valuable life lessons such as time management,
balance between lifestyles and applying feedback to performance while doing something that
they are good at and love to do. Experiential learning must be supported by mentors who are
willing to work alongside their mentees and help guide them (Leshkovska & Spaseva, 2016).

These mentors can be teachers, instructors, supervisors, advisors, and coworkers. Student-
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athletes must also have supportive people and services to help them navigate the challenges of
this lifestyle.
Support Services for Student-Athletes

Student-athletes receive a variety of academic support services throughout their collegiate
careers. In the 1990s, the NCAA mandated that all institutions provide academic support
opportunities for their student-athletes (Meyer, 1990; Rubin, 2017). These services would be
hard to access for student-athletes if not offered through athletics due to their lack of time (Watt
& Moore, 2001). Although many services can be offered in a collaborative model with university
services, faculty and student peers see the services provided to student athletes as special
offerings that make student-athletes spoiled and pampered when in reality these services create
equal opportunities for student-athletes (Hyatt, 2003). Student-athletes are typically more
satisfied with college academic support than nonathletes (Burns et al., 2013).

Since student-athletes’ schedules are so rigorous, the athletic academic professionals are
responsible for helping student-athletes manage academic responsibilities outside of athletic
expectations and focus on building time management skills (Bell, 2009; Jolly, 2008; Rubin,
2017). Student-athletes typically have their daily schedules dictated by someone else (Jolly,
2008). Athletic advisors monitor study time through mandatory study halls and are accessible for
questions related to academic motivation, organize tutoring schedules for each student-athlete,
support students through class issues, and give schedule suggestions (Bell, 2009). Athletic
advisors are advocates for the student-athletes with their coach or faculty member (Rubin, 2017).
Goal setting and career decision making has been highlighted as a responsibility that athletic
advisors should focus on also (Burns et al., 2013; Buzzetta et al., 2017). Many times, student-

athletes also rely on athletic advisors for eligibility support (Burns et al., 2013; Rubin, 2017).
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Support services for student-athletes are successful when there are people who
understand the culture and context of the sport they play, recognize the factors that indicate risk
for athletic and academic success, and institute support structures for the demanding lifestyle of
student-athletes (Johnson et al., 2013; Sedlacek & Adams-Gaston, 1992). Student-athletes find
connection to their institutions through advising and counseling services and need guidance to
achieve academic success (Hollis, 2001). Advisors create real, deep, and authentic relationships
with the student-athletes that they advise (Comeaux et al., 2014).

One offering that has found success for student-athletes are summer orientations and
early academic start programs (Hollis, 2001). By allowing freshman student-athletes to take
summer classes prior to their first academic term, and paying for those classes, has statistically
proven to improve academic success and help institutions provide equal educational
opportunities for their student-athletes (Hollis, 2001). These programs allow academically
underprepared students the opportunity to begin building academic skills needed such as study
habits and time management skills with a smaller academic load and establish foundations
needed to be successful in college (Hollis, 2001). These early start programs have shown higher
graduation rates for student-athletes (Hollis, 2001).

Tutoring is another important service that student-athletes utilize during their time at a
college institution (Bell, 2009; Johnson et al., 2013). Tutoring is used due to missing class
because of increased travel requirements (Beron & Piguero, 2016; Johnson et al., 2013).
Tutoring is often required by athletic programs. Foster (2003) found that most student-athletes
saw tutoring as oppressive and controlling rather than a privilege or as crucial for their success.
However, student-athletes who attended tutoring have seen higher success results including

higher term grade point averages (Johnson et al., 2013).
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Multidimensional Identities of Student-Athletes

Individuals typically have multiple identities and role relationships that may reinforce or
compete with one another (Stryker & Burke, 2000). Student-athletes must balance a minimum of
two roles while they pursue their college degree: that of student and that of athlete (Watt &
Moore, 2001). The identities, for the student-athlete, are not separate, but rather
multidimensional, and the expectations for each identity are clearly different. Many times, trying
to balance these identities as one single identity causes internal conflict within the student-athlete
(Rankin et al., 2016). It is not an easy balancing act as both roles require an excessive amount of
dedication, time, and effort to be successful and can lead to role conflict (Chartrand & Lent,
1987; Hollis, 2001).

Role conflict is reflected when one identity competes or interferes with another role life
usually due to increased involvement in one or both roles (Carodine et al., 2001; Hollis, 2001,
Settles et al., 2002; Stryker & Burke, 2000). People who struggle with managing dual roles also
have difficulty forming future goals (Buzzetta et al., 2017). The goals of a student-athlete are
focused on academic achievements as well as on athletic performance (Comeaux & Harrison,
2011). Although most student-athletes strive to achieve high levels of success in both areas, over
time some student-athletes may have to choose one identity over another because of lack of time,
demands, or expectations to continue in a role or remain eligible to compete (Alder & Alder,
1985). Bell (2009) found that athletes were more likely to skip an academic event if it conflicted
with practice and would rather make up classwork than miss a team meeting. For most student-
athletes, their student identity, or academic identity, takes a back seat to their athletic identity
(Watt & Moore, 2001). The process by which students navigate the changing importance of their

identity is described by identity-control theory, which is a hierarchical ordering of dynamic self-
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identities that shift overtime and are fluid with role performance and demands (Bell, 2009;
Burke, 2006; Van Rens et al., 2019).

The ways in which a person prioritizes their roles when managing dual identities is
established early in life. For student-athletes, their dual roles are influenced by experiences and
people prior to college but are further impacted by their experiences as a college athlete (Foster
& Huml, 2017). Coaches play a key role in helping student-athletes identify in both athletic and
academic domains (Bell, 2009). Negative stigmas and stereotypes of faculty and peers that deem
student-athletes as unqualified and unintelligent in the academic arena can encourage student-
athletes to focus more on their athletic role (Bailey & Bhattacharyya, 2017; Jolly, 2008; Watt &
Moore, 2001). For some, the stronger identity can be encouraged based on which role they have
better performance (Yopyk & Prentice, 2005).

Studies have shown higher positive associations when student-athletes view their
identities as two separate identities (Settles et al, 2002; Van Rens et al., 2019). Student-athletes
that have shown higher levels of success expressed that they view their identities as separate
(Van Rens et al., 2019). Overall psychological wellbeing, including happiness and life
satisfaction, has been found with those who are able to separate roles (Settles et al., 2002; Thoits,
2012; Van Rens et al., 2019). Separating these two identities allows for fluid movement between
academics and athletics which allows one role to be more predominant when completing specific
activities, such as an exam or competition (Yopyk & Prentice, 2005). Understanding the
differences and distinctiveness of each role can influence success, particularly in academic
performance (Yopyk & Prentice, 2005) and may become an important resource for colleges and
universities who seek to support student-athletes.

Impact of gender in intercollegiate athletics and academic success
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Since the passing of Title IX fifty years ago in 1972, intercollegiate athletics has seen an
increase of female student-athletes (Aries et al., 2004; Beyer & Hannah, 2000). Currently there
are more than 222,000 female student-athletes in the NCAA (NCAA, 2021a). These female
student-athletes are approximately 47% of the NCAA student population (NCAA, 2021a) and
are distributed across more different sports than male student-athletes (Siegel, 1994).

It is important to include that some collegiate athletes may not identify as just female or
male. Recently, the NCAA has been reviewing and implementing policies through a phased
approach that expands athletic opportunities to individuals who identify as transgender. In 2022,
the NCAA updated the Transgender Student-Athlete Participation policy to allow a more
inclusive environment in collegiate athletics (NCAA, 2022d). This policy aligns participation in
collegiate conferences and championships based on Olympic standards, which requires
adaptation based on the national governing body of that sport. Although transgender identities
are not a scope of this study, it is important to mention that this is an added layer of complexity
that not only affects those who identify as transgender but may affect others based on the
adjustments and implementation of legislation and policies.

Gender stereotypes in education typically favor men (Verniers & Martinot, 2015) and
athletics is no exception since most leadership roles including athletic directors and head coaches
are men (NCAA, 2021a). Title IX was passed to give female student-athletes equal opportunity
as men to athletic scholarships and funding for education and athletic opportunities (Women’s
Sports Foundation, 2019). Female student-athletes have expressed that they face more resistance
and must overcome more obstacles than their male student-athlete peers to pursue college and
career goals (Morales, 2008). However, female student-athletes consistently perform better

academically than their male student-athlete peers (Bailey & Bhattacharyya, 2017; Comeaux,
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2011; Melendez, 2006; Simons et al., 1999; Watt & Moore, 2001). In 2020, Division | male
student-athletes had a graduation rate of 66% and Division | female student-athletes had a
graduation rate of 75% (NCAA, 2020a). Top female athletic teams also had higher academic
progress rates, grade point averages and graduation rates when compared to top male athletic
teams (Bailey & Bhattacharyya, 2017; NCAA, 2020b).

Gender plays a significant role in the retention of a student-athlete, with female student-
athletes more likely retaining in college than male student-athletes (Le Crom et al., 2009).
Female student-athletes are less likely to drop out of school if they lose their athletic opportunity
and are less likely to transfer to a different institution to pursue different athletic opportunities
than male student-athletes (Leppel, 2006). Although evidence showed female student-athletes
have higher positive outcomes academically, there is little research on why (Burnett et al., 2010;
Comeaux & Harrison, 2011; Pascarella et al., 1999; Simons et al., 2007).

Identity and experience may play a role in retention and higher academic success. Female
student-athletes have reported varying levels of athletic identity in research. Many researchers
have found that male student-athletes have higher levels of athletic identity than women (Beron
& Piquero, 2016; Gayles, 2004; Miller, 2009; Rankin et al., 2016; Simons et al., 2007). Chen et
al. (2010) found that female student-athletes had similar levels of athletic commitment and
athletic identity as male student-athletes, but the difference was that male student-athletes
experienced greater benefits from their athletic involvement than female student-athletes. This
may be true for students who have higher motivation toward their athletic expectations,
particularly student-athletes who are pursuing a position on a professional sports team after
college, although it is still important to these student-athletes to complete their undergraduate

degree (Gayles, 2004). The athletic motivation for a professional career can distract and hinder
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success academically (Beron & Piquero, 2016; Gayles, 2004). Trends show that student-athletes
that have opportunities to compete in their sport beyond college, either professionally or in the
Olympics, dedicate more time to athletics than academics (Beron & Piquero, 2016). In one study,
female student-athletes who had an opportunity to compete professionally reported lower
cumulative GPAs (Beron & Piquero, 2016), but this data was self-reported and part of a larger
study in relation to many components that affect a student-athlete’s GPA. Typically, male
student-athletes have more opportunities to compete at a professional level in their sport than
female student-athletes, and therefore, male student-athletes may focus more on athletic
achievement rather than academics (Melendez, 2006). Goal outcomes for college experiences are
different for female student-athletes and male student athletes, contributing to stronger identities
with the more predominant role. With fewer professional sport opportunities after their collegiate
sport career for females, academics may be more of the focus since more outcomes and goals are
more likely to come through their academic role rather than their athletic role, whereas male
student-athletes use college athletic experience as a step toward competing professionally.
Negative stressors related to athletic performance are contributors that make it harder to
balance academic expectations for male student-athletes (Linnemeyer & Brown, 2010; Nichols et
al., 2019; Weatherly & Chen, 2019). Male student-athletes face pressure from their teammates to
perform (Marx et al., 2008; Nichols et al., 2019) and more pressure from the athletic department
to excel, especially when participating in a revenue generated sport like football and basketball
(Linnemeyer & Brown, 2010; Weatherly & Chen, 2019). Negative stressors such as family
commitments, emotional traumas, poor self-esteem, and hardships have a higher impact on the
academic success of female student-athletes (Petrie et al., 1996). Female student-athletes have

high expectations for performance both academically and athletically from teammates, coaches,
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and professors (Heller et al., 2005; Nichols et al., 2019) and see their athletic requirements as
tasks and duties (Miller, 2009).

Female student-athletes adjust to college expectations and university settings better than
male student-athletes (Lubker & Etzel, 2007). A study completed by Melendez (2006) on the
impacts that athletics had on college adjustment found that female student-athletes expressed
higher feelings of inclusion and personal identity. Female student-athletes also express more
positive feelings about the atmosphere and environment of their campus community and felt less
negative stigmatization related to their athletic role than male student-athletes (Comeaux et al.,
2014; Rankin et al., 2016; Simons et al., 2007). Faculty members are more supportive of female
student-athletes in their classes than male student-athletes (Comeaux, 2010). Male student-
athletes are less likely to interact with nonathlete peers (Gayles & Hu, 2009) and faculty
members (Comeaux, 2010). Due to sport participation in college, student-athletes show higher
rates of inclusion, adjustment, and acclimation to the college environment than their non-athletic
peers (Melendez, 2006; Rankin et al., 2016). The lack of interactions with nonathlete peers and
faculty have been shown to have an impact on male student-athletes academic success but have
not been found to be significantly influential for female student-athletes (Comeaux et al., 2014).
Generally, female student-athletes’ perception of the campus community, athletic involvement
and educational opportunities were higher than male student-athletes which improved their
experience overall (Melendez, 2006).

Academic motivation is a contributor to higher academic success. Female student-
athletes have higher levels of academic motivation than male student-athletes (Lee & Sten, 2017,
Riemer et al., 2000; Tudor & Ridpath, 2019; Weatherly & Chen, 2019) and less academic

disengagement (Tudor & Ridpath, 2019). Motivation toward academic goals became more vital
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for female student-athletes as they advanced in their academic career, whereas for male student-
athletes their athletic roles became more important, with less focus on academics (Meyer, 1990).
Female student-athletes prioritize both their school and sport responsibilities over socialization
(Riemer et al., 2000); have a strong commitment to academic completion (Meyer, 1990); and
obtain higher grade point averages than their male student-athlete peers (Beron & Piquero, 2016;
Johnson et al., 2013).

Female student -athletes have more ownership of learning and educational outcomes
(Tudor & Ridpath, 2019) and are more actively engaged in their selection of academic careers
than male student-athletes (Comeaux et al., 2014; Meyer, 1990). Overall, female student-athletes
show more interest in curricular and co-curricular activities (Potuto & O’Hanlon, 2007). In one
study completed by Johnson et al. (2013), male and female student-athletes were compared in
their usage of tutoring services over a three-year period of time. The results indicated that female
student-athletes used tutors less overall than male student-athletes (Johnson et al., 2013).
However, the study also indicated that once a female student-athlete obtained a tutor, she met
with that tutor more during the semester than her male counterparts and achieved an overall
higher GPA (Johnson et al., 2013). Although female student-athletes did not require a tutor as
often, they did utilize the service to help with academic improvement.

Female student-athletes see the importance of academics because their future lies in their
education, educational goals, and their degree program, rather than their athletic abilities
(Melendez, 2006; Meyer, 1990). Female student-athletes view athletics as a way to fund their
educational experience more so than male student-athletes and many do not see themselves
competing in the sport beyond their collegiate years (Melendez, 2006; Riemer et al., 2000).

Being successful in college is critical to supporting their families and the future of their family
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(Meyer, 1990; Morales, 2008). Female student-athletes want to leave a positive legacy, at their
institution, on their sport and for those close to them (Saxe et al., 2017).

For decades, scholars and researchers have noticed the high academic achievement of
female student-athletes. The reasons behind their success still have many unknowns (Retting &
Hu, 2016) and there is little research available that specifically focuses on female student-
athletes and their academic achievement. Most research related to female student-athletes is part
of larger all-inclusive studies on male and female student athletes (Petrie & Stoever, 1997) or has
more of a focus on the impact of Title IX on athletics (Beron & Piquero, 2016; Person et al.,
2001). In fact, researchers have determined that the role that gender plays in the success of
student-athletes is often overlooked and should be further evaluated (Mattern et al., 2017; Petrie
et al., 1996), particularly focusing on academic success (Gayles, 2004) and gender to athletic and
academic identity (Huml et al., 2019; Lounsbury et al., 2005; Nichols et al., 2019; Van Rens et
al., 2019). Studying high performing athletes gives insights for all student populations including
academic support (Retting & Hu, 2016). Since female student-athletes have a substantial positive
relationship with academic success (Burnett et al., 2010; Comeaux & Harrison, 2011; Pascarella
et al., 1999; Simons et al., 2007), they are a target population for research related to academic
success. Determining what reasons support success in this population may allow researchers to
look holistically at other collegiate student populations to be able to address needs and gaps.
Identity Framework

Identity has become a key analytic tool in educational research to understand schools and
communities (Gee, 2000). Identity is the value or importance that a person assigns to their
perceived competence or incompetence (Brewer et al., 1993) and can simply be defined as the

recognizable kind of person someone is in particular contexts (Gee, 2000). Identity influences
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self-esteem, affect, motivation, choices, values, and relationships (Brewer et al., 1993; Stryker &
Burke, 2000) and may be based on interactions with others in particular interactions, positions,
places or at certain times (Gee, 2000).

Gee (2000) provides four perspectives of identity that explain a framework for research:
nature, institution, discursive and affinity perspective identities. These perspectives have
complex interrelations, similar to the lifestyle of a student-athlete (Watt & Moore, 2001), that are
not separate from one another (Gee, 2000). In fact, recognition of these four types of
perspectives through the characteristics found in a person connects and reinforces the identity or
role. For student-athletes, there are two predominant identities that are to be explored and have
been found to contribute to the definition of the kind of person they are and their interactions in
their collegiate life: athletic and academic. The interaction of athletic and academic identities for
student-athletes is complex and challenging to balance. Academic identity and athletic identity
can be understood through the four interpretive systems presented by Gee (2000).

Nature Perspective Identities (N-Identities)

Nature identity is developed from forces that a person cannot control (Gee, 2000), such as
race, gender, or genetics. Nature identities must be recognized by the self or others as being
meaningful in defining a person. These types of identities gain power through the connections
within the other three views of identity, institutions, discourse and dialogue, and affinity groups
(Gee, 2000).

The nature identity this study will focus on will primarily be gender, specifically those
who identify as female. Gender is a significant contributor to the academic success of student-
athletes. Women who participate in intercollegiate athletics at the college level consistently

graduate at higher rates than male student-athletes as well as their female nonathlete peers, and
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typically obtain higher GPAs while in college (Comeaux et al., 2014; Johnson et al., 2013;
Melendez, 2006; Rankin et al., 2016). Nature identities with female student-athletes can also be
seen through different racial and ethnic backgrounds. Although the racial and ethnic aspects of
nature identity may arise, these areas will not be an explicit focus in this study.

Institutional Perspective Identities (I-1dentities)

Institutional perspectives or I-identities are obtained through the power given to
authorities and institutions that define a person (Gee, 2000). Institutional identities are derived
through laws, rules, traditions, or principles that officially define a person based on titles or
positions, as well as granting specific rights and responsibilities of those roles to a person (Gee,
2000). These titles or positions that are bestowed can be perceived as negative or positive and
could be actively or passively implemented based on the person (Gee, 2000).

Three primary institutional identities that the female student-athlete population
potentially would have are the role of student, the role of athlete and the combined role of
student-athlete. These institutional identities are defined by the school they attend, the NCAA,
and the organizations that represent their athletic conference, department and team. The student
has the responsibility to abide by the student code of conduct on campus and in the classroom.
The athlete must follow guidelines outlined by the athletic department, their teams and during
athletic competition. The NCAA is a national organization that oversees the regulations, fairness,
and treatment of student-athletes at institutions that participate in intercollegiate sports (NCAA,
2021Db). All student-athletes are required to register and be cleared to participate by the NCAA
and are bound by NCAA regulations to be eligible to play throughout their collegiate career
(NCAA, 2021b).The student-athlete balances the role of student and of athlete, navigating the

necessary exceptions to manage both roles, enduring celebrity status on their campus as an
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athlete but also not being able to fully integrate in as a student like their nonathlete peers which
can lead to exclusion in one or both roles.
Discursive Perspective Identities (D-ldentities)

A third type of identity perspective is called discursive identity (Gee, 2000). Discursive
identity, or D-identity, recognizes individual traits or characteristics through discourse and
dialogue with rational individuals (Gee, 2000). Discursive identities can be constructed and
sustained through casual interactions rather than through forced interactions with institutions
which commonly can define institutional identities (Gee, 2000).

Common discursive identities that student-athletes may exemplify are athleticism,
competitiveness, self-motivation, determination and being a good communicator. Through the
many learning experiences that participating in intercollegiate athletics provides, student-athletes
develop a variety of skills that are impactful for their success not only in college, but in their
career once they graduate (Buzzetta et al., 2017; Coffey & Davis, 2019; Melendez, 2006; Potuto
& O’Hanlon, 2007; Simons et al., 2007), including decision-making, accountability, teamwork,
time management and leadership abilities. These traits are supported by employers who have
expressed the will to recruit student-athletes for roles within their companies (Coffey & Davis,
2019).

Discursive identities are also encouraged by faculty, peers, fellow teammates, fans of
their team and spectators as athletes can receive compliments to their athletic performance.
Athletic identity is influenced by family, friends, teammates, coaches, teachers, and the media
(Brewer et al., 1993), and is a key source of an athlete’s self-esteem and definition of self
(Brewer et al., 1999). Coaches and academic advisors play a vital role in the development of

student identity and positive academic success outcomes for student-athletes (Bell, 2009).
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Not all discursive identities may be positive, however. Female student-athletes often are
subjected to negative labels such as being less feminine (Cohen, 1993) and can endure academic
stereotypes from faculty and peers such as being academically unqualified, unintelligent (Watt &
Moore, 2001), lacking motivation for good academic performance (Comeaux, 2011) or have
their performances constantly scrutinized a student and as an athlete (Carodine et al., 2001; Jolly,
2008).

Affinity Perspective Identities (A-ldentities)

Affinity identity is the fourth perspective of identity. Affinity identity is based on
allegiance, access, or participation in practices that a group of people relate to across a large area
(Gee, 2000). For affinity identities, allegiance to the common set of endeavors or practices has a
primary place in a person and shared secondly by the culture or traits of the group (Gee, 2000). A
person must actively choose to join an affinity group (Gee, 2000).

Based on this definition, female student-athletes have affiliation groups based on both
their athlete role and their student role. Both roles identify with a particular college or university
where these student-athletes attend classes and represent in competition. For many female
student-athletes, the ability to be recruited and compete as an athlete determines their affiliation
as a student (Shulman & Bowen, 2001).

Due to the exposure that intercollegiate athletics play, student-athletes become affiliated
and are key representatives of their institution as well as their sport, their team, and student
groups within their sport. Student-athletes are affiliated with their athletic department, athlete
organizations such as the Student-Athlete Advisory Council (SAAC) and their team where many

of their lasting friendships and bonds are established.
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The student may connect with a particular college or department where their majors are
housed. They can engage in student organizations offered through their program of study and
affiliate with national organizations that bridge the connection between the classroom and career.
Female Student-Athletes, Identity and Academic Success

To better understand how academic and athletic identity affect student-athletes, it is
important to look at the challenges and benefits of athletic participation on academic success.
Participating in intercollegiate athletics can present challenges to academic success for student-
athletes due to the stress and time demands of athletic expectations (Aries et al., 2004;
Beauchemin, 2014; Carodine et al., 2001; Comeaux & Harrison, 2011; Nichols et al., 2019).
Many student-athletes exhibit lower academic preparation when entering college than their peers
(Gayles, 2009; Hollis, 2001), have less academic autonomy, and are sometimes prohibited from
selecting certain academic majors of interest because coursework and degree expectations
conflict with athletic schedules (Coffey & Davis, 2019; Comeaux, 2011; Simons et al., 2007).
Student-athletes are also challenged to overcome many negative stereotypes that can damage
their identity (Miller, 2009) and hinder their credibility as a student (Comeaux, 2011; Simons et
al., 2007).

Gender has been a key difference for athletic identity for student-athletes that may
influence successful academic outcomes. Female student-athletes consistently perform better
academically than their male student-athlete peers (Bailey & Bhattacharyya, 2017; Melendez,
2006; Watt & Moore, 2001). Previous research has reported varying levels of athletic identity in
female student-athletes that could be a reason for the higher levels of academic success. Some
scholars have found that female student-athletes tend to have lower levels of athletic identity

than male student-athletes (Beron & Piquero, 2016; Gayles, 2004; Miller, 2009; Rankin et al.,
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2016; Simons et al., 2007) while others found that female student-athletes have similar levels of
athletic identity (Chen et al., 2010). While male student-athletes express greater benefits from
their athletic experience than female student-athletes (Chen et al., 2010) and tend to have more
professional opportunities to continue their sport (Melendez, 2006), some scholars have
concluded that these opportunities for male student-athletes influence higher athletic motivation
and lower academic motivation (Gayles, 2004; Lee & Sten, 2017; Riemer et al., 2000; Tudor &
Ridpath, 2019; Weatherly & Chen, 2019). Female student-athletes are more active in learning
and educational outcomes than male student-athletes (Tudor & Ridpath, 2019) and see the
importance of academics because they rely on their education for future success rather than their
athletic abilities (Melendez, 2006; Meyer, 1990).

The academic success for female student-athletes in the classroom also extends beyond
their male student-athlete peers. Female student-athletes also perform better than their female,
nonathlete peers in academics (Comeaux et al., 2014; Melendez, 2006; Watt & Moore, 2001) and
scholars suggest more research is needed to determine why (Retting & Hu, 2016). Female
student-athletes typically enter college at a disadvantage to their female nonathlete peers but
show little differences in academic capabilities and college achievements (Bailey &
Bhattacharyya, 2017). Female student-athletes also show lower career goals and career identities
in college than their nonathlete peers (Aries et al., 2004; Beron & Piquero, 2016; Shulman &
Bowen, 2001). However, female student-athletes show higher levels of academic adjustment,
college attachment, and overall satisfaction in their education experience than female nonathletes
(Melendez, 2006; Oseguera et al., 2018; Retting & Hu, 2016).

Though student-athlete academic outcomes have been researched for decades, there still

is little research about why female student-athletes specifically have higher academic outcomes
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(Burnett et al., 2010; Comeaux & Harrison, 2011; Pascarella et al., 1999; Simons et al., 2007).
Although this is a need within the current literature, this study will not determine why female
student-athletes have higher academic outcomes. This study will explore female student-athletes’
identities as students and athletes as possible contributing reasons to their success in higher
education. The proposed study will focus exclusively on intercollegiate female student-athletes,
using both quantitative and qualitative methodologies. Quantitative methods will focus on the
development of a psychometrically sound tool that measures athletic and academic identity, so
that future research can begin to examine how identity contributes to academic success. The field
needs a reliable tool to measure this construct before it can start testing hypotheses about
whether academic and athletic identity predict academic success. The qualitative methodology
aims to understand the self-expressed perceptions that the student-athletes themselves believe
contribute to their own (i.e., female) academic and athletic identities. This knowledge may help
academic professionals understand the needs of this unique student population, allowing more
insight to build programming to help further support these students during their academic career.
Just like coaches develop key skills that enhance a student-athlete’s athletic performance,
understanding the identities of student-athletes will allow academic professionals to build
confidence to help support and improve academic performance.
Research Questions
1. What factor structure underlies concepts pertaining to athletic and academic identity in a
national sample of Division | female student-athletes (sample one)?
Hypothesis: | anticipate that two-factors, athletic identity and academic identity,
will underlie concepts pertaining to identity in sample one (Rankin et al., 2016;

Watt & Moore, 2001).
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2. What is the internal consistency of items underlying factors identified through
exploratory factor analysis (EFA) in sample one?
Hypothesis: | anticipate that factors will demonstrate adequate internal

consistency (Allison, 2020; Jones et al., 2017).

3. To what extent are indicators of factor validity and internal consistency from sample one

replicated in a local sample of Division | female student-athletes (sample two)?

Hypothesis: | anticipate that factors identified in sample one (athletic identity and
academic identity) (Rankin et al., 2016; Watt & Moore, 2001) and measures of
internal consistency will be replicated in sample two (Allison, 2020; Jones et al.,
2017).

4. Does sample one differ from sample two in their responses to individual items and

overarching dimensions of athletic and academic identity?

Hypothesis: | anticipate that sample one and sample two will not differ on scores
of athletic identity and academic identity, although individual items will
demonstrate variability across samples.

5. How do female student-athletes perceive their athletic and academic identities?
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CHAPTER IlI
METHODOLOGY
The purpose of this concurrent mixed methods study was to explore dimensions
of athletic and academic identities in Division | female student-athletes, a population with high
academic achievement and graduation success rates. Quantitative methods used a refined version
of the 2010 NCAA Growth, Opportunities, Aspirations, Learning of Students in college
(GOALS) survey with two samples to explore constructs underlying female student-athletes'
athletic and academic identities using exploratory factor analyses, tests of internal reliability,
and independent t-tests. Qualitative methods used interviews to further explicate quantitative
findings by exploring female student-athletes' self-expressed perspectives about their identities
as students and athletes. Findings from this study may offer critical insights into appropriate
techniques for measuring female student-athletes' athletic and academic identities and how
female student athletes understand themselves as women who navigate complex collegiate
experiences of being both a student and an athlete. Future research may benefit by exploring the
extent to which female student-athlete identities associate with their academic success, using a
refined version of the GOALS survey as tested in this study.
Institutional Reviews and Approval
Approvals to utilize the 2010 NCAA GOALS data were sought from the NCAA research
staff who were contacted in early 2020 to begin the process of retrieving the survey instrument
and data from the 8,000 student-athletes that have been collected through the 2010
administration of the GOALS survey, the most recent GOALS data set open to researchers. A
formal request was submitted in October 2020, but approval was interrupted by the coronavirus

pandemic. In early 2021, the request was conditionally approved by the NCAA, granting
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permission to use only a subset of the GOALS survey instrument and data, but not the instrument
in its entirety. The stipulation that only a subset of the GOALS survey could be utilized
prompted the selection of a subset of items from the original survey to be utilized for this study.
A description of this process can be found below, in the methods section of this chapter.
Following this, approval from the Athletics department was requested in early 2022 via a
presentation of the project objectives to inform the athletics administration, including the Vice
President of Intercollegiate Athletics, Deputy Athletic Director, Senior Associate Athletic
Directors, and the Senior Women’s Administrator. Approval for this research project was also
obtained from the university’s Institutional Review Board.
Setting

This research study was conducted on the main campus of a university in the
southwestern region of the United States. The institution is a public teaching and research
university and offers nationally ranked programs and degrees, both at the undergraduate and
graduate level in many disciplines including education, engineering, business, health services,
science, and art (National Center for Education Statistics [NCES], 2020). Approximately 30,000
students are enrolled at this institution; most of whom are located at the main campus (NCES,
2020). With a focus on students as one of the institution’s key values, this university has been
recognized as a leading institution for veteran students (Altman, 2019), Hispanic students
(Hispanic Association Colleges & Universities [HACU], 2017), Native American students
(Carnegie Dartlet, 2021) and first-generation students (Association of Public & Land-Grant
Universities, 2020).

Of importance to the current study, this institution is a member of the NCAA and

competes at the Division I level in the Big Sky and Western Athletic Conferences (NCAA,
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2022c). The university sponsors a total of 15 athletic programs: six male athletic teams and nine
female athletic teams (Equity in Athletics Data Analysis [EADA], 2020). In the 2019-2020
academic school year, the athletics program had 409 student-athletes (EADA, 2020). Male
student-athletes accounted for 54.5% of the population with 219 members and female student-
athletes accounted for 46.5% of the population with 190 (EADA, 2020). This institution is a
leading performer in their conference and the nation in many sports including track and field,
cross country, swimming and diving, tennis, and volleyball and hundreds of student-athletes
have received academic honors at the institutional, conference and national levels (Big Sky
Conference, 2022; Western Athletic Conference, 2022).
Data and Participants

In this section, each instrument used to gather quantitative and qualitative data will be
further explored.
Quantitative Data and Participants

NCAA GOALS Survey. The NCAA first developed the GOALS in 2006 to help inform
researchers, institutions, and the NCAA of the student-athlete experience. The survey does
attempt to gather data to help tell a real-life story of the lives of student-athletes and can be used
to give prospective student-athletes a better understanding about the demands of college sports
participation (NCAA, 2017). Results from the survey are used by the NCAA to make objective,
data-based examinations of how college sports participation impacts the student-athletes in
attempts to improve the experiences in the future (NCAA, 2017); thus, the original survey
gathers data on topics that are outside the focus of the proposed study.

The original GOALS survey was created by the NCAA research staff who sought input

from several outside academic consultants. The survey questions focused on seven primary areas
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including college athletic experiences, college academic experiences, college social experiences,
the combined student-athlete experiences, time expectations, health and wellness, and student-
athlete background information (NCAA, 2017). The survey has been revised three times, and
given to current student athletes in spring 2010, 2015 and 2019 (NCAA, 2019c). Subsections of
the GOALS survey have been adjusted over time to ask more relevant questions for research
based on current events within the NCAA at the time. Each survey instrument asks between 80-
95 questions. However, subsections consistently included are college academic experience,
college athletic experience, college social experience, health and wellbeing, and time
commitments of student-athletes. Unfortunately, the questions in each of these subsections have
changed in each version (NCAA, 2019c).

The NCAA uses a stratified random sampling strategy for the GOALS survey, to produce
a representative sampling of all NCAA member schools that sponsor given sports (Allison,
2020). All three divisions of the NCAA are encouraged to participate. The survey is anonymous,
self-administered at each NCAA institution that chooses to participate and is proctored by the
institution’s Faculty Athletic Representative (NCAA, 2017). The scanning and compilation of
the data is completed by an outside vendor and the NCAA completes a series of checking
processes including hand verification of hundreds of surveys before any statistics are compiled
or summarized (NCAA, 2017).

The first circulation of this survey was completed in 2006. In 2006, data was collected
from 20,925 student-athletes at 627 institutions and 2,026 different sport teams (Allison, 2020;
Beron & Piquero, 2016; NCAA, 2017). Sixty-one percent of NCAA institutions participated in
this rendition of the survey. The survey was once again circulated in 2010. The representation

was similar as 2006 in that approximately 20,000 student-athletes participated in the survey from
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608 NCAA institutions (Jones et al., 2017). Although the survey was completed again in 2015
and 2019, only data from 2006 and 2010 can be requested for use in scholarly works outside of
the NCAA, although the data set in its entirety is not released to researchers outside of the
NCAA.

The GOALS survey is conducted by the NCAA approximately every four years with
approximately 20,000 student athletes (NCAA, 2019c), typically to one male team and one
female team at each school that is part of the NCAA. The GOALS survey is used by the NCAA
to study the experiences and wellbeing of current student athletes (NCAA, 2019c). Many of the
survey questions are repeated on multiple versions of the survey to allow trends to be identified
within the populations (NCAA, 2019c). The 2010 survey results are the most recent data that is
available for use in research. The GOALS 2010 survey can be found in Appendix A.

Sample. This research study has a primary focus on female intercollegiate student-
athletes at the Division | level. Data from this study was derived from two samples. Sample one
was derived from the NCAA 2010 GOALS survey (N=20,000) (Jones et al., 2017). Of those who
participated, a subsample of Division | female student-athletes from across the nation,
representing 15 different sports was extracted (N=2,914).

Sample two was derived from a local sample of Division | female student-athletes from
one institution representing 9 different sports (N=190). The aim was to have 80-100 student-
athletes, or 50-52%, voluntarily participate in the survey. For this study, 153 students were
requested to complete the electronic survey in April 2022. The response rate was 28.1% (n=43).
Additionally, two student-athletes participated in semi-structured interviews. Information
necessary to identify local female student-athletes to complete the survey was requested from the

Senior Associate Athletic Director in the institution’s athletics department.
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Qualitative Data and Participants

Quialitative Interviews. For the qualitative semi-structured interviews, two interviews
were conducted with female student-athletes to better understand their perceptions of athletic and
academic identity. These interviews were conducted in summer 2022 and were recorded and
transcribed to ensure accuracy of information presented by the student-athlete. A transcript of the
interview was sent to the participant prior to data analysis to confirm accuracy and clarify
information obtained. If there were any changes necessary or if the person interviewed asked for
parts to be omitted, the researcher made note of these changes and added messages in the final
analysis if the text was used.

Questions for these interviews were created based on Gee’s definition of identity which
defines the kind of person someone is perceived to be (Gee, 2000). The semi-structured
interviews were facilitated with open-ended questions, providing autonomy to the participants
without presuming an answer (Seidman, 2019). The interview questions asked the participant to
describe what kind of athlete and what kind of student they were from their perspective.
Additional sub questions focused on understanding the experiences and relationships that were
formed in their academic and athletic roles. Follow up questions were used in the interview to
clarify and enhance answers given by the interviewee. Interview questions can be found in
Appendix B. Participants were given a scripted introduction to the research study to be informed
of the purpose, importance and use of the information that was provided in the interview.
Additionally, participants were given two introductory questions asking for a short self-
introduction and why they chose their university, to allow participants to feel a little more

comfortable and build rapport with the interviewer.
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The interview questions were grouped into two parts. The first half of the questions
focused on academic identity and the student-athlete’s perceptions of themselves as a student.
Questions were written in an open-ended format to allow autonomy for the participant to answer
in their own way. Questions asked participants to describe the kind of student they are and how
they see themselves as a student. Based on Gee’s (2000) identity development, participants also
were asked to identify people who have influenced, positively or negatively, their academic
endeavors, and what groups or organizations that they associate with as a student. Finally,
participants were asked if their university and the NCAA have helped with their identity as a
student, and if so, asked to explain how. With these specific questions, the aim was to identify
key words that student-athletes used to describe themselves as students, groups that they
associated with as a student, who were their encouragers for academic pursuits and how
institutions have contributed to the shaping of the identities of these student-athletes.

The second part of the interview questions focused on athletic identity and the student-
athlete’s perceptions as an athlete. The questions were similarly written as the academic identity
questions, in that they first asked the participant to describe the kind of athlete they were and
how they saw themselves as an athlete. Questions also asked participants to identify people who
have influenced their athletic endeavors, groups, and organizations that they associate with as an
athlete, and how their university and the NCAA has helped them identify as an athlete. These
questions were used to identify ideas and concepts that shape and influence athletic identity in
female student-athletes.

Sample. Local sample participants were offered an additional opportunity to participate
in a subsample for the purpose of qualitative interviews to investigate findings at an individual

level. Two female student-athletes participants participated in a 60—-90-minute interview.
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Preferences were to interview those that came from different sport teams, represented different
class standings (i.e. freshman, sophomore, junior, and senior) and/or were from different races or
ethnic backgrounds. The two participants had notably different demographic backgrounds
including being from different teams, academic years, and racial and ethnic backgrounds.
Measures

Due to the restrictions from the NCAA that any one survey cannot be used in its entirety,
and in order to refine the survey to more succinctly focus on athletic and academic identity, a
content validity review, was completed prior to the initiation of the current study.

Content validity review is the first stage of the measure development process (Holmbeck
& Devine, 2009). One researcher and two doctoral students, one of whom is the primary
researcher for this study, independently reviewed the entire GOALS survey inclusive of 88
questions and 223 items to identity a collectively agreed upon set of questions and items that
aligned with athletic and academic identity (Sireci, 1998). Questions that were hypothesized to
reflect academic identity asked about specific responses related to their academic life, outcomes,
participation, or experience. Questions that were hypothesized to reflect athletic identity
specifically asked about outcomes related to their sport, their athletic experience or life as an
athlete. Only the questions that the researcher and doctoral students unanimously agreed to
reflect either athletic identity or academic identity were considered for the final selection (25
items). For example, a final item selected from the GOALS survey that reflected athletic identity
was “I have personal goals related to my sport,” whereas one that was not selected as reflecting
athletic identity was “My head coach has team members’ best interests in mind.” Similarly, an

item that was selected to reflect academic identity was “I would be willing to sacrifice my
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athletic participation for academics” whereas one that was not selected was “How do you feel
about the classes you have taken this year.”

The refined GOALS survey was administered to local sample of Division | female
student-athletes in the Spring 2022. The signed approval form from the NCAA to use the survey
can be found in Appendix C and the data use agreement in Appendix D. The refined GOALS
survey can be found in Appendix E. For this project, the local survey was conducted using
Quialtrics and was sent to each female student-athlete’s individual school email account. Student-
athlete participation was sought through email invitations, and face-to-face presentations with a
guestion-and-answer session during Student Athlete Advisory Council meetings and team
practices.

Harmonization

The current study used data harmonization techniques to integrate two sources of data
related to female student-athlete academic and athletic identities. Data integration techniques
pool individual participant-level data gathered from different research studies. Pooling data
improves statistical inferences and maximizes opportunities for replication studies by increasing
sample size and sample heterogeneity (Curran & Hussong, 2009; Fortier et al., 2017; Granda &
Blasczyk, 2011). The first step in this process was conducting feasibility analysis to identify
common constructs (e.g. single- and multi-item measures), between studies and to review
metrics and response scales of these measures. Next, common single items measured with
different response scales and metrics were transformed so individual responses could be pooled
using the same response scale or metric.

The survey created to gather data from sample two was designed to mirror the design of

targeted sections of the refined GOALS survey. Although each sample administered the same
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questions, there were small differences between datasets on common measures including race
and gender. Due to these differences, harmonizing single item constructs with different response
options were completed. Variables were transformed and recoded to create comparable scales by
using techniques such as collapsing response options. To collapse response options, the
frequencies of responses on each data set was reviewed individually to identify which response
options had the lowest percentage rates and created, combined, and reassigned responses into a
new group (Fortier et al., 2017). Datasets were also evaluated for discrepancies that occurred
during the survey process and additional harmonization steps were considered if needed.
Data Analysis
Quantitative Analysis

Descriptive, inferential, and exploratory factor analyses were used to evaluate the results
from both the 2010 GOALS survey and the local female student-athlete sample. Each sample
was analyzed separately, using parallel processes. Descriptive statistics are used to describe and
characterize data obtained in research studies (Pagano, 2010). Descriptive statistics provided a
foundation for a comparison of the results between the two populations, allowing also for the
identification of factors that contrast between the two groups (Tabachnick & Fidell, 2007).
Inferential statistics test the differences between populations (Tabachnick & Fidell, 2007).
Exploratory factor analysis was used to determine the internal reliability of the survey
(Tabachnick & Fidell, 2007) and determine if the reliability is consistent with both samples.

Descriptive Analysis. Data obtained for sample one was converted to numeric values
and sorted to include only Division | female student-athlete responses. Data obtained from
sample two was analyzed separately and compared to results of sample one. Frequency

distribution was used to ease understanding and interpretation (Pagano, 2010). Next, to
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determine variability characteristics of distributions, measures of central tendency were used
specifically finding the mean, median and mode of each variable, range, standard deviations, and
variance. Measures of central tendency allow understanding of how different the responses are
that have been recorded in the sample (Pagano, 2010). Also, an evaluation of interquartile ranges
were explored to measure variability of the data (Whitley & Ball, 2002).

Exploratory Factor Analysis (EFA). Exploratory factor analysis (EFA) was used to
explore structures underlying concepts pertaining to academic and athletic identity. EFA was
conducted separately with sample one and sample two, using items identified from the adapted
GOALS survey. EFA results from sample one was compared to those in sample two to explore
whether findings pertaining to construct validity were replicable in comparable populations. EFA
was completed in Mplus (Muthén & Muthén, 2022) using varimax orthogonal rotation.
Orthogonal rotation was most appropriate for this study since the factors are considered
uncorrelated. Varimax rotation analyzed factors through the process of minimizing complexity of
factors and maximizing variance within each factor loading and across variables (Tabachnick &
Fidell, 2007). Varimax rotation technique is the most commonly used in orthogonal based
analyses (Tabachnick & Fidell, 2007). Mean eigenvalues greater than 1.0 were used to identify
factors to retain and represented variance as well as a scree test (Tabachnick & Fidell, 2007).
Variables that loaded on a factor with a correlation value of at least .45 will be retained (Comrey
& Lee, 1992; Larios et al., 2009; Tabachnick & Fidell, 2007). Variables with this correlation
value are considered fair and represent approximately 20% of overlapping variance (Comrey &
Lee, 1992; Tabachnick & Fidell, 2007). Items that loaded on more than one factor were
evaluated for high correlation and likely were eliminated since cross-loadings typically are not

reliable (Tabachnick & Fidell, 2007).
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Cronbach’s Alpha. Cronbach’s alpha was calculated separately for sample one and
sample two to measure the internal consistency (i.e., reliability) of items underlying factors
identified through EFA. Cronbach’s alpha is a measure of internal reliability which demonstrates
the extent to which items contained within a measure or subscale are closely related to one
another (Tavakol & Dennick, 2011). Cronbach’s alpha is affected by the number of items tested,
length of the measure, and dimensionality (Tavakol & Dennick, 2011). Alpha values greater than
0.70 suggest that items within a measure or subscale are adequately related to produce reliable
scores (Cho & Kim, 2015). Cronbach’s alpha values from sample one was compared to those
from sample two to explore the extent to which internal consistency was replicable in
comparable populations.

Inferential Analysis. Independent t-tests was used to determine whether respondents
from sample one and sample two differed on individual items and scales/domains generated from
the EFA. Independent t-tests provide statistical evidence of differences between two samples
(Pagano, 2010). Statistical assumptions for independent t-tests included a normal distribution,
homogeneity of variance, and independence of observations (Pagano, 2010). If items or domain
level scores violated statistical assumptions mentioned above, appropriate adjustments were
made (e.g. use of Mann-Whitney U test or chi-square difference testing for categorical variable;
Pagano, 2010). To create domain level scores for student-athlete identities, all item factors
found through EFA were summed to create a single score for separate domains. Sum scores are
used to unit-weight each item by combining all standardized loadings to the same value
(McNeish & Wolf, 2020). Although results were not anticipated to suggest differences between
the scores of athletic identity and academic identity from sample one or sample two, findings

could suggest that individual item scores differed between groups. If these hypotheses are
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validated, results could suggest evidence of the consistency of the factor structure and internal

reliability.

Qualitative Analysis

The transcripts obtained through the student-athlete interviews were inductively analyzed

through three layers of analysis. Data were separated into themes that are outlined by codes and

definitions. A priori themes used in the first two layers of analysis were based on previous

research that has identified characteristics about identity, specifically athletic and academic

identities (Ryan & Bernard, 2003).

The first layer of analysis focused on the four perspectives of identity outlined by Gee

(2000). Data were categorized into themes that exhibit nature perspective identity, institution

perspective identity, discursive perspective identity and affinity perspective identity. Codes for

the first round of analysis can be found in Table 1.

Table 1

Gee’s Four Identity Perspectives Codes

Code Identifier

Meaning

Example in text

Nature Identity

Institutional Identity

Identity developed from forces
that a person cannot control (Gee,
2000). These include race,
gender, genes, etc.

Identity obtained through power
given to authorities and
institutions that define a person,
typically derived through laws,
rules, traditions and principles
based on titles or positions (Gee,
2000).

58

“I am a girl. I am not supposed to
be good at math.”

“I come from a competitive
family. Many of us are athletes.”

“I have to work hard to get the
grades I get. I don’t get any special
favors just because | am an
athlete.”

“Since I miss class so much
because | have to travel for my
sport, I can’t be a good student.”



Code Identifier Meaning Example in text

Discursive Identity  Identity that recognizes individual “I have always been told I was
traits or characteristics through really smart and that | was good at
discourse and dialogue with school.”
rational individuals (Gee, 2000).  “I am very competitive. Of all my

siblings, 1 am the most

competitive.”
Affinity Identity Identity based on allegiance, “As honors student, I want to
access of participation in graduate with a 4.0.”

practices that a group of people “I have to make sure that | remain
related across a large space (Gee, eligible so | can still be on the
2000). team.”

The second layer of analysis focused on data that expressed athletic identity, academic
identity, both identities and neither identity group. The data were organized by themes that match
the groups and definitions found in Table 2.

Table 2

Academic and Athletic Identity Codes

Code ldentifier Meaning Example in text

Academic identity A person’s self-awareness of “It is important for me to do good in
academic abilities and interests  school. Getting a college degree is
(Hyatt, 2003). important for my lifelong success.”

Athletic identity A reflection of how an “Sports and being on a team has

individual considers themselves  always been a big part of my life.”
to be ‘like’ an athlete in their

thought, emotions and actions

(Bell, 2009; Brewer et al., 1993;

Van Rens et al., 2019).

Both Connections between both “My teammates and I work hard to
academic and athletic identities.  get high grades, as we want to have
the highest team GPA of all the teams

at my school.”
Neither No connection to either “It is easier to go to class when it is
academic or athletic identity warm outside.”

The final layer of analysis used open coding. The themes were determined upon initial

evaluation of the transcripts. The two primary techniques used will include cutting and sorting
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and word lists. The cutting and sorting technigue involve connecting quotes from the interviews
that are similar in topic and identified as a particular theme (Ryan & Bernard, 2003). The word
list technique is used to determine the number of times, or the frequency, a particular word is
used to describe a concept (Ryan & Bernard, 2003).

Presentation of data. Findings from the interviews were presented in a narrative format
with a focus on experiences that highlight the participant’s identities as students and athletes.
These narratives include direct quotations from the participants and pseudonyms are used to
ensure privacy and confidentiality of their stories. A summary of findings that compare
commonalities and difference of these female student-athletes experiences was included after the
individual narratives. Finally, additional findings from interviews as well as figures that
summarize common themes were used.

Reliability. Each layer of analysis was completed by two separate coders to determine
interrater reliability. Interrater reliability is the degree that coders agree on how the themes are
applied to the data and important to determine that coders are measuring the same characteristics
(Ryan & Bernard, 2003). Interrater reliability is an appropriate approach with semi structured
interviews (Morse, 1997).

Once a second rater was identified, the process began with training on the codes and their
definitions in this study. Data from one question was analyzed independently for each code, and
once completed, the two coders met to compare codes and determine if reliability had been met.
Reliability was determined based on the percentage of consistency between the coders. Although
there is no standard percentage for interrater reliability, it is recommended that a minimum

benchmark of 80% of agreement be reached (Miles & Huberman, 1994; Saldana, 2021). Perfect
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correlation between raters is rare, but confidence is built in interrater that show some
disagreement between raters (McHugh, 2012).

Since coding was consistent on the first question for both codes, the coding process
outlined continued with the remaining data. However, the interraters met prior to the full
completion of coding to clarify an approach on codes related to Gee’s Four Identity Perspectives
because there was overlap found between discursive and institutional identities based on how the
participants expressed these perspectives. Once an agreement was reached between the two
interraters, the coding process continued and remaining data was coded to completion without
additional meetings. The interrater reliability percentage for the Gee’s Four Identity Perspectives
was 81% and the percentage for the Athletic and Academic Identity Codes was 89%. Since
recommended benchmarks were met after the first round of coding, no additional rounds were
needed.

Validity. Validity of the data were determined using three strategies outlined by Creswell
(2009). The first strategy used was triangulation which uses data sources to build justifications
for the themes used in the coding process (Creswell, 2009). Themes have been identified and
defined by previous research on identity, athletic identity and academic identity. Additionally,
the data from the interviews were compared and corroborated with the quantitative data analysis
outlined in the descriptive statistical analysis process completed on the NCAA population and
local population of female student-athletes. The comparison and corroboration of both studies is
known as concurrent triangulation (Creswell, 2009).

A second strategy used for validity was to present any negative or discrepant information.

Discussion of contrary information adds to credibility in qualitative research (Creswell, 2009).
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This was done by including any statements about a perspective that was gathered that did not
support or was divergent from the general theme of the code identifier.

The third strategy was to be transparent about the researcher bias. This was presented as a
self-reflection of the inclinations and interpretations that are brought into the study shaped by
personal background. A core characteristic of qualitative research is reflectivity (Creswell,
2009).

Positionality Statement. As an academic professional, | work daily with student-athletes
that I frequently advise on academic expectations. In this role, I frequently see the physical,
emotional, mental and social struggles that student-athletes experience. My research interest
focusing on student-athletes comes not only from my daily work with them, but also from my
own background and identity as a white female athlete when | was younger. Although I did not
compete at the colligate level, my lifestyle while in my sport mimicked that of collegiate student-
athletes. However, since | was not a college athlete, and come from a different background than
some of the student-athletes that | will be researching, | acknowledge my experience and
background as a female athlete is different from current collegiate athletes and | will only offer
these findings as an interpretation of the expressed identities and experiences. | understand that |
may represent a position of power to some of the participants, making them less comfortable or
more hesitant in sharing. I also acknowledge that my positionality may influence this research to
some extent, but I will outline my own biases prior to research analysis to bracket any possible
bias or assumptions that may be present in my interpretations (Lincoln & Guba, 1985; Su-
Russell & James, 2021). | also have instituted in my methodology multiple evaluations by the
participants, additional researchers and scholars to ensure that my own biases are limited within

the results of this study.
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Summary

The purpose of this study was to explore dimensions of athletic and academic
identities in Division | female student-athletes, a population with high academic achievement
and graduation success rates. Quantitative methods used a refined version of the 2010 NCAA
Growth, Opportunities, Aspirations, Learning of Students in college (GOALS) survey with two
samples to explore constructs underlying female student-athletes' athletic and academic identities
using exploratory factor analyses, tests of internal reliability, and independent t-tests.

The second phase of the study used semi-structured qualitative interviews to further
explicate quantitative findings by exploring female student-athletes' self-expressed
perspectives about their identities as students and athletes. Qualitative methods will use
interviews to further explicate quantitative findings by exploring female student-athletes' self-
expressed perspectives about their identities as students and athletes. Two student-athletes
participated in the interviews. The interviews were recorded and transcribed. Data obtained from
the interviews was analyzed through three layers of analysis. First, data were analyzed based on
Gee’s (2000) four perspectives of identity. Secondly, data were analyzed by reviewing expressed
statements of athletic identity, academic identity, both identities or neither identity. Finally, data
were open-coded looking for themes, common words or phrases that were used to gain further
understanding of the perceptions female student-athletes have with their own athletic and
academic identities.

There are limitations to this study that need to be noted. First, this study was affected by
the limits that the NCAA placed on the use of the GOALS survey. The NCAA prevents the use
of all questions and items contained within the entire GOALS survey for research related

purposes. Hence, before obtaining GOALS data, it was necessary to select questions and items
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perceived to relate to athletic and academic before conducting EFAs. A content validity review
of all GOALS questions and items was conducted to determine which of these most closely
related to athletic and academic identity. Although it is standard practice in the field of measure
development to have context experts involved in this process, experts were not used for this
study (Holmbeck & Devine, 2009). Hence, there is the possibility that items selected for EFA do
not align with expert opinion about athletic and academic identity. Additionally, due to limited
sample sizes and timeframes, only an EFA will be completed as part of the data analysis, rather
than also completing a CFA to verify structure and validity.

Limitations were also found in the qualitative focus of this study. Since only two student-
athletes were interviewed in this study, only a few perceptions were used to identify key
findings. Plus, these interviews take time, more so than completing a survey, and results varied
based on how the participant was engaged, comfort level, and feelings. When using percentage
agreement for interrater reliability, findings did not take into consideration when a rater was
guessing on a score, portraying overestimation in the agreement percentage (McHugh, 2012).
However, this study is foundational research for future studies that have expanded sample sizes
and extend beyond just one institution. Findings from this study offer critical insights into
appropriate techniques for measuring female student-athletes' athletic and academic identities
and how female student athletes understand themselves as women who navigate complex
collegiate experiences of being both a student and an athlete. Future research will benefit by
exploring the extent to which female student-athlete identities associate with their academic

success, using a refined version of the GOALS survey as tested in this study.
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CHAPTER IV
RESULTS
The purpose of this concurrent mixed methods study was to explore dimensions
of athletic and academic identities in Division | female student-athletes, a population with high
academic achievement and graduation success rates. Quantitative methods used a refined version
of the 2010 NCAA Growth, Opportunities, Aspirations, Learning of Students in college
(GOALS) survey with two samples to explore constructs underlying female student-athletes'
athletic and academic identities using exploratory factor analyses, tests of internal reliability,
and independent t-tests. Qualitative methods used semi-structured interviews to further explicate
quantitative findings by exploring female student-athletes' self-expressed perspectives about their
identities as students and athletes. Findings from this study may offer critical insights into
appropriate techniques for measuring female student-athletes' athletic and academic identities
and how female student athletes understand themselves as women who navigate complex
collegiate experiences of being both a student and an athlete.
Data Collection
Data from sample one was obtained from the NCAA, converted to numerical values, and
filtered to only contain responses from participants that identified as female from a Division |
institution. Data from sample two was collected from female student-athletes at a Division |
institution in the Southwest and converted to numerical values. Both samples were aligned by
item and scale, undergoing a harmonization to ensure successful merging of data on variables.
Analysis was completed by evaluating sample one and sample two independently and then in

comparison. Both samples were also merged and evaluated as a holistic dataset. Descriptive
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statistics, exploratory factor analysis, Cronbach alpha values and independent t-tests were
utilized for all data sets (independent, compared and holistic).
Harmonization of Datasets

Harmonization techniques were used to integrate data from sample one and sample two.
Since these samples were administered surveys with the same questions, there are only small
differences between datasets on common measures including race, gender and one item related to
athletic identity. Variables were transformed and re-coded by first evaluating frequencies of
responses individually in each data set to determine lowest percentage rates and then collapsing
response options by combining and reassigning responses into a new group (Fortier et al., 2017).
By completing this task, individual items could be pooled in order to use the same response scale
and metric.

Demographic information regarding race for sample one was requested using seven
response categories, American Indian, Asian, Black or African American, Hispanic or Latino,
Native Hawaiian or Pacific Islander, White and Other. However, due to concerns that the NCAA
had about identifiable data from participant responses about race, the NCAA collapsed racial
categories into three response fields, inclusive of White/European, Black/African American and
Other/Multiracial (two or more racial categories selected). Demographic information regarding
race for sample two was requested using seven categories, inclusive of American Indian or
Alaska Native, Asian, Black or African American, Native Hawaiian or other Pacific Islander,
White, Other (please specify), or prefer not to say. Due to these differences, it was necessary to
harmonize race between datasets, given the differences between the item response categories.
Before collapsing categories in sample two to mirror those in sample one, the frequency of

categorical endorsements was reviewed. For sample two, participants only endorsed three racial
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categories, White/European, Black/African American and Multiracial. The numerical value of
the race categories for each sample were also different. For sample one, racial categories are
measured with the following: 0=White, 1=Black, and 2=Other or multiracial. However, race is
measured with the following categories in sample two: 1=American Indian or Alaska Native,
2=Asian, 3=Black or African American, 4=Native Hawaiian or Pacific Islander, 5=White,
6=0ther and 7=Prefer not to say. Value labels were re-coded with sample two to match the value
labels from sample one. However, to keep the richness of the data from sample two, the original
data were kept with categories added for those who identified as a mixed race. For this, the value
8 was given to those who identified as mixed-race Black/White and a 9 value was given to those
who identified as White/Other.

Sample one only used two categorical responses to measure gender: Female or Male and
data were further filtered to only include female responses. Sample two measured gender with
seven categories: Female, Male, Non-Binary, Transgender Male, Transgender Female, Other and
Prefer not to say. For sample two, each gender was given a numerical value: Female=1, Male=2,
Non-Binary=3, Transgender Male=4, Transgender Female=5, Other=6, and Prefer not to say=7.
After analysis of the data, only values of 1 and 3 were in participant responses. Data from sample
one were re-coded and given the same values as sample two.

Sample one and sample two both administered the same question about professional sport
participation post college experience. However, datasets differed in the response scales used for
this question. Sample one used a 1 (very unlikely) to 6 (very likely) response scale. Sample two
used a 1 (unlikely) to 5 (very likely) response scale. Before collapsing categories in the dataset
from sample one to mirror those in sample two, frequency analyses were run in each dataset to

identify which items had the lowest endorsement rates. Based on the frequency analysis of
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sample two, categories 3 “somewhat unlikely” (9.7%) and 4 “somewhat likely” (11.1%) were
identified as the best categories to combine in single category (now numbered 3) because the
percentage of those two combined was similar to category 3 “somewhat likely” (20.9%) in
sample two. Once these categories were collapsed in sample one, all responses in category 5 had
to be re-coded to 4 and all responses in category 6 also had to be re-coded to 5 to match the
dataset of sample two.

Sample Demographics

Sample one was comprised of 2,914 Division 1 female student-athletes who took the
original GOALS survey in 2010 and were attending schools from across the United States. Prior
to obtaining the data, the NCAA transformed two multi-categorical demographic variables (sport
and ethnicity/race) by dichotomizing response fields due to concerns about participant
confidentiality. For this data, these student-athletes were grouped into two groups for sport by
the NCAA: Women’s Basketball or Women’s Other. Over 11% of the respondents (n=341)
considered basketball as their primary sport whereas 88.3% (n=2573) were on a women’s team
other than basketball. The NCAA only releases racial data based on three categories: White,
Black or African American, or Other. For this survey, 74.9% of the respondents were White or
European (n=2182), 13% Black or African American (n=379) and 12% Other or Multiracial
(n=350).

Sample two was comprised of female student-athletes from a local Division | institution
in the southwestern United States. For this study, 153 students were requested to complete the
electronic survey in April 2022. The response rate was 28.1% (n=43). All sports teams were
represented in the responses, with soccer having the highest proportion of responses (25.6%;

n=11). The indoor and outdoor track team and swimming and diving team also had over 20%

68



represented in the completed surveys (n=9). Cross country represented 14% (n=6), volleyball at
7% (n=3) and tennis and golf (n=1) both had representation in the final sample. Harmonized data
for racial demographics for sample two indicated most of the respondents identified as White
(80.5%, n=33), while a much smaller proportion of respondents identified as Other/Multiracial
(14.6%, n=6), and Black/African American (4.9%, n=2). Since this study adapted the survey
slightly, more robust ethnic and racial demographics were obtained. For ethnicity, data indicated
that five respondents (11.6%) identified as Hispanic, Latino or Spanish Origin, while 81.4%
(n=35) indicated they were not Hispanic, Latino or Spanish Origin. The majority of respondents
(76.7%; n=33) identified as White, while a much smaller proportion identified as Black and
White (9.3%; n=4), Black/African American (4.7%; n=2), other (2.3%; n=1), and as white and
other (2.3%; n=1).

All respondents were asked to volunteer for a follow-up interview. Nineteen responded to
be contacted for this purpose. After multiple attempts of scheduling a time for an interview, only
two completed the interview. Interviews were completed in July 2022. Although the sample size
was small, the two participants had notably different demographic backgrounds including being
from different teams, academic years, and racial and ethnic backgrounds.

Descriptive Statistics

Descriptive statistics were analyzed by evaluating sample one, sample two and the
combined sample. Measures of central tendency, using mean, median and mode, were evaluated
to understand the characteristics of the data (Pagano, 2010). Range, standard deviations, and
interquartile ranges were evaluated by individual items to measure variability. Additionally, data

was analyzed for normal distributions using skew, kurtosis, and frequency histograms. Finally,
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homogeneity of variance was reviewed using Levene’s test comparing the means of the
independent groups.

Measures of Central Tendency. Mean, median and mode were analyzed. For sample
one, data showed mean values of items clustered at the higher values of the Likert scale where
1= Strongly Disagree and 6=Strongly Agree. The result of data grouping at the upper limits of a
Likert scale could be considered a ceiling effect (Cramer & Howitt, 2004). Of the 25 items, 21
items had a mean of 4.0 or higher. The item with the highest mean value (M= 5.58; SD=0.67)
was “I consider myself a dedicated athlete,” whereas the lowest mean value (M=1.92; SD=1.06)
was the survey question “How likely will you become a professional and/or Olympic athlete.”
Median and mode values showed all items were at the higher end of the Likert scale with 22 of
the 25 items having a value of 4.0 or higher. A median value of 5 was 52% (13) of all items. A
mode value of 6 was most common, which was 48% (12) of all items.

Table 3

Descriptive Statistics of Survey Responses - Sample One

Survey Item Sample 1
n=2914

M (SD) Range

How likely do you think you will become professional/Olympic athlete. 1.92 (1.06) 1-5

I consider myself a dedicated athlete. 5.58 (.67) 1-6
I consider myself a dedicated student. 5.38 (.77) 1-6
I have many personal goals related to sport. 5.29 (.85) 1-6
I have many personal goals related to academics. 5.39 (.78) 1-6
I need to excel in athletics to feel good about myself. 4.73 (1.16) 1-6
I need to excel in academics to feel good about myself. 4.92 (1.01) 1-6
My sport experiences are an important part of my overall college 5.39 (.79) 16
experience.

My agademlc experiences are an important part of my overall college 5.27 (.81) 16
experience.

| feel other students view me as more of an athlete than as a student. 4.43 (1.30) 1-6
| feel that my professors view me as more of an athlete than a student. 3.58 (1.39) 1-6
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Survey Item Sample 1
M (SD) Range

I would have gone to a four-year college somewhere else even if | hadn't 5.12 (1.51) 1-6
been an athlete.
I would be willing to sacrifice my athletics participation for academics. 4.00 (1.57) 1-6
I wqu!d bg willing to sacrifice my academic performance for athletics 3.04 (1.48) 1-6
participation.
My athl_etlcs participation is important in preparing me for life after 4.63 (1.36) 1-6
graduation.
I believe the classes I'm taking are relevant to my future. 5.02 (1.02) 1-6
I have a personal interest in my classes. 4.92 (.98) 1-6
| took these classes primarily to stay academically eligible to compete. 2.45 (1.53) 1-6
| took these classes because they fit with my practice schedule. 4.07 (1.55) 1-6
How do you feel about your efforts made in classes. 4.95 (.86) 1-6
How do you feel about your relationships with faculty. 4.83 (.83) 1-6
How do you feel about your ability to succeed academically. 5.03 (.81) 1-6
How do you feel about overall college academic experience to this point. 5.03 (.82) 1-6
Academic offerings, academic reputation, etc. contributed to my decision 4.94 (1.17) 16
to attend current college.
Athletic participation contributed to decision to attend current college. 5.25 (1.05) 1-6

For sample two, measures of central tendency also showed a result known as ceiling

effect, which is a result of the data grouping at the upper limits of a Likert scale. Average means

clustered on the higher end of the Likert scale with 19 items having a mean value of 4.0 or

higher. The item with the highest mean (M=5.71; SD=0.50) was “My sport experiences are an

important part of my overall college experience” and the lowest mean value (M=1.81; SD=1.00)

was “How likely will you become a professional and/or Olympic athlete.” Median and mode for

sample two were similar to sample one with 21 of the 25 items with a median value of 4.0 or

higher. A median value of 5 was the most common, which composed of 40% (10) of the items.

Of the 25 items, 22 had a mode value of 4.0 or higher: a value of 6 being the most common,

which was 44% (11) of all items.
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Table 4

Descriptive Statistics of Survey Responses - Sample Two

Survey Item Sample 2
n=43
M (SD) Range
How likely do you think you will become professional/Olympic athlete.  1.81 (1.00) 1-5
I consider myself a dedicated athlete. 5.69 (.51) 4-6
I consider myself a dedicated student. 5.33(.90) 3-6
I have many personal goals related to sport. 5.38 (.76) 4-6
I have many personal goals related to academics. 5.24 (1.12) 2-6
I need to excel in athletics to feel good about myself. 5.17 (.90) 2-6
I need to excel in academics to feel good about myself. 5.07 (1.06) 2-6
My sport experiences are an important part of my overall college 5.71 (.50) 4-6
experience.
My agademlc experiences are an important part of my overall college 5.12 (.91) 2.6
experience.
| feel other students view me as more of an athlete than as a student. 4.76 (1.24) 2-6
| feel that my professors view me as more of an athlete than a student. 3.33(1.30) 1-6
Lwould have gone to a four-year college somewhere else even if | hadn't 5.07 (1.64) 16
een an athlete.
I would be willing to sacrifice my athletics participation for academics. 3.83(1.20) 2-6
I wqu_ld b_e willing to sacrifice my academic performance for athletics 3.29 (1.47) 16
participation.
My athl_etlcs participation is important in preparing me for life after 4.49 (1.18) 2.6
graduation.
| believe the classes I'm taking are relevant to my future. 5.07 (1.29) 1-6
I have a personal interest in my classes. 4.85 (1.29) 1-6
| took these classes primarily to stay academically eligible to compete. 2.71 (1.40) 1-6
I took these classes because they fit with my practice schedule. 3.73 (1.58) 1-6
How do you feel about your efforts made in classes. 5.13 (1.09) 1-6
How do you feel about your relationships with faculty. 4.95 (.90) 1-6
How do you feel about your ability to succeed academically. 5.28 (.90) 1-6
II;|Ooi\r/1vt.do you feel about overall college academic experience to this 4.95 (.98) 16
Ach_emic offerings, academic reputation, etc. contributed to my 453 (1.33) 16
decision to attend current college.
Athletic participation contributed to decision to attend current college. 5.65 (.53) 4-6

The combined sample showed only small differences from sample one. Twenty-one items

had a mean of 4.0 or higher. On mean values, 21 of the 25 items had the exact same mean value
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as sample one. Four items that did not have the same mean had a difference of 0.01 of which

three items were higher than the means in sample one by 0.01 and one item was lower than the

mean in sample one by 0.01. The questions with the highest and lowest mean value identified in

sample one were the same. The median values were exactly the same as sample one, with 22 of

the 25 items being 4.0 or higher. Only one mode value differed in the combined sample from

sample one, but a mode value of 6 was still most common, which was 44% (11) of all items.

Table 5

Descriptive Statistics of Survey Responses - Combined Sample

Survey Item Combined Sample
n=2957
M (SD) Range

How likely do you think you will become professional/Olympic athlete.  1.92 (1.06) 1-5
I consider myself a dedicated athlete. 5.58 (.67) 1-6
I consider myself a dedicated student. 5.38 (.77) 1-6
I have many personal goals related to sport. 5.29 (.85) 1-6
I have many personal goals related to academics. 5.39 (.78) 1-6
I need to excel in athletics to feel good about myself. 4.73 (1.16) 1-6
I need to excel in academics to feel good about myself. 4.92 (1.01) 1-6
My sport experiences are an important part of my overall college 5.39 (.79) 16
experience.
My agademlc experiences are an important part of my overall college 5.27 (.82) 16
experience.
| feel other students view me as more of an athlete than as a student. 4.44 (1.30) 1-6
| feel that my professors view me as more of an athlete than a student. 3.57 (1.39) 1-6
I would have gone to a four-year college somewhere else even if | hadn't 5.12 (1.51) 16
been an athlete.
I would be willing to sacrifice my athletics participation for academics. 4.00 (1.57) 1-6
I wo_u_ld b_e willing to sacrifice my academic performance for athletics 3.04 (1.48) 16
participation.
My athletics participation is important in preparing me for life after 4,63 (1.36) 16
graduation.
I believe the classes I'm taking are relevant to my future. 5.02 (1.03) 1-6
I have a personal interest in my classes. 4.92 (.98) 1-6
I took these classes primarily to stay academically eligible to compete. 2.46 (1.53) 1-6
I took these classes because they fit with my practice schedule. 4.07 (1.55) 1-6
How do you feel about your efforts made in classes. 4.95 (.86) 1-6
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Survey ltem Combined Sample

M (SD) Range

How do you feel about your relationships with faculty. 4.83 (.84) 1-6
How do you feel about your ability to succeed academically. 5.04 (.81) 1-6
g(:)i\;\vt do you feel about overall college academic experience to this 5.03 (.82) 16

Academic offerings, academic reputation, etc. contributed to my
decision to attend current college.
Athletic participation contributed to decision to attend current college. 5.25 (1.05) 1-6

493(1.17) 16

Distribution and Dispersion. Range and standard deviation were used to measure
variability and quartile values were evaluated across individual items to determine data spread
within samples. Range is the difference between the highest and lowest scores in the distribution
(Pagano, 2010). Since a Likert scale was used in this study, the distribution of reported scores
were reviewed to determine if distribution matched that of the Likert scale of 1 to 5 for one
athletic identity item asking “How likely do you think it is that you will become a professional
and/or Olympic athlete” which was adjusted in the harmonization process to match the range
scale of sample two. All other 24 items have Likert scales with a range of 5. Sample one and the
combined sample showed variability in the data with the one athletic identity item having a range
of 4 and the other 24 items having a range of 5. The ranges for sample two varied based on the
question. Only 13 items (52%) had a range of the full Likert scale of 5, including the one athletic
identity item with the range of 4. Of the other 12 items in sample two, seven items had a range of
4 (28%), one item had a range of 3 (4%) and four items had a range of 2 (16%).

Using standard deviation to evaluate sample fluctuation and to determine if the data had
any outliers (Pagano, 2010), the data for sample one shows that all 25 items were within two
standard deviations of the mean. Ten of the items (40%) were less than one standard deviation of

the mean and 15 items (60%) were between 1 and 2 standard deviations. Therefore, no
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significant outliers were deducted in this data. Sample two also resulted in all 25 items being
within two standard deviations of the mean. For this sample, no outliers were found since 11
items (44%) were within less than one standard deviation and 14 items (56%) were between 1
and 2.

Standard deviation scores for the combined sample reported similar values as sample one.
All 25 items reported a standard deviation of less than 2; 11 items reported less than 1 standard
deviation and 14 items between 1 and 2 standard deviations. Although 21 items showed less than
0.003 difference in standard deviation values between sample one and the combined sample,
there were four items that had a 0.004 or higher difference in the standard deviation values. Two
items that showed higher values in the combined sample were “I have many personal goals
related to academics” which was 0.006 higher than sample one and the item “I have a personal
interest in my classes” also had a higher value of 0.005. Two items that showed lower values in
the combined sample were “I would be willing to sacrifice my athletics participation for
academics” and “Athletics participation contributed to my decision to attend particular college”
both had a value 0.004 lower than sample one.

In order to determine data spread within the samples, quartile values were analyzed. Most
items in both samples demonstrated limited variability, indicated by data values of 5 being the
same at the 25" and 50™ percentile and values of 6 at the 501 and 75™ percentile. For example,
sample one had five items with a value of 5 at the 25" percentile and the same value of 6 at the
50" and 75" percentile; five different items had the same value of 5 at the 25" and 50" percentile
and a value of 6 at the 75" percentile.

Sample two showed even less variability with the same data value of 5 at the 25" and

50" percentile or same values of 6 at the 50" and 75" percentile. Six items had a value of 5 at
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the 25" percentile and the same value of 6 in the 50" and 75" quartiles; six different items had
the same value of 5 at the 25" and 50" percentiles and a value of 6 at the 75" percentile. Since
both samples showed limited variability, the combined sample also demonstrated that 10 of the
25 items had data values of 5 or 6 at the 25", 50" and 75" percentile.

Normality. Skew, kurtosis, and frequency histograms were used to evaluate if the data
was normally distributed. Skew evaluates the symmetry of the distribution (Tabachnick & Fidell,
2007). Kurtosis evaluates whether the distribution of scores is heavily clustered in the peak (near
the mean) or in the tales (toward the end of the distribution (Tabachnick & Fidell, 2007). Normal
distribution numbers are identified as zero in skew and kurtosis values (Tabachnick & Fidell,
2007), although values can be considered normal in univariate distributions for skew between -2
and +2 and for kurtosis with values from -7 to +7 (Bryne, 2010; Hair et al., 2010). Kurtosis
values over 8.0 are considered extreme (Kline, 2011). Frequency histograms were evaluated to
see the direction of the data in comparison to a normal bell-shaped curve.

For sample one, skew was between -2 and +2 for 23 items. Only two items had values
greater than -2. The items considered to fall outside of this range were “I consider myself a
dedicated athlete” (-2.23) and “Athletics participation contributed to my decision to attend a
particular college” (-2.05), meaning more participants answered that they strongly agree with the
statement. Kurtosis also showed high values in the item “I consider myself a dedicated athlete”
with a value over 8.

Sample two also had 23 items between the -2 and +2 skew range. However, the two items
were different not the same two found in sample one. Those two items that fell outside of this
range were “How do you feel about your relationships with faculty” (-2.08) and “How do you

feel about your ability to succeed academically” (-2.77), meaning that participants’ answers were
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more positive on these questions. These two items also had high kurtosis values. The item “How
do you feel about your relationships with faculty” had a value over 8 and “How do you feel
about your ability to succeed academically” had a value over 12.

Similar to other descriptive data analysis results, the combined sample had similar results
from sample one. Although 23 of the items were within normal skew range, two items were
slightly above -2 and were the same items that were identified in sample one to not have a
normal skew value. The items considered to fall outside of this range were “I consider myself a
dedicated athlete” (-2.23) and “Athletics participation contributed to my decision to attend a
particular college” (-2.06). Additionally, one item was found to have a high kurtosis value of
over 8 which was “I consider myself to be a dedicated athlete.”

Statistical Assumptions. Statistical assumptions were evaluated as this study will
include independent t-tests. Laerd Statistics (2018) suggested six specific assumptions for t-test
that were used to guide evaluation of the data prior to analysis. The first assumption outlined that
variables must be on a continuous scale. Although Likert scales are considered ordinal numbers,
scholars agree that Likert scales are composed of many sums across many items and can be
assumed as interval (Carifio & Perla, 2008; Norman, 2010). Likert scales can be used with
caution when data is normally distributed (Sullivan & Artino, 2013). In this study, 23 of the 25
items were considered normally distributed, with two items considered to be slightly outside of
the recommended range. The second and third assumptions are that there are two categorical,
independent groups with no relationship between the groups. In this study, data from sample one
was obtained from multiple collegiate student-athletes in 2010 and sample two was obtained

from student-athletes at one institution in 2022. There is no overlap in the sample participants.
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Assumption four, five and six were evaluated through SPSS and explained in the
descriptive statistics analysis section. Assumption four requires evaluation of the data for
outliers; there were no significant outliers found. The fifth and sixth assumptions require
researchers to ensure that data is approximately normally distributed for each group and that the
data shows evidence of homogeneity of variances. Homogeneity of variance is important when
comparing groups because it assumes that distributions of independent groups are similar or
equal (Levine et al., 2013).

In order to prepare for future analysis using the independent t-test, the assumption of
homogeneity of variance had to be considered. For this, the Levene’s test was used comparing
the means of the independent groups. Rules of Homogeneity of Variance are violated if p-values
are less than .05 (Martin & Bridgmon, 2012). Table 6 shows the seven items that were found in
violation of the rules of homogeneity of variance based on the mean. One of these items,
“Athletic participation contributed to my decision to attend my current college” was found to not
have a normal distribution and may present limitations in future findings.

Table 6

Items that Violated Rules of Homogeneity of Variance

Survey Item p-value

I have many personal goals related to academics. 0.009
I need to excel in athletic pursuits to feel good about myself. 0.037
My sport experiences are an important part of my overall college 0.001
experience.

I would be willing to sacrifice my athletics participation for academics. 0.013
I believe the classes I'm taking are relevant to my future. 0.032
I have a personal interest in my classes. 0.016

Athletic participation contributed to decision to attend my current college. ~ 0.010

Exploratory Factor Analysis
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Exploratory Factor Analysis (EFA) was used to explore structures underlying concepts
related to academic and athletic identity in sample one and sample two. The EFA was conducted
separately for sample one and sample two. The EFA results from each sample were compared to
one another to determine if findings pertaining construct validity were replicable in comparison
populations. For this study, the EFA was run in Mplus statistical software (Muthén & Muthén,
2022) using orthogonal varimax rotation. Since athletic and academic identity are considered
uncorrelated, orthogonal rotation is most appropriate for this study. Varimax rotation technique
is most commonly used in orthogonal based analyses and analyzes factors through the process of
minimizing complexity of factors and maximizing variance within each factor loading and across
variables (Tabachnick & Fidell, 2007). Each factor model must be analyzed to determine the
most appropriate recommended factor structure. For this study, EFA models were evaluated to
identify a possible factor structure using chi-square tests, RMSEA, scree plots, and factor
loadings.

Chi-square tests and Root Mean Square Error of Approximation (RMSEA) were used to
determine model fit. Chi-square goodness of fit statistic measures how well the statistical model
fits the set of observations (Pagano, 2010). For chi-square, the p-value must be greater than
p=.05 to indicate that poor model fit is not significant. Unlike chi-square, best fit for RMSEA is
equal to a value of 0 (Kline, 2011). RMSEA values of less than .05 typically are considered a
good fit (Browne & Cudeck, 1993; Kline, 2011) although values between .05 and .08 are
acceptable (Fabrigar et al., 1999).

Scree plots and factor loadings were evaluated to further identify a possible factor model.
Scree plots visualize eigenvalues on a graph scale. Factor extraction should be based on the point

on the graph that there is a leveling of the plot or an “elbow” (Kline, 2011). Factor loadings were
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reviewed to determine which items were grouping with each other. Items that loaded onto a
factor with a value of .30 or higher were considered in the initial evaluation of factor loadings.

EFA Results: Sample One. The EFA for sample one was run using Mplus statistical
software. Mplus provides analysis of each factor scenario possible and was able to run 5-factor
models. No model was mathematically possible to determine additional factors beyond five. This
is likely because each factor must have a minimum of two indicators per identified factor (Kline,
2011). As the number of factors increased, the fewer number of indicators could load onto a
factor.

Sample one had high chi-square values, with 1 factor=13704.02, but p=.00. As factor
models increased, chi-square numbers decreased, but p values remained at 0.00. Chi-square is a
statistic that is sensitive to sample size. With larger sample sizes, p-values decrease and the
“badness of fit” statistic increases. (Babyak & Green, 2010; Bergh, 2015). With small sample
sizes, there is not enough power to identify differences between the specified model and the
comparison model. Generally, sample sizes over 500 substantially increase the risk of a Type 1
error. Since the size of sample one was large (N=2914), just using a chi-square statistic to
determine model fit is not recommended. Using chi-square with a large sample size and relying
on traditional fit statistics usually will result in the discard of any model tested (Bergh, 2015).
Therefore, it is important to rely on other statistical indices.

RMSEA values for sample one did meet recommended values for two suggested factor
models. Sample one reached a .08 RMSEA value with a 4-factor model and RMSEA value
of .07 with a 5-factor model. Chi-square and RMSEA values for sample one can be found in

Table 7.
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Table 7

Summary of Model Fit Information - Sample One

Model Chi-square Degrees of Freedom P-Value RMSEA
1-factor 13704.02 275 0.0000 0.12
2-factor 8799.89 251 0.0000 0.10
3-factor 5822.84 228 0.0000 0.09
4-factor 4107.63 206 0.0000 0.08
5-factor 2933.52 185 0.0000 0.07

Table 8 shows the values of the models compared to each other. The models compare the
chi-square values for factor models in order to determine which model provides the best fit. For
example, the chi-square values of the 2-factor model to the chi-square value of the 1-factor
model, to determine if adding more factors increase fit. Although in this sample acceptable p-
values were still not reached, results show that there is more meaningful difference in chi-square
values comparing the 2-factor against the 3-factor model.

Table 8

Models Compared - Sample One

Models Compared Chi-square  Degrees of Freedom P-Value
1-factor against 2-factor 4904.12 24 0.0000
2-factor against 3-factor 2911.05 23 0.0000
3-factor against 4-factor 1715.20 22 0.0000
4-factor against 5-factor 1174.11 21 0.0000

Next, the scree plot was evaluated for sample one to visually determine the number of
factors for possible extraction. Results showed one primary “elbow joint” or point of inflection at

the bend 3-factor model (see figure 1).
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Figure 1

Scree Plot — Sample One
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Finally, factor loadings were evaluated for a 4-factor model, a 3-factor model, and a 2-
factor model. The 4-factor model was evaluated since it generated acceptable RMSEA values.
The 3-factor model was evaluated because it was the suggested model fit from the scree plot.
Since this study is focused on identifying factors associated with two distinct identities, athletic
identity and academic identity, the 2-factor model was also reviewed.

Factor loadings from the 4-factor model indicated that this solution was not appropriate
for the data, given that one factor was measured by a singular item. Watkins (2018) suggests that
a factor must have a minimum of two factor loadings, although three factor loadings is generally
recommended, hence this factor/item was dropped from the 4-factor model, which generated a 3-

factor solution. Table 9 outlines all factor loadings for the 4-factor model.
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Table 9

Exploratory Factor Analysis Factor Loadings, 4- & 5-Factor Models - Sample One

Items 4-Factor 5-Factor
1 2 3 4 1 2 3 4 5

z:ﬁ\ll\eltgkely do you think you will become professional/Olympic 32 .15 01 02 25 -22 02 11 02
| consider myself a dedicated athlete. 52 42 10 -01 63 24 .09 .03 .00
| consider myself a dedicated student. -06 72 3 -10 .16 .70 .34 -15 -.09
| have many personal goals related to sport. 58 40 .07 -01 .68 .22 .06 .05 .00
| have many personal goals related to academics. -05 76 26 -09 .16 .75 .25 -10 -.08
| need to excel in athletics to feel good about myself. 53 24 -08 01 54 .11 -08 .17 .01
I need to excel in academics to feel good about myself. 04 58 .08 -07 .17 57 .08 .01 -.06
My sport experiences are an important part of my overall college 62 28 04 -04 72 07 02 02 -04
experience.
My academlc_experlences are an important part of my overall 01 65 17 -13 18 63 16 -10 -12
college experience.
ltze(;aér?tther students view me as more of an athlete than as a 48 -15 -16 02 23 -11 -10 72 00
ltzesér:?at my professors view me as more of an athlete than a 3 _18 -15 04 03 -08 -09 76 .14
I WOl'J|d have gone to a four-year college somewhere else even if | 216 18 04 -04 -09 21 03 -06 -04
hadn't been an athlete.
I would_be willing to sacrifice my athletics participation for 47 32 08 -09 -35 43 07 -16 -08
academics.
I wou_ld be w_|II_|ng_to sacrifice my academic performance for 45 -31 -15 05 28 -38 -14 26 04
athletics participation.
My athl_etlcs participation is important in preparing me for life after 38 03 09 -04 39 -07 09 04 -04
graduation.
| believe the classes I'm taking are relevant to my future. -04 18 .18 -68 .01 .19 .18 -.07 -68
| have a personal interest in my classes. -03 20 21 -92 04 .20 .02 -09 -91




¥8

Items 4-Factor o-Factor
1 2 3 4 1 2 3 4 5

(I:é(r)r(])ge'ire]ese classes primarily to stay academically eligible to 20 -24 -10 -12 03 -22 -09 27 11
| took these classes because they fit with my practice schedule. 18 -06 -04 -06 .09 -06 -03 .19 .06
How do you feel about your efforts made in classes. -06 32 71 -11 05 .31 .70 -14 -10
How do you feel about your relationships with faculty. 03 12 57 -14 07 .10 .56 -04 -14
How do you feel about your ability to succeed academically. -05 21 8 -06 .02 .21 .82 -10 -.05
g;\:]\{[do you feel about overall college academic experience to this 00 19 78 -16 07 17 77 -09 -15
Achgmlc offerings, academic reputation, etc. contributed to my 00 24 11 -13 07 22 10 -06 -13
decision to attend current college.

Athletic participation contributed to decision to attend my current 33 .02 09 -02 27 -08 10 16 -.03

college.

Note. Factor loadings above .30 are in bold.



Factor loadings from the 3-factor model showed that factor one had 10 items with factor
loadings from .30 to .64. These items were questions related to athletic participation. Factor two
was measured by six items that were related to academic identity, with loadings from .32 to .76.
Factor three was measured by four items related to self-perceived academic experiences, with
loadings ranging from .58 to .81 and included questions that asked about how the participant felt
about efforts they made in class or their ability to succeed. Table 10 outlines all factor loadings
for the 3-factor model.

Factor loadings for the 2-factor model showed that factor one had seven items related to
athletic participation with factor loadings from .35 to .66. Factor two was measured by 11 items
related to academic participation, with loadings from .37 to .78. These loadings were similar to
the factor two loadings for the 3-factor model with an additional item loading which was “I
believe the classes I am taking are relevant to my future.” Table 10 outlines all factor loadings

for the 2-factor model of sample one.
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Table 10

Exploratory Factor Analysis Factor Loadings, 1- to 3-Factor Models - Sample One

Items 1-Factor 2-Factor 3-Factor
1 1 2 1 2 3

How likely do you think you will become professional/Olympic athlete. 12 27 -10 .30 -18 .01
I consider myself a dedicated athlete. -.33 .61 31 .56 .36 10
I consider myself a dedicated student. =77 10 .78 .01 12 .36
I have many personal goals related to sport. -.29 .66 .26 61 .34 .07
I have many personal goals related to academics. -73 13 73 .02 .76 27
I need to excel in athletics to feel good about myself. -.08 .59 .04 .55 19 -.09
I need to excel in academics to feel good about myself. -.49 .16 48 10 .58 .09
My sport experiences are an important part of my overall college experience. -.20 .67 .16 .64 23 .04
gl(ypl)ear(i:gg(e:g?lc experiences are an important part of my overall college 62 14 62 04 66 19
| feel other students view me as more of an athlete than as a student. 25 44 -30 46 -19 -16
| feel that my professors view me as more of an athlete than a student. 27 27  -30 .30 -21  -16
;r\:v;twl((itzc?we gone to a four-year college somewhere else even if | hadn't been _18 11 19 14 20 04
I would be willing to sacrifice my athletics participation for academics. -.34 -37 .37 -44 .38 .09
I would be willing to sacrifice my academic performance for athletics

participation. g y P 37 36 -40 41 -36 -.16
My athletics participation is important in preparing me for life after graduation. -.07 37 .04 .38 .00 10
| believe the classes I'm taking are relevant to my future. -42 -03 42 -.04 .28 .28
I have a personal interest in my classes. -.49 -.02 48 -.03 .32 .34
| took these classes primarily to stay academically eligible to compete. 29 14 -31 18 -27  -13
I took these classes because they fit with my practice schedule. A1 16 -.13 18 -09 -.06
How do you feel about efforts made in classes. -71 -.03 .70 -.02 .32 12



Items 1-Factor 2-Factor 3-Factor
1 1 2 1 2 3

How do you feel about your relationships with faculty. -.48 .01 A7 .04 A1 .58
How do you feel about ability to succeed academically. -.67 .05 .66 -.02 21 81
How do you feel about overall college academic experience to this point. -.66 .01 .64 .02 19 .80
Academic offerings, academic reputation, etc. contributed to decision to attend -9 04 29 o1 5 13
current college.

Athletic participation contributed to decision to attend current college. -.02 .29 .00 32 -05 .09

0.661 0.823 0.692 0.724 0.845

Cronbach's alpha

Note. Factor loadings above .30 are in bold.
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EFA Results: Sample Two. The EFA for sample two was also run in Mplus statistical
software. Mplus provides analysis on each factor scenario and was only able to run up to a 4-
factor model. Any EFA model beyond 4-factors was not mathematically possible. As with
sample one, this problem likely reflects an under-powered design given that a minimum of two
adequately correlated items are needed to load on a single factor, which was not viable in sample
one.

Chi-square values for sample two lowered as more factors were added. For example, the
1-factor model had a chi-square value of 750.278 whereas a 4-factor model had a value of
482.144. However, p-values remained at .00 for both models. Similar to sample one, sample size
was an issue with this dataset as well which influenced the p-value. Unlike sample one, sample
two was too small of a sample size (N=43). In this case, the sample did not have enough power
to identify differences in the observed model (Bergh, 2015).

RMSEA values for sample two never reached the recommended value of .08. RMSEA
values decreased as factor models increased. Chi-square and RMSEA values for sample two are
found in Table 11.

Table 11

Summary of Model Fit Information - Sample Two

Model Chi-square Degrees of Freedom P-Value RMSEA
1-factor 750.27 275 0.0000 0.20
2-factor 618.76 251 0.0000 0.18
3-factor 548.68 228 0.0000 0.18
4-factor 482.14 206 0.0000 0.17

Table 12 shows the values of the models compared to each other. Like sample one,

acceptable p-values still were not reached with this sample. However, initial results show that
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there is a meaningful difference in chi-square values comparing the 2-factor against the 3-factor
model.
Table 12

Models Compared - Sample Two

Models Compared Chi-square  Degrees of Freedom P-Value
1-factor against 2-factor 131.51 24 0.0000
2-factor against 3-factor 70.07 23 0.0000
3-factor against 4-factor 66.54 22 0.0000

The scree plot for sample two was not clear and showed three points of inflection or
“elbows.” One point suggested a 2-factor model, the second bend suggested a possible 3-factor
or 4-factor model and the third suggested a 6- or 7-factor model (see figure 2). This is likely
because of the sample size being so small. However, since Mplus only could run up to a 4-factor
model, the 2-factor model, 3-factor model and 4-factor model were considered in further
analysis.

Figure 2

Scree Plot — Sample Two
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Factor loadings were used to evaluate the 4-factor model, the 3-factor model, and the 2-
factor model. Since the chi-square and RMSEA values did not meet any recommendations,
model evaluation was based on the scree plot examination. Due to the ambiguity of the scree plot
itself, the 4-factor, 3-factor and 2-factor model were analyzed to determine if there was a model
fit based on factor loadings.

Factor loadings from the 4-factor model indicated that this solution was not appropriate
for the data, given that one factor was measured by items with loadings less than .3, and a second
factor was measured by two items that were cross-loading on another factor within the model,
where values were higher, hence these factors were dropped from the 4-factor model, which
generated a 2-factor solution. Factor loadings for the remaining two factors showed that factor
one had five athletic participation items with factor loadings ranging from .50 to .86. Factor
loadings for the second factor measured eight academic participation items with factor loadings
ranging from .32 to .81. Although this factor model generated a 2-factor solution, it will be
referred to as the 4-factor model for sample two and can be found in Table 13.

Factor loadings from the 3-factor model also indicated that this solution was not
appropriate for the data, given that one factor was measured by a singular item. Hence this
factor/item was dropped from the 3-factor model, which generated a 2-factor solution. Factor
loadings showed that factor one was measured by five items related to athletic identity with
factor loadings ranging from .49 to .88. The five athletic items on the 3-factor model were the
exact same as the five athletic items in the 4-factor model. Factor two was measured by five
academic identity items with factor loadings ranging from .36 to .96. Although this factor model
generated a 2-factor solution, it will be referred to as the 3-factor model for sample two. Factor

loadings for the 3-factor model can be found in Table 13.
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Table 13

Exploratory Factor Analysis Factor Loadings, 3- & 4-Factor Models - Sample Two

Items 3-Factor 4-Factor
1 2 3 1 2 3 4
How likely do you think you will become professional/Olympic athlete. 56 .17 -05 52 .08 .10 -13
| consider myself a dedicated athlete. J1 -06 22 73 .03 -04 .24
| consider myself a dedicated student. -02 -72 48 -04 .05 -57 .66
I have many personal goals related to sport. 88 -06 .08 .86 .05 -10 .06
I have many personal goals related to academics. -05 -93 .13 -11 .00 -87 .33
I need to excel in athletics to feel good about myself. 23 -15 -20 .23 -26 -15 -.05
I need to excel in academics to feel good about myself. -14 -68 -08 -17 -17 -65 .14
My sport experiences are an important part of my overall college experience. 59 03 -41 60 .04 -01 -08
My academic experiences are an important part of my overall college experience. 02 -81 -02 -03 .05 -84 .11
| feel other students view me as more of an athlete than as a student. 02 -09 -37 .07 -8 .00 .03
| feel that my professors view me as more of an athlete than a student. -16 -14 -44 -15 -47 -14 -22
;tvr\]/lc::é(lj have gone to a four-year college somewhere else even if | hadn't been an 15 -01 16 -14 -07 07 22
I would be willing to sacrifice my athletics participation for academics. -16 -37 .10 -17 -28 -24 .36
I would be willing to sacrifice my academic performance for athletics participation. 06 12 -35 .09 -61 .18 -10
My athletics participation is important in preparing me for life after graduation. 26 00 .02 .26 -06 .00 .05
I believe the classes I'm taking are relevant to my future. 10 -28 -17 .07 -02 -34 -14
I have personal interest in my classes. A7 -34 -16 14 -02 -46 -12
| took these classes primarily to stay academically eligible to compete. 02 48 -28 .04 -21 -45 -29
| took these classes because they fit with my practice schedule. -20 -02 -17 -18 -44 .06 .03
How do you feel about efforts made in classes. A3 -24 76 .13 47 -15 .65
How do you feel about your relationships with faculty. -14 -46 01 -14 -44 -21 .32
How do you feel about ability to succeed academically. A7 -01 9% 19 48 .13 81
How do you feel about overall college academic experience to this point. 12 -20 72 37 .15 -02 .76
Academic offerings, academic reputation, etc. contributed to decision to attend 09 -38 35 11 -33 -18 67

current college.
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Items 3-Factor 4-Factor
1 2 3 1 2 3 4
Athletic participation contributed to decision to attend current college. 49 -15 10 50 .15 .11 .00
Cronbach's alpha 0.75 0.83 0.75 0.82

Note. Factor loadings above .30 are in bold.



Factor loadings for the 2-factor model were reviewed since the scree plot suggested a
possible 2-factor model and analysis of the other two factor models for sample two resulted in a
2-factor model suggestion. Factor two was measured by six items related to academic identity
with loadings ranging from .36 to .98. However, the 2-factor model indicated that this solution
was not appropriate for this data given that one single factor was measured by one singular item.
Therefore, the 2-factor model will not be used in further analysis for this study. Additionally,
further evaluation should be explored by completing a Confirmatory Factor Analysis (CFA)
based on the EFA results for both sample one and sample two to further determine groupings and
theory-based model fit. Table 14 outlines all factor loadings for the 2-factor model of sample

one.
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Table 14

Exploratory Factor Analysis Factor Loadings, 1- & 2-Factor Models - Sample Two

Items 1-Factor 2-Factor
1 1 2
How likely do you think you will become professional/Olympic athlete. -.20 23 .05
I consider myself a dedicated athlete. .09 02 .36
I consider myself a dedicated student. 81 -71 .49
I have many personal goals related to sport. .04 04 24
I have many personal goals related to academics. .92 -93 .15
I need to excel in athletics to feel good about myself. .08 -12 -14
I need to excel in academics to feel good about myself. .64 -69 -.07
My sport experiences are an important part of my overall college experience. -.06 10 .08
My academic experiences are an important part of my overall college experience. a7 -80 .02
| feel other students view me as more of an athlete than as a student. .00 -09 -.36
| feel that my professors view me as more of an athlete than a student. .01 -16 -.45
I would have gone to a four-year college somewhere else even if | hadn't been an athlete. .06 -03 .12
I would be willing to sacrifice my athletics participation for academics. 40 -39 .08
I would be willing to sacrifice my academic performance for athletics participation. -.23 12 -33
My athletics participation is important in preparing me for life after graduation. .00 .02 .08
I believe the classes I'm taking are relevant to my future. 21 -27 -.13
I have personal interest in my classes. 27 -32 -.10
| took these classes primarily to stay academically eligible to compete. -54 A7 -.29
| took these classes because they fit with my practice schedule. -.02 -04 -21
How do you feel about efforts made in classes. 43 -22 .78
How do you feel about your relationships with faculty. .36 -37 .00
How do you feel about ability to succeed academically. 25 01 .98
How do you feel about overall college academic experience to this point. .38 -18 .74
Academic offerings, academic reputation, etc. contributed to decision to attend current 47 .37 39

college.
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Items 1-Factor 2-Factor
1 1 2
Athletic participation contributed to decision to attend current college. -.15 21 .20

Note. Factor loadings above .30 are in bold.



Cronbach’s Alpha

In order to determine internal consistency reliability, Cronbach’s alpha was calculated for
this study. Cronbach’s alpha is used to ensure that responses across the measure are consistent
across items (Kline, 2011). Although there are no specific standards for Cronbach’s alpha or
reliability coefficient values, guidelines recommend a value around .70 to be adequate, values
at .80 considered to be very good and .90 or higher are considered excellent. Values below .50
typically are related to an observation error and unacceptable (Kline, 2011).

For this study, factor solutions established from the EFA for sample one and sample two
were used to guide calculations for Cronbach’s alpha to reduce ambiguity as to which factor
solution provided the best fit. For example, sample one met statistical recommendations for
RMSEA values with the 3-factor and 4-factor models, although never met recommendations for
the chi-square statistic. Scree plots, results from the EFA, and extant literature were used to
inform models used to test internal consistency, which included 2-factor models, 3-factor models
and 4-factor models. Since a final model solution was not entirely evident after these analyses,
Cronbach’s alpha was run as an additional tool to establish which factor solution was a best fit
for the data.

For sample one, Cronbach’s alpha was calculated for the 3-factor and 2-factor models
based on the results of the EFA and scree plot. Results from the 3-factor model generated
adequate Cronbach’s alpha values. The first factor of the 3-factor model had 10 items, the
athletic participation related questions, with a Cronbach’s alpha value of .69. The second factor
had six items related to academic participation with a Cronbach’s alpha value of .72 and the third
factor had four items related to self-perceived academic experience items with a Cronbach’s

alpha value of .84.
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Next, Cronbach’s alpha was calculated for the 2-factor model. Results from the 2-factor
model generated adequate Cronbach’s alpha values. The first factor had seven items related to
athletic participation on factor one with a Cronbach’s alpha value of .66 and 11 items related to
academic participation on factor two with a Cronbach’s alpha value of .82. Since the 3-factor
model had higher Cronbach’s alpha values for both factor one and factor two than the values in
the 2-factor model, it was confirmed as the better factor solution.

For sample two, Cronbach’s alpha values were calculated for the 4-factor model, which
had a 2-factor solution and the 3-factor model, which also had a 2-factor solution, based on the
results of the EFA and scree plot. Results from the 4-factor model generated adequate alpha
values. The first factor had five items related to athletic participation with a Cronbach’s alpha
value of .75. The second factor had eight items related to academic participation with a
Cronbach’s alpha value of .82.

Next, Cronbach’s alpha was calculated for the 3-factor model. Results from the 3-factor
model generated adequate Cronbach’s alpha values. The first factor had the same five items
related to athletic participation as the 4-factor model and had a Cronbach’s alpha value of .75.
The second factor had five items also with a Cronbach’s alpha value of .83. Since the 3-factor
model had a higher value for the second factor and less items, the 3-factor model was confirmed
as the better factor solution.

In order to determine if internal consistency is replicable in the two samples, shared
items had to be evaluated based on the Cronbach’s values for each sample. The factor model
with best fit for sample one was determined to be the 3-factor model. For sample two, the factor
model with best fit was the 3-factor model. Since sample two had fewer items per factor, these

items were used as the base line for the shared items. For the factor related to athletic
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participation there were five items that were common between sample one and sample two.
These five items were compared with each sample to determine Cronbach’s alpha values for
comparison of samples. Factor one Cronbach’s alpha value for sample one was .59 and for
sample two was .75. Factor two included self-perception academic questions and had three
shared items. Sample one had a Cronbach’s alpha value of .85 and sample two was .87. In both
cases, sample two had a higher internal consistency reliability value than sample one.

Final factor solutions had to be selected for each sample in preparation for analysis using
independent t-tests. These final factor solutions were based on a comprehensive evaluation of
results found in the EFA, scree plot, factor loadings and Cronbach’s alpha. The factor solutions
with the best fit for the data were the 3-factor model for sample one and the 3-factor model with
a 2-factor solution for sample two. Shared items that matched were identified between these two
models for samples. The evaluation resulted in five shared items for athletic identity and three

shared items for academic identity. Table 15 lists the shared items from the factor models.
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Table 15

Exploratory Factor Analysis Factor Loadings - Shared Items from Sample One and Sample Two

Items Sample One Sample Two
(3-Factor Model)  (3-Factor Model)
1 2 1 2

I consider myself a dedicate athlete 0.565 0.718

I have many personal goals related to my sport 0.619 0.882

My sports experiences are an important part of my overall college experience 0.646 0.597

How likely do you think it is that you will become a professional and/or Olympic athlete 0.308 0.526

Athletic participation contributed to your decision to attend your current college 0.327 0.498

How do you feel about the efforts you've made in your classes 0.727 0.654

How do you feel about your ability to succeed academically 0.816 0.813
o How do you feel about your overall college academic experience to this point 0.804 0.768

Cronbach's Alpha 0.592 0.858 0.756 0.875




Inferential Analysis

Independent t-tests were conducted to determine whether respondents from sample one
and sample two differed on individual items and the factors generated from the EFA. As the
results from the EFA in this study did not generate a clear factor solution, models that generated
the strongest internal consistency, found with the highest Cronbach’s alpha values, were used to
inform individual t-tests. Items from the best fit model of sample one, the 3-factor model, and
items from the best fit model of sample two, the 3-factor model with the 2-factor solution, were
compared to identify items that were that same in each sample. In addition to t-tests, in order to
compare the academic and athletic identity in sample one and sample two, item responses were
summed to create domain level scores. Sum or composite scores were created for each factor by
totaling scores of individual items that loaded onto a factor (McNeish & Wolf, 2020). The
evaluation resulted in five shared items for athletic identity and three shared items for academic
identity. Table 13 lists the shared items from the factor models. These shared items were used to
generate sum scores and conduct t-tests to compare sample one to sample two. Sum scores for

both samples, including means and standard deviations are listed in Table 16.
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Table 16

Independent T-Test Results for Individual Items and Factors by Sample

Item Sample 1 Sample 2
M SD M SD t df  p-value  Cohen'sd

Athletic Identity Factor (sum score) 2343 276 2427 249 191 2866 0.05*** 0.30™
I consider myself a dedicated athlete. 558 0.67 569 051 1.08 2935 0.27* 0.16"
I have many personal goals related to my sport 529 085 538 076 0.67 2929 0.50* 0.10n
My sports experiences are an important part of my 539 079 571 050 411 447 <QOL*** 0 41AN
overall college experience
How I|ke_ly do you think it |s.that you will become 192 106 181 100 -067 2944 0.49* L0.107
a professional and/or Olympic athlete
Athletic participation contributed to your decision 595 105 565 053 465 4338 <00l*** (.38
to attend your current college
éfgrdee)m'c |dentity/Self Perception Factor (Sum 1557 591 1535 267 097 2907 033* 015"
How do you feel about the efforts you've made in 495 086 513 109 128 2930 0.20* 0.20"
your classes
How do_ you feel about your ability to succeed 503 081 528 090 185 2922 0.06%* 0.29AA
academically
How do you feel about your overall college 503 082 495 098 -058 2915 055%  -0.09

academic experience to this point

Note. p-value two tailed.
& Equal variances not assumed.

*p > .10= not significant **p < .10 to .05= trending toward significance; *** p < .05 to <.001 = significant.
~ Cohen’s d 0.2= small effect; ** Cohen’s d 0.5= medium effect; ~*Cohen’s d 0.8= large effect



Next, independent t-tests were run comparing sample one to sample two for the athletic
identity sum score, academic identity sum score, and each individual shared items between the
sample models. Before individual t-tests could be analyzed, Levene’s Test for Equality of
Variance was examined to determine whether the two samples had equal variances. P-values
greater than 0.05 indicate that samples have equal variances, while p-values less than p=.05
indicate that equal variances are not assumed (Perdue, 2017). If samples do not have equal
variances, adjustments that account for two sample variances are needed to interpret t-tests.
When a t-test is run, the mean scores are reviewed to determine if there are significant
differences. A p-value of .05 is considered significant and a p-value of more than .05 but less
than .10 is considered trending toward significance. Cohen’s d statistic was calculated to
determine the magnitude of difference between two samples on targeted outcomes. If Cohen’s d
has an effect size is less than 0.2, it is considered small, 0.5 is a medium effect size and 0.8 a
large effect size (Pagano, 2010).

A total of 10 independent t-tests were run for this study, one using the athletic identity
sum score, one for the academic identity sum score, and then eight individual shared items
between samples. The athletic identity sum score for sample one and sample two resulted in
equal variances assumed as p=.36. This result supports the null hypothesis that the two samples
were similar. The independent samples t-test indicated that mean levels of athletic identity in
sample two (M=24.27, SD=2.49) were higher than those in sample one (M=23.43, SD=2.76),
which trended towards significance and demonstrated a small to medium effect, t(2866)=1.91,
p=.055; d=.30. The five individual items showed that three items supported the null hypothesis
that the samples were similar, where two rejected the null hypothesis. The two items that showed

unequal variances were “My sports experiences are an important part of my overall college
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experience” and “Athletic participation contributed to the decision to attend my current college.”
These two items were also found to reject homogeneity of variance rules in the descriptive
analysis process. Sample two showed higher levels of athletic identity than sample one on four of
the five items.

Equal variances were found for the academic identity sum score as p=.58, therefore the
two samples are similar. The independent samples t-test indicated that mean levels of academic
identity in sample two (M=15.35, SD=2.67) were higher than those in sample one (M=15.01,
SD=2.21), which had no significance and demonstrated a small effect, t1(2907)=.971, p=.332;
d=.15. The independent t-tests were run for the three items related to academic identity. All three
items were found to have equal variances assumed. One item, “How do you feel about your
ability to succeed academically,” was trending toward significance, whereas the other two items,
“How do you feel about the efforts you’ve made in your classes” and “How do you feel about
your overall college experience to this point” showed results that were not statistically
significant.

Interview Findings

Two female student-athletes were interviewed to determine their perceptions regarding
athletic and academic identities. Interviews were completed in July 2022 and were 30-45 minutes
in length. Findings of each interview were presented in a narrative format with a focus on
experiences that highlighted their identities as students and athletes. These narratives included
direct quotations from the participants and pseudonyms were used to ensure privacy and
confidentiality of their stories. After each individual narrative, a summary of the findings

compared the commonalities and differences of these female student-athletes’ experiences, and
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additional findings were presented regarding how these student-athletes felt support in their
collegiate experiences.
Participant 1 — “Jessica”

At the time of the interview, Jessica had just completed her first year as a student-athlete
at the institution she attended and competed throughout her first year in her sport. Jessica was
talkative, passionate, thoughtful, and energetic throughout her interview. On the day of her
interview, she was working, and completed her interview from an office space during her lunch
break.

For Jessica, being an athlete was a highlight that was shown throughout her interview.
She explained that her choice to attend the college was fully based on the opportunity to
participate in her sport. The coach that recruited her found her through social media and recruited
her during her senior year of high school. She indicated that it was because of how she connected
with the coach that she seriously considered attending the institution. She also explained that she
did consider academics in her choice because once she saw that the school offered the major she
wanted to pursue, the decision to attend this institution was solidified.

Also evident was the influence that her dad had on her life. She would frequently refer to
how her parents helped her and specifically would mention her dad as an influential piece of her
athletic success. Her dad was also a student-athlete, and therefore was a guiding force throughout
her development in the sport and transition into collegiate athletics.

As a student. Jessica described herself as someone who loved to learn and loved going
to school. She repeated how much she loved to learn in answering one of the interview questions
five times, with the phrases, “I love to learn,” “I think that my love for learning,” “I love to do it,

| enjoy it,” and “I like to learn.” Her passion for school was evident. Jessica said about her
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education that “It’s something that’s always been interesting to me, and I think that love for
learning has cultivated into certain aspects of things.” She also shared a story about herself as a
little girl begging her mom to start school at the age of four when her mom wanted to wait a year
for her to start kindergarten. From an early age, she loved going to school and indicated that
attending school was one of the “greatest decisions” she has made and mentions benefits she has
seen in her life by commenting, “Stuff like that it has led me — that’s a lot of the reason why I
work so hard at school.”

When asked to describe herself as a student, Jessica mentioned on three different
occasions being super hardworking, hardworking or very hardworking. She identified as being
“obsessed with math” to the point that “it’s a problem” and that she has goals to continue school
even after her bachelor’s degree. Jokingly, she commented about going to grad school by saying
“I wouldn’t be surprised if I went back to school at 60 just to get a PhD just because | can.”

Jessica also described herself as being a “contributor” but was not overly talkative or
“over the top” in class. She would always turn her work in on time and aim for the highest
grades. For her, the expectation to do well in school was influenced by her parents, but over time
that expectation became her own of herself.

From the time | was really, really little — the expectation was always very, very high. It’s

been that way for me...Pretty much didn’t matter what subject it was, what grade or

school I was in, hard the class was supposed to be, pretty much always the expectation
for me was...really, to get an A. That was always the bar. That was what was set by my
parents, and | met the expectations and | think over time that became the expectation of

myself as well. I knew I was capable of getting an A and that’s what I expected to do.
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Professors were identified by Jessica as the institutional representatives of support
connected to academics. Much of her identity as a student was enhanced with her interactions
with professors. Professors encouraged learning and experience. She highlighted professors’
encouragement for success by saying, “They all do really care. They want to see, not even just
me, but all my peers, they want to see all of us, be successful.” However, she also expressed that
not all professors understood her lifestyle as a student-athlete, especially those professors who
are not willing to work with her or work around scheduling conflicts between her academic
expectations and her athletic expectations.

As an athlete. Jessica described herself as an athlete as being diligent, super detailed-
oriented, focused, hardworking and a team player. She indicated that she “put a lot of time into
what I do” as an athlete and that many times at practice she is disengaged and was not super
social because she is so focused. She said, “It’s just because I’m so focused on what | am doing,
it’s just like tunnel vision all the way through practice.” She also described herself as a “bottom-
line person” knowing that she is the one who must put in the effort to be successful in her sport.

For Jessica, her dad was most influential in her athletic self, describing him as “by far the
biggest factor in anything that had to do with athletics” and saying that “he’s been somebody
who has been really instrumental in my growth to get to this point. Even from here on, he will
continue to be.” She also credited coaches, both in the past and currently, as being supportive
and influential in her athletic endeavors. She discussed negative impacts of poor coaches or
transitions of coaches who left during her time as an athlete as challenging and that these
changes “tore the team apart.” Coaches, to her, brought cohesion and unity to the team and
mentioned some of her coaches were good and helped “bring us back together.” Jessica

mentioned that her teammates are important to her. She explained “Overall, I think teammates
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are super, super important when it comes to how | just survive day to day and get through
things.”

However, Jessica had challenges that she had to navigate as an athlete and did not feel
supported by the NCAA or her university athletic department. Jessica only mentioned being a
woman when discussing herself as an athlete. She connected her nature identity to her athletic
identity. Specifically, Jessica said statements such as “being a woman and competing in college
athletics” and “woman in sports.” She also discussed impacts of NCAA rules and her university
athletic department decisions as affecting not only on her but “other female athletes.” As a
female student-athlete on a non-revenue team, she said, “If you are not a football player or a
men’s basketball player, it’s very easy to get pushed to the back burner.” She also shared a story
about a time when her team was not able to hold a competition because a men’s team had to have
access to the facility instead, although there was another facility on their campus they could use.
Jessica understood that “the money comes from where it comes from,” but that “sometimes I
definitely see those sports take precedent over us in the things that we are doing.”

Jessica talked the most about her athletic role. It was noted that she would frequently be
asked about being a student, answer a short sentence and easily fell into finishing her answer for
that question as her athletic self. Her athletic identity was dominant of all her identities, and this
was seen throughout her interview. For her, she was an athlete. She said in her interview, “As a
person, I think a lot of who I am as an athlete and a person is very attached. It’s almost, a lot of
times, | feel like it is one and the same.”

As a student-athlete. Jessica described being a student-athlete as a lifestyle and
commented that it was “not easy.” She noted that she does not have a lot of free time and that she

needed “help balancing those [school and sport] things sometimes.” Jessica also described being
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a student-athlete by using the phrases, “being an athlete is not easy,” “being a student athlete in
general is hard,” “I have a lot of things going on,” “it seems impossible,” “during season it gets
super complicated,” and “it can be a little tough sometimes.”

Jessica was an active participant with the Student-Athlete Advisory Council (SAAC), and
found that it was beneficial to her support as a student-athlete. “I think it’s [SAAC] a really cool
way that athletes can come together from different teams. It’s not even just sport people; this is
everybody. We can get together and support each other and talk about things that are important
to us.”

Participant 2 — “Lucy”

The second participant interviewed for this study will be called “Lucy.” Lucy had just
graduated with her bachelor’s degree in the STEM field and had competed as a student-athlete
for four years. She spent half of her collegiate career navigating the Covid-19 pandemic. Lucy
attended the same school as Jessica, but was on a different sport team, pursued a different major
and had a different racial identity. On the day of her interview, Lucy had just arrived home after
a long day working in the office. She decided to complete her interview while sitting in her
backyard, enjoying the summer evening.

Lucy also committed to attending the institution she chose because of her coach. She had
known her coach for a long time and even worked with her coach prior to attending the
university. She wanted the opportunity to continue to grow in her sport and have the option to
still work with the same coach through her collegiate years. Although she is no longer competing
in her sport, she spends time volunteering with club teams and even occasionally works with her

former university team.
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Lucy was much quieter and more reserved in her interview than Jessica. The interview
felt like a moment for her to reflect on what she had done as a student and as an athlete. There
was a sense of sadness that came through as she spoke. It was clear that she really loved what she
did and was transitioning to a new phase of her life.

As a student. Lucy described herself also as being a student who was hardworking,
detail oriented and put in the effort it takes for school. On three different occasions she talked
about applying herself fully to get her work done. “I will stay up until the very last minute just so
I put in my full effort. I don’t ever wanna do something halfway.” She explained that academics
“just doesn’t come super easily to me” and would “put in the effort it takes” to be a good student.
Lucy said her goal was, “just trying to be the top at the classroom” though she did not see herself
as “the smartest of the smart” when comparing herself to her peers. She worked hard to achieve
and wanted to earn the best grades possible.

Lucy also saw the institution as her professors when discussing support that she received
as a student. Lucy spent half of her collegiate academic career navigating the challenges of
completing school during the Covid-19 pandemic. The transition to online learning for Lucy was
not as challenging for her as others because she said she could feel the support from her
professors. She discussed one professor who she felt supported her.

| had a professor right when the pandemic hit. That class is already a difficult one. She

was awesome. Transitioning online and everything with such a difficult class, she was

really helpful. She always reached out and was always willing to help and go above and
beyond...She was amazing.

The transition to online learning was less difficult because the institution made sure that

students and professors had resources needed to succeed. However, Lucy felt that the transition
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back to in-person “was pretty difficult.” She felt there was push that rushed the in-person
experience. She commented that the transition to in-person brought on too many demands for the
professors, saying, “I almost felt like it got harder when we first went back in-person, and that
there wasn’t a ton of — I think too many people wanted extra support. It might’ve been too much
of an overload for professors.”

Lucy also had plans to continue school beyond her bachelor’s degree and was applying
for graduate school at the time of her interview. She said that one of the ways she felt supported
as a student were the people and the many connections she made as a university student who
attended her school. Some of these connections were made through the community in which the
school was located. “I think the [city] community as a whole really supports the [university]
students...having the whole town’s support of the university is really cool. Just anywhere you
go, if you’re an [university] student, they’re willing to do something to help you.” Lucy also
found connections as she traveled to other places where she competed too through the alumni of
the university.

As an athlete. Lucy described herself as an athlete who really did not know when to stop,
determined and pushing the limits. She indicated that her coach told her “quite a few times that I
don’t really know when to stop” as she described her determination as an athlete. Lucy had
endured many injuries throughout her collegiate athletic career because she was “pushing the
limits” of her body in training and competition.

Lucy referred to her athletic expectations as a “job.” She mentioned a few times in her
interview of seeing her “work pay off” when she was supported by peers who had seen her win a
competition or the university athletic department supporting their health and wellbeing. Similar

to Jessica, Lucy also referred to the institution as the university athletic department and stated

110



that she felt support from the institution with the facilities and services provided to train. “It
really shows how much they care about our athletes and support our success. It makes our job
easier. It makes us want to show up every day and train. It’s worth something.”

Lucy was an active member of the Student-Athlete Advisory Council during her time at
her school, and took on leadership roles that helped her learn and grow. Her last two years on the
team she also was a leader and captain. She also participated in the Athletes for Social Alliance
group through the NCAA and she felt that it allowed athletes to have a voice with hidden topics
that were difficult to talk about such as consent and social justice. However, she also stated that
she felt frustrated by the many surveys that the NCAA conducted and from her perspective did
not see changes. She commented, “It felt like a waste of time and that it wasn’t helping anything.
| know there are thousands of student-athletes that they listen to. Probably the bigger schools get
listened to a little bit more.”

Lucy also stated on her coach and teammates were a “huge influence.” Her coach helped
her grow and eased the transition from club team to her collegiate team. Many of the descriptions
that Lucy shared about herself as an athlete were comments she believed her coach would have
said or had already told her throughout the years she trained with her coach. Teammates were
also important to Lucy as people who she couldn’t have “done it without them.” Although over
the years she had many teammates that changed because of those who graduated and new ones
coming in, she said that all of them “influenced who I am in some little way.”

Lucy indicated that retiring from her sport was a very difficult decision and was hard. She
loved her sport and said that it “gave me a lot.” For Lucy, her identity as an athlete that she saw

in herself was what sport gave her - happiness.
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It [sport] made me so happy. Some days were rough. I did go home, and my body was
tired and sore. The joy it did bring me when | would get to compete and do what | love, |
just saw myself as a happier person when | was able to compete when | was healthy.
Yeah, | just think a happy person.

As a student-athlete. Lucy commented “it’s a lot being a student-athlete” and that the
lifestyle of a student-athlete “was difficult in trying to balance 20-hour practice weeks” Lucy’s
experience of trying to balance the athletic and academic self was seen even before she officially
committed to the university at her recruitment visit. During her visit, Lucy met with an academic
advisor who discouraged her from pursuing her major and being a student-athlete, saying that it
was not going to be possible for her to do both. For Lucy, that gave her the motivation to do it.
Lucy explained her feelings after that interaction explaining, “I knew what I wanted, but that
pushed me even more to prove her wrong and say, ‘I can do this’.”

In addition, the struggles of navigating these identities, Lucy was very open about mental
struggles she had as a student-athlete, especially when she was injured. She stated that her
parents were her biggest supporters to help “through everything that this sport brought me
through. All of the mental struggles that come with any sport.” She also stated that she was very
glad to see the NCAA instituting support around Covid protocols and mental health initiatives
that reinforced identities beyond an athlete. She said, “It’s not like we’re just athletes, and they
only care about seeing us perform. They do care about our health.” Additionally, she made
another comment about mental health reform, saying “That you’re more than just an athlete.”

Overall, Lucy saw positive outcomes from navigating life as a student-athlete and trying
to balance the two identities. She learned that plans change, and she learned how to adapt. To

her, these skills are going to be “super beneficial for the rest of my life.” She concluded

112



indicating that it had “been a hard journey, but it’s been really beneficial in athletics and
academics...but it was good.”
Experiences as Students

In this study, there were similarities that were found in the experiences of Jessica and
Lucy. As students, these two female student-athletes showed that they both were hardworking
and dedicated time to being successful in the classroom. The description of their academic self
also brought up negative phrases that they used to describe themselves. Both participants showed
negativity in their phrases related to academic identities. For example, Jessica referred to herself
as being weird because she liked math, and Lucy said that she wasn’t the “smartest of the smart”
when discussing how she had to work hard to achieve at school.

The identity as a student for both Jessica and Lucy typically was seen through the lens of
their professors. When institutional identities were coded in the interviews, even though Jessica
and Lucy were pursuing different majors and did not have the same professors, both participants
referred to how their professors made them feel or what professors did or did not do to support
them as students. They both felt rewarded and valued by some professors, and devalued by
others who did not accept their athletic lifestyle.

Additionally, these two exhibited a competitive nature towards academics that showed
they wanted to be the best or achieve the best grade possible that led to personal motivation as
students. Academics was a priority to them, and they both noted that they always turned their
work in on time and never was late turning in assignments, even if it meant that they sacrificed
sleep or personal time to get it done. Jessica and Lucy wanted to achieve, and had goals related
to academics that went beyond their undergraduate degree. Both had plans to pursue a graduate

degree and saw the importance of achieving in school now as a path of getting to the next level.
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Differences were found related to their academic identities as well, primarily based on
their major and academic level. As they pursued different majors that would lead to different job
opportunities, the engagement levels were different. Jessica was pursuing possible internships in
the future, whereas Lucy engaged more in student organizations to build her leadership skills.
Lucy’s college academic experience had to endure the transitions of online learning because of
the Covid-19 pandemic and then the difficulties of going back to the in-person setting. Since
Jessica was just starting her degree at this institution, she did not have the “before Covid-19
experience” at the university level to compare challenges or differences in support levels.
Experience as Athletes

There were some similarities between how the participants described themselves
individually as students and as athletes. Common words used to describe themselves as students
and as athletes were hardworking, diligent, and detail oriented. There were also phrases that were
similar to what one participant used. Both participants also used slightly negative qualifiers when
describing themselves as students but using similar words with more confidence when describing
themselves as athletes. For example, Lucy said that she was “pretty hardworking” as a student
and Jessica said that she was “pretty diligent” when describing herself as a student, and then said
that she was “diligent” as an athlete.

Jessica and Lucy both chose their institution based on the opportunity to pursue athletics
and work with the coach who recruited them. The decision to attend school was an athletic
decision, not an academic decision. Athletic expectations consistently took priority over their
academic requirements. Their dedication to their sport required excessive amounts of balance, of

which both commented on balance being a challenge.

114



Both participants showed that their identity as an athlete was related to the rules and
systems of the NCAA and the university athletics program. Upon evaluation of when the student
used the word “university” or mentioned the university name, the participants were referring to
the university athletic department specifically. Institutional identities connected to the NCAA
referred to many of the rules, regulations, and initiatives that the participants were required to
follow. Participants highlighted specific instances related to Covid protocols, Name, Image and
Likeness (NIL) rules, mental health reform and transgender discussions. Negative experiences
were expressed related to these rules, but also to participating on a team that was considered a
non-revenue team (i.e. not football or men’s basketball), a smaller school in terms of athletic
division and being a woman in sports.

Differences were also seen in their athletic roles. Jessica and Lucy were athletes that
competed in different sports and were on different teams. This impacted the experiences and
culture that they endured. Jessica had a parent who was an athlete who had been and was an
influence in her life. She also experienced a coach leaving and navigated a challenging transition
that was not positive. Lucy endured injuries while an athlete that led to mental struggles. She
also had to adjust some of her plans and eventually retired, so viewed her time in athletics as
over in her interview rather than still active like Jessica. Lucy approached it from a reflective
state and holistically saw the impact that athletics had on her life.

Experiences As Student-athletes

Throughout the interviews, it was evident that these student-athletes saw their identities
intertwined or interconnected to the point that it was difficult to determine which identity was the
focus. Frequently, one would start talking about their academic self, which then would carry over

into a story or example as an athlete. Jessica made the comment, “as a person, I think a lot of
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who I am as an athlete and a person is very attached. It’s almost a lot of times, I feel like it is one
and the same.” In this case, she saw herself primarily as an athlete when thinking of the
connection of who she was a person.

Additionally, both student-athletes saw value in participating in SAAC. They found the
value of shared experiences with other student-athletes and the opportunities for leadership. Lucy
participated in SAAC longer, being older, and saw the value of having a voice that supported not
only her, but other student-athlete experiences.

Few differences were seen between these two participants as student-athletes, likely
because they attended the same institution. Differences were related to their sport team, major
expectations, and year in school. These differences were highlighted in the prior sections.
Support for Female Student-Athletes

Throughout the interview, Jessica and Lucy were asked to describe the type of support
they experienced as students and as athletes. Support, or ways they felt unsupported, was seen in
the form of certain people in their lives, representatives of the university that they attended and
the NCAA organization. This section will highlight these findings and elaborate specifically on
quotes that may have been mentioned before to highlight the similarities of these student-
athletes.

Student-athlete Supporters. In the interviews, both female student-athletes indicated
that there were four types of people that were helpful in helping them in the pursuit of their
academic and athletic goals. These people included coaches, teammates, parents and professors.

Coaches. The coaches of these student-athletes played a big role in the identities of these
student-athletes. First, both participants said that they chose the institution they attended because

of their sport and specifically because of the coach that recruited them. Jessica was contacted by
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her coach after being highlighted on Instagram during her senior year of high school. Attending
the institution was not initially in her plans, but because of the coach she changed her decision.
“I changed my plans and switched everything over to be with the [coach]...He reached out and I
switched my plans in a matter of weeks.” Lucy had worked with the coach previously and
wanted to continue the relationship. “I progressed a lot with [coach] I think just because she
knew — my very basic, she knew how | started. It was just a really nice transition, and she helped
me out a lot.” Lucy also said that her coach was a “huge influence” for her.

Coaches also are influential for experiences within the college environment, not just
recruiting. For Jessica, many of her coaches influenced her idea of the sport and she commented
that “super difficult to work with” coaches were a challenge and that it felt like she “was stuck
out on an island on her own” when navigating difficult relationships with coaches. Coaching
changes were difficult to navigate as well. Jessica experienced a coaching change, commenting
“Our coach left us at the end of November...That’s not a typical transition to go through as a
team. That was tough.” The coaching change affected the team in a way that she felt the team
“broke apart.” She said that it was because of the other coaches who stepped into support,
brought the team back together, and built connections with teammates making the challenges
easier. She said the other coaches have “been a positive light.”

Teammates. Another group highlighted by the participants as being influential for their
success were their teammates. The participants both indicated that their teammates were people
that they found to be helpful throughout the experience. Jessica highlighted that her teammates
were the “people you want to be close with” and are “a huge, huge, huge part of all, surviving
college athletics in general.” Lucy also commented that her teammates also positively influenced

her, specifically with her athletic endeavors, “Just my teammates. Obviously, they changed a lot
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every year, but every single one of them have all influenced who I am in some little way, which
has been really amazing.” Attending and being on SAAC was also important to be able to come
together as athletes in general. Support was found through SAAC as an avenue to have a voice.
Jessica said, “we can all get together and support each other and talk about things that are
important to us.”

Parents. Parents of student-athletes played an important role in the success in academics
and as athletes. For these student-athletes, parents were the foundation of expectations for
academics and the supportive people helping through the struggles of athletics. Jessica
commented that her parents “have been super supportive of this [being a student-athlete]” and
that her parents set the expectations of academic success “very, very high.” Her parents,
particularly her dad who was also a student-athlete, “has been instrumental in my growth to get
to this point. Even from here on, he will continue to be.”

Lucy specifically discussed how her parents helped her navigate the struggles of being a
student-athlete and who helped her as she recovered from injuries. She highlighted the adversity
of the sport through her description of how her parents helped her.

My parents. Through everything that this sport has brought me through. The traveling,

the injuries, all of the back and forth, and the recoveries that were there, and talking me

through it all, and there for me no matter what. All of the mental struggles that come with
any sport. Couldn’t have done it without them.

Professors. Professors were highlighted by the student-athletes to have been influential
in their academic success as students but were also mentioned to be unsupportive if they did not
“understand the lifestyle” of a student-athlete as Jessica mentioned. Lucy shared a story about an

academic advisor that told her she would not be able to major in what she wanted to pursue and
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be an athlete. “She told me there was no way I’d make it through all four years as a [major]
student-athlete, that it wasn’t possible. I would end up having to get rid of something, and it just
was really discouraging.” However, this student used her discouragement to motivate her to
pursue her goals. The criticism motivated her to “prove her wrong.”

Professors were also mentioned of not being supportive of the lifestyle of student-athletes
by not being willing to work with their schedule. Jessica said, “some teachers are not willing to
work with you and work around things.” The balance of practice and traveling was a challenge
and she needed “help balancing those things sometimes.” However, both participants had many
professors that were willing to help them and wanted to see them succeed. Jessica said was
impressed by many of her professors were “very invested” in her academics and that she has
“never had teachers that care about my learning this much.” The teachers are knowledgeable in
their areas and that she was learning “stuff that matters.” Lucy also found teachers to be helpful
and had one in particular who “always reached out and was always willing to help and go above
and beyond.” Professors who were willing to help not only allowed these students to believe in
themselves as students, but they also helped them “feel like it’s still possible to be a student-
athlete.”

Student-athletes and the University. One commonality that came up between the
participants in this study was that when asked about university support, the university was seen
as the athletics department. The participants discussed support related to their athletic life, and
less so to their academic life. The support that they saw was through facilities that they used for
training. The weightroom, athletic training, and nutrition services were specifically mentioned as

supportive elements.
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They [the university] put a lot of time into the weight room that’s in there. We got all
sorts of food options to make sure we’re eating right, all that kind of stuff. Our new sport
medicine facility is stellar. Stuff like that, it’s great to see them support us in that way, to
be willing to invest in our physical health.
Lucy shared a similar sentiment saying that the facilities “really shows how much they really
care about our athletes and support our success” and it “makes our job easier. It makes us want to
show up every day and train. It’s worth something.”

As great as the facilities were, the treatment of the non-revenue sports was discussed as a
way these student-athletes felt they were not supported by the university. Student-athletes who
participate on non-revenue teams noticed the difference, and this institution was no exception.
Jessica highlighted this point, mentioning a national level, but specifically at her institution:

I think sometimes I’ve seen, there’s been instances where being a [sport] athlete at

[institution name] doesn’t necessarily benefit you, because at the end of the day, a lot of

times in Division I sports, if you are not a football player or a men’s basketball player,

it’s easy to get pushed to the back burner. As much as our team wins, our team won

[competition] this year. It’s ridiculous. As much as you win and stuff like that, at the end

of the day the money comes from where it comes from. | think sometimes | definitely see

those sports take precedence over us in the things that we’re doing...you notice that you
get shoved to the side every now and then for those.

Student-athletes and the NCAA. The NCAA has stated that the mission and top
priorities of their organization is to cultivate an “environment that emphasizes academics, well-
being and fairness” (NCAA, 2022b). In this study, the priorities of well-being and fairness were

highlighted in terms of protocols related to drug testing, programs that exhibit fairness, and
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“keeping the integrity in sports” as Jessica stated. Covid pandemic protocols were mentioned by
Lucy as rules that were put in place to protect student-athletes and that it showed the NCAA
“care about our health.” Lucy also shared that she felt the NCAA did a good job of reaching out
and asking for input through various surveys to gauge how student-athletes were doing, but also
felt that it was “a waste of time,” “frustrating,” and “wasn’t really helping anything.” She never
saw changes or results and because of this, stating, “I know there’s thousands of student-athletes
that they [NCAA] listen to. Probably the bigger schools get listened to a little bit more.”
Research Questions

What factor structure underlies concepts pertaining to athletic and academic identity in a
national sample of Division | female student-athletes (sample one)?

For this study, it was hypothesized that two factors, athletic and academic identity, would
underlie concepts pertaining to identity in sample one (Rankin et al., 2016; Watt & Moore,
2001). An Exploratory Factor Analysis (EFA) was completed with data from sample one to
determine if this hypothesis would be confirmed. Chi-square test and Root Mean Square Error of
Approximation (RMSEA) were evaluated to determine model fit. Scree plots and factor loadings
were reviewed.

Findings from the EFA and Cronbach’s alpha indicated that for sample one, the 3-factor
model was a good solution for the data. The EFA was run in Mplus statistical software using
varimax orthogonal rotation. Mplus allowed up to a 5-factor model. In review of Chi-square, as
the model number increased, the chi-square decreased, but p values remained significant at
p=.00. This is likely due to the sample size as chi-square is affected by sample size, especially
larger sample sizes and results in discarding of any model tested (Bergh, 2015). RMSEA values

reached the recommended value of .08 at a 4-factor model and .07 with a 5-factor model.

121



Next, the scree plot was reviewed to consider possible factor solutions. Results showed
an “elbow” or bend at 3-factors, indicating this as possible factor solution; however, fit indices
for the 3-factor model did not meet criteria for an adequate fitting model. Therefore, evaluation
of factor loadings of a 2-factor model, the 3-factor model and the 4-factor model were reviewed.
Items that had a factor loading of .30 or higher were retained. Although the 4-factor model was
best based on the RMSEA value, when reviewed, it was determined that one of the factors did
not meet factor loadings requirements as only one item loaded onto that factor with a high
enough loading value. Expectations require that factors have a minimum of 2 items that load to
be considered a true factor. Therefore, this factor was eliminated, creating a 3-factor model.

The 3-factor model had eight items on factor one with reported factor loadings from .32
to .64, six items on factor two with reported factor loadings from .32 to .76 and four items on
factor three with reported factor loadings from .58 to .81. Factor one favored questions related to
athletic identity such as “I consider myself a dedicated athlete” and “My sports experiences are
an important part of my overall college experience.” Factor two focused on academic identity
including the question “I have a personal interest in my classes.” Items loading onto factor three
were questions grouped together on the survey that focused on respondents’ perceptions about
their academic performance asking, “How do you feel about your ability to succeed
academically” and “How do you feel about the efforts you’ve made in your classes.”

Evaluation of the 2-factor model showed similar results to factors one and two in the 3-
factor model. Factor one had seven items with factor loadings ranging from .35 to .66 that were
related to athletic participation. Factor two had 11 items related to academic identity, generating
factor loadings ranging from .37 to .78. The factor structure of concepts from sample one does

support a 2-factor structure, however, a 3-factor model had a better model fit, although not fully
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confirmed. Further analysis would need to be done to confirm the true factor and a Confirmatory
Factor Analysis should be completed in order to determine the factor structure of athletic identity
and academic identity.

What is the internal consistency of items underlying factors identified through exploratory
factor analysis (EFA) in sample one?

Internal consistency of items identified through the EFA in sample one were
hypothesized to show adequate values as part of this study (Allison, 2020; Jones et al., 2017).
Cronbach’s Alpha was used to determine internal consistency reliability. Due to some ambiguity
regarding which factor solution provided the best fit, factor solutions from the EFA from sample
one were used to guide the calculations used for Cronbach’s Alpha. The 2-factor and 3-factor
models identified for sample one were evaluated further for internal consistency.

For the 3-factor model, Cronbach’s alpha for factor one had a value of .69 which is
slightly below the recommended value guideline of 0.70 for adequate fit (Kline, 2011). Factor
two had a Cronbach’s alpha value of .72 and factor three had a value of .84, both of which are
considered an adequate or very good fit for internal consistency. The 2-factor model had a value
of .66 for factor one, which is below adequate fit, and factor two had a value of .82 which is
considered a very good fit. In both factor models for sample one, the athletic identity factor was
below recommended values, but the academic identity factors had good internal consistency
reliability results. The 3-factor solution was confirmed as the better fitting model, based on the
internal consistency results since all factors had higher Cronbach’s Alpha values than the factors
in the 2-factor model.

To what extent are indicators of factor validity and internal consistency from sample one

replicated in a local sample of Division | female student-athletes (sample two)?
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For sample two, it was hypothesized that the factors identified in sample one (Rankin et
al., 2016; Watt & Moore, 2001) and adequate measure of internal consistency will be replicated
(Allison, 2020; Jones et al., 2017). The same analyses (i.e. EFA, chi-square tests, RMSEA and
Cronbach’s Alpha) were run for sample two to determine its factor structure and internal
consistency. Scree plots and factor loadings were evaluated additionally to determine if a factor
structure could be confirmed.

Findings from the EFA and Cronbach’s alpha indicated that for sample two, the 3-factor
model with a 2-factor solution was a good fitting model for the data. Sample two had a very
small sample size for an EFA (N=40). However, Mplus was able to run a factor analysis for up to
a maximum 4-factor model. Similarly, to sample one, chi-square values were high, and p-values
remained at .00 with every suggested model. Additionally, RMSEA values were also high, with
the 4-factor model having a RMSEA value of .177. Although chi-square and RMSEA values
continued to lower as the number of factors increased, neither model fit statistic met general
guidelines for an adequate fitting model; therefore, results generated from the EFAs with sample
one became extremely helpful in decisions making about an appropriate factor solution for
sample two, since the sample was underpowered.

Evaluations of the scree plot for sample two showed two possible points of inflection or
“elbows” bends at a 2-factor model, a possible 3-factor or 4-factor model and a possible a 6- or
7-factor model. However, since Mplus only could run up to a 4-factor model, the 2-factor model,
3-factor model and 4-factor model were considered in further analysis. The 4-factor model of
sample two defined two factors with one factor having five items with factor loadings ranging
from .50 to .86 and the second factor having eight items with factor loadings ranging from .32

to .81. However, the two other factors were removed because one factor did not have any items
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with loadings above .32 and another only had two items with loadings above .32, but both items
had higher values loaded on another factor. The 4-factor model had a 2-factor solution.

The 3-factor model also had two defined factors, with factor one generating five items
with factor loadings ranging from .49 to .88. Factor two also had five items with factor loadings
ranging from .36 to .96. Factor three only had one item with a loading above .32 and therefore
was removed as a viable factor, since a minimum of two items are required to be considered a
valid solution. Therefore, the 3-factor model also only had a 2-factor solution.

Cronbach’s alpha values were calculated to determine internal consistency for the 4-
factor model and 3-factor model of sample two. For the 4-model, factor one items were related to
athletic identity and had Cronbach’s alpha value of .75. Factor two items were related to
academic identity and had Cronbach’s alpha value of .82. Both factors generated an adequate to
very good value of internal consistency. For the 3-factor model, Cronbach’s alpha values for
factor one was .75 and factor two was .83. Again, results these factors generated adequate to very
good values of internal consistency. Based on the internal consistency, the 3-factor model has
better internal consistency since it had higher values for factor two. The internal consistency for
sample two showed higher values in athletic identity, and similar values for academic identity.
Does sample one differ from sample two in their responses to individual items and
overarching dimensions of athletic and academic identity?

For this study, it was hypothesized that sample one and sample two would not differ on
scores of athletic identity and academic identity although individual items would demonstrate
variability across the two samples. In order to evaluate the differences between the samples a
series of independent t-tests were completed. Additionally, sum scores were generated in order to

create domain level scores for athletic and academic identity related items found through the
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EFA. For athletic identity, five shared items were used to create the sum score, and three shared
items were used to create the sum score for academic identity. These shared sum scores were
evaluated with Cronbach’s alpha to determine internal reliability.

Homogeneity of variance was evaluated and determined if variances were equal across
the two samples. Levene’s test for Equality of Variance was used and p-values greater than .05
would result in equal variances being assumed. Similarly, once the t-test was run, p-values less
than .05 would be considered significant and those values between .05 and .1 would be trending
towards significant.

The athletic identity sum score for sample one and sample two resulted in equal variances
assumed as p=.36. This result supports the null hypothesis that the two samples were pulled from
the same underlying population. The independent samples t-test indicated that mean levels of
academic identity in sample two (M=24.27, SD=2.49) were higher than sample one (M=23.43,
SD=2.76), which trended towards significance, t(2866)=1.91, p=.055; d=.30. The five individual
items showed that three items supported the null hypothesis that the samples were similar,
whereas two rejected the null hypothesis. The two items that showed unequal variances were
“My sports experiences are an important part of my overall college experience” and “Athletic
participation contributed to the decision to attend my current college.” These two items were also
found to reject homogeneity of variance rules in the descriptive analysis process. Sample two
showed higher levels of athletic identity than sample one on four of the five items.

Equal variances were found for the academic identity sum score as p=.58, therefore the
two samples were pulled from the same underlying population. The independent samples t-test
indicated that mean levels of academic identity in sample two (M=15.35, SD=2.67) were higher

than sample one (M=15.01, SD=2.21), which was statistically not significant, t(2907)=.971,
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p=.332; d=.15. The independent t-tests were run for the three items related to academic identity.
All three items were found to have equal variances assumed. One item, “How do you feel about
your ability to succeed academically,” was trending toward significance, whereas the other two
items, “How do you feel about the efforts you’ve made in your classes” and “How do you feel
about your overall college experience to this point” showed results that were not statistically
significant. Independent t-test results can be found in Table 14.

How do female student-athletes perceive their athletic and academic identities?

Two female student-athletes were interviewed for this study with the purpose of
understanding more about how they perceive their athletic and academic identities. The
interviews asked questions about how they saw themselves as students or athletes. Words and
phrases that they used to describe themselves or that particular identity was highlighted and
grouped into codes based on athletic or academic identities.

Athletic identity. For these student-athletes, their athletic identity, or status as an athlete,
was most connected to the sport they played or their team. Key words and phrases that were used
by these participants to describe themselves as athletes were detail orientated, determined,
hardworking, diligent, focused, team player, disengaged and having “tunnel vision” in practice.
Jessica described that she approached her athletics in the “same way I pursue academics,”
meaning that she had the same work ethic and drive in both of her identities. Lucy said that she
always pushed her body “to the limits” and didn’t “know when to stop.” She also explained that
her sport was something that she loved, and that she saw herself as a happier person when she
was healthy, competing and training in her sport.

Lucy also discussed the “mental struggles” of the sport, especially when battling through

injuries. She mentioned that recent NCAA initiatives implemented a way to discuss mental

127



wellness that she said was a “huge step” by the NCAA and felt that she was acknowledged as
“more than just an athlete.” Both participants discussed the difficulties of the student-athlete
lifestyle, particularly related to balance, which will be discussed in a later section.

Another important element to note is that it is only in the discussion of their athletic
identity that gender or being a woman or female was discussed. Specifically, the discussion was
related to transgender regulations and how this regulation negatively impacts her as a “woman in
sports.” She saw the opportunity to compete in her sport and for women in general to have their
own teams was “special.” Words such as neglected, difficult, seeing direct effects of and
negatively impacted were used to describe feelings of this regulation. Jessica also explained that
her identity as an athlete is who she is, implying that her identity is as an athlete, and as a person
she is an athlete. She stated, “As a person, I think a lot of who I am as an athlete and a person is
very attached. It’s almost a lot of time I feel like it’s one and the same.”

People who are most influential to their identity as an athlete are coaches, teammates, and
parents. Coaches were influential not only in college choice through the recruitment choice, but
also for encouragement, growth, and connection with others on the team. Teammates were
influential for supporting the day-to-day lifestyle as athletes, or the common bond of being in
similar situations to truly understand what it takes to be a collegiate athlete. Parents were
influential in supporting their dreams of competition growing up and being the foundation that
they relied on when battling injuries or needing support through complicated difficulties. When
participants referred to the university when discussing their athletic self, they were referring
primarily to the athletic department and the resources that were provided through facilities that

they trained in such as the weightroom, sports medicine and nutrition services.
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Academic Identity. Academic identity was commonly identified related to the major or
field of study that these participants were pursuing. Additionally, participants identified
themselves by the year of graduation. Key words or phrases that were used to describe
themselves as students were detailed oriented, hardworking, “looking the best I can,” dedicated,
good student, “I contribute,” studious, diligent, and always “turn my homework in on time.”
Jessica identified herself as someone who loved learning and was “obsessed with math.” Lucy
identified herself as someone who did not ever want to “do something halfway” and she would
stay up until the last minute to put in her full effort. Words used to describe themselves as
students were also the same words used to describe themselves as athletes, however, both
participants used a slightly negative qualifier when describing themselves as students. Lucy said
that she was “pretty hard working” as a student and did not see herself as “the smartest of the
smart” when comparing herself to her peers. Jessica said that she was “pretty diligent” when
describing herself as a student, and then said that she was “diligent” as an athlete.

Jessica and Lucy both exhibited a competitive nature that they wanted to be the best or
achieve the best grade possible that led to personal motivation as students. Lucy said her goal
was, “just trying to be the top at the classroom” though she did not see herself as “the smartest of
the smart” when comparing herself to her peers. Jessica explained that she had a personal
expectation to receive an A in her classes because she knew she “was capable of getting an A.”

People who are most influential to their identities were professors and parents. Professors
were influential in their academic success as students, but few were mentioned as being
unsupportive if they were not willing to help them with balance related to academic and athletic

expectations. Professors were seen as the institution representative to their academic identity.
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Parents, again, were influential in foundations that were built in academic expectations growing
up.

Student-athlete identity. As student-athletes have multidimensional identities, these
student-athletes saw their identities intertwined or interconnected to the point that it was difficult
to determine which identity was the focus as they answered questions throughout the interview.
Frequently, one would start talking about their academic self, which then would carry over into a
story or example as an athlete. The identity of being a student-athlete was commonly referred to
by the interview participants, particularly around the “lifestyle” that they exhibited and the

challenges in role balance. Specific keywords and phrases used to describe their student-athlete
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identity were “difficult to balance,” “taught me a lot,” “a hard journey,” “takes up a lot of time,”
“not easy,” and “seems impossible.” Figure 3 visualizes the many descriptive words and phrases

that were used to describe these identities.
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Figure 3

Venn Diagram of Quotes and Phrases Describing Academic, Athletic and Student-Athlete
Identities.

Academic/Student Identity ‘ ‘ e
- Sport/Team
Major/Field of study University affiliation
Detailed oriented | Student-Athlete Identity Push to the limis
Put in full effort Don’t know when to stop
Not halfway “Athlete and person Determined
Hardworking are one and the same™ Sport I love
Looking the best I can Approaches athletics Happy
Not the smartest of smart and school the same Body sore and tired
Top of the classroom A lifestyle Job
Dedicated student Difficult to balance

Doesn’t come easy
Love to leam

Love school
Obsessed with math
Good student
Contribute

Not over the top
Turn homework in on time
Studious

Pretty diligent
Expect A's

20-hour practice weeks
Taught me a lot

A lot

Hard journey

Takes up a lot of time
Not easy

Don’t have free time
Seems impossible
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Impact on others
Woman in sports
Neglected

I work super hard
Diligent

Super detail oriented
Focused

Dut a lot of time into
what I do

Take it very seriously
Team plaver
Disengaged

Tunnel vision



CHAPTER V
DISCUSSION

In this chapter, interpretation of this study is based on data results from the survey and
interviews to highlight findings from the survey results about athletic and academic identity.
Limitations will be explained to better understand challenges faced in this study that affect
interpretation of the results and considerations for needed changes for future research proposals.
Additionally, implications for practice, research and policy implementation will be addressed to
better understand key results of this study and how adjustments in practice can influence daily
work with female student-athletes. Finally, recommendations will be discussed to highlight
additional needs of future research in this field.
Interpretation of Findings

This study presents key findings that support our understanding of female athletic and
academic identity. Due to restrictions from the NCAA that the GOALS survey could not be used
in its entirety, it was necessary to refine the survey for this study to succinctly focus on athletic
and academic identity. To complete this task, a content validity review was completed prior to
the initiation of this current study. One researcher and two doctoral students, one who is the
primary researcher for this study, independently reviewed the entire GOALS survey inclusive of
88 questions and collectively agreed upon 25 questions which items aligned with academic and
athletic identity. One objective of this study was to determine if the refinement of the survey
questions was effective based on the results of this study. Data were evaluated to determine the
factor structure underlining athletic and academic identity with nationwide sample (sample 1)
and a local sample (sample 2). For both evaluations, the measure refinement process presented

challenges. Model fit using chi-square and RMSEA statistics, scree plot examination and
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evaluation of factor-loadings were used to determine a factor model. Factor loadings suggested a
possible 2- or 3-factor model for sample 1, but model fit indices for chi-square did not reach
recommended values for either model due to the sample size being large. RMSEA statistics
recommended a 4-factor model, however, evaluation of the scree plot and factor loadings
suggested that a 2-or 3-factor model was a better fit. Due to this ambiguity, Cronbach’s alpha
calculations were computed for both the 2- and 3-factor model to determine internal consistency,
which suggested that the 3-factor model was the best fit. Analysis of sample 2 resulted in similar
ambiguity but had additional complications due to a small sample size. The data suggested that a
4-factor model (which generated a 2-factor solution), or a 3-factor model (which generated a
second 2-factor solution) may be appropriate for the data. After internal consistency was
evaluated using Cronbach’s Alpha, the 3-factor model was found to be the best fit. Tables 10 and
14 outline the factor items for each of these models.

The EFA results suggested that an underlying factor structure exists for athletic and
academic identities and that these two identities can be separated into distinct constructs.
Academic identity, however, showed additional complexity in that two constructs, academic
identity, and academic self-perception, were present in the results of the EFA. Further
investigation could refine these constructs, specifically evaluating items that are loading onto
these unique factors and completing additional analysis, (i.e. Confirmatory Factor Analysis) to
clarify and confirm results found through the EFA. Additionally, further refinement of the
instrument could improve inconsistencies found in the data and improve reliability.

This study found through initial exploration that there were five athletic items and three
academic items that were common in both samples. Generalizable findings were contextualized

in participants’ lived experiences through qualitative interviews regarding female student-
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athletes’ athletic and academic identities. A summary of these connected findings is explored
further using the themes of athletic identity, academic identity, and student-athlete lifestyle.
Athletic Identity in Female Student-Athletes

Female student-athletes in this study responded to survey and interview questions
specifically about athletic identity including how they see themselves as athletes, goals related to
their sport, sport experiences in college and decisions that they made to pursue collegiate
athletics. This study found that female student-athletes express strong athletic identity.
Additionally, results from the survey and interviews indicate that female student-athletes express
more academic goals than goals leading to professional sports. Findings from the interviews also
indicate that the decision to go to college seems specifically driven by athletics. These three
themes were found in the analysis of the data and will be expanded in the following sections.

Strong Athletic Identity. Previous research has indicated that female student-athletes
have lower athletic identity than male student-athletes (Beron & Piquero, 2016; Gayles, 2004;
Miller, 2009; Rankin et al., 2016; Simons et al., 2007), although other scholars have found that
female student-athletes had similar levels of athletic commitment and athletic identity (Chen et
al., 2010). Although this study did not survey male student-athletes, findings suggest that female
student-athletes have strong athletic identity and that their athletic identity may be more
dominant than their academic identity. These suggestions were seen through the analysis of mean
scores on the GOALS survey data. Both samples of female student-athletes suggested a 3-factor
structure in which one factor was related to athletic identity and two were connected to academic
identity. This result might suggest that academic identity is more intricate that initially
understood, and that athletic identity may be less complex in comparison, likely because student-

athletes need more support from professors to balance academic requirements around athletic
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expectations. Jessica commented that navigating athletics and academics is challenging because
“some teachers are not willing to work with you and work around [athletic expectations] ... and
especially during season it can get super complicated because you are gone on weekends. You
have requirements and things for every different class.”

Navigating complex academic expectations may be one reason these women indicated
stronger athletic identities. The results of the current study reveal only the beginnings of our
understanding about the intricacies of influence between athletic and academic identity. Given
that athletic experiences are so important to these women, it is likely that bidirectional influences
are at play. For example, lack of support in their academic endeavors may influence both
identities in some fashion. What seems most likely is that the interplay between athletic and
academic identity contributes to improved or hindered outcomes. Survey guestions asked female
student-athletes to rate on a Likert scale of 1=Strongly Disagree and 6=Strongly Agree how
important their sports and academic experiences were to their overall college experience. In both
samples, mean ranges were higher for sports experiences being important (sample one M=5.39,
SD=0.79; sample two M=5.71, SD=0.50) than academic experiences (sample one M=5.27,
SD=0.81; sample two M=5.12, SD=0.91).

Similar results were seen in the interviews with the student-athletes discussing their
athletic identity more often than their academic identity. Participants frequently would begin an
answer to an interview question from the student or academic perspective, but unintentionally
continue answering from an athletic perspective. Athletic identity was more dominant in their
responses and prevalent throughout the interviews. This is supported by previous research
completed by Brown et al. (2003) that suggests that the predominant identity, ahead of any other

type of identity, including race, was being an athlete. For student-athletes, being an athlete is not
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just about what they do, it is who they are, connecting who they are to their athletic self. This
result was also found in this study, with Jessica indicating that her identity as an athlete was an
integral part of who she was as a person. She said, “as a person, I think a lot of who [ am as an
athlete and a person is very attached. It’s almost a lot of times, | feel like it is one and the same.”

Pursuing Professional Sports Unlikely. Scholars previously have suggested that
because female student-athletes have less professional sport opportunities to influence athletic
motivation suggesting this being a reason why they have lower athletic identity than male
student-athletes (Gayles, 2004; Lee & Sten, 2017; Melendez, 2006; Riemer et al., 2000; Tudor &
Ridpath, 2019; Weatherly & Chen, 2019). Although this study found that female student-athletes
have high levels of athletic identity, it also found that most female student-athletes do not plan
on pursuing professional athletics on a professional team or becoming an Olympian. From the
EFA, the fifth shared item found loading on the athletic identity factor showed that female
student-athlete were very unlikely to pursue professional sports. This item had a Likert scale of
1= Unlikely and 5=Very Likely. Sample one had a slightly higher value (M=1.92, SD=1.06)
than sample two (M=1.81, SD=1.00). Additionally, the student-athletes who participated in the
interviews commented that they were planning on pursuing graduate school options, rather than
continuing in athletics.

Although being a competitive athlete may not be in their future specifically, both
participants indicated that the sport still influences what they do in the future. Lucy, although
applying for graduate schools currently, is still actively involved as a volunteer coach in a local
club team and the collegiate team. She indicated that she coaches because she loves “the sport
and | wanna be to around it as much as possible.” Her goals for graduate school are also being

influenced by athletics, with a connection to medicine. Jessica, who had just finished her first
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year in college, indicated that she had future goals in athletics, though unknown if this comment
was related to future goal as a collegiate athlete or if the comment indicated future goals in
athletics post-eligibility.

College Selection as an Athletic Decision. Women in these two samples indicated that
their college selection was primarily based on the coach and the option to pursue athletics.
Coaches played a major role in the lives of student-athletes and were the primary reason why the
female student-athletes in this study chose the institution that they were attending. This finding is
consistent with previous research that focused on college selection for student-athletes (Gabert et
al., 1999; Letawsky, 2001; Schneider & Messenger, 2012). For the participants in this study, the
decision to attend their university was made first based more on the opportunity to be on the
team with this coach; academic opportunities were considered, but not the primary reason.
Findings suggest this in that both samples showed higher mean scores on the question asking if
athletic participation contributed to decision to attend current college (sample one, M=5.25;
sample two, M=5.65) than on the question asking if academic offerings and academic reputation
contributed to their decision to attend their current institution (sample one, M=4.94; sample two,
M=4.53). College selection for female student-athletes is driven by sports or athletics and less so
by academics. Athletic experiences were found to be an important part of their overall college
experience. Based on the means, female student-athletes in both samples indicated that their
sports experience being an important part of their overall college experience was slightly higher
than academic experiences. Although both athletic and academic experiences were found to be
important to these student-athletes with mean values over 5 for both questions on a Likert scale
where 1=Strongly Disagree and 6=Strongly Agree.

Academic ldentity in Female Student-Athletes
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Academic identity was explored in this study by asking similar questions that were asked
of their athletic identity both in the survey and the interview. These questions included how they
saw themselves as students, academic goals, and the importance of academic experiences in
college. Findings suggest that female student-athletes value their academic experiences and are
dedicated to both their athletic role and their academic role, although initial results show that
academic identity may be more complex with two constructs shown in EFA results. This
suggests that female student-athletes have strong academic commitment, academic self-
perception is important, and that these student-athletes approached academic and athletic roles
similarly. These themes are expanded in the following sections.

Strong Academic Commitment. Female student-athletes exhibited results that showed
that both athletics and academics were important. Although mean scores indicated higher levels
on athletic identity items with data skewed toward higher values on the Likert scales of 4, 5 and
6, academic identity items also showed a similar tendency, although with lower mean values.
Female student-athletes in both populations indicated that they would be more willing to
sacrifice athletic participation for academics than academic performance for athletic
participation. Additionally, these student-athletes see the relevance of their classes to their future
with sample one (M=5.02, SD=1.02) having a slightly lower value than sample two (M=5.07,
SD=5.07).

Interviews supported the fact that dedication to their academic expectations was
important to these participants. Jessica said that her expectations for academics were because of
the expectations initially established by her parents, which in turn became her own as she got
older. Lucy described herself as being “very detailed oriented” and that if she was “running late

on an assignment, I will stay up until the very last minute just so I put in my full effort” when it
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came to her coursework. The results of this study suggest that female student-athletes are
showing strong commitment to both their athletic and academic identities. This idea supports
findings by Beron and Piquero (2016) that indicate that high athletic identity was not an indicator
of academic trouble, but that low academic identity was a predictor of low academic
performance for student-athletes. Female student-athletes find both academics and athletics
important and dedicate the time, setting™ self-expectations and goals, to be successful in both
roles.

Academic Self-perception and Academic Identity. Self-perception was found to be an
important factor related to academic identity in female student-athletes. Self-perception or self-
concept is defined as the way people view themselves and is commonly researched in
psychology, although academic self-concept is widely debated among scholars as an influence
on academic success (Morris, 2020). However, results from the survey and interviews in this
study indicate that self-perception influences academic identity in female student-athletes.
Interpretation of the EFA findings of both samples suggest that self-perception was a possible
construct found within the items. Three shared items across both samples were used to create the
academic identity sum scores and were questions asking participants how they felt about efforts
they made in class, ability to succeed academically and overall college academic experiences to
this point. Independent t-tests of the sum score and the individual items indicated that there were
no statistical differences between sample one and sample two. Results can be found in Table 16.
Female student-athletes in sample 1 expressed slightly lower values than sample two on 2 of the
3 items, but sample two (M=4.95, SD=0.98) exhibited slightly lower values that sample one
(M=5.03, SD=0.82) on the question that asked about their overall college academic experiences.

Although this construct possibly was identified due to groupings of the questions on the survey,
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academic self-perception was also found in the interview results. Findings showed that these
student-athletes saw themselves more or less in a positive light as students. Participants were
asked to describe themselves as students and as athletes and they used similar words in their
description of themselves in each role, such as diligent and hardworking. However, when
describing themselves as students, Jessica and Lucy added a qualifier word. For example, when
describing herself as a student, Lucy said she was “pretty hardworking.” However, when
describing herself as an athlete, she used the word “hardworking.” The difference in description
exhibits less confidence or an insecurity in her role as student and her academic identity.

Academic Approach. “I approach athletics in a very similar way to how I approach
school,” said Jessica when asked to describe herself as a student and as an athlete. This suggests
that female student-athletes approach expectations as students and as athletes similarly, although
the roles are distinctly different. Female student-athletes were dedicated to both roles, exhibiting
mean values of over 5 in both populations on a Likert scale of 1=Strongly Disagree and
6=Strongly Agree, when asked if a dedicated student or a dedicate athlete. In the interviews, both
participants described themselves as hardworking both as students and as athletes. They also
indicated that they put in the time to finish assignments and always turned in assignments on
time as students. Similarly, these participants exhibited a competitive nature that they wanted to
be the best or achieve the best grades possible that lead to personal motivation as students using
phrases such as “just trying to be the top at the classroom” or explaining that personal
expectations are getting an A in her classes because she “was capable of getting [a grade of] A.”
Student-Athlete Lifestyle

Female student-athletes in this study used words and phrases such as “a lot,” “a hard

journey,” “not easy,” and “seems impossible” to describe what it is like to be a student-athlete.
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The challenges of being a student and an athlete are more than just academic and athletic
expectations but include how they socialize and adjust to their university environment
(Melendez, 2006). The expectations and challenging lifestyle that student-athletes endure were
highlighted through questions asking about supportive people and institutions. For student-
athletes, there are more challenges than benefits to being a student-athlete. In the following
sections, student-athlete identity is explored through the themes of balance, benefits, and NCAA
policies.

Balance. Balancing the expectations of academics and athletics is challenging and likely
why the female student-athletes in this study expressed that being a student-athlete is not easy
and hard. Participants in this study expressed the difficulties of trying to manage both athletic
and academic expectations, roles, and identities. Lucy said, “Just trying to those classes in a
STEM field, especially [major], was difficult in trying to balance 20-hour practice weeks.”
Previous literature supports that both roles of student and athlete require an excessive amount of
dedication, time, and effort (Chartrand & Lent, 1987; Hollis 2001) with each role being a
simultaneous full-time commitment (Chen et al., 2010). Being a student-athlete is more than just
roles and expectations, Jessica called being a student-athlete a “lifestyle.” Lifestyles are how you
live, habits, and behaviors or who you are. This seems to express that being a student-athlete is a
combined identity for her.

Educators were highlighted as being influential for academic identity and success, but
also unsupportive of being a student-athlete if they were not willing to be flexible with their
schedule, especially those that do not “understand the lifestyle.” Jessica indicated that she did not
feel supported by professors who “are not willing to work with you and work around things,”

expressing she needed “help balancing those things sometimes” including practice, travel, and
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academic expectations. An additional result showed that educators who did not understand the
lifestyle of student-athletes could negatively limit opportunities that these individuals pursued.
Lucy expressed that she did not feel supported when an advisor told her that she would not be
able to major in what she wanted to pursue and be a student-athlete so she would have to “get rid
of something.” The unwillingness to support the student-athlete in balancing these roles could
have long term effects on life choices and ultimately, future goals and opportunities. The lack of
support could be life altering.

This study found that these students highly valued both academics and athletic endeavors,
however when it came to feeling supported, female student-athletes only mentioned that they felt
supported in being a student-athlete if there was flexibility in their academic expectations (i.e.,
faculty being willing to work with schedule), which again indicates an expression of a combined
identity. Based on the responses in the interviews, the participants indicated that they were more
willing to request scheduling accommodations from academic personnel (i.e., professors) than
from athletics personnel (i.e., coaches). Previous research supports the idea that many times,
academic identity takes a back seat to athletic identity (Watt & Moore, 2001) and academic
outcomes are influenced by their sport (Comeaux & Harrison, 2011).

Benefits. Chen et al. (2010) indicated that although athletic identity and academic
identity may be strong in female student-athletes, and even similar to male student-athletes, the
differences between the two groups may be based on the benefits that are garnered by male
student-athletes, who typically experience more benefits from athletic participation. Jessica
indicated that she did not see any benefits to being an athlete “unless they were a football player
or a men’s basketball player.” Specifically, she referenced her own experience of being on a

championship team and that her team “got pushed to the back burner” and a male revenue sport’s

142



team took “precedence” over their team. Previous research has supported that revenue generated
sports like football and men’s basketball has more support and focus from athletic departments
(Blumenstyk, 2015; Linnemeyer & Brown, 2010; Weatherly & Chen, 2019).

Lucy used words such as job and work to describe her athletic role. She described that it
was nice to be seen as “more than an athlete” by the NCAA, indicating that she has more than
one role, though not separate. Trying to separate these identities can cause internal conflict, as
indicated by Rankin et al. (2016). These students expressed more concrete goals for their future
relate to their academic identity than their athletic identity. Future goals in relation to athletics
included coaching for Lucy. Jessica, however, only indicated future goals related to her sport in
terms of the influence of a previous coach in her life. She explained “any of my athletic goals
that [ pursue now, in the future, he will always be the biggest part of that” but did not indicate
anything specific. The data from sample one and sample two also indicated low mean scores on a
question about pursuing professional athletics beyond college, but also had high means on
questions that asked about personal goals related to sports and academics. On survey items that
asked the level of agreement with the statement “I have many personal goals related the
academics” and “T have many personal goals related to my sport,” sample one had a higher mean
score for goals related to academics (M=5.39, SD=0.782) than goals related to athletics (M=5.29,
SD=0.854) with a Likert scale of 1=Strongly Disagree and 6=Strongly Agree. However, the
wording of these questions may indicate current goals rather than future goals.

NCAA Policies and Identity. Participants in this study discussed two topics that are
important in relation to growing concerns across the nation and responses related to current
policies and research in the NCAA. Mental health and transgender participation initiatives are

not a focus of this study but were concerns for these students and their identities. These topics
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will be expanded in this section using the words of the student-athletes from this study and
should be considered for future research.

Mental Health Initiatives. Mental health initiatives have been a focus of research
conducted by the NCAA since 2018; and the NCAA has recently published their findings for
athletes and nonathletes (NCAA, 2022a). Although the NCAA study shows that student-athletes
have higher mental wellness than nonathletes, findings showed that female student-athletes
statistically have higher levels of debilitating depression, overwhelming anxiety, mental
exhaustion, and loneliness than their male student-athlete counterparts (NCAA, 2022a).

In this study, Lucy highlighted the focus on mental health initiatives as a positive move
by the NCAA. She had alluded to mental struggles that her parents had helped her through as she
battled injuries but personalized it as she raised this topic.

Towards the end [of the Covid pandemic], they [NCAA] started doing a lot of the mental

health initiatives about athletes and protecting their mental health. That you’re more than

an athlete. That was a huge step, | think, just because so many athletes struggle with — it’s

a huge, almost burden to deal with. Especially with an injury or something. It’s a lot

being a student-athlete. You’re always encouraged to be strong and push through it. It’s

nice to know there’s resources. You can open up. It’s not something that you need to be
scared about. It’s not something you just have to push through.

For this student-athlete, mental health was a challenge that she endured while she attended
college. The support around her mental health showed that she mattered to people beyond her
athletic ability. As athletes, strength is part of the lifestyle because of their training and practice
schedule. Allowing the opportunity to open up about what matters to them and that they need

help shows that they matter, that they “are more than an athlete” as she stated. Personal
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connection that embraces how they are reminds student-athletes that they have value beyond the
sport they play.

Transgender regulations. Diversity and inclusion remain as a primary focus for the
NCAA, starting with the inclusion of women in athletics due to the passing of Title X over 50
years ago. Recently, transgender athletic participation has been a source of discussion that has
been seen throughout the nation this past year. This topic has been discussed at all athletic levels
from elementary ages to professional sports. In 2022, the NCAA evaluated and implemented
participation policies that allow opportunities for athletic competition for individuals who
identify as transgender. The policies implemented by the NCAA align with similar policies
outlined by the U.S. Olympic and Paralympic Committee (NCAA, 2022d).

Jessica discussed how she sees transgender regulations affecting the future of sports, but
negatively affecting female student-athletes. In fact, she brought this topic up in two different
areas of her interview as a way that the NCAA does not support her, both as a student and as an
athlete. She explains first, the impact she sees it on female athletes:

I think some of the other rules that they’ve [NCAA] had regarding how they’ve [NCAA]

handled some of the transgender athletes and how that kind of stuff has played out has

been a little difficult to see as a woman in sports. It’s a complicated topic, but I still think
it’s important and I think some of the decisions that have been made on that have kind of
neglected. | think as far as women have come to earn the right to be able to play our own
sports, and have our own teams, and compete athletically, like getting a chance to do that,
is just so special. I think that’s definitely been something that’s a little bit difficult to deal

with, being a woman and competing in college athletics.
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She highlights that women have had to fight for the opportunity to play and to compete. For
her, being an athlete is an opportunity and a right that she has worked hard for to get to this
point. She had mentioned that she was “pushed to the back burner” for the male sports already
and points out that she feels transgender regulations in the NCAA “neglect” women in athletics.
She continued later in the interview about this topic, explaining how personal it was to her and to
her identity as an athlete:

To be honest, I think that [transgender regulations] affects me as a person and as an
athlete. As an athlete, I’'m gonna be the one seeing the direct effect of it. As a person, |
think a lot of who I am as an athlete and a person is very attached. It’s almost, a lot of
times, I feel like it’s one and the same. I definitely think that something that’s had an
effect on, not even just me, but on a lot of other female athletes.

Transgender participation will continue to be a topic of influence on sports, particularly
for female student-athletes. As this study has raised, it is not only just a matter of athletics in
general, but for female athletes like Jessica, it is personal and impacts the very existence of who
they are as women. As female athletes, the special opportunity to compete at a collegiate level is
one that they feel they must continue to fight for every day, even 50 years after the passing of
Title 1X legislation. For some student-athletes like Jessica, allowing transgender women to
participate is seen as a threat to her own athletic identity and her opportunity to participate in
sports. The reasons behind Title IX implementation decades ago are the same reasons today. The
fight continues to be focused on female student-athletes having an equal opportunity to compete
in sports.

Limitations
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For the purposes of this study, four limitations have been identified that may have
affected the results. These limitations include the size of the local sample (sample two), a ceiling
effect in the survey results, factor models defined from an exploratory factor analysis only, and
the limited number of participants who attended interviews.

Sample Size of Population

The first limitation of this study is the sample size of the local population (sample two).
With the type of analysis included in this study, a larger sample size is needed to analyze the two
samples and be more confident in the findings. The aim was to have approximately 80-100
students participate in the study so that the sample size would be large enough for correlations to
be reliable (Tabachnick & Fidell, 2007). However, only 43 students participated. Since this
number is less than half of the recommended population, elements of this study were impacted
including power, model fit, and homogeneity of variance and findings of sample two should be
interpreted with caution. Anecdotally, the reduced number of participants may have been a result
of the Covid pandemic negatively impacting these student-athletes’ personal and college lives.

Sample two was underpowered. Power measures the sensitivity of analytics to determine
real effects (Pagano, 2010). Thus, having an underpowered sample created challenges in
determining the probability that results are true effects and prevented a properly fitted model for
this data. For this study, low power was seen in the EFA results in the difficulty encountered
fitting a factor model for sample two. The results of the data were ambiguous and showed
inconsistencies. Although multiple techniques were used to explore model fit, including factor
loadings, scree plot analysis, and Cronbach’s alpha, a true factor model remains uncertain. If it
had not been for sample one that established a foundation and guide, the data for sample two

alone would not have given a clear understanding or solution for this study.
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Model fit was also difficult to achieve as chi-square was unable to be used to evaluate
models due to challenges with sample sizes. Chi-square model fit recommendations were never
reached with sample one as chi-square is sensitive to large sample sizes (Bergh, 2015). With
small sample sizes, the challenge is power as described above. Although model fit with RMSEA
values were eventually reached within the recommendations for sample one, the recommended
models were difficult to achieve when evaluating factor loadings. Sample two had too small of a
sample size so model fit was never reached.

A third area that was affected by sample size was the homogeneity of variance (HOV)
results. The results of this study showed that seven total items, two of which were used in the
athletic identity factor, violated homogeneity of variance for the independent t-tests; again, likely
affected by sample size. As the two samples used in this study were not pulled from the same
underlying population, resulting in heterogeneity, the distributions and mean scores were not the
same. In addition, a differing factor model for sample two may have resulted from a larger
sample size. The recommendation is to interpret the findings of sample two with extreme
caution as results from this study cannot be interpreted with confidence. For future studies,
sample size could be expanded by using different data collection methods (volunteering in-
person rather than through an email invitation), or even expanded to include participants from
other institutions of similar sport and conference make-up to improve the likelihood of achieving
a higher sample size.

Ceiling Effect of Survey Results

Another limitation presented by the data in this study is that nearly all items demonstrated

ceiling effects as scores clustered toward the upper limit of the Likert scales (Chyung et al.,

2020; Cramer & Howitt, 2004). This issue in survey data may occur because there is a limitation
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in the sensitivity of the survey instrument and can occur with surveys that measure perceptions
and opinions. Due to little variance in data, limitations can occur because it is difficult to
accurately measure true responses from individual respondents while distinguishing them from
others (Chyung et al., 2020). It would be important to explore this further by analyzing this
survey with a different population of student-athletes to determine if it is a phenomenon related
to female student-athletes or if the ceiling effect is seen in other samples. However, for this
study, it is likely that ceiling effect occurred because the survey instrument was not sensitive
enough to capture heterogeneity in the 3rd quartile of the distribution. Response options could be
adjusted to improve data variance, such as increasing the number of total response options for an
item, a ranking scale or adjusting the responses to only using a positive ranking scale (i.e., agree,
moderately agree, highly agree or strongly agree) (Brown, 2004; Chyung et al., 2020).
Completion of Exploratory Factor Analysis Only

For this study, an Exploratory Factor Analysis was only proposed to be completed in
analysis. A Confirmatory Factor Analysis (CFA) was never approached in analysis proposals. In
retrospect, the CFA should have been included in the methodological plan of this study to have
the ability to determine factor models found. The CFA would have helped identify if the
constructs of athletic or academic identity could be confirmed with the GOALS measurement
tool and if the data fit the proposed theory-based models. By not including CFA, the study is
limited because the results found are only based on the current data and not on theoretical
framework or concepts, which can be formally tested. Due to the ambiguous nature of the results
in the Exploratory Factor Analysis, conclusions on a specific factor model were not achieved. To
specifically identify items and factors that contribute to athletic and academic identity within

female student-athletes, a confirmatory factor analysis should be completed.
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Limited Perception from One Institution

A final limitation for this study is that the results in sample two and the perceptions from
the interviews were only from two participants who attended the same institution. This may have
limited the expression of varied experiences. This limitation does not allow for variability in
responses necessarily, although experiences of the participants can differ some based on
individual backgrounds, coaches and their team expectations, the length of time they are a
student-athlete and the differences in academic majors and programs. Expanding the survey and
interviews to other institutions might allow differences between NCAA conferences, sports, and
academic levels to be highlighted as well to determine if there are commonalities and differences
that affect results.
Implications

Female student-athletes dedicate many hours to their sport and their academic experience
while attending their university, and these two endeavors seem to support their academic
performance. This study explored the dimensions of and techniques for measuring athletic and
academic identities in female student-athletes. Additional research will need to be conducted to
determine a) specific factors, and b) the impact of each factor. However, there are findings from
this study that can begin to help educators and researchers understand the balance between these
two identities and the characteristics of female student-athletes that provide the mechanism
through which they benefit. The following provides probable implications from the findings of
this student for both practice and research.
Implications for Practice

Within higher education, how professionals interact and support student-athletes must

evolve to ensure that these students are supported with the challenges of balancing athletic and
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academic expectations. Given the differences between male and female student-athletes,
different approaches are necessary, and this study highlights there are specific areas that female
student-athletes themselves expressed regarding a) why they choose to attend college, b) how
their two identities are equally important, and c) how educators can support the success of female
student-athletes by helping them balance expectations in pursuing athletics and academics. The
following sections will elaborate on each of these areas further.

Collaboration between Athletics and Academics. Female student-athletes are making
choices to attend postsecondary schools based on the coach and the option to pursue athletics.
This study highlights that coaches play an integral role in recruitment. Coaches drive the student-
athletes’ decision regarding their commitment to a university. The female student-athletes in this
study indicated that they chose their institution because of the ability to work with a coach that
they felt comfortable with and is supportive. In this study, academic opportunities were
highlighted as a consideration during the recruitment process but not a driving factor for
attending their institution. Coaches build a bond and a connection with a student-athlete during
the recruitment process, sometimes even before the student-athlete steps onto campus. Female
student-athletes depend on support from coaches to assist in the transition process between high
school and college, but also for growth in their sport. Coaches bring new recruits into an
environment with other students who share experiences as teammates, athletes, students, and
friends. The participants in this study also saw their teammates as a part of a support system in
their “survival” of the complex journey of being a student-athlete. Unfortunately, relationships
built in their academic life were seen as more challenging and less supportive. The challenges of
academic life were expressed through revelations about professors and advisors who did not

understand the lifestyle of student-athletes or denounced and were not encouraging of their
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athletic endeavors. A supportive structure is built in athletics that begins during the recruitment
phase for a student-athlete. In order to build a supportive structure for academics, engaging
academics in the recruitment process for prospective student athletes should be considered.
These steps can be as simple as including academic tours and building connections with
supportive university representatives such as academic advisors or professors who will work
with student-athletes. Highlighting both roles for student-athletes from initial recruitment may
assist in building a more holistic supportive environment.

Importance of Academic/Athletic Identity. This study highlights that female student-
athletes have strong athletic identity. However, female student-athletes also have strong
academic commitment, though lower mean values on survey items, showing that female student-
athletes prioritize goals and expectations in both roles. Female student-athletes in this study
agreed that both their athletic and academic roles were important and approached both academics
and athletics similarly. Female student-athletes in this study exhibited characteristics of being
hardworking and dedicated, willing to spend the time needed to be successful in their sport and
in their classes. It may very well be that there is a bidirectional relationship between the drive to
be a better athlete and the drive for academic achievement and vice versa. Female student-
athletes also expressed a competitive spirit wanting to achieve the best grade or being the best in
the classroom, including putting in their full effort to turn in quality work. The participants in
this study expressed that they always turned in their work on time, even if it meant sacrificing
sleep or other personal plans to get the work done. Graduate programs and additional schooling
are also future goals for female student-athletes, more than professional athletics or pursuing
Olympic opportunities in their sport. Support for female student-athletes entails expressing

acceptance of their lifestyle and the importance of sports and academics as a combined identity.
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Participants sought support from individuals who are willing to help them achieve through
balancing expectations to allow them to be the best in both academics and athletics.

Balance is a Primary Concern. Female student-athletes struggle to balance athletic and
academic expectations. Participants in this study highlighted that finding time to get everything
done, between athletics and academics, was difficult and demanded their time and attention.
Athletics seemed to dominate the expectations of participants, with daily practice, traveling,
weight training, and competitions. Female student-athletes look to educators, mainly their
professors, for flexibility in helping to navigate expectations. In this study, Jessica said that
professors who were willing to give assignments ahead of time or those who allowed for
adjustments in exam dates when traveling alleviated stress. Both participants in this study
expressed a desire to put their best into their academic expectations and achieve high grades, but
balancing these two identities can lead to conflict, many times having to navigate the challenges
themselves with minimal support. For example, the student-athletes in this study expressed that it
was difficult to work with a professor who did not understand the demands of athletic
expectations, or “the lifestyle of student-athletes.” For her, the professors expressed that per
participation in athletics was a choice for her and that she did not have to be an athlete, but in the
student-athletes’ perspective, athletics provides financial support for her to go to school. Helping
student-athletes achieve expectations while providing academic flexibility is an important way to
assist with balance. Recognizing both roles as equally important to female student-athletes
allows them to feel more supported, valued and accepted.

Implications for Research and Policy Implementation
Research related to female student-athletes is currently sparse and would benefit from

continued growth in determining athletic and academic factors that benefit this unique

153



population. This study represents a beginning to larger areas of research that will explore athletic
identity and the impact that it has on the success of female student-athletes in the classroom. Key
areas for research related to female student-athlete include a) measure development of refined
GOALS survey, b) the role that academic self-perception plays for female student-athletes, c)
mental wellness of female student-athletes, and d) the impact of policy implementation on
identity.

Measure Development of the Refined GOALS Survey. This study explored a refined
GOALS survey to determine if a factor structure and internal consistency reliability could be
achieved while exploring athletic and academic identity related items. Initial results from the
EFA of sample one showed that three constructs were identified, one specific to athletic identity
and two constructs related to academic identity. Cronbach’s alpha generated acceptable levels of
internal consistency reliability in shared items of athletic identity and shared items of academic
perception. Additional testing is necessary to refine survey questions even further for both
identities and to explore if a ceiling effect is occurring based response options. Since no
measurement tool has been found to explore both athletic and academic identity in the same
instrument, this study is an initial step in exploration of this area.

Academic Self-Perception of Female Student-Athletes. Self-perception was an
important highlight found in this study as an expression of how female student-athletes saw
themselves in academics. The EFA resulted in a suggested 3-factor model, with two factors
dedicated to academic identity. One of the factors had three survey questions that specifically
asked respondents about their self-perception as a student. The questions required participants to
rate how they felt about their ability to succeed academically, the efforts they had made in class

and their overall college academic experiences. Although the relationship between these
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questions as a factor could be related to the wording or the location of these questions on the
survey, the finding of academic self-perception was also found in qualitative analysis. The
female student-athletes in this study described themselves as hardworking, diligent, dedicated
students. These same words were used by the participants to describe themselves as athletes, but
both participants put qualifiers on their academic description of self, such as “pretty
hardworking” and seemed a little less confident in the way they spoke about their academic self.
Lucy described herself as not being the “smartest of the smart,” and Jessica said that she had a
“problem” in that she was “weird” to enjoy mathematics. Further exploration would be needed to
determine if self-perception is also seen related to athletic identity or if self-perception is
prevalent in academic identity because athletic identity is more dominant.

Mental Health of Female Student-Athletes. Although not a primary focus of this study,
mental health was found to be a prominent concern of female student-athletes and their success.
As highlighted in this study, female student-athletes face a tremendous amount of pressure to
balance athletic and academic roles and expectations. They expressed a drive to be the best both
in their classroom and in their sport. However, trying to achieve the balance can be
overwhelming and challenging. Jessica and Lucy used the words “not easy,” “a hard journey,” “a
lot,” and “seems impossible” to describe how difficult it is to be a student-athlete. Recent
research by the NCAA focusing on the mental well-being of student-athletes showed that female
student-athletes experience more symptoms of depression, overwhelming anxiety, and mental
exhaustion than their male counterparts (NCAA, 2022a). Connecting mental health to the
stresses of identity is key since female student-athletes feel overwhelmed by their roles as both
student and athletes. It should be explored if high levels of both academic and athletic identity

result in higher levels of stress. However, these results also show that females in general, both
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nonathletes and student-athletes, had higher percentages than their male counterparts. Mental
health of our female college students tends to have greater challenges than those of our male
student-athletes, especially at Division 1 institutions.

Policy Implementations and Identity as Female Athletes. This study highlights the
need to explore how policy implementation, particularly by the NCAA, impacts the identity of
female student-athletes and in turn, their experiences. Policies that have recently been
implemented and are still under review by the NCAA could have serious implications on
women’s athletics. In particular, two highlights from this study were the Name, Image and
Likeness (NIL) policy and rulings on transgender athletes’ participation in women’s athletic
events.

Participants in this study have not personally benefited from the NIL policy but did
mention that they knew athletes that were already receiving benefits based on their status as a
student-athlete. This policy could impact academic performance as athletic roles allow student-
athletes to be paid, making student-athletes focus more on athletic performance, and encouraging
higher levels of athletic identity. A small number of female student-athletes are receiving
benefits from the NIL ruling, but as these numbers grow, differences in academic performance
should be observed.

A second area of focus related to NCAA policies that should be considered for future
research is the impact of transgender regulations in athletic competition, particularly the
differences between impact of women teams vs. men teams. Based on results of this study,
female student-athletes feel like the rulings could change the makeup of the sport and might
personally affect them as women and as athletes. The influence of athletic identity is one area of

focus that should be explored further as this topic is discussed or implemented more in the
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NCAA. Title IX gave women the right to have an equal opportunity to participate in collegiate
sports, and future policies could positively or negatively influence the movement that happened
to pave the way for this generation of women athletes. Exploring the feelings, thoughts and
struggles related to their identity as female student-athletes will allow scholars to understand the
drive to participate in athletics even more.

Overall, research on female student-athletes will enhance the understanding of athletic
and academic identities, the connections between these identities and how to better support
women in higher education. As current trends show, women pursue postsecondary education at
higher rates than more we can understand the needs of these students and how to best build
support programs to assist them in their pursuits, the landscape of higher education can be
molded into systems that allow all students to grow, feel connected, valued and support to reach
their goals.

Recommendations

Based on this study, the primary recommendation for future research is to expand the
sample size for the survey data. One way to expand sample size would be to collect data from
student-athletes attending multiple institutions. If data had been collected at multiple institutions,
different experiences would also diversify data results allowing for deeper understanding of the
female student-athlete population as a whole. Expanding the sample size will allow less
ambiguity in the data and allow for factors to be more easily identified. Additionally, multiple
conferences, sports or divisions could be compared individually to determine shared experiences
also if sample size was larger.

A second recommendation would be to complete a Confirmatory Factor Analysis of the

data. Aligning sample size to meet expectations for a CFA will allow the results to be explored
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through a theoretical analysis of the CFA and allow deeper understanding of factors that
contribute to academic success in female student-athletes. Understanding the specific constructs
to success will allow more targeted recommendations to be proposed for those who work with
female student-athletes on a regular basis.

A final recommendation would be to conduct interviews with female student-athletes at
multiple institutions. Conducting additional interviews would allow researchers to determine if
results found in this study are unique to this institution or if similar results are found with other
female student-athletes that attend different institutions. The selection of institutions could be
unique to a conference or division also. Specific themes related to how student-athletes feel
support from their athletic institution should be explored to recommend services that female
student-athletes feel are important toward their success.

Conclusion

Results from the samples explored in this study seem to indicate that both athletic and
academic identities may play a role in the success of female student-athletes in the classroom.
Athletic identity is prominent in female student-athletes’ everyday life, but academic identity and
achievement are also high priorities. Survey and interview results in this study showed that
female student-athletes are dedicated to achieving in their sport and in their academics. They
expressed similar levels of dedication, goal setting and positive experiences in both academics
and athletics and deemed them important elements to their college experience.

Coaches, parents, professors, and teammates all play an important supportive role in
these student-athletes’ lives through encouragement, mentoring and supporting balanced
expectations in both athletics and academics. Female student-athletes in this study expressed that

being an athlete is who they are and people who understand the lifestyle of a student-athlete are

158



those who support them in their pursuit of athletic and academic goals. Collaboration between
athletics and academics may be of benefit to the female student-athlete experience as it will build
more understanding of the needs, desires, and characteristics that these students bring to their
sport and the classroom. These insights may provide additional understanding of how to best
support and enhance the educational experience for all student populations as students pursuing

post-secondary educational opportunities are having to balance more roles and expectations.
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(Please respond to sach item) L7 Worki aia b&wﬂ & my major
king ‘ata bb{’lh a0t vacassarly ore that s related
to iy mi
A A iy uatd, eal ool
g In '\e

{ qﬁmaﬂ lo wy epar (a9, Inning,
S/ playing professlonal spors, ela)

. Acaderic reascns?.......... .,‘:_/_:_..:5‘. s

b Athletic reasona?...... .‘.........\........ e K6 (o \
C. MRTICAl FRASONET wir s missmimetmamienasc s 1) |2 \ |

d. FiNancial fEES0NST wuciwssmssan femmialumssse \ O\ _  Taking soma Irersition tin2 cr 8 tearsillon jcb befcra
o Family J Personal reasons? .. o o0 L embarkirg upan a creer
s {1 Staying st home | s=rAng 93 B ceregl/er
18. \Which of the follawing best describes your gument 1 Izan'tyat hava ary poat-collage plans or goale
averall arade polut average?
) A &) Bt 22. Do you think you wil go to graduala school or obtain
: an advanced professlonsl degree {for axample, law
& e (e degree, madical degree, master's dagree, doctarate)
i e at sone point affar colla?
) B [ Dorbelow (0 oy Skel
‘1 B- L] Negredes 1] B g
pd e P ORI Mol
L Mot sure
18, How important is gradustion fram this college or ' Somawnatunfikely
o ccbailexs L Very unlike’y
15_ 23, How do you feal aboul the classes thet you have taken
this year?
a\ 1 have enjoped [hem 21|
% e 1 Thave enjoved most of them
% 11 I heve enjoyed some of Ihem
&, To you? sy QOO0 I Fhavantanjoyed any of tham
B. TO YOUP RMMIIIYT<ovvs o mermminir s wrssmemen 3 L300 0
I' c. To your coffage coach? ..., (88 B0 B N B

L. 284294D a4 Serial# |
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24, I you woren't a student-athlets, would yau have faken
the same cfasses this year?
11 definitely would chooxe [hese dasses agaln
L) | prebatdy would choose Ihese classes again
(1 ) presasly would nol chaces these Masses again
- 1 definitely would pot choose Ihese classes agaly

25, Thinking about your classes this year, haw mugh do
you agree or disagres with (ke lollowing statements?

N Y
A

ara refevant 10 My AU cewiiwnes 00T L LD

b, | have parsonal infersst 4 may
classes ()

& | lhought ha dasess wauld be
833Y,

d. Aprofassor or aczdemic advisar
recommenced the dlwm;

. My parends expected 1pe ko
hase classes. ..., Wi © TR |
f. My coaches recemmandad | \
fake thase dassas.. uua
@ My taammatas meommentiad
| 1ake thase P
h | 1zak theee claeaas prlmad!y- o
stay scademizally aligibls o s ¢
MP,D PAPROIVEPEW .

I, | kok these elssos bocause hey
fitwith iy praclice stheguld wame, -0 L) L0000

1460

OO

N SESINESTIS)

1¢)

26. Have your caaches or others in the athktics
department (e.q., academic advisors) discouraged
you from chaosing gertain classes?

. Never
L Qnoe o twico
Qllen

27. Hae your athlelics participation prevenied you from
taking glagses that you wanted 1o take?

L No

! Yo, cut | curran By do not have regrets aboul thoee
cziirse choices

' Yes, and Lourrertly co have regrats aboul those
aeuese sholees

284294E
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28, \What Is your major area of study? (Fill inanly ons circle) 4
. Bicloyicsl Sclerces (Zoology, “hyalckoqy, eic.)

Busineas (Aocounting Marketng, Parsonnel, eds)

( Commuricafiors (Jourmalism, Puclic Relators, alc.)

Echication (& leeentary, Special, ae.)

1 Erwjinesring, Compuledinfonmstion Sciemces

) Exerdee, Spers, K naskology

£ Humanities and Flre Arta (Musiz, Religion, Englsh, ¢ic)

Bhwys cal Scle and Mal les (Chamislry, atc,)

1 Profeszmonal Sudivs (NJrsing, Ocoupatiznal Thamapy, el

Socls| Scianaee (Paycholagy, Hislary, Feancmics, ele,}

Cher acadamio fizk

1 vz ol yel ehosen s major ansa of shlz;n
(Skip Questions 29-30 and go to Quesiion 31)

uld cheose thiz ajor again
d cheesz Lhis major agoin

) 1A 0,
1 gl eo this majar agaln
\ VA | peobe d rot choose Bhis iaor epain
\‘ \ 5 i rol choose this major again
e
Ha# athltics perlicipaion prevented you from
maloring in what you really wani?

[) No
© Yos, bat Feonently do not have regrote about sy
choica of majo”

! Yoa, 6nd | cumenlly £g Fevo regreds about my choice
of mear

Questions 3134 are related to

Nondraditional courses are those that do nol include
regular insperson mootings In a typleal classroom setting
or lecture hall. They may include yweb<asad, lnde pendent
study or directed reading courses.

| 31, So far during your college exparience, have you. .,

[Select 2l that apaly)

| Taken morwtraditional courses Hat were afered

! Taken mumalwm; nat were alfered
ihrowah g ditergntivliwge:y

© HNol lakan ery non-radiional coursas? (Skip
Questions 32-34 and go to Quastion 35)

Serial # ‘ .
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32, Wyou hava takan non-traditional courses, when did | 35, How well do tw following statemenis describe your

your lake them? (Select all that apply) alassroom orstudy axperiences 50 far In collage?

I During the schoal year

1 During the sumeres

33, Wyau have taken non-traditiaonal cosrses, what were
soma of tha masons? (Select all thal apply)
. Togat ahead academically

34, How much do you agree or disagree with the following
atataments about the non<raditianal courson
you've taken?

Ll

- Toregsin ellgiblity curing the offeageon

| Tha courso is only offered as a non-adifonal ccurse

a, | feel hat :hese courses ars \

b. Hearn as much or moma v thesa

They were mcra convenient 1o my academic schedule
They wae moro comvenient 1o my atble 2 sobeduln
Wy comches rscommended such courses

| prefar the slruchwre of non-radiilc nal colraes
Tha coures is requirnd for oy mejor

s difficul as “radilloral” cnursd\.. i

zcowrses a9 1 do in raditionsl’ \,.- ;
COUROWD, 5245 crvbrar ik s rirint poseaion b

. | spend a8 much dma orme-a

on Ihese courses 2% 1 doon : k-
WAIIONE]* COUIBET . uummmnvmss | L) ET LT (D

284294F <8J
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a, | gul off s'weying more Lhen
| srould

h, Even when don't Bke a course,

| wark hard ' gt 2 good grade ..., | ()]

& Whan work (3 difficalt. | sithar giva
Jp o sludy only the sasy pands.....

4. Wy rreira wandars a lof when
| stucy.

AN NPortan) 106k e v miereimnnmm |
§ ey Wt | will Bk omt of
schaal,

Vihen I take 3 1231, | realize

1 hive studied tFe wrorg
maecal

During class disaliesions, |
Troutia figurng aul 'whal i
Imporent eraugh lo putin
my nclos

have

Serlal #



36, So far in college, low do you feel about. ...

_ Y

YOUP CIISIEI? oo e mammmre

b, Youwgm»im
the TR IO U L &

o. Your ability 1o sucoced
2E8MBANT nusmivnsiommimimmere

d. Your gverali collegs peademic )
EXPEENce 10 thi POIM? i

37, Have your consher or others in tha athletics dapartment
ovar discouraged your fram pariicipaling in an

axtracurricular sctvity that interested you?
() Yoz
{1 Ne

38, Do you helleva that youca
an effact on yaur overd

1 Yas. | bedave that m

1) No, | biewa soorts pedizipstion haa had po glact o
my GPA

30, How much have the fellowing people [mpacted your
aAgademle gareer 5o far at this college?
%

3
% 3
ALY

WY

e  § O R |

e The tiors inyour athletics
deoartmert.

DOOO0

284294G
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40, How satisfied or dissatisfied are you wilh each of the
tollowing academic and carear support services ‘(
offored by your institution or atHietios department?

a. Academic advisors W asalst
wilh caurea saleation andear 3
rFIonite” Jegraa ProjiES.aemmaea 0 o L1

N 111 TR e

(151 oo, e |
d, Pricaily ragislralion ... v 4
o, Camer Gounet Mg ww e namins L0011

41, Please ingicate th extent (o which you agree or
disagree with the following staterments;

A\
%"aa%

a. | see myssll a3 partof the
campus communiy & tys
college

b, | hawe a sonsa of kelzging lo
u L]0 T PR Rmel 5 | G LS

c, Alduics provides e o connedion
10 his CaMPUs.c.n e ciiiccamcams (SRS T

Serial # | .



42, How many of your closast friends at thia college
am on your sports feam?

All ef my closast cellege rends are on the leam
L0 Many of my clogeel eolloge [nendsare on Bha tbam
© Sama of my dasesl collega irlends are o ihe leam
[ Eow of my closest college frands ane an the txam
. Neng of ry chisest callege ldends are on the team

43, Haw do you feel that being an athlete has impacted
yeur ability to fit In gocially on this campus?
I Groally wiped
! Halpad somewhal
\ Neither helped nor hurt
) Hurt somawhat
L) Greatly hart

ad, Whils at thie school, have yaur roommates been other
studentathlotes?
¢ Yes, Iva reomed with studon-othiclos auety year
' Yes, Pva reomed with slud.mhbhsmm
yaar

.+ Ne, I've never !vedﬁlh

45, Onawerage owovlhn

spant taking part in
aativities of any typo? (ﬂl in akly dvc
{1 One ar rmere hours percay

© 1 Afew hours cer vess
A few hours cer mah
A few hours zuring the yaa*

T Oid nol participsala in sevice or valuntoerism [ast yeer

O

6. Are you rpquirad to take part In gandce prolecis or
woluntens activilies as part of your athletics
parilzipation? (Fill In only gng eircla)

1 Yas, my conchfioam goquires i froroedly

! Loz my cosch/leam requires i pecasiorally

L My coacivieam suqgests we lake pan n Ihesa types
of aciiviies but does nal reguire them

© 1 Mo, wa do nattzke part ir such adivites as & lear

284294H
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47, Please indisate your level of agreomaent with the follawing
slaternent: My partic n ) service ol (v
dcliviles with gy team was a valuable exporiance.

L0 Slrongly agras

Agrea

' Somewhel agree

L Somewhal disagree

() Disagras

[ Slongly disagrae

{ Not epphcante | Did not part cipate In volunizensm

48. Hew oftan da you Interact an a peraonal laval (Tike
having a conversation, sating togsther, hanging out at
practics, otc.) with peapls fram athar raclal or ethnls

roups?

) Every day

{1 Meary every day\

) Mustdbx!
15}

dd.yoni fasl ahout the expariences you

%9\\\}- Rad i people of st ool or sl seoue

' Viary good

C 0 Good

‘ ¢ ) Scoanewhat Jood
(| Samewhat sad

) Bad

O3 Very bad

50. Do you ballava that your athlatica paniclpaiion has had
an sffact on your intaracticns and axpariances with
peapls fram other raclal and sthnlc groups?

L0 Yes, || Fes had a 2aglive effect

Yes, | has had a pagatve elfact

No, # has had no eflect

Y
i
Y
]

L)

Serial #
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51, Please Indicate yaur Faved of agreement with each of
tha following statements akout the akmosphere or

climate on your team: 1;\‘ %‘
d %”a}%ﬁs

mambers of e IB3M v eemsmmen o 00T 000

B, My soachas and tsarmales ars
aceapling of gifaring viewpaints . ey =
LUDE T EEee— b AL AW AR ® I

o My couches and leamreles are

aiways resceciul of prisons
from othar raciséathnic groups, .., ! L)

g 4 RECRUTMENT =\
52, Haw much do you agree ar dlngruﬂﬁl-o—ac {hﬂ
foRowing reasons contri r dﬁllo t\

% .
o AORARNY

1BPATBLNNY, BB, (aworemmnemninme ) (3 CYEI Y0
b, Ahlelics ParliciDaton (e wsime
. Proximily to bome. familly,

TABIIED & i o st i

4, Preximity o keafrinrd,
grifdond, EROUSA « .. mammimmnors 1

a. Sockd scene at Wi school
or hava frisnds altanding._. ... i 1

f. Expectatens (of parenis, teechars,
COMMUNILY, SIL) crnsirmmem s mmmme |

OG0

284294|
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‘
\

N
54. [Prlor m&lﬁ In your current colleae, did you visil
\ 5 {t ron an officlal or unofficlal visil)?
\ Yas ,

\
N

-

53, Basad on what pou know now and what others (e.q.,
friends, coachas, alumni) told you fo eupoct, how {
aceurata werm your Initlal axpectations ol. . .

A%,
3‘*:‘3;&%

6. The glhlelics sxperivca &l lhis
cellege

b. Tne geacemic axdarlance at thia

collogeT OO0
c. The zggial exgariance at this

collega?, 1 M
€. The time of daing a

)

st at this college? vuw '

-

5. Ware you recruitad lo play sporis gl your curcend
sellege?
Yo, 2 coiddy o olhess conswtes ine prioe o when |
anrolled in 1¥s schoecl

. Yas, butnotwyll | had giready enrolli2d W this school
. No, | 'walkad orto the tearywihcut baing recruited

56. Please indicMe your lovel of agreement with the following
statement: Lwould have atlended this colleqs even if &
different coseh wis hara,

! Strongly agraa

(1 Agme

| | Spmawtal agree

( Sorewiai disagroe
| Disayee

I 1 Etrongly dsagoe

serial# | |l
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57. Erlerto coming e this colleqe, approximately how
many schools speciiically contacied you about playing

sporis for thalr schael? (NOTE: Po nat inshude form
fetlars thal may have been sent to many recruits at

ance.)

. None (Skip Question 58 aad go to Quesiton 59)
) 18

[ 102D

L. Mo than 20

58, How much do you agree or disagres with each of the

follawing slatemenis

| A\ Y
‘ém

2. The Infoamak on | recelvec
during reciuitiert helpes
e dacide wrl college
to aitend

b, Some of the coaches rezutiing
ma cordactad me ton oftan.. .o,

9.

college?

. Parerds of relatives cusiumsmammm ssinimeen & £ 1 C)
b. Friends ! leammams ... wasiemmmn wmersmmen & L)1

©. Teacher | culdance COUNBEION . wmumimmn L1 1
d. H'gh SCNOOI COACH. e v mmmmrmmmimerssmmse &/ L 1 L

e, Othar ceach |a.g., eummer
[8ague cr AAU CCAEN) . cicismiminnmasimismunns b () )

f. Ofhar xduls X OO0

A0, ‘Whare did you attend high school?
+ 1 In tha Unitad States or Canaca
I arother country

2842944

|_I

-
w 5: HEALTH AND WELL-BEING

| B1. During the laxt 30 days, on how many days (if any)

|

did yau hava tha following problems or symptoms?

b, Troubla with sinus congestion,
UNMY NOZE OF BNEBZ NG 1ewwimimmmsaras - L0 L0 L

G Difficully Fynking or
freling

d. Troubda slaaping RS S DEOLY

. Steyed ey msm of

a

Lo L)

\:,\. LRSS

h&mleﬂm peing, have you
3{ do yeu keleva you have had

ng gu%
di
\/ -

,M than cnca

A Yes, once
(1 Ne

€3. The guestions In this scala a5k you abeut your feelings
and thoughts during the Bast month, For each, please
Indicate how ofien you felt or thought a certaln way.
nave you ‘el hat you wore

%48
TN
urable e corv el Ihe fmaortar,

g 10 YourlifeT .aueeamwumme (10 1]

b. In tke last month, haw oYan hava
you felt conflident sboul
your abi ty to Fandle your
parzenal probBrsT e n e

. In the Inst moalh, how cllan
nave you felt lhat th'rgs were {
A0ING YEUr ‘WY T srmmeveswrmrmsemermrmns o) L3 £0 L

d. In tha lest month, how often
tave you kAl dificulkivs were
FAng up 30 high thet yeu could : )
(% L0 TR 1 (AT [y e S )

a. In tre Iast montn, how clan

(A E® IR N
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54, How sallslied are you with the care you have recelved 67, How often do you. .,
froen athlelic tralners, lwam doctory, gie. at your curment 4
college when you have had physical health issues?

L Very sulisfied %

I Somawhal satislad ﬂ %
Neither gatisled nor dissytisfied 30 P %x
Sorrawhat dise atisiad % % %

)

)

) Vary dissalished 5. Eat atleas! some graen ;
 Thave nol recedimd cara for shysical heallh issuas CEDT 131 7 S— ussnnnsnds” by L2.CTE) ) 6D

|
(
{
(

(

-2

. Eat atJeaet 50me FIUI? e mmwen “T L3000 (300
685, How much do you agree or disagree with the following 5 E
stalements? o. Engage n vgcrous

oardioy ascular 3cEVIlY 7 v im0 L als
* 4, Gel atlzast sevan hours of L )
'i ‘g sleep?. OO0
. Feel like yau'ce deing & goor
k&k X job of esling heeMny? oo L LT LD

a. I would feel comfortabla talking )
with rmeh;nmdlm;m persoree| v : » (}l:ﬁl‘mlk eq:mdcml. how happy are you today?
about mants! hanih BEUAE L.y, 000 LTS ; 4
- [ Vasheppy
b, Coacnas o cancarmas i ( ‘—\\ \ So hulflipl:-y
-ﬁn:l"l-blng....... ...-'.,....xr.' \‘)‘ '\)" Q\\' \‘\( \So He “"’Qr:nw
. T\t by s
\
ith gach o \_\ | st
ta s

£6. How much do you a or digkg %o
falowing stetementsa? (Piease n(»\ )
§ = e

%
&a}a&"’fx ‘

a. Ihin thave agrod body ..o o - 0 0000

b, Form haopy wilh my curre

w B I s e A

a. Hike whet | ook like In A
[ T RS e O o AW RO R R D i

B 284294K W serial # | |
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@ B: TINE COMMITMENTS

Por questions 8970 th ul the currani jor masi
racent) seasan in which you plaved your sport:

§9. Wile school was in session
plcture the waekday (Monday to Friday) that

most feitlike your “typlcal” day ¢n campus.
©n that day, how many hours did you spand

on each of the followng activities?
Numbaer of Howrs

012 3456 6
a Mionding class, lab,

discuseion groups, €be, ... (0O L E VTNt

. Studying or acadamic

work oulsida of 388.... L0 DO O L0

=, Sport commitmants:

L Athlalic Activiliee
(Prachicing, training,
compeling, raining
DO, BC: farmsassns seasmnnane -

coac
funclions. film xludy,
& R R ARG AR L«

d, Qer extracurreular ;
ATV siverms minseinsosmimins S 7 &

e, Ajob (for pay)e ...oceeee OO 00l

I ‘Somlwng. glaxing,

g SIRRAINY ermvursrrwssssmensarmsnse + -

284294L

{0 crC)e) 10

T B

70 While schoel was In sesslon during your season,
platuro what your weekends wers like,

In total {that Iz, adding up your comepitments for

Saturday and Sunday), how meny hours did you spend
on each of the following activities dudng a typical

weehend on campus?

o{ ‘Q‘a'k{( %

| VA Y mx

a, Allanding elass, lab,
dECLESTN GILPS, ElGa e L0 (2 (000 00 0D

b. Shudy'og or acadamic 4 &
work oulside of eless .. 0 0 O 0L

& Sport commiimenss:y

d. Otnar exiracunicalar = 3
BCIIES e csawanmminas L) §0 LI O QL)

0u A JOL (O pay)animnmeed (1 (L CICTOIOI OO0
I. Soclalizing. relexirg,

TANMY coeie tom v wersimmmmsiners |

Qe S186PING i mussemsmsmmmosmara L0 (3 CIED 22 £ O O ¢

71, During the season, how much time ina ypical weok
(Including wadends) do you spend away from campus

due to alhletics compelilion?
No tieme spant avsy ¢ Dide't kavel
One-tall day or leea sway per week
1 day anay per week
. | 2days awey perweek
| 3days away parv/esk
L & or more day s RNaY por week

Serial #
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T2 Duwring pericds in the school ysar when your sports

team s not compeling do you spend morg or lesg ime
on the following?

2, Altending class, lab,
discussion grougs, e, ..

b, Study ng or acacemic
Werk oulBide of CREET v e (1 1

¢, Sportcommikmernis:

I Alfetic Acliviias

(Practeing, waining,

compating, raining

OO, S0, e v iarsmsmssatsrasssms L)

il. Non-Athlelic Aciivites
(Maelings wilk
axches, leam
funcllors, flm sludy,

[ P —————

73. If you could, would you
lime in each of these ara,

a. My clesswork or ollier
aducaticnal opporlunitlizs ... |

b, Achlelies tralning,
campeliten, ebe.. e wsaasia L 0L ‘)

¢, na or mara sxlmcurriswas
BIVINBE seiimeas sinainparemisg a0, it &

d Family responsibiliies ... ...
B AJOD ammmemi s b s
f. Sadalizing wiih dends. vy www -0 00T

Pl

g f ing by mysell rrenic it €3 €1 L3 )
. SleepiND csasnnasmsuinass ()00 0)

W 284294M

191

PRI f“\ﬁ \\\\

1% J 1

m

74. How do you faal about the amount of tima that you spand
wdth your coschae during the couree of the year? '|

| am satistied wiln e amount of ime | spead with
my ceactes

I Twishl coukd spend wore time with my coachss
1 bwish ] eoubd spend fees tigy sih oy coachos

6. How many hours per week do you spond working at a
Joh for pay {Including workestudy)?
1 3 howrs

4 hows
Se10 hours
1=1E hows

I 7620 hours
) Mora than 2¢ heurs

|78, Wyou ¢ during the school
q could uae uny way thai you wanted, on
{othar lhan sheaping} would you mast

(Fill in only gng circla)
swerk or olher educational opportunilias

D Vrar,ur'kuu ackivily
T Bpanding time with family
1 Ajob
| Soclslizing With Tenda
' Relwing by wyself

7. During your most recent athlellc season, how many
clusses did you miss on average coch week for any
reason (practice, travel, compatition, skipped)?

None
T 1class
) 2 classes
(1 Jclasses
' 4 damos
5 dweses
| R L

74, Are you satisfied with how often you have been shle
1o visit home or Eamily during your timo al this college
(including sumvner and winter breaks)?

(1 Very salisked

() Semewhat sakafied

1 Meither satisfied nor discetisl ed
1 Semewhat dissalisfed

C 0 Moy cissatisTed
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3 @ o s \ 83, Indicate the axtent to which you agrae or disegree with
' = tha Following statement: | usually have gnouqly money
to hw things I naed (a.g., groceriaa).
79. Da you rely on the following to help pay for college? () Agrea
[Pleasa respond to each item) | Somawhal agres
% {1 Somewhiat disagree
| % % () Dizsgren
B, Family contributicn.... oo v L
b, Parsonal contrdbutlon § Job. ... cooevevmn s L ¢ 84, Have any of ths follow/ing happened e you whife
& Pell Grosit e 30 enralled at your curent institution?
. Need-based financial ad dincuding L
slate or Instttut'onal grants) ... ... [ J [ %%
@, Asadenic sehokaah Q0O 2. NCAA team limits a3 Cnancisl aid
f. Athkatica Scholarship ... eeiweicsmmemmes 10 PARAAIAI Kt AN EER DT

non-athlotics aid . aeuammmmenns -

Loans ot gty ek i)
@ b, I was ?"ﬂb fm

]
al eld-......

80. When choosing Your curcent Institution, was the tetal N\ .
coat ta you and your family of attending this collqc /
an Impartant factor In making vour d.dll e \ scholarship changed significantly
) Vary impartant \ \} molbllboerd Increases) slince
{1 Imgortant \ 7
| Bomawhat important Yes, 'Il'l'uu noreased
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w 8: OPPORTUNITY FOR ADDITIONAL

FEEDBACK & COMNENTS
87, Whalt has been the best part of your student-athlale | 28 If you could change ana thing aboul your
axperiance so far? | studsnt-athiete experience, what would It be?

Dacigicn makers and a;mﬂjs leaders within the NCAA have ako expressed specific Interesl In how asgpects
of your college experienca relata to scademic suceess, To help in thatelfort you may. on a alriclly voluntary
basis, share the last feur digits of your social security number (SSN) with us in the box below, By providing
the last four digits of your social security number, you ara conserling to alloy NCAA rasearchers 1o
atternpt te link {based on the four digits provided and other information fike your sport) your survey data
to academ i data the NCAA has already gathered or will collzct in the future. Your identily will remain
completely confidential and the SSN idaalifier will ke remaved fom the date file used by researchers onca
the dala link is made.

Last four digits of 8SN (optional}
. |
|

The survey you have just completed is part of the largsst study on studanl-athleles the MCAA has aver
undertaken. Your rasponses will help us batter undersiand how participaton in athletics impacls a
student's college experience.

Thank you for participating In the GOALS study and best wishes for 2010!

farins PRTAAL I U NIRRTV MW el

2842940 s . seral# | W
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Appendix B
Questions for Student-Athlete Interviews
Introduction to the study.
Tell me a little bit about yourself (major, academic year, sport, position, etc.)
Why did you pick [institution name]?
Describe the kind of student you are.
How do you see yourself as a student?

Who has influenced your academic endeavors?
(Can be positive or negative, multiple people)

What groups or organizations do you associate with as a student?

In what ways has [institution name] supported or not supported how you see yourself as a
student?

How has the NCAA supported you or not supported how you see yourself as a student?

How have other people, groups or organizations supported you or not supported how you
see yourself as a student?

Describe the kind of athlete you are.
How do you see yourself as an athlete?

Who has influenced your athletic endeavors?
(Can be positive or negative, multiple people)

What groups or organizations do you associate with as an athlete?

In what ways has [institution name] supported or not supported how you see yourself as
an athlete?

How has the NCAA supported you or not supported how you see yourself as an athlete?

How have other people, groups or organizations supported you or not supported how you
see yourself as an athlete?
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Appendix C
NCAA Approval for Use of 2010 GOALS Survey Items

NATIONAL COLLEGIATE ATHLETIC ASSOCIATION
AGEEEMENT GOVERNING USE OF ORIGINAL SURVEY ITEMS

In consideration for being able to use items from the National Collegiate Athletic Association
(NCAA) 2010 GOALS survey in accordance with the terms listed
below and any other instructions provided by the NCAA | the undersigned hereby agrees to the
following:

1) I will appropriately list the NCAA as a reference in the project/research materials consistent
with academic protocol, and, upon the NCAA’s request, will provide such materials to the
NCAA Managing Director of Eesearch or NCAA research staff;

2} I 'will not use the NCAA name, logos or trademarks, or anmy other designations proprietary
thereto, in a manner that explicitly or implicitly conveys that the NCAA is financially supporting
the research study, endorsing the research study and its protocols/procedures or endorsing the
outcomes of the project, or otherwise without the NCAA’s prior written consent. Any questions
regarding the use of the NCAA name, logos or trademarks, or any other designations proprietary
thereto, will be directed to the NCAA Managing Director of Research;

3) I imderstand that this agreement solely allows for the use of select items from the
mstrument/survey and not the use of an Instrument/survey in its entirety. To use the survey
instrument in its enfirety, advance wotten consent must be obtained from the NCAA Managing
Director of Research;

4} I acknowledge and agree that this agreement is subject to immediate revocation/termination
upon written notice thereof by the NCAA may not be assigned or transferred in whole or in part
without the advance written consent of the NCAA Managing Director of Research.

Christine Drake 107212020
Name of External Researcher (printed) Date

7 Trake
Signature of External Fesearcher Todd A. Petr,

Managing Director of Research

Morthem Arnzona University
Institution Name
FO Box 15066, Flagstaff, AZ, B6011 928-523.0959
Work Address Work Phone Number
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Appendix D
NCAA Approval for Data Use of 2010 GOALS Survey

NCAA Data Use Agieemint

This Agreomsas ontered i this 20 day of ,,igpqpﬂ, 2620 by wnd bewen the
rake,  and

WEERLAS. the NUAA owns rescaren dimy {NCAN duda®} pectalnivg to celisgs and wiiveesioy
wikleiie prowrens s sudenl-atbivies, o

WHERLAS, Ticenses degives i liconse NLAA data D2 nse in aeadamic research; and

WITEREAS, Livensee agress o 2hide by e tenns sad condiiions defining how Licensae mwy
3¢ NUSA s

THERFFORE, the panies are agread as follows

Topra The tonm of the Seense shull be fom date of executive ard onding et the
cunchssion nt one vear from exerulics and may be snewed woreelly by tnuzsl, wriliess
apreeraant of thie porties,

Rovairy. ‘Ihere shipti be an novakiy clarged for Livensew™s pse of MCAA dwa,

Seope. Lictases shall iceeive e following NCAA Zam far usz 3y Liveases within the
arakec] whose complete deseription mary be found in Bxbibil & CPpyjeet)

Porsonnel seersy  Only those individudys identGed iy Exhibiy B shall hive asecss
NCAN data during fre covese ol conspleting the Preject.

Disposul of duwe uppp pennioation, Fioanser shall dieposs o NCAA dum in g manoer
comsienl with indusiry peotocol & the sgreement's irmineiion,

Conlential nfomation. Licersee updercanda thar the dets provided 15 voni"donrial
niremsiion Wi ay nat Bo transfered, rensad, o f sy way cegessed by entitos o
iraividirals afhor $hen thes: identided i Tahildt B Licsnsec fusther gwiecs o abide by ad
fodersl fuwy prulscing apsingt discloamrs o Sudenesaliicle educationr] msumls eal
wepulatios. ndfaled 1o humesn subjes. nesed

Privaey. of yowrsn s suhject, Licensos 3pmess o muke s alrepl 10 fie spocdlic isponses w
any individual or cdwerwise id2utify the personsl informatice of a 1esameh sihjout meluded
in fhe RUAA dwa I e identiey of eny individunl rescoeh subject is discoveced
{inardvertenthy o ulberwise), Liveaisez agrees tn notify NCAA ol sy suck dixcevery, with
el notfiaion lo provids & asosanly desiiod sxpiunsfion ks how and why Liseases
cronversd the identine of & research subiedd,

Uso of NCAA Nume, Licensze shall be entives in fist fhe NCAX 05 ¢ refinunos
Paujact matorials consistent with scadsnic srotocol, Licetisop sbsll net use the NLAA
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DY ils aprers, woder ¥18 Awzenneni.
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Ligemars suthiity. Licensee seprosents that iz ks the fubt right and suthorily and 3l of
e ncvessany sources of adbodly w0 onter ints Ris Agwemaont und W pecfoga T8S
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Appendix E
NCAA 2010 Growth, Opportunities, Aspirations, and Learning of Students (GOALS) in College
Survey Requested Questions (Adapted Survey)

What is the main sport that you are currently playing in college?
e Basketball
e Cross Country
e Golf
e Soccer
e Swimming/Diving
e Tennis
e Track (Indoor and/or Outdoor)
e Volleyball

What is your gender?
e Female
e Male
e Non-binary
e Transgender Male
e Transgender Female
e Other (please specify)
e Prefer not to say

What is your ethnicity?
e Hispanic or Latino or Spanish Origin
e Not Hispanic or Latino or Spanish Origin

What is your racial and ethnic background (choose all that apply)
e American Indian or Alaska Native

Asian

Black or African American

Native Hawaiian or Other Pacific Islander

White (European descent)

Other (please specify)

Prefer not to say

How likely do you think it is that you will become a professional and/or Olympic athlete in your
sport?

o Very likely

e Likely

e Somewhat likely

e Somewhat unlikely
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e Unlikely
e Very unlikely

How much do you agree or disagree with each of the following statements:
Strongly agree

Agree

Somewhat agree

Somewhat disagree

Disagree

Strongly disagree

| consider myself a dedicated athlete.

| consider myself a dedicated student.

| have many personal goals related to my sport.

| have many personal goals related to my academics.

| need to excel in athletics pursuits to feel good about myself.

| need to excel in academic pursuits to feel good about myself.

My sports experiences are an important part of my overall college experience.
My academic experiences are an important part of my overall college experience.
| feel that other students view me as more of an athlete than as a student.

| feel that my professors view me as more of an athlete than a student.

o S@ o o0 o

Please indicate your level of agreement with the following statements:
e Strongly agree
e Agree
e Somewhat agree
e Somewhat disagree
e Disagree
e Strongly disagree

| would have gone to a four-year college somewhere even if I hadn’t been an athlete.
I would be willing to sacrifice my athletics participation for academics.

I would be willing to sacrifice my academic performance for athletics participation.
My athletics participation is important in preparing me for life after graduation.

oo o

Thinking about your classes this year, how much do you agree or disagree with the following
statements?

e Strongly agree

e Agree

e Somewhat agree

e Somewhat disagree
e Disagree

e Strongly disagree
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I believe the classes I’'m taking are relevant to my future.

| have a personal interest in my classes.

| took these classes primarily to stay academically eligible to compete.
| took these classes because they fit with my practice schedule.

T o

So far in college, how to do you feel about:
e Very positive
e Positive
e Somewhat positive
e Somewhat negative
e Negative
e Very negative

The efforts you’ve made in your classes?

Your relationships with the faculty?

Your ability to success academically?

Your overall college academic experience to this point?

oo o

How much do you agree or disagree that each of the following reasons contributed to your
decision to attend your current college?

e Strongly agree

e Agree

e Somewhat agree

e Somewhat disagree
e Disagree

e Strongly disagree

a. Academic offerings, academic reputation, etc.
b. Athletic participation
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