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ABSTRACT

We examined the effectiveness of a learning strategies course in
assisting at-risk male and female freshmen student athletes in improving
their academic performances. The at-risk student athletes reported im-
provements across a wide range of study skills, such as comprehension,
concentration and use of test-taking strategies, during their first semester
of college when they were enrolled in the course. In comparison to regu-
larly admitted student-athletes who did not take the course, the at-risk
student athletes earned comparable grades during their first two semes-
ters. Although neither academic nor noncognitive variables predicted the
male student athletes first and second semester GPA’s, female athletes’
ability to manage their time as well as their willingness to take responsi-
bility for their learning was positively related to their academic perform-
ances. Regarding their adjustment to college, the at-risk student athletes
showed improvement in the personal/emotional area, but slight decreases
with respect to academics and social relationships. Overall, these findings
support learning strategies courses as an effectiveness mechanism for
improving the academic performance of at-risk student athletes.
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The Effectiveness of a Learning Strategies Course on
College Student-Athletes' Ad*stment, Use of Learning
Strategies, and Acadcinic Performance

During late adolescence and early adulthood, many developmental
tasks must be confronted, such as establishing and developing relation-
ships, becoming autonomous, achieving competence, and broadening
one’s horizons {Chickering, 1969). This time period traditionally coin-
cides with the beginning of college, and new college students must adapt
not only to these developmental challenges, but also to the need to de-
velop self-regulatory skills to better handle the higher level of academic
demands (Zimmerman, 1998). Unfortunately, many incoming under-
graduates are not prepared for the social, personal, and academic changes
they will face in college {(Chartrand & Lent, 1987), making the first year
a critical period in which to offer students assistance with their adjust-
ment to and ultimately, retention in, college (Chickering, 1969; Noel,
Levitz, & Saluri, 1985; Upcraft & Gardner, 1989).

Levitz and Noel (1989) advocated that freshmen interventions
should focus on helping students adapt academically, socially, and per-
sonally. Specifically, interventions should help students feel a part of
their new environment, work toward academic goals {e.g., choose a ma-
jor, make progress toward a degree), be successful in meeting the in-
creased challenges of college (e.g., live independently, manage time
wisely), and be successful in the classroom (Levitz & Noel, 1989). Some
commonly used freshmen interventions include freshman orientation
programs, brief counseling, study skills training, freshran academic ad-
vising, mentoring programs, health and wellness programs, and freshman
seminars/student success courses {Upcraft & Gardner, 1989).

Student success courses, which represent one successful inter-
vention (Davis-Underwood & Lee, 1994; Howard & Jones, 2000; Maisto
& Tammi, 1991; Petrie & Helmcamp, 1998; Robbins & Smith, 1993;
Schwitzer, McGovern, & Robbins, 1991), generally are structured to
provide students with information about campus services, promote in-
volvement in campus activities, teach essential life and study skills, and
facilitate meaningful faculty-student interactions and the development of
peer social relationships (Upcraft & Gardner, 1989). In addition to being
effective, student success courses provide institutions with an economi-
cal, systematic, and practical way to provide information to a large num-
ber of students (Petrie & Helmcamp, 1998). Although the exact content
of these courses may vary across institutions (Gordon & Grites, 1984),
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they generally cover academic/learning strategies (e.g., note-taking and
reading skills), career development, self-regulatory strategies (e.g., goal-
setiing and self-monitoring), communication, health and wellness (e.g.,
nutrition and alcohol use/abuse), stress and coping, personality develop-
ment, diversity, and campus involvement.

College student-athletes face all the challenges of a typical un-
dergraduate, yet they also musi cope with stressors that are specific to
their experiences, such as balancing academic and athletic interesis and
paying special attention to physical health and performance (Parham,
1993). At higher competitive levels, such as collegiate sport, male ath-
letes and athletes from revenue sports often focus more energy on and are
more motivated toward their athletic, rather than their academic, pursuits
(Gaston-Gayles, 2005). Such a narrowing of focus can increase the
chances of athletic success, but interfere with classroom performance
(Pearson & Petitpas, 1990).

Howard (1993) argued that a student athlete should remain a
student first, and an athlete second, vet he recognized that there were a
number of reasons this does not occur. First, not only must athletes live
up to the expectations of their coaches and professors, the National Col-
legiate Athlete Association (NCAA) requires them to meet specific aca-
demic/eligibility requirements concerning minimum grade point aver-
ages, selection of an academic major, and completion of a certain per-
centage of classes (http://www.ncaa.org/library/membership/
division_i manual/2004-05/2004-05_d1_manual.pdf). Second, although
there are NCAA rules regulating the amount of time that student-athletes
are allowed to be involved in their sport, there are many hours of
"voluntary" practices and workouts, such as weights and conditioning,
film watching, and meetings, in which athletes are expected to participate
to ensure playing time and avoid repercussions from a coaching staff that
believes extra practice is necessary. These extra sport demands can limit
the amount of time an athlete has to devote to academics. Third, competi-
tions, and even practices, may be viewed by coaches (and athletes) as
more important than academics. Student-athletes often miss class because
of sport commitments, yet would rarely miss a competition or practice
because of an academic responsibility. Thus, they may feel obligated to
fulfill their role as a scholarship athlete, including attending all practices
and competitions, vet in doing so be perceived as neglecting their aca-
demic responsibilities. Because of these multiple competing demands
and role conflicts, athletes may be at risk for poor academic performance.
In addition, college student-athletes are forced to confront the:  hal-
lenges in the presence of immense public scrutiny, limited time, and of-
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rales; however, the student-athletes who participated in the course re-
ported that the course positively influence- *heir goal to remain in and
graduate from college.

Although the Albitz (2002) study did evaluate the effectiveness of a
student-athlete success course, it was limited in several important ways.
First, the course itself was only one credit hour and, although the instruc-
tor encouraged out of class contact, students were only in the class one
hour per week, which falls short of the more ideal three contact hours per
week. Second, although Albitz introduced many important topics, the
depth and breadth of this coverage was limited by the time available. In
any student success course, topics such as self-regulation, learning styles,
personality, communication, and health/wellness also should be intro-
duced and covered in sufficient depth to promote not only a conceptual
understanding but also a practical applicability. Third, Albitz did exam-
ine retention, an important academic outcome, but did not consider the
students’ actual academic performance (i.e., GPA), their adjustment to
college, and the extent to which they learned and adopted the skills and
strategies being taught. Fourth, Albitz did not consider the potential in-
fluence of gender on academic performance. Past research has demon-
strated that male and female athletes do respond differently to academic
situations and gender should be considered in future studies (Gaston-
Gayles, 2005; Petrie, Andersen, & Williams, 1996)

In the current study, we addressed these limitations by examin-
ing the effectiveness of a 3-credit hour comprehensive leaming strategies
course that is required of freshmen students who do not meet the univer-
sity’s published academic requirements for college entrance exam scores
and high school percentile rank and enter through an individual review
process conducted by the university’s office of admissions. This review
process considers factors beyond the traditional academic measures, in-
cluding external recommendations, written statement by the applicant,
and extracurricular activities in which the student engaged while in high
school.

The first goal of the study was to determine whether this course
helped freshmen student athletes adjust to college during their first se-
mester and earn higher GPA’s. The second goal was to determine how
student-athletes” use of self-reported study strategies changed during the
semester they were in the class. Third, we wanted to determine the extent
to which academic adjustment and self-reported learning strategies pre-
dicted the student-athletes” GPA’s during their first and second semesters
in college. In each instance, we considered the potential influence gender
would have on the outcome,
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including: attitude (8 items; general attitude and motivation about being
successful in school and in implementing the necessary behaviors/
strategies to be successful), motivation (  tems; motivation and accep-
tance of responsibility for performing the specific tasks associated with
academic success), time management (8 items; ability to balance the
many competing demands of college), anxiety (8 items; how tense/
anxious students are when approaching their academic tasks), concentra-
tion (8 items; ability to concentrate and direct attention to school and
studying), information processing (8 items; students use of deep level
processing skills to facilitate understanding, storage and recall), selecting
main ideas (5 items; ability to identify important material that needs ad-
ditional study/attention), study aids (8 items; ability to develop and use
study aids that support learning, retention, and recall), self-testing (8
items; use of self-monitoring and self-testing of material), and test strate-
gies (8 items; knowledge and use of effective test preparaticn and test-
taking strategies.

Participants respend to each item on a 5-peint Likert scale ac-
cording to how well the statement describes them, ranging from 1, not at
all typical, to 5, very much typical. Total scores for each subscale are
obtained by reverse scoring the appropriate items and then summing
across the items. Scores are then transformed into percentile ranks so the
student can determine how well he or she did compared to the norm
groups. Higher scores indicate better study strategies in that particular
area, and a high score on the anxiety subscale indicates better anxiety
management,

Internal consistency reliabilities have ranged from .68 to .86 and
test-retest coefficients (34 week interval) range from .72 to .83
(Weinstein, 1987). The LASSI is widely used in universities in the
United States and has been shown to be effective in predicting academic
performance (Yip & Chung, 2002). In addition, LASSI profiles from
academically “at-risk” students are significantly lower than profiles of
their normal-achieving counterparts, suggesting the LASSI can be effec-
tive in identifying study skills deficits (Proctor, Prevatt, Adams, Hurst, &
Petscher, 2006).

Student Adaptation to College Questionnaire. The 67-item Student
Adaptation to College Questionnaire (SACQ; Baker & Siryk, 1989)
measures individuals’ perceived academic adjustment (24 items; how
well students manage educational demands of college), social adjustment
(20 items; how well students deal with interpersonal experiences at the
university), personal-emotional adjustment (15 items; to what extent the
student s experiencing psychological distress), and institutional attach-
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agement included sirategies on how to plan study times when traveling to
sport competitions, and the section on healthy lifestyle choices included
information on how to make better nutritional choices to fuel their bodies
for athletic performance. These changes were made to refine the course
material to make il more personally meaningful for the student-athletes,
which ideally would improve their comprehension and adoption of new
strategies learned.

Procedure

Participants included all freshman student-athletes who entered
the university in Fall 2003 or Fall 2004. Both years were used to provide
a larger sample to examine the effectiveness of the course (because the
university’s admission requirements and the course iiself were consistent
across these 2 years, comhining the two cohorts was an acceptahle ap-
proach). The participants in the class completed consent forms and took
the LASSI in the 2™ or 3™ week of the semester, the SACQ during the 4"
week of the semester, and the LASSI and SACQ again during the 12"
week of classes. The student-athletes who were not enrolled in the course
did not complete the LASSI or SACQ due to the fact that these student
athletes were spread across all teams, were not required lo attend study
hall, and were not together in another course or location that would allow
the questionnaires to he administered in a controlled, supervised manner.
Previous academic performance (SAT scores) and GPA’s (Fall 2003 and
Spring 2004 for the Fall 2003 cohort, and Fall 2004 and Spring 2005 for
the Fall 2004 cohort) were collected from the university. Within each
cohort, the fall semester grades represented the student athletes® first se-
mester performance and the spring semester grades their second semester
perfor—ance. In keeping with the athletic department’s guidelines for
release of academic data, we obtained data from the academic advisors.
Confidentiality was maintained by assigning each student-athlete a code,
which was then matiched to academic data.

Data Analyses

To determine the effect of the course and gender on student ath-
letes” GPAs during their first and second semester of college, a 2 (gender
— male vs. female) X 2 (class status - having taken class vs. not having
taken class) ANCOVA was used. Previous academic performance (i.c.,
SAT scores) was used as the covariate to control for prior academic pre-
paredness and experiences. Because the sample sizes were unequal, the
general linear models procedure for analysis of variance was used. To
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der by class interactions for first semester, F (1, 108) = .10, p > .70, par-
tial #* = .001, or second semester, F (1, 107) = .00, p > .99, partial K
=000, GPAs. In addition, there were no class effects for first, ¥ (1, 108)
= 3.86, p > .05, partial K = .04, and second semester, F (1, 107)=1.60,p
> 20, partial #* = .02, grades. Students in the PSYC 1000 course (Fail
GPA - M = 2.54, SE = .07, Spring GPA - M = 2.45, SE = .08) earned
grades that were comparable to the student athletes who did not take the
class (Fall GPA - M= 2.84, SF = .13; Spring GPA - M= 2.67, SE = .15).
These findings suggest that, after controlling for previous academic per-
formance, the at-risk student-athletes who were enrolled in PSYC 1000
performed as well as the student-athletes who did not have the class. Re-
garding gender, a main effect was found for first semester, ¥ (1, 108) =
17.58, p < .001, partial #* = 14, and second semester, F (1, 107) = 20.13,
p < .001, partial #* = .16, GPAs. Female student athletes (Fall GPA - M=
2.99, SE = .10; Spring GPA - M =292, SE = .11) earned higher grades
than their male counterparts (Fall GPA - A= 239, SE = 11; Spring GPA
- M =220, SE = 12). This finding suggests that, even after controlling
for academic achievement differences, the female student athletes still
performed better academically than the men.

For the LASSI, there were no significant gender by time interactions
on any subscale, except Self-Testing, Wilks’ Lambda = .92, F (1, 68) =
5.92, p < .05, partial K = .08. For this subscale, male athletes reported
significant improvements over the course of the semester in their use of
self-monitoring and self-testing strategies (Week 4 - M = 30.26, §D =
22.28; Week 12 - M = 46.89, §D = 28.93), whereas the female athletes
had no significant changes in their self-reported use of this important
study strategy (Week 4 - M = 5430, §D = 23.42; Week 12 - M = 52.14,
SD = 28.97). Also, there were no significant Time effects for the follow-
ing su’ ales: Attitude, Wilks’ Lambda = .98, F (1, 68) = 1.27, p > .26,
partial .. = .02; Motivation, Wilks’ Lambda = .95, F (1, 68) = 3.43, p
> .07, partial W= .05 Selecting Main ldeas, Wilks’ Lambda = .96, F
(1,68) = 3.21, p > .08, partial #* = .05; and Study Aids, Wilks’ Lambda
= .96, F (1, 68) = 2.77, p > .10, partial #* = .04, These results suggest
that, over the course of the semester when they were in the class, the ath-
letes did not change in their general attitude toward and motivation about
being successful in school, their accepting responsibility for performing
the specific tasks associated with academic success, their ability to iden-
tify important material, and their development and use of study aids to
support their learning.

There were, however, significant Time effects for Anxiety, Wilks’
Lambda = .83, F (1, 68) = 14.08, p < .0001, partial i = .17, Concentra-
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For female’s second semester GPA AT scores and Week 12 academic
adjustment accounted for a nonsigniticant 7% of the variance, F (2, 34) =
1.18, p > .31, whereas the LASSI Motivation subscale explained an addi-
tional 24% of variance, F (1, 33) = 11.72, p < .005. Overall, the model
was significant, F (3, 33) = 4.95, p < .01, with higher levels of academic
motivation at the end of the fall semester being related to better class-
room academic performance during the subsequent spring.

DISCUSSION

This study examined the effectiveness of a learning strategies
course in helping at-risk male and female college student-athletes learn
essential study strategies, adjust to college, and eam higher GPA’s over
the course of the “~mesier. Both male and female student athletes who
took the course - orted significant improvements in their abilities to
manage anxiety, concentrate and focus their attention, comprehend infor-
mation when leamning new material, successfully apply sirategies when
laking exams, and manage their time. Male student athletes improved in
their abilities to monitor and test themselves to evaluate their learning,
whereas female student athletes already were high on this dimension and
did not change over the course of the semester. Given the course curricu-
lum, which focused on developing foundational learning strategies, such
as note taking, effective reading and time management, and on leamning
to regulate one’s behaviors, motivation, thoughts and feelings, these im-
provements were expected. These findings also are consistent with Petrie
and Helmcamp (1998), who found that nonathlete college students en-
rolled in a similar type of leaming siralegies course reported significant
improvements over the semester in organizing new information in mean-
ingful ways, using techniques to increase retention, and experiencing less
anxiety when studying or taking exams. Taken together, these findings
argue for the effectiveness of learning strategies courses in helping stu-
dents develop the cognitive and academic strategies that are necessary for
being successful in college.

Both the male and female student-athletes who took the course
reported poorer academic and social adjustment over the course of the
semester, hetter personal/emotional adjustment, and no change in attach-
ment to the institution. Although we had expected improvements in all
areas of adjustment, the declines in the academic and social areas might
best be understood by considering Stern’s (as cited in Baker, McNeil, &
Siryk, 1985) idea of the “freshman myth.* That is, during the beginning
of their first semester, freshman often overestimate their abilities to cope
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irst or second semesi  grades. Although it is possible
significance was due to the low power associated with
aalysis, this finding is consistent with past research that
lationship between SAT scores (or other achievement
re GPAs, particularly for minority and male athletes
ams-Gaston, 1992; Sellers, 1992; Walter, Smith, Hoey,
er, 1987). For female student athletes, SAT scores pre-
not second, semester GPAs, though the strength of the
tciauuusnp was small. Regarding the noncognitive variables (those not
measuring achievement or aptitude), academic adjustment was not re-
lated significantly to first or second semester grades, though the female
student athletes’ time management abilities and level of motivation dur-
ing the 12th week of the semester were. The better they could manage the
competing demands of athletics and academics and, during the spring
semester, the more they accepted the responsibility for performing the
specific tasks associated with academic success, the better grades they
earned. Specifically, this finding suggests that female student athletes
who take responsibility for their learning and for applying effective
learning strategies, in particular the ability to manage their time effec-
tively, generally will be successful academically. Thus, student success
courses should not only introduce specific cognitive and academic strate-
gies, but should foster higher levels of personal motivation toward school
and a self-responsibility attitude toward learning. Generally, this finding
supports the position that noncognitive variables are important predictors
of college academic performance (Ting & Robinson, 1998). Because
noncognitive variables often account for a significant portion of college
GPA variance, researchers interested in understanding and predicting
college student athletes’ performances should include them in future
studies.

Although there were many important findings, this study was
limited in several ways. First, there was no direct comparison control
group of at-risk student athletes who did not take the course but com-
pleted all questionnaires. At the university where the study was con-
ducted, all at-risk student athletes are mandated to take the course, and
thus, a true comparison group could not be comprised. We did, though,
compare the freshmen student athletes who enrolled in PSYC 1000 to the
freshmen student athletes who entered the university at the same time,
but were not mandated to take the course, to examine how effective the
course was on helping student-athletes earn higher GPA’s. Second, only
self-reports were used to measure adjustment and use of study strategies.
The measures we used, however, were psychometrically sound and have
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Table 1. Mean Scores {and Standard Dev  ns) of Student Athietes'
Reported Use of Study Strategies and Adjusvnent to College
Variables Week 4 Week 12 F
LASS] Subscales (n =
68)

Anxiety 47.02(27.54)  57.06 (27.23) 14.08**
Attitude 29.85(25.42)  32.79(27.38) 1.27
Concentration  38.00 (24.79)  48.87 (25.32) 11,73
Selecting 4541 (25.07 52.28 {24.47) 3.21
Main Ideas
Motivation 42.15(29.27)  48.53(28.72) 343
Information 30.37 (23.87)  54.53(26.20) 27.80%
Processing
Test-Taking 39.87 (26.53)  51.19(27.60) 8.93*
Time 37.68 (26.08)  48.04 (25.20) 9.1
Management
Study Alds 46.17 (25.686)  52.49 (24.61) 277
Self-Testing 4553 (25.47) 51 (28.69) 1.88
SACQ Subscales (n =
79)
Institutional 43.47 (8.41) 42.53 (7.55) 1.18
Academic 48.89 (9.64) 45,35 (9.43) 9.14*
Persanal/ 38.52 (10.46}  42.55 (10.20) 10.98**
Emotional
Social 48.39 (8.35) 45.56 (9.43) 6.45*
*p<.05,** p<.01,*** p<.001







	img20211001_09584255.pdf
	img20211001_09584269.pdf
	img20211001_09584280.pdf
	img20211001_09584291.pdf
	img20211001_09584302.pdf
	img20211001_09584313.pdf
	img20211001_09584325.pdf
	img20211001_09584336.pdf
	img20211001_09584348.pdf
	img20211001_09584358.pdf
	img20211001_09584370.pdf
	img20211001_09584382.pdf
	img20211001_09584393.pdf
	img20211001_09584404.pdf
	img20211001_09584416.pdf
	img20211001_09584427.pdf
	img20211001_09584439.pdf
	img20211001_09584451.pdf
	img20211001_09584463.pdf
	img20211001_09584474.pdf
	img20211001_09584480.pdf
	img20211001_09584487.pdf

