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This study examined the components of academic support that influenced the
graduation rates of college football players. The study included Research I and Land
Grant institutions that participated in NCAA Division I athletics and met NCAA
eligibility standards for student athletes. A total of 27 institutions were identified.
Among these schools, there were no significant differences in the average SAT scores.
The 27 schools were ranked in the order of their average graduation rates for football
players for 1996, 1997, and 1998. The top three, middle three, and bottom three
institutions were then chosen for comparison and analysis. Information about each
institution's Academic Support Program was gathered through the use of a questionnaire
and follow-up interviews.
All nine of the surveyed institutions had similar components of academic support.
The top three programs differed from the others in two ways; (1) Key leaders (Athletic
Director, Academic Program Director, coaches, and faculty) established academic success
as a priority and used positive consequences for success and negative consequences for
failure to perform and (2) student athletes were served through the academic services,
programs, and systems the university already provided to assist all students. Ironically,
the three institutions with the largest budgets and largest number of academic staff had
the lowest graduation rates. Implications concentrate on potential changes in institutional
policies. This study has five implications for the NCAA, university Presidents, and
Athletic Directors.

CHAPTER 1
INTRODUCTION
A major concern of college Presidents, Athletic Directors, and college coaches is
the downward trend of graduation rates for student athletes in the NCAA Division I tier
(Wyatt, 1999). Graduation rates for football players dropped each year from 1995
through 1999, from 59% graduating in 1995 to 51% in 1999, tying with 1991 for the
lowest graduation rates in the decade (NCAA, 1999). The NCAA confirmed that
graduation rates for the primary revenue sports, football and basketball, are declining
(NCAA, 1999). In 1999, the NCAA annual graduation report found football and
basketball graduation rates to be the lowest in this decade and the lowest since 1985
(Suggs, 1999). With commercial revenues climbing higher every year and graduation
rates descending, it seems prudent to examine why or if such an abundance of fiscal
revenue negatively impacts the labor source which provides it.
For example, the revenue generated by the University of Nebraska's Athletic
Department is $155 miUion dollars a year, yet only $14 million is allocated to athletes in
the fonn of scholarships and other types of support (Fish, 2003). In February of 2003,
State Senator Emie Chambers submitted a bill in the Nebraska House of Representatives
that would provide greater financial stipends for University of Nebraska athletes and
support programs (Fish, 2003). This bill was supported by Governor Jay Joharms and
would pass if three of the Big 12 conference states endorsed similar legislation. Similar
legislation was approved by the House of Representatives in 1988 but was vetoed by then
Governor Kay Orr (Fish, 2003). These actions, taken by a state institution, highhght the

disparity between the money made by the member institutions of the NCAA and the
benefits received by the student athletes.
Li 1999, graduation rates had declined to the lowest level in seven years for
football and basketball (NCAA, 1999), despite extensive legislation put in place by the
NCAA. In an effort to boost graduation rates, the NCAA created Proposition 48 (1986)
and Proposition 16 (1996), which made it more difficult for student athletes with poor
academic backgrounds to be admitted to college. These propositions raised the academic
requirements for NCAA participation, effectively raising the bar for the admission of
athletes.
The NCAA is only half of the academic equation; it must have the help of
member institutions. Universities in the Division I-A tier are required to provide
academic support programs for their athletes (NCAA, 1999). Many universities have
begun to evaluate, improve, and expand their academic programs for student athletes
(Chalfant, Umbreit, & Pysh, 1997). College administrators have not put the same
emphasis on academic success that they have on athletic success (Wyatt, 1999). In a letter
to the Chronicle of Higher Education (1999), Vanderbilt University Chancellor Joe B.
Wyatt stated that there was a moral obligation to take a more active role in the academic
success of athletes and that all students had a right to academic success. While
educational leaders called for increased funding for research, student aid, and
scholarships, their institutional credibility was jeopardized by their inability to graduate
their athletes (Wyatt, 1999). The graduation rates for the student athlete population as a
whole have remained fairly consistent.

NCAA Graduation Rates
Since 1986, 57% of athletes entering freshman classes have earned their degrees
in six years or fewer (Suggs, 1999). The 1999 NCAA report on graduation showed that
of the Division I schools, 58% of the athletes who entered college in 1992 graduated,
compared to 56% of their non-athletic cohorts. Of the 310 colleges that made up the
NCAA Division I tier, 190 posted higher graduation rates for all of their intercollegiate
athletes compared to their non-athletic cohorts in the general student population (NCAA,
1999). The NCAA was proud of this fact and often publicized graduation rates in
commercials during televised football and basketball games.
However, the primary revenue sports of football and basketball provided the
lowest graduation rates of athletes in the last decade (NCAA, 1999; Suggs, 1999). The
1999 report revealed that only 41% of basketball players and 51% of football players
entering college in 1992 graduated. This tied the decade's lowest graduation rates since
1991, when the same numbers prevailed for the class entering college in 1985 (NCAA,
1991). For example, between 1996 and 1997, the NCAA reported graduation rates of
football players decreasing by two percentage points; this followed a four-percentage
point drop from 1995 to 1996. Pascarella et al.'s (1999) research amplified the problem
by stating that football and basketball players did not seem to be receiving the same
cognitive benefits of undergraduate education as their non-revenue sports and nonathletic students.
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NCAA Legislation on Eligibility
To enhance graduation rates, the NCAA instituted legislation in 1986 to reduce
the number of student athletes with little or no college preparation. Propositions 48 and
16 required certain grade point averages coupled with scores on academic standardization
tests to be qualified to compete. Adopted in 1986, Proposition 48 specifically required
athletic eligibility for Division 1-A competition to be contingent on grade point averages
from 13 core curriculum courses. Proposition 16, adopted in 1996, required that the
grade point averages for the curriculum courses be combined with standardized testing
results, either the SAT or ACT, which were then placed on a sliding scale to determine
eligibility (NCAA, 1999).
For example, a high school student wishing to participate in Division I-A
intercollegiate athletics must have had at least a 2.0 grade point average in the 13 core
curriculum classes and must have scored at last 900 on a SAT test taken prior to April 1,
1995 or 1010 on a SAT test taken after April 1, 1995 or 86 (sum of scores) on the ACT.
Proposition 16 allowed a student athlete who came from a rigorous high school
curriculum the ability to participate based on his/her performance on a standardized
exam. Conversely, a student from a poor educational and socioeconomic background
would probably not perform well on a standardized test and would not be allowed to
compete in college athletics.
The legislation also affected the upper end of grade point averages. Students with
a high school grade point average of 2.5 or higher in the 13 core curriculum courses must
have scored at least 700 on a SAT test taken prior to April 1, 1995 or 820 on a SAT test

taken after April 1, 1995 or 68 (sum of scores) on the ACT. The intent in this case was to
screen inflated high school grade point averages, while using the standardized test scores
to provide a check against grade inflation.
NCAA Core Curriculum Requirements
The NCAA core curriculum requirements were English, four years; Mathematics,
two years; Natural or Physical Science, two years; additional courses in English, Math, or
Science, one year; Social Science, two years; and additional courses in any of the above
areas or foreign language, computer science philosophy, or non-doctrinal religion
(NCAA, 1999).
The latest NCAA-published report showed that Proposition 48 did increase the
graduation rate of student athletes as a total population (Spanier, 1999). Examining the
sports individually, however, provided a different conclusion. Graduation rates for
football and basketball were, in fact, declining (NCAA, 1999). On March 8, 1999,
Proposition 16's requirement of minimum scores on standardized (SAT/ACT) tests for
admission coupled with grade point average for competition qualification (Proposition
48), was struck down by the U.S. District Court as unconstitutional (NCAA, 1999).
Administrators from institutions of higher education and from the NCAA continued to
search for methods to improve the graduation rates of revenue sport athletes, specifically
football and basketball players.

Statement of the Problem
Competition among NCAA Division I level football programs continued to grow,
as did the revenues produced from the individual team's season, with an incredible
amount of exposure given to those teams whose members participated in post-season
contests. The Bowl Championship Series alone for the 2000 season generated millions of
dollars in television revenues for the participants and national exposure which enhanced
recruitment for both students and student athletes (Fields, 2001). However, with this
increase in the demand for higher levels of competition and revenue, the student athletes,
specifically football players, were increasingly failing to accomplish the goal of the
institutions of higher education, namely completing their courses of study and graduating.
Each school in the NCAA division I category provided programs that were
designed to assist the student athlete in maintaining his/her eligibility for athletic
participation which should facilitate graduation (NCAA, 1999). Some schools had
outstanding academic student athlete support systems; others did not. Studies to date
have not identified the methods, procedures, or leadership that are characteristic of
outstanding athletic support programs that lead to high graduation rates.
Purpose
The purpose of this study was to identify key components of major academic
support programs that contributed to the high and low graduation rates of football players
at NCAA Division I universities. Football was chosen as the target population because
football teams provide a wide variety of psychometric variables and a broad range of
demographic data from a group of intercollegiate athletic team members.

This study
1.

hivestigated the three academic support programs with the best graduation
rates among NCAA Division I football programs, the three with the lowest
graduation rates, and three whose graduation rates fall in the middle;

2.

Examined the key components of the nine academic support programs for
student athletes in NCAA Division I football programs; and

3.

Compared the most successful academic programs for student athletes to
those programs that were not as successful with the intent of identifying
the key components that were indicative of student athletes' success or
failure.
Possible hnphcations of the Study

This study is designed to identify trends leading to success, as well as those trends
that did not achieve success. By noting the similarities and differences in institutions
with high and low graduation rates, specific guidelines can be developed for designing
more effective student academic support for student athletes which will increase their
probability for graduation. This study has four possible implications.
First, the academic support components, characteristics or factors related to high
and low graduation rates in academic support programs for football players will be
identified.
Second, the key components related to high and low graduation rates might be
used to develop a diagnostic instrument for evaluating the strengths and weaknesses of an
academic support program for student athletes.
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Third, based on the program assessment results, Athletic Directors might be able
to develop recommendations for implementing the key components of successful
programs for improving the graduation rates for student athletes.
Fourth, a diagnostic prediction instrument might be developed for Athletic
Directors to use to evaluate their academic support programs and identify their strengths
and weaknesses.
Definition of Terms
Some terms need to be defined to clarify the language used throughout this
research.
Cohort/peer group. A population of students admitted and enrolled as freshmen
in a particular year. For the purposes of this research, these populations were given six
years from the time of fresliman enrollment to graduation.
NCAA Division I-A. A body of 312 member institutions that have fulfilled the
NCAA requirements to compete at the highest level of intercollegiate competition. The
institutions must sponsor seven intercollegiate varsity sports, including football; play 60%
of football games against members of other Division I-A teams; and average more than
17,000 people in paid attendance per home football game in the immediate past four-year
period. Alternatively, the stadium being utilized for home games must have at least
30,000 permanent seats with an average of 17,000 people in paid attendance per home
football game in at least one year of the immediate past four year period (NCAA, 1999).
Further, to be certified as a Division I-A member, institutions must provide academic
support services for student athletes, encourage and assist student athletes in reaching

attainable academic goals of their own choosing, and address the special academic needs
of those identified as having such needs. In addition, support services must be reviewed
and approved by academic authorities outside the Department of Intercollegiate Athletics
(NCAA, 1999).
Proposition 16. NCAA requirements for competition for incoming freshmen
paired the high school grade point average from 13 core curriculum courses (Proposition
48) with a minimum score on standardized testing. Proposition 16 was struck down in
Cureton v. NCAA, March 8, 1999, in federal district court. It is currently under appeal by
the NCAA (1999).
Proposition 48. The NCAA regulation for competition implemented in 1986
required freshmen to have completed 13 core curriculum high school courses with a
minimum 2.0 grade point average. On August 1, 1996, this regulation was coupled with
a minimum standardized testing score (Proposition 16) as a requirement for competition.
Proposition 48 continues to stands as written, currently without Proposition 16, which is
under appeal.
Transfers. A population of students who transferred from one institution to
another. These students are counted as enrolled students who did not graduate at their
initial institutions and carmot be counted in the overall graduation rate of the institution to
which they transferred (NCAA, 1999). However, they are counted as part of each
institution's population and noted as transfers.
Comparable institutions. Member institutions that belong to the NCAA's
Division I tier, of which there are currently 312.

At risk. Students or student athletes who enter the institution at or below the
minimum SAT, ACT, or grade point averages required for institutional admission.
Students with documented learning disabilities are also included in this population.
GSP. General student population.
S-A. Student athlete population.
Summary
The graduation rate of college basketball and football players has been on the
decline in this past decade, despite rules and regulations put into place by the NCAA
which were designed to reduce the number of poorly prepared student-athlete participants
in NCAA competition. Individual institutions also have taken fiscal measures to increase
the amount of academic support available to these student athletes. With two such
apparently positive measures, this study attempts to understand why the graduation rates,
specifically for football, are still on the decline. This study focused on components,
characteristics, or factors contributing to high and low graduation rates, and the
implications of each for the NCAA policy makers and member institutions of the NCAA
Division I-A.

CHAPTER 2
REVffiW OF THE LITERATURE
The research conducted in this dissertation was directed primarily at the
institutional support programs for student athletes. It also examined the effects of such
programs on individual student athletes in the form of graduation rates. This review of
literature examines the entire spectrum of Division I-A athletic programs, focuses on the
individual institutional programs developed to assist the student athletes, and evaluates
the cumulative product of these endeavors in the institutional goal of graduation for each
student athlete.
Impact of the Knight Foundation Reports
The Knight Foundation
The JCnight Foundation is an independent organization which was originally
dedicated to helping students in financial need pay for their college education (Knight,
1999). It has since grown into a very large philanthropic organization which specializes
in supporting projects for the general welfare. In 1989, the Knight Foundation undertook
an initial study to examine the world of intercollegiate athletics.
In 1989, as a decade of highly visible scandals in college sports drew to a close,
the trustees of the John S. and James L. Knight Foundation (then Icnown as the
Knight Foundation) were concerned that athletics' abuses threatened the very
integrity of higher education. In October of that year, they created a commission
on Intercollegiate Athletics and directed it to propose a reform agenda for college
sports. (Black as cited in Knight, 1989, p. 1)

The 1989 Committee on Intercollegiate Athletics conducted an initial study with
follow-up studies in 1991, 1992, and 1993. These commissions drafted recommendations
for improving graduation rates, some of which were adopted by the NCAA. More than
10 years after the initial findings and recommendations, the Commission continues today
to examine the adopted recommendations and evaluate the success or failure of the
recommendations. What follows is a summary of each of the reports. At the
institutional level, these are the most comprehensive studies completed in the field of
intercollegiate athletics.
Report I: Keeping Faith with the Student Athlete: A New Model for Intercollegiate
Athletics
This report (Knight Commission on hitercollegiate Athletics, 1991) was chaired
by William C. Friday, Chairman of the Kenan Foundation, and Theodore M. Hesburgh,
C.S.C., President Emeritus, University of Notre Dame. Panel members and meeting
participants included Conference Commissioners from the major athletic conferences.
Faculty Representatives from member institutions. Athletic Directors and Senior Women
Administrators, basketball and football coaches, student athletes, and additional
participants from all facets of intercollegiate athletics as well as those directly involved:
Paul Tagliabue, President of the National Football League; Harvey Shiller, Special
Consultant; Russ Granik, Commissioner of the National Basketball Association; Neal
Pilson, Director of CBS Sports, to name a few. The experience of the participants on this
committee was broad based across the spectrum and deep in its base.

The findings of the first report were based on problems identified with the state of
the institution of college athletics in 1989, including recruiting, salaries of coaches and
Athletic Directors, and especially influence from alumni in the interest of program
prestige. All of these influences turned the world of amateur athletics into an
apprenticeship program for the major sporting industries of professional football and
baseball and caused a frequent and identified sacrifice of academic integrity (Knight
Commission, 1991).
The report specified an interesting answer to combat these problems.
It is clear to the Commission that a realistic solution will not be found without a
serious and persistent commitment to a fundamental concept: intercollegiate
athletics must reflect the values of the university. Where the realities of
intercollegiate competition challenge those values, the university must prevail.
(Knight Commission, 1991, p. 25)
The Knight Commission (1991) report further promoted and recommended what
is called the "One Plus Three" model. In the model, "One Plus Three" refers to the idea
that college Presidents were to be restored to the position of guardian of the universities'
academic and athletic image. In the 1980s, that premise was lost as Athletic Directors
turned Athletic Departments into corporations and were paid on the success of the
corporation. Athletic Directors were hired by the Board of Regents and were accountable
only to them, and the college President was chosen in the same way and had little
influence on his/her Athletic Director or Department. The Commission recommended

restoration of the college President as part of the selection, pay, and an integral part of the
Athletic Directors' chain of command.
College Presidents were also expected to exercise authority over their programs
and be accountable to the only governing body in intercollegiate athletics, the NCAA.
College Presidents were to oversee contractual agreements with commercial broadcasting
of collegiate sports with other conference members and spread equity among all the
programs sponsored by the institution that were represented in the NCAA (Knight
Commission, 1991). The Commission based the "Plus Three" part of the model on the
ideal of a triad comprised of academic integrity, financial integrity, and certification.
Academic integrity. The Knight Commission (1991) recommended that the
university President be an integral part of academic integrity, goveming "special admits"
for student athletes during admissions. Presidents should also be accountable for the
academic progress set forth by the NCAA in previous regulations. If a student athlete
does not pass his/her required hours, he/she does not play. Finally, the college President
will be held accountable for graduation rates of students athletes. In 1991, NCAA data
from Division I institutions revealed that fewer than one-third of student athletes
participating in football or basketball graduated. This was universally condemned by
every committee member and panelist.
Financial integrity. The Knight Commission (1991) found that costs needed to be
better controlled. Even though revenues from television, ticket sales, and contributions
continued to grow, most Athletic Departments were losing money. Much of this was
based on elaborate recruiting costs, excessively large coaching staffs, and skyrocketing

salaries. By the time this report was completed, most Athletic Directors' and coaches'
salaries were higher than the salary of college Presidents.
The Knight Commission (1991) also recommended the following.
1.

That athletic grants and scholarships should be allocated to those in the
greatest need first.

2.

Booster clubs needed to be controlled in the way they could contribute to
an Athletic Department.

3.

Revenue sharing from bowl games and the NCAA basketball tournament
television contracts needed to be re-negotiated by the college Presidents.

4.

Coaches' revenue should be reviewed annually by college Presidents based
on their graduation rates and academic progress along with their on-field
performance.

5.

Coaches should be offered long-term contracts for the benefit of the
institution and the student athlete.

6.

Institutional support should be made available to the Athletic Department.

Certification. The Knight Commission (1991) wanted the NCAA to certify all
schools that extended athletic scholarships to be held to a standardized process of
certification that would be based on many issues but also focus on those issues
surrounding academic admission, assistance, and satisfactory progress toward
certification. Under current guidelines. Athletic Departments are held to a financial audit
of Athletic Department revenues, but the recommendation was to increase the
requirements to include academic requirements as well.

This first report (Knight Commission, 1991) concluded by urging the NCAA to
begin to improve its image and assist its member institutions in helping to regain the
respect and integrity that had been so severely damaged and questioned during the 1980s.
The Commission followed this report a year later by examining the NCAA's response to
its recommendations.
Report II: A Solid Start: A Report on the Reform of College Athletics
When the Knight Commission published its findings, Keeping the Faith: A New
Model for Intercollegiate Athletics (1991), it made several observations and 20
recommendations to the NCAA. Of the 20 recommendations, the NCAA adopted 10,
which demonstrated a significant effort to re-dignify intercollegiate athletics. Over
25,000 copies of the initial report were officially published, with many thousands more
re-printed from the Knight Foundations' web site (http:www.knightfdn.org).
The initial results of the report were good. The pubhc opinion poll taken in 1989,
which fueled the creation of the Commission and report, showed that 78% of the public
had lost respect in the academic integrity of intercollegiate athletics. By 1992, a followup survey revealed that number had dropped by 31%. At the time of the publishing of
this report, only 47% of those surveyed still felt a lack of respect with regard to academic
integrity in intercollegiate athletics. The report, recommendations, and actions taken had
demonstrated a significant effect on the public's perception of intercollegiate athletics
(Knight, 1992).
The findings of this second report were encouraging but not without warnings and
further recommendations. By placing university Presidents in charge, institutional

commitment had begun to change the perception of intercollegiate athletics. By placing
the authority back with the Presidents, the commitment to long-term change appeared to
be in transition. The second commission encouraged the Presidents to stay the course and
to undertake major structural changes within the NCAA. The 1992 report also found the
NCAA to be committed, over the next two years, to the principles of the first report, the
"One Plus Three" model. After reviewing this report, the NCAA commission
representatives decided to concentrate on the major structural considerations in athletics:
certification; Presidential authority at the institution, conference, and national levels; and
financial control and integrity. The Commission felt this would bolster the demonstration
of long-term commitment. As the Commission stated, "When the presidents are in
charge, good things happen" (Knight, 1992, p. 52).
Report III: A New Beginning for a New Century
In 1993, after three years and $3 million, the Commission published what it
expected to be its third and final report, A New Beginning for a New Century. This report
evaluated the changes, progress, and suggestions made by the previous report. The
Harris report poll (Knight, 1992) showed that 52% of Americans thought that reform was
taking place in intercollegiate athletics, indicating that the perceptions of Americans were
changing and improving.
The Knight Commission (1993) credited the change to a highly visible structure
of reform, coordination, and cooperation between the Knight Commission and the
NCAA. The unifying goals of these two separate entities was singular; restore integrity,
conduct, management, and accountability to intercollegiate athletics. This was achieved

by placing more responsibility on university Presidents, as well as giving them a pro
active voice in the NCAA, the President's commission. The report was also realistic in
its conclusions. The onset of ever-increasing funds made available by the
commercialization of the football bowl games, conference championships for football,
and the annual "March Madness" (basketball playoffs) made for continued temptation to
sacrifice the moral integrity of higher education. As the 1993 Commission noted,
No matter how deep rooted reform is, it cannot transform human nature. Even
with the new changes fully in place and working effectively, no one should be
surprised when some institutions continue to be embarrassed by revelations about
their Athletics Departments. People in college sports are like people everywhere;
Most want to do the right thing; but some will try to skirt the rules, inevitably
getting themselves, their associates, presidents and their institutions into trouble
because, sooner or later, they will ignore the line dividing the acceptable from the
unacceptable. (Knight,1993, p. 66)
The Knight Foundation and Commission (1993) were fully prepared to disband.
However, the members of the NCAA and the Commission were both aware of the
conscientious value the Commission had, both in perception and in fact, hi June of
2000, the Knight Commission announced that it would reconstitute and evaluate the state
of college athletics 12 years after the formation of the Commission in 1989. These
observations and recommendations were published in a report.
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Report IV: A Call to Action: Reconnecting College Sports and Higher Education
This 2001 reconstitution of the Knight Commission was chaired by William C.
Friday, President Emeritus of the University of North Carolina, and Theodore M.
Hesburgh, C.S.C., President Emeritus of the University of Notre Dame. Much like the
first three Commissions, it included a wide sampling of those who were directly involved
in intercollegiate athletics and those in private commercial venues who were directly
involved by contract with intercollegiate athletics.
The 2001 Commission (NCAA, 2001a, b) examined the impact of its "One Plus
Three" model and noted that although the principle design of this model was sound, it did
not have the effect of its intent.
We find that the problems of big-time college sports have grown rather than
diminished. The most glaring elements of the problems outlined in this
report-academic transgressions, a financial arms race, and commercialization-are
all evidence of the widening chasm between higher education's ideals and bigtime college sports. Clearly, more NCAA mles are not the means to restoring the
balance between athletics and academics on our nation's campuses. Instead, the
Commission proposes a new "one-plus-three" model for these new times - a
Coalition of Presidents, directed toward an agenda of academic reform, deescalation of the athletics arms race, and de-emphasis of the commercialization of
intercollegiate athletics. (Knight, 2001, p. 4)
The Commission (NCAA, 2001a, b) found that the work done by prior
committees was initially successful, but even the NCAA, which would directly benefit
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from the image improvement, was incapable of sustaining the initial surge in reform. The
NCAA had brought college Presidents to a level of ultimate authority, yet it was college
Presidents who failed to uphold the academic and moral integrity that intercollegiate
athletics was so desperately trying to regain. Li fact, in today's news, scandals directly
involving college Presidents have become the norm.
The role of the 2001 Commission (NCAA, 2001a, b) had expanded beyond its
initial conception. The recommendations made by the first three commissions initially
improved the image of intercollegiate athletics, but the failure of the NCAA and its
Presidents Commission to supervise, evaluate, and implement reforms prompted the
Knight Foundation to continue to fund further commissions.
Reform ideas and structures have been mapped, recommended, and largely
ignored (Knight, 2001). In 2002, the Knight Commission recommended that schools had
to post a minimum 50% graduation rate for its football players to be allowed to go to a
post-season bowl game. Had the NCAA enforced that recommendation, only 2 of 28
bowl games would have been played (Knight, 2003).
The 2001 Commission (NCAA, 2001a, b) still functions today to try to bring
credibility, integrity, and respect to intercollegiate athletics. Serving primarily as an
independent advisor to the NCAA, the Commission is still independently funded by the
Knight Foundation, whose primary interest is to restore integrity to intercollegiate
athletics and to preserve it in higher education.

Student Retention Studies In Higher Education
James (1998) attempted to identify several key components of a successful
support program. James noted that one obvious, but sometimes overlooked, component
was important to increasing graduation rates; learning. Essentially he found that student
athletes who were not prepared for college academic work failed to graduate. Lock and
Layton (2000) found that student athletes needed varying amounts of assistance to
identify their academic strengths and weaknesses.
Most universities have their own research regarding student retention, and that
information is often not made available or is not requested by the student athlete
academic support program. Tinto's (1993) research was the basis of his theory that
information on the general student population could be beneficial to student athlete
support systems, but Program Directors saw no correlation between general student
population academic success and student athlete academic success and therefore largely
ignored Tinto's recommendations. Astin's (1993) theory suggested that involvement in
student activities on campus increased the chances of graduation. Astin's work has
largely been disregarded by student athlete support systems (James, 1998; Pascarella &
Terenzini, 1991; Terenzini et al., 1994). This body of research showed that student
athletes often felt isolated by their status and involvement in student athletics and had
fewer opportunities to take advantage of the programs offered to the general student
population. Both Tinto and Astin found that lack of campus involvement significantly
reduced a student's likelihood of retention and graduation. There is an abundance of
research on the general student population and retention. However, because of the
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significant differences and demands on student athletes' schedules, many retention
programs are unsuccessful. Further, there are many types of student athlete support
systems, but few of them have been studied and researched with disciplined inquiry.
Student Athlete Support for Freshmen
Tinto (1993) and Astin (1993) theorized that it is critical to retain freshman in
order to increase graduation rates for the general student population. Pascarella and
Terenzini (1991) also found that the number of freshmen who did not finish college were
much higher than any other year group, 50% on average. They suggested that students do
not make it through the freshman year because they have great difficulty in adjusting to
college life, do not get involved in on-campus activities, and, therefore, do not become
academically and socially integrated with their respective general student populations.
The freshman year of college provides multiple unique challenges that can be
overwhelming for the college freshman on all fronts, financially, academically, and
socially. Students who make the successful transition from high school to college,
indicated by not only surviving but thriving during that freshman year, have shown a
greater likelihood of graduating than those who have an unsuccessful transition (Cuseo,
1991; Fidler & Hunter, 1989).
Freshman Seminars
Knowing that a good transition from high school to college is a key variable to
achieving graduation, freshman are routinely the subject of numerous programs geared to
attempt to improve their transition. Li student athletics, the freshman year has also been
the focus of several experiments to increase graduation and retention, hi the 1950s and in

some conferences before then, freshman were not allowed to compete, thereby giving
them a gradual easing into college and into athletics. This occurred before the NCAA's
existence and was largely done by members of the Amateur Athletics Union and
voluntarily by institutions. This approach has been strongly advocated by one of the most
successful college basketball coaches, Dean Smith of North Carolina, for today's student
athletes (Smith, 2004).
The freshman year for the general student population focuses on making the
transition from high school to college. Seminars can also prevent the need for remedial
education at the college level (Boylan, 1999). Costly remedial education interventions
are not as imperative if a successful freshman program has been put in place.
Freshman seminars began in the early 1800s to assist freshman with the transition
to college life and the academic rigor not usually found in the agrarian classrooms of the
time (Barefoot & Fidler, 1996; Gordon, 1989). This idea found success and was popular
across campuses, with about 30% of universities and colleges using the idea by 1930
(Barefoot & Fidler, 1996; Gordon, 1989). By the 1940s, the numbers began to peak, with
over 40% of the universities and colleges (Barefoot & Fidler, 1996; Gordon, 1989).
However, as time went on, faculty began to object to students gaining credits for courses
geared to help them adjust to college life, and the seminar programs declined.
By the 1970s, the demographics and characteristics of the student going to college
had begun to change. The numbers of failing freshman began to climb, and the idea of
the freshman programs returned (Barefoot & Fidler, 1996). A diverse population of
students, which now included more minorities and women than ever before, as well as
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students with disabihties, now had the abihty to go to college. Due to their equally
diverse pre-college education experience, these students were not equally prepared for the
academic rigor of college (Barefoot & Fidler, 1996; Cuseo, 1991; Hankin, 1997).
The programs or seminars geared to freshmen are generally of three or four
different types. The first is a freshman orientation course, which specializes in student
development. In this course, freshmen are taught strategies to help them become better at
time management and more efficient learners (Barefoot & Fidler, 1996; Gordon, 1989).
The second freshman seminar specializes in academic adjustment and cognitive
development (Barefoot & Fidler, 1996; Gordon, 1989). Students in this program are
given varied opportunities for assistance and evaluation of their learning skills so they
may be used more effectively.
The third freshman seminar type combines the philosophies and strategies of the
first two seminars. The majority of today's freshman seminars are of this latter type, due
to both fiscal and time constraints, as well as the benefits that both philosophies have for
freshman students (Barefoot & Fidler, 1996; Gordon, 1989).
As recently as 1997, a survey showed that freshman seminars were prevalent in
roughly 70% of colleges and universities across the United States (Barefoot, 1993;
Barefoot & Fidler, 1996). This rise in popularity demonstrated the perceived value of the
freshman seminar. Multiple research studies focused on freshman seminars have
reinforced the initial findings. Freshman seminars can increase student retention,
academic performance, knowledge, and utilization of student services and activities
(Fidler & Hunter, 1989). Some research does not support freshman seminars (Simmons,
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Wallen, & George, 1995) and finds instead that students across demographics, including
women, minority, and students with disabilities, who engage in freshman seminars are
more likely to return for their sophomore year, have higher grade point averages, and are
aware of and use more student services (Barefoot & Fidler, 1996; Fidler & Hunter, 1989).
Shanley and Witten (1990) conducted a longitudinal study which found that
students who completed the fresliman seminar had increased persistence, retention, and
graduation. Researchers also found that students who did not complete the seminar or did
not have it available to them were not as likely to re-enroll in their sophomore semester
(Belcheir, 1997; Keenan & Gabovitch, 1995; Sidle & McReynolds, 1999). In the case of
minorities, African American students who completed freshman seminars persevered at
much higher rates than African Americans who did not (Fidler & Godwin, 1994; Shanley
& Witten, 1990). Minority students were more satisfied with the freshman seminar
course because it increased their ability to use university resources and programs for their
academic and social benefit (Robbins & Smith, 1993).
Further research on the benefits of freshman seminars revealed that students who
completed them returned to school in subsequent years, had higher grade point averages,
and had a higher ratio of courses completed to courses attempted (Sidle & McReynolds,
1999). Fidler and Hunter (1989) found another interesting effect of the freshman
seminar, ha examining variables surrounding retention, they found that freshman
seminars increased students' confidence level in their college learning abilities. Students
who participated in this seminar were more knowledgeable about campus policies and
procedures, had more knowledge of campus resources and were willing to use that
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knowledge; and increased their development of career planning strategies. Freshman
seminars increased the likelihood of being successful when hnked to research theories on
student success and retention (Barefoot & Fidler, 1996). The theories linked to the
success are that the students felt a sense of community (Astin, 1993), being involved
(Astin, 1993) and having a combination of academic and social integration (Barefoot &
Fidler, 1996; Tinto, 1993).
Not all studies showed the benefit of freshman seminars, hi 1995, Simmons,
Wallen, and George examined the preliminary education of the freshmen involved in a
seminar and classified them into distinct groups. At-risk students were classified by their
pre-college performance on ACT and high school grade point averages. Underachievers
were the category where the students had high ACT scores but low grade point averages.
Overachievers were those students who had high grade point averages and high ACT
scores. Low achievers were defined as those students who had both low ACT scores and
grade point averages. Low achievers outperformed a control group, and the high and low
achievers performed more poorly than the control group. This would indicate that the
freshman seminar was not as good as it previously claimed. However, the standing
contradiction is that neither ACT scores nor GPAs are accurate predictors of collegiate
academic success (Simmons, Wallen, & George, 1995).
The prevailing research regarding freshman seminars has been positive (Barefoot
& Fidler, 1996). However, some members of the faculty objected to spending money on
freshman seminars (Hankin, 1997). Many faculty believe that the job of the university or
college is not to prepare the student for college but, rather, to be an institution that
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students are adequately prepared to be accepted to and attend. Some faculty feel that the
credit hours given students to teach them skills they should already have effectively
discounts several hours critical to achieving the degree (Gardner, 1989). Gardner and
others viewed this practice as coddling and counterproductive to the principles of higher
education. However, in the same research, Gardner showed that the effective transition
from high school to college resulted in retention and graduation. Gardner did not feel that
freshman seminars should be remedial but should teach things not taught in high school
that are necessary for college.
Moreno (1997-1998) took this argument further in his research. Moreno believed
college should be reserved for those with the intellectual abilities to handle academic
rigor and not become an extension of high school. Moreno found that many of the
freshman seminars he examined spent the freshman year in the pursuit of college
preparation rather than providing the academic challenge that should mark the initial year
of higher education. Colleges and universities would be better served by upholding
stringent admissions policies and maintaining the intellectual rigor in colleges and
universities where those with high intellectual pursuits could be more suitably challenged.
The NCAA (1994) identified the benefits of the freshman seminars and mandated
some sort of freshman program as part of their certification process. However (whereas
the goal of the NCAA was to have student athletes participate in these valuable programs
as part of their assistance to the student athlete), student athletes did not all agree that they
were helpful. Many student athletes felt that the seminars were a waste of time and
taught them skills they already knew (Gardner & Jeweler, 2000; Petrie & Denson, 2003).

Student athletes also had a difficult time trying to fit the programs into their schedules
with classes, travel to participate, training, and practices. Many programs do not cater to
the student athlete (Gardner & Jeweler, 2000). Often, student athletes do not attend
because they feel the Athletic Department will provide for their needs and also
underestimate the level of difficulty they will have with college (Gardner & Jeweler,
2000; Petrie & Denson, 2003). In this case, failure to understand the demands that
college academics often leads to poor academic performance.
Studies of Academic Support Programs for Student Athletes
The NCAA (1998) instituted a "Life Skills Programs" as part of its certification
process. This means that each institution that wants to be certified by the NCAA must
have a program that is targeted to address social and personal development, academics,
career development, and community service.
At Institution N, for example, a study of the student athlete academic support
program was conducted by several members of the Department of Special Education,
Rehabihtation, and School Psychology. The Director of Student Athlete Support Services
had requested their expertise to improve academic support.
The report, Champions in the Classroom: Developing All Student-Athletes as
Independent Learners (Chalfant et al., 1997), was an in-depth, 15-month analysis that
examined every facet of the support program as well as developing six distinct profiles of
student athlete learners. Questionnaires and interviews were developed and conducted on
personnel ranging from the Athletic Director to student athletes' tutors and nearly every
staff person.
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From this study, 11 major recommendations were made, with several areas of
subtasking. Six of them were at the institutional or the Athletic Department level. The
first recommendation was as basic as defining the Academic Department's mission as a
part of the university (Chalfant et al., 1997).
The next five recommendations were structural and organizational requiring
minimal monetary resources: create a standardized system for developing operating
procedures for the academic program; develop a more efficient and effective staffing
program; reallocate space for the academic support program; upgrade technology; and
develop a centralized office for advisement, eligibility, financial aid, and a Faculty
Representative (Chalfant et al., 1997).
The next five recommendations were at the program level; establish an adequate
department-wide academic performance policy for participating in athletics which would
ensure that all athletes were held to the same standard for participation; develop a specific
academic program for freshmen and newcomers which would allow for detailed
monitoring and educational intervention for freshmen and transfer student athletes during
that critical first year at an institution; restructure the existing program and services to
include more services and standardize the quality of hiring; redefine and restructure the
tutoring program; and finally, develop a system of implementation that would
consistently evaluate and correct for program deficiencies (Chalfant et al., 1997).
Many resources that could be utilized by student athletes were already in place for the
general student body, and it was just a matter of incorporating existing services into the
Athletic Department's current program of assistance. Some recommendations created

42
panels, and some were simply common-sense implementations made by talented outside
observers (Chalfant et al, 1997).
The members of the panel who did the research and presented the findings did so
at no cost to the University, in spite of the fact that they were widely recognized
professionals who had provided consulting and program design for numerous educational
systems around the United States and internationally. They were professional faculty
members who taught at the university, mentored graduate students, and were solicited for
their expertise in evaluating educational programs (Chalfant et al., 1997). Upon
presentation of their findings to the Athletic Director, the Athletic Director chose not to
implement the recommendations.
Other institutions have attempted similar studies to identify improved methods of
student athlete academic support. The Success Model (Titlebaum, Stankovich, &
Meeker, 2000) emphasized a proactive environment of supervision specifically focused
on self management, note taking, test taking, and career resources, all designed to assist
student athletes in achieving academic success. Carodine, Almond, and Gratto (2001)
provided research and analysis that identified several effective factors. They proposed a
model that included advising, eligibility information, tutorials, study halls, and career
counseling.
Many of these studies were published, yet many Athletic Departments' academic
development programs remained below NCAA standards. These programs often exist as
a mandate of the NCAA and the institution, do not employ a systematic approach to
academics, and do things "the way they have always been done," without regard to what

is current in the field (Chalfant et al., 1997). The NCAA mandates (1994) that a student
athlete must participate in an exit interview to discuss their college and academic
experience; however, this is treated as more of a formality that a sincere data-gathering
procedure, making it difficult to know what programs were of the greatest benefit and
what programs were the least effective. The exit interviews could provide significant
assistance to the evaluation process if they were conducted correctly.
Research on Individual Students and Student Athletes' Learning
The world of the intercollegiate student athlete is difficult to understand.
Academic success is not an isolated entity during this time of great personal diversity,
independence, and introspection.
There is little research in this area. However, three major theories attempt to
explain how athletes make decisions as well as the conundrum of often overwhelming
circumstances that overtake the intercollegiate athlete's intellectual development and
process.
Marcia's Theory
Erikson (as cited in Marcia, 1993) developed a model in which eight stages of
psycho-social growth were identified. Marcia examined the fifth stage of what Erickson
labeled identity and diffusion and their application to college students during the later
stages of adolescence. Marcia broke that stage down into four categories of identity
development: achievement, moratorium, foreclosure, and diffusion.
These four categories are important because they focus on the exploration of
alternatives or careers as well as commitment in adolescent and college-age students.
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The individual categories defined and included an exploratory and a level of commitment.
This means that a student in the category of achievement has begun to exhibit exploratory
behavior and has begun to make a commitment to an identity. A student in moratorium
may have demonstrated exploratory behavior, but not committed to an identity. Students
in the diffusion category have not explored alternatives and they have not yet made a
commitment. Those students who are designated as being in the foreclosed category have
not engaged in exploratory behaviors, but they have committed to an identity (Marcia
1993; Schwartz, MuUis, Waterman, & Dunham, 2000).
Adler and Adler's Theory
hi 1991, Adler and Adler pubUshed findings based on five years of conducting
research on an NCAA Division I basketball team's student athletes. They were
examining a conceptual theory of role engulfment as participant observers. Adler and
Adler found that student athletes embraced and accepted their student athlete stature as
campus celebrities at the expense of social and academic requirements. Much of this
identity was due to the rewards as a campus celebrity as compared to the relatively benign
existence as an academic success. The fame gained by being a student athlete was often
the only form of attention student athletes received outside of their sport. They were
instantly rewarded by attention in class and on campus for their athletic successes.
Unfortunately, they also experienced little long-term or equitable notoriety for achieving
academic success.
Adler and Adler (1991) also found a significant amount of confusion among the
student athletes during their freshman experience. Although the student athletes were
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often told about academics and coaches often spoke about their academic commitments,
the freshman experience in Adler and Adler's research showed that the coaches' concern
was always about athletic success. Academics were usually not recognized or addressed
unless there were negative associations with them. For example, a student athlete
reported by faculty for missing class or underperformance. Student athletes were often
confused by the coaches who often preached about academic performance, but very rarely
demonstrated sincere interest. To the student athlete, this was know as "talking the talk,
but not walking the walk."
The research by Adler and Adler (1991) on role engulfment and Marcia's (1993)
theory of identity foreclosure independently arrived at similar conclusions. Student
athletes tended to become isolated in the world of athletics and were largely uninvolved
in collegiate activities. The immediate reinforcement associated with athletic success
provided student athletes with greater satisfaction in the form of recognition by coaches,
peers, and students. The need to self identify with this athletic success often drove
student athletes into their own worlds, excluding them from the general student
population and also from seeking that same kind of success in the academic arena. They
found greater reward for effort expended in the athletic arena than they found in the
academic classroom. Both Marcia's concept of identity foreclosure and Adler and
Adler's theory of role engulfment explained why student athletes did not seek academic
excellence with the same zest and fervor with which they sought athletic excellence and
recognition. Both researchers found that the coaches often marginalized academics and
seldom reinforced the importance of academics. Coaches may say it is permissible to
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miss a practice for a class and then not allow athletes to play if they don't practice. These
mixed signals leave student athletes with one clear message. They are perceived by their
authority figures, i.e. coaches and peers, as athletes who happen to be students, rather
than students who are athletes.
Astin's (1993) research findings were similar to those of Adler and Adler (1991)
and Marcia (1993). However, Astin focused more on cognitive development. This
research found that student athletes, especially in the major revenue sports of football and
basketball, achieved a reduced level of cognitive development.
Although participation in intercollegiate athletics tended to increase self-esteem for those
who participated, it was also noted that athletes needed to be more involved in on-campus
activities to achieve a greater sense of academic success. The theory further maintained
that including athletic participation with academic progress and social acclimatization
would lead to a more successful college experience (Howard-Hamilton & Sina, 2001).

CHAPTER 3
METHODOLOGY
Football and basketball, the two primary revenue-producing sports in
intercollegiate athletics, have continued to show a decline in graduation rates from 1996
to 1998. This study was designed to identify the key components of an academic support
program in NCAA Division I institutions that may be contributing to the graduation rates
of football players. The student athletes included in this study were those who competed
in NCAA Division I football programs.
This section presents criteria for selection of institutions, graduation rate rankings
of Division I institutions meeting the criteria for selection, procedures for gathering
institutional data and information, procedures for contacting the Program Director,
procedures for gathering data on academic support programs, data analysis, implications,
and limitations.
Criteria for Selection
Four criteria were used to select the institutions included in the study: NCAA
Division I Football Programs, Research I institutions, land grant institutions, and studentathlete eligibility for competition.
Criterion 1: NCAA Division I Football Programs
Three hundred ten institutions of higher education are members of the NCAA's
Division I classification. Of these institutions, 114 have football programs competing in
Division I-A. Among these 114 institutions are military service academies, private
institutions, land grant schools, and state-funded schools. The inclusion of Research I
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institutions, which are also land grant institutions, identifies colleges that best represent a
specific academic standard while allowing for public higher education.
After the NCAA Division I institutions with football programs were identified, the
Chronicle of Higher Education (Almanac, 1999) provided the definition of Research I
institutions and provided a roster of Research I constituents.
Criterion 2: Research I Institutions
To reduce the variance among the 114 programs, it was necessary first to sort
them into similar groups for comparison. The first sorting separated and identified the
Research I institutions which are defined as
Offering a full range of baccalaureate programs, committed to graduate
enrollment through doctorate, and give a high priority to research. They award
more than 50 doctoral degrees each year, hi addition, they receive annually $40
million or more in federal support. (Chronicle of Higher Education, 1999, p. 77)
Criterion 3: Land Grant Institutions
The President of the National Association of State Universities and Land Grant
Colleges (NASULG), C. Peter Magrath, further defined the land grant institution.
America's state universities and land-grant colleges-all of them truly peoples'
universities-are a marvelous enterprise that has served our nation superbly. They
are fundamental to our democratic system and essential to our aspirations for a
better, more just future. These universities are a critical part of public higher
education, and they are essential to the well being of our nation's economy and
society. (McGrath, 1999, p. 1) ,
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The ideals and principles responsible for NASULG were founded in the Morrill
Acts, federal laws which provided for public higher education institutions. The first
Morrill Act of 1862 donated public lands to "promote the liberal and practical education
of the industrial classes in the several pursuits and professions in life" (Lincoln, 1862).
The second Morrill Act, passed in 1890, provided further endowment for colleges, with
an emphasis on funding to support black students. This lead to the creation of 17
historically black land grant institutions (McGrath, 1999)..
Land grant institutions were selected to ensure that the institutions were similar in
academic structure. These institutions were further sorted by those institutions designated
as Research 1. Sorting by land grant institutions placed an emphasis on public
institutions. The list of land grant institutions was obtained from the National Association
of State Universities and Land Grant Colleges (NASULG, 1999). The final selection of
institutions

came from the selection of NCAA Division I football programs that were also

Research I and land grant institutions.
Criterion 4: Eligibility For Student Athletes
Football players in Research I land grant institutions included in this study must
have met the NCAA mandate that they graduated from high school with a combination of
established grade point averages in 13 core curriculum classes matched with standardized
test scores. Another requirement was that these players had been screened by their
respective institutions for admission.
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Ranking of Division I Institutions
Student athlete data were initially gathered from the institutions by the graduation
rates and admissions data these institutions reported to the NCAA. Data from each
institution were placed on a spread sheet which included graduation rate data for the
freshman class of football players from 1990, 1991, and 1992. The institutions were then
ranked 1 through 27 for the graduation rates of football players in 1996, 1997, 1998, and
the graduation years of the preceding freshman classes. From these rankings, the
institutions with the top three graduation rates, the middle three graduation rates, and the
bottom three graduation rates were identified. These nine cooperating institutions were
contacted to gather information.
Procedures for Gathering Institutional Data and Information
This section describes the methods used to acquire information pertinent to
understanding the academic support programs for football players used by the different
institutions. Procedures for gathering data on the nine sample schools included web page
searches, contacting the Program Director, gathering data on academic support programs,
and data analysis.
Web Page Search
After the nine target institutions were identified, preliminary information was
gathered. A preliminary investigation examined each institution's web page for athletic
support programs. Varying amounts of information such as contact numbers for specific
academic counselors, available tutorial programs, specific program requirements, and
available program services were found. From these web pages, it was possible to identify
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the individuals involved in student athlete academic support in each Athletic Department.
The web page searches were only the first step in gathering preliminary data on the
institutional academic program for student athletes.
Procedures for Contacting the Program Director
The titles of academic support staff varied among institutions, but the individuals
contacted were those in charge of the academic support program for the football team.
Email, letters, and telephone communications were used to establish a liaison with each
institution. The purpose of this study was explained to each institution's Academic
Director. Specific information was requested in a standardized questionnaire format
completed by the Academic Director and returned to the researcher. When the answers to
the questionnaire required clarification, it was necessary to telephone the Academic
Director at the institution for a more detailed explanation.
Procedures for Gathering Data on Academic Support Programs
Dr. Mike Fisher, an Academic Director at four Division I institutions over a span
of 25 years, served as a resource person in developing a questionnaire for the Program
Directors. Dr. Fisher understood the Program Directors' concern for confidentiality and
knew the requirements, operating procedures, and other program variables essential for
program success. Information on this questionnaire included fiscal allocation, counseling
methods, tutorial programs, tutorial training, supervision of study periods, academic skills
training, learning strategies, and monitoring of classroom attendance.
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Data Analysis
After the program description data were collected from the nine institutions, they
were evaluated, and an in-depth study of the academic support programs and the
characteristics of football players from the nine institutions was conducted. A Pearson
correlation comparing three-year average SAT scores with three-year average graduate
rates was conducted for the 27 institutions. The Pearson correlation revealed that SAT
scores had no significant effect on graduation rate at the .05 level.
A search for similarities and differences among the successful, mid-range, and
lower-range graduation rate institutions was conducted using a standardized
questionnaire. Responses to the questionnaires were cross-checked for similarities and
differences that may have been factors contributing to the success or failure of a program
and charted in a visual representation. Responses that were not clear were noted. When
necessary, telephone interviews were conducted with Program Directors to clarify
understanding.
Limitations
NCAA Restrictions
There were several limitations to this study. One important limitation involved
NCAA restrictions placed on releasing student athlete information. Because the NCAA
is the primary governing body of the programs being researched, the member institutions
were able to provide minimal information regarding their student athletes. The NCAA
regulations were based on issues of confidentiality and the expense to the NCAA for
gathering the data.
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Inconsistency of the Number of NCAA Division I Institutions
A second limitation was the inconsistent number of institutions competing in
Division I-A football. Each year, institutions are added and dropped. Prior to becoming a
Division I-A member, the institutions did not track graduation rate and freshman
admission data, and the data for four-year and six-year graduation rates would have been
at least four to six years from the date of admission. For this study, the freshmen
admission data were selected, and the freshmen were tracked through graduation.
Similarly, institutions recently dropped from Division I-A were eliminated from the
database.
Changes in NCAA Policy
The NCAA has varied in its policy of publishing averages for the freshman GPA
and SAT scores or specifically giving the rates for each freshman class. This averaging
procedure was adopted to adhere to privacy act issues and FERPA laws (NCAA, 1985,
1999). Freshmen admission data from 1990, 1991, and 1992 were selected for use in this
study.
Current NCAA Investigations
The NCAA is currently investigating two of the nine schools selected for a
number of NCAA violations, including academic misconduct. The member institutions
are first conducting their own review. If the NCAA investigators believe the situation has
been corrected, they will sanction the institution and not investigate further. However,
should the NCAA believe the institution has not been thorough, they will conduct their
own investigation. For this reason, two of the programs selected for this study are

currently undergoing a complete restructuring of the academic staff and programs. They
are implementing new programs and are under the scrutiny of investigating bodies. It
would not be expected that programs in violation would be forthcoming or cooperative
with regard to this research project. Therefore, the institutions in violation were
excluded, limiting the research population.
Despite these limitations, the researcher was able to acquire information related to
the academic support programs of institutions with high, medium, and low graduation
rates.

CHAPTER 4
RESULTS
The data gathered for this research were attained using a questionnaire and a
telephone interview. The questionnaire was developed for readability and field tested
with various staff members at the University of Arizona's Department of Litercollegiate
Athletics. The questionnaire format was selected to gather data about the academic
support programs for student athletes and to identify the most influential factors that
would assist a program in improving its ability to assist its student athletes academically.
A Pearson correlation was conducted and revealed no significant correlation between
SAT scores and graduation rates for the 27 selected institutions. The data from the
questiormaire were organized into nine different subgroups for analysis.
The Academic Support Programs were separated into the top three, middle three,
and lower three graduation rates from the initial population of 27 institutions (see Table
1). Each program's questionnaire results are presented to allow the reader to get a sense
of the operational procedures for each program's functions and the operations and
procedures student athletes encountered at each institution.
Some terms may not be familiar to all readers. The term proactively monitor
means that the counselors engage each student athlete directly with questions regarding
academic progress through meetings that are scheduled at least once each week.
Marginal transcripts/athletes means that the student athlete did not pass the University's
standardized transcript requirements but was admitted under "special arrangements."
Class checks means physically looking for the student athlete in the class he/she is

Table 1
Descriptive Data for Schools Meeting the Selection Criteria

RANK

Institution

1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
27

A
B
C
D
E
F
G
H
1
J
K
L
IVI
N
0
P
Q
R
S
T
U
V
W
X
Y
Z

'96 Grad rate HSGPA

SAT

2.92
3.08
2.72
2.66
2.89
2.79
2.14
2,61
2.65
2.52
2.66
2.42
2.61
2.61
2.52
2.86
2.51
2.4
2.33
2.68
2.65
2.7
2.38
2.7
2.68
2.51
2.38

868
946
895
764
768
811
740
727
792
846
872
843
823
784
846
852

zz

94
87
72
74
63
60
75
67
41
52
71
47
45
29
53
56
44
67
57
57
26
50
55
43
47
28
33

SUM
AVERAGE

1493
55.3

70.58
2.61

97 Grad rate HSGPA LSAT
2.95
2.92
2.75
2.61
2.78
2.78
2.49
2.67
2.63
2.62
2.65
2.45
2.7
2.71
2.54
2.94
2.98
2.47
2.45
2.5
2.8
2.72
2.46
2.82
2.68
2.53
2.64

869
897
872
811
792
825
816
798
822
852
880
834
838
817
872
898

832
805
867
840
802
800
827
857
787
743

63
71
86
63
64
63
64
60
71
65
72
50
59
65
43
37
29
42
38
53
43
32
20
26
29
44
25

21337
821

1377
51

72.24
2.68

98 Grad rate HS GPA

SAT

AVG

2.87
2.81
2.77
2.63
2.84
2.77
2.5
2.67
2.57
2.65
2.47
2.45
2.72
2.71
2.51
2.89
2.82
2.51
2.43
2.49
2.83
2.78
2.51
2.81
2.73
2.49
2.62

859
878
872
813
810
842
805
809
817
847
864
843
847
839
863
882

827
838
820
881
842
792
826
820
788
806

73
68
65
53
59
63
44
52
63
57
20
65
50
56
52
47
67
24
38
20
60
44
43
43
35
32
11

827
836
809
888
846
791
830
827
799
809

76.6
75.3
74.3
63.3
62
62
61
59.7
58.3
58
54.3
54
51.3
50
49.3
46.7
46.7
44.3
44.3
43.3
43
42
39.3
37.3
37
34.7
23

21733
836

1304
48

71.85
2.66

21752
837

1391
52
ON
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supposed to be attending, and checking class notes means looking at the notes taken by
the student athlete to see if he/she was paying attention and utilizing the study
skills/learning skills programs. Study skills/learning skills programs refer to a organized
class on how to manage time, take notes, prepare for exams, and write papers and are an
integral part of most student athlete support systems. Off campus student academic
support systems are professional educational systems that specialize in learning
disabilities. At some universities, these services are independent of the university and are
contracted by the university to serve the students and student athletes. Other universities
incorporate these off-campus academic support systems into their remedial educational
programs or programs for disabled learners. Study Skills programs are student athlete
support systems to assess the individual studying abilities of the student athletes, develop
areas that may be deficient (note taking, test preparation, test-taking skills, writing skills,
note-taking skills, time management, etc.) and introduce skills that are not being utilized.
Top Three Programs
Nine institutions were selected and contacted to obtain their cooperation in the
study. The data used in this study were gathered from these nine cooperating institutions.
Institution A
(Ranked No. 1 of 27 in Graduation Rates for Academic Years 1996-1998)
Transcript Evaluation Process: Questions 1, 2, and 3
If student athletes do not meet the standardized admission requirements, their
transcripts are evaluated in one of two places. Transcripts for minorities and firstgeneration college attendees may be sent to the Equal Opportunity Program (EOP), which
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is open to all students. The transcripts may be sent to the Athletic Department for special
admission. This option is used when the student athlete is missing one or two high
school credentials, has courses that will not transfer, or come from a school which has not
prepared them for college. Although there are allowances for 20 special admissions for
the Athletic Department, only 5 to 10 are used per year. The transcripts are monitored by
the Office of the Director of University Admissions.
Academic Support Staff: Questions 18, 19, 20, and 21
Institution A employed one full-time person and one graduate assistant to provide
academic support for the football team. The highest degree attained by the full-time
employee was an Ed.D., which was not a requirement for the job, and two to four years of
experience in the field. This person was paid $40,000 annually.
Student Athlete Support Systems; Questions 4, 5, 6, and 7
Institution A placed all student athletes into a single academic support system.
This meant the study hall was not a special arrangement for one sport, such as football or
women's swimming. All first-year student athletes were placed in a study hall and
monitored proactively. The only exception was the men's crew team, whose members
averaged 1400 on their SAT scores and a 4.0 high school grade point average. Their
coach made a compelling argument to have them relieved from this commitment. Some
student athletes were given evaluation exams assessing their academic skills by the
academic support office.

Individualized Academic Plans and Practices: Questions 8 and 9
After being tested by the academic office at Listitution A, student athletes who are
identified as having learning disabilities or special needs were provided with programs
designed specifically for them by an off-campus educational facility that was contracted
by the university. Each student received an individual academic plan. After the first
semester was completed, the students were re-evaluated on their academic progress.
Those student athletes who were identified as having special needs were provided with an
individual education program that was either contracted to an off-campus facility or
provided by faculty advisors who were involved in the academic support program.
Components of Academic Support Programs
Instructional strategies: Questions 12, 13, 14, and 17. Institution A did not use
the term study hall. They used the term study tables which referred to time set aside for a
study hall. The time actually was used for the assignment of individualized tutorial
programs which proved to be very effective. Some tutorials, when appropriate, involved
groups, but the majority were individual-specific tutorial sessions. The Study Skills
Program offered by the department required more economic assistance than was allowed
under the budget. One of the most important assets for the student athletes was faculty
mentoring. Faculty at Institution A were directly involved with the academic progress of
almost every student athlete. A faculty mentor was assigned to each student athlete upon
his/her arrival at the institution, and this relationship was maintained until graduation. In
post-graduation interviews, many student athletes said they hoped to continue their
relationships with their faculty mentors after graduation.

Student monitoring: Questions 10, 11, 15, and 16. Institution A did not check
student athletes' class attendance. However, the Academic Director checked the notes of
all student athletes who were academically at risk. The Academic Director gave an
excellent rating to the proactive monitoring process involving note checking at the
academic department and maintaining direct contact with faculty members regarding
student athlete academic progress. The faculty at hastitution A were very supportive of
this proactive monitoring of student athlete support by the academic department.
Disciplinary Policies: Questions 23, 24, 25, 26, and 27
Academic problems or infractions such as missing class, not turning in
assignments, or missing tutorial sessions were reported to the football players' individual
position coach for reprimand. Discipline was apphed fairly and equitably to all players.
The consequences of academic infractions were sometimes treated the same as athletic
infractions (late for practice, meetings, workouts, etc.) but not always. The same could be
said of the individual players' status on the team. Players who were starters, backups, or
marginal participants were treated differently. Sometimes the punishment would be the
same for all players, and sometimes it would not. The tutors, counselors, and football
coaching staff received constant integrity training, hitegrity training consisted of
university and NCAA academic policies and regulations.
Resources Support: Questions 28, 29, and 30
Resources at histitution A were very limited, below $50,000 range. Student
athletes were provided with excellent computer resources, and the areas where study
tables and tutorials were conducted were rated as satisfactory.
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Leadership Involvement: Questions 32, 33, and 34
The Athletic Director at Institution A was directly involved with the progress of
each football player. If players were not doing what was expected, the Athletic Director
called the student athlete into his office and asked what further services were needed to
resolve an academic problem. If the Athletic Director felt the student athlete had failed in
all attempts to correct negative behavior, he would revoke the scholarship. The Athletic
Director supported academic excellence by recognizing an Academic Athlete of the
Month and sponsoring an awards dinner at the end of each semester for student athletes
with a GPA of 3.5 or higher.
The head football coach and staff were very supportive of the academic office.
For example, the head football coach adjusted his spring practice schedule to
accommodate academic and athletic schedules. The coaching staff expected the academic
staff to be involved with the football players and help develop them into good student
athletes and representatives of Institution A.
The Faculty Representative was involved with all academic activities in the
Athletic Department. He made every effort to spend time at the academic support
building, meet the student athletes, and attend events.
Recommendations for Improvement: Question 35
Personnel at Institution A believed nothing could be done to improve the
academic support system for their student athletes.

Institution B
(Ranked No. 2 of 27 in Graduation Rates for Academic Years 1996-1998)
Transcript Evaluation Process: Questions 1, 2, and 3
Institution B's student athletes were admitted by the undergraduate admissions
office. Student athletes who did not meet entry requirements entered into a written
agreement between the undergraduate admissions office and the Athletic Department.
The students were all placed in a mandatory study table and proactively monitored during
their initial year, with emphasis given to initial success.
Academic Support Staff: Questions 18, 19, 20, and 21
Institution B employed two full-time people and one graduate assistant to handle
academic matters for the football team. Both full-time employees held an M.S. degree.
One had two to four years of experience, and the other had more than six years. Entrylevel pay was $30,000 per year, and the maximum pay at the highest level of
advancement was $65,000.
Student Athlete Support Systems: Questions 4, 5, 6, and 7
The Director of the University Admissions Office and Vice Provost/Dean of
Undergraduate Education, acting on behalf of the University President, were involved in
any special arrangements for academically marginal football players who did not meet
standardized entry-level requirements. Institution B also conducted university placement
tests for Math, English, and Chemistry. A freshman coordinator, who was a liaison to the
Athletic Department, evaluated student athletes' high school academic performance,
placement tests, and SAT/ACT scores to alert counselors to potential academic

weaknesses. If a student were suspected of having a learning disability, he/she was
referred to the Office of Disability Services. Individual assessments were given by the
university, and for potentially learning disabled students, tests were given by the Director
of Disability Services and the Psychology Clinic.
I

Individualized Academic Plans and Practices: Questions 8 and 9
Marginal student athletes were monitored more intensely by their counselors than
their peers, but only those students diagnosed with a learning disability received an
Individual Education Program, which was provided by the Academic Office of the
Athletic Department. This department reported directly to the Vice Provost and the Dean
of Students.
Components of Academic Support Programs
Instructional strategies: Questions 12, 13, 14, and 17. Institution B used the
traditional study hall concept for their student athletes, assigning tutors to those who
needed or wanted them and providing a comprehensive first-year academic program that
went beyond covering academic skills for freshmen. According to the Academic
Director, faculty mentoring was available, but the counselors and interns did a much
better job of mentoring the student athletes than the faculty.
Student monitoring: Questions 10, 11, 15, and 16. Institution B used class
checking and note checking of its student athletes, but reported their value as only
"moderately satisfactory." It was also reported that monitoring of student athletes via
faculty contact was satisfactory, but proactive monitoring of the student athletes by their
counselors provided excellent academic results.
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Disciplinary Policies: Questions 23, 24, 25, 26, and 27
Institution B's discipline policy was delegated by the head football coach to each
player's position coach and the Academic Office. The policy was sometimes applied
fairly and evenly, but the Academic Director reported that the player's status was
sometimes a mitigating factor in the discipline received. Tutors, counselors, and
coaching staff received constant integrity training.
Resources Support: Questions 28, 29, and 30
Listitution B's Academic Support Program for student athletes received a large
tutorial budget ($50,000-$100,000) and had excellent computer resources and study table
facilities.
Leadership Involvement: Questions 31, 32, 33, and 34
Institution B's Athletic Director was highly involved and visible to all student
athletes because of the frequency of his visits to the center where the Academic Support
Program resided. He met with the counselors, staff, and athletes on formal and informal
levels and reviewed the student athletes' academic performance with the Academic
Program Director each semester.
The Academic Director said the head football coach was not involved in the
student athlete academic development process. He received weekly updates from the
academic counselors and staff and delegated problems to the assistant coaches and
counselors.
The Faculty Representative was strongly engaged in the academic development of
student athletes. He certified eligibility and reviewed the academic performance of

student athletes with the Athletic Director and the Program Director each semester. The
Program Director met with student athletes on formal and informal bases and chaired
meetings with the Athletic Director, the Vice Provost and Dean of Undergraduate
Education, and the faculty oversight committee when appropriate. He ensured that the
academic integrity of the Academic Support Program for student athletes was impeccable
and acceptable across campus and with faculty and administrators. If there were any
questions from faculty regarding the status of student athletes, the Faculty Representative,
who was hired by the Vice Provost and Dean of Undergraduate Education, worked to
ensure that solutions that did not sacrifice academic integrity were found.
The Academic Director reported that faculty involvement with the student athletes
was "inconsistent at best." Some faculty members were supportive and provided
assistance; others refused any involvement with the Athletic Department.
Recommendations for Improvement: Question 35
The Director wanted the entire academic support staff housed together. He
wanted the football coach and staff to lean less on the academic staff, enabling football
players to become more academically independent and accept more personal
responsibility for their academic careers.
It was reported that the staff was expected to carefully supervise football players
through four or five years to graduation, which helped graduation rates but may not have
been in the best interests of cultivating responsibility and independence for individual
players.

Institution C
(Ranked No. 3 of 27 in Graduation Rates for Academic Years 1996-98)
Transcript Evaluation Process: Questions 1, 2, and 3
Transcripts for incoming student athletes were evaluated by the Director of the
University Admissions Office. Transcripts of student athletes who did not meet
university standards were reviewed by a committee specifically created for the admission
of marginal or at-risk student athletes. This committee established contracts with the
academic unit that would admit the marginal student athlete (Liberal Arts, Sociology,
etc), and agreements with the college representative, the coach, and the Academic
Support Office were reached. As part of the contract, marginal student athletes attended a
special program administered by the university during the summer prior to the fall they
enrolled at histitution C.
Academic Support Staff Questions 18, 19, 20, and 21
histitution C employed two full-time academic counselors and one graduate
assistant for football players. The highest degree earned by either counselor was a
Master's degree, and the average amount of experience of the academic support staff was
two to four years.
Student Athlete Support Systems: Questions 4, 5, 6, and 7
At Institution C, no special arrangements were made for student athletes once they
had been admitted and arrived on campus. They were encouraged to use the same
excellent programs made available to all students and, if necessary, the Academic
Services Office would provide additional support, hidividual assessments, if required,
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were given by the on-campus academic support program for all students, and if they
determined special needs, they contracted with an off-campus student support
organization.
Individualized Academic Plans and Practices: Questions 8 and 9
All student athletes received an Individual Academic Plan which was created for
them by the Academic Office for the Athletic Department. This plan consisted of setting
up meetings with advisors, study tables, and arranging for tutors with the on-campus
academic assistance organization.
Components of Academic Support Programs
Instructional strategies: Questions 12, 13, 14, and 17. Institution C reported that
it used study halls and tutorials of individuals and groups and achieved satisfactory
results. Mentoring by faculty also met with satisfactory results. The Study Skills
Program was not as effective as it could have been and had moderately satisfactory
results.
Student monitoring: Questions 10, 11, 15, and 16. Institution C reported that it
utilized class checking for attendance with moderately satisfactory results. It used
proactive monitoring of students with satisfactory results, did not check class notes, and
had moderate satisfaction with contacting faculty to check on student performance and
progress.
Disciplinary Policies: Questions 23, 24, 25, 26, and 27
The head coach was responsible for disciplining players for academic infractions.
The discipline was always applied fairly and equitably for all academic infractions, and

the seriousness of the academic infraction was treated the same as an athletic infraction
(tardiness, unprepared, poor performance, etc). The head coach sometimes disciplined
those with higher athletic status (starters) differently than those who had not attained that
status. Tutors, counselors, and football coaching staff received constant integrity training
from the Athletic Department.
Resources Support: Questions 28, 29, and 30
histitution C's tutorial budget was between $100,000 and $150,000 for the entire
undergraduate population and did not track how much money was used specifically by
student athletes. The student athletes' computer resources were excellent and their study
hall area was reported as satisfactory.
Leadership Involvement: Questions 32, 33, and 34
The Athletic Director was very involved with the Director of Academic Services
and the Academic Support Team. The Athletic Director relied on the Academic Services
Team to utilize on- and off-campus facilities to provide student athletes with what they
needed to graduate, histitution C had an excellent support system for undergraduates, and
with the exception of the special admissions, student athletes were immersed in the
general student population.
The head football coach was very supportive and interacted directly with the
counselors regarding academic matters involving his players. The players knew the coach
believes in academics and that they must maintain acceptable academic performance to
participate on his football team.
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The Faculty Representative was not mentioned and was not a part of the
Academic Support Program. The Academic Support Program had found that some
faculty members wanted to be involved in student development and would work with the
student athletes and support staff. Others thought student athletes should operate
independently to attain their own level of education.
Recommendations for Improvement: Question 35
The Director of Academics wanted to maintain the strength of his academic
counseling staff and felt they were the reason behind the academic success of the football
team. He had identified a weakness in their Study Skills Program and wanted the
University to spend more effort and resources to improve its effectiveness.
Middle Three Schools
Institution M
(Ranked No. 13 of 27 on Graduation Rates for Academic Years 1996-98)
Transcript Evaluation Process: Questions 1, 2, and 3
Incoming student athletes' transcripts were evaluated initially by the Academic
Office for the Athletic Department and then sent to the Director of University
Admissions. Student athletes' transcripts which did not meet standardized admissions
criteria were then forwarded to the General College Admissions representative. If
approved at this level, the General College representative would admit the student athlete
with an agreement of understanding signed by the Athletic Department's academic staff
and the sponsoring college.
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Academic Support Staff: Questions 18, 19, 20, and 21
Institution M employed one full-time counselor for the football team. The
counselor had a Master's degree and four to six years of experience in the position.
Based on his experience and academic credentials, he was paid approximately $35,000
per year.
Individualized Education Practices: Questions 4, 5, 6, and 7
The Academic Office for the Athletic Department negotiated special arrangements
for academically marginal football players. Only these players received individual testing
on academic skills, learning disabilities, and learning styles, which were administered by
the Academic Office for the Athletic Department.
Individualized Academic Plans and Practices: Questions 8 and 9
Football players received an individual academic plan based on their performance
after their first year. These plans were administered by the Academic Office for the
Athletic Department.
Components of Academic Support Programs
Instructional strategies: Questions 12, 13, 14, and 17. histitution M used study
halls and tutorials sessions for individuals and groups and administered a Study Skills
Program for athletes who wanted to enroll or demonstrated a need for Study Skills. The
Academic Director rated these strategies as excellent. Faculty mentoring was not
included in their program.
Student monitoring: Questions 10, 11, 15, and 16. The Academic Support
Program did not class check their student athletes. They rated the proactive monitoring of
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their athletes as excellent and their class note checking and direct faculty contact for
monitoring as processes that were moderately satisfactory.
Disciplinary Policies: Questions 23, 24, 25, 26, and 27
The head football coach and position coach disciplined the players for
unacceptable participation in the Academic Support Program. Discipline measures were
applied on a case-by-case basis, and Academic Support Program infractions were only
sometimes treated as seriously as athletic infractions. Because disciphne was handled on
a case-by-case basis, players of different status received different punishments for similar
infractions. The tutors, counselors, and football coaches constantly received training
related to integrity.
Resources Support: Questions 28, 29, and 30
histitution M's Academic Department's Program for Academic Support had a
$150,000 to $200,000 annual budget for tutors. The computer support program was rated
as satisfactory and the study hall area was rated as excellent.
Leadership Involvement: Questions 31, 32, 33, and 34
The Academic Director reported directly to the Provost and was on equal footing
with the Men's and Women's Athletic Directors. She met monthly with them to discuss
academic issues, concerns, and solutions. She could also meet with either of them on
short notice to handle unforeseen issues. Each Athletic Director invited the Academic
Director to attend head coaches' meetings, and the football coach supported academics.
The head coach delegated most academic issues to his position coaches. If a
serious problem occurred, the Academic Director had direct access to the head football
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coach. The head coach had specific rules about class attendance, study hall, and
academic program assistance (tutorials, etc.). Position coaches penalized students with
6:00 a.m. study halls or by forbidding them to participate in practices or games.
There were two Faculty Representatives for sports, one for men's and one for
women's. They met with the Academic Director regularly, attended conference meetings
for Faculty Representatives, and participated on the Faculty Academic Oversight
Committee for Intercollegiate Athletics. Discussions were held monthly on issues from
both the faculty meetings and the conference meetings.
Faculty involvement was on an individual basis, usually dealing with alternative
testing for athletes who missed exams due to athletic events or for students who needed
accommodations for learning disabilities. The Academic Director was a member of the
Council of Undergraduate Deans and tried to establish relationships with the academic
community across the campus.
Recommendations for Improvement: Question 35
In 2000, histitution M's Academic Support Program for hitercollegiate Athletics
moved into a new learning center which increased their space by 250%. At the time of
this study, the facility is in the process of buying computers and furnishings. Their
priority was to create and maintain a state-of-the-art facility with an integrated computer
solution and technology department on site, including a career development software and
libraries. The Academic Director also wanted to evaluate the entire Academic Support
Department. The counselors, the student development unit, and the learning support unit
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all were to be evaluated with the idea of integrating the programs and developing a longterm strategic plan for student athlete success.
Institution N
(Ranked No. 14 of 27 in Graduation Rates for Academic Years 1996-98)
Transcript Evaluation Process: Questions 1, 2, and 3
At Institution N, incoming student athletes' transcripts were evaluated by the
Academic Office for the Athletic Department and by the Director of the University
Admissions Office. No special arrangements were made for student athletes whose
transcripts were evaluated as marginal.
Academic Support Staff: Questions 18, 19, 20, and 21
Institution N employed one full-time counselor for football, who was
academically credentialed with a Master's degree. She had over six years of experience
in the field and was paid approximately $35,000 based on her quaHfications and
experience.
Student Athlete Support Systems: Questions 4, 5, 6, and 7
Special arrangements for student athletes were made by the Academic Office for
the Athletic Department based on prior collegiate academic performance or transcript
evaluation. Individual testing by the Academic Office for the Athletic Department
evaluated academic skills, learning styles, and any potential learning disabilities. If
learning disabilities were suspected, the student athlete was tested by an off-campus
student support organization. Student athletes received individual academic plans based
on their evaluations and recommendations and were assigned by their counselor.

Individualized Academic Plans and Practices: Questions 8 and 9
Students were assigned individual academic plans after they were assessed by
their counselor, who also detailed the plan to the student.
Components of Academic Support Programs
Instructional strategies: Questions 12, 13, 14, and 17. The use of standardized
instructional strategies, which included study halls, group and individual tutorials, study
skills programs, and faculty mentoring, were all reported as satisfactory.
Student monitoring: Questions 10, 11, 15, and 16. Institution N did not use class
checks to monitor student athletes. It did utilize proactive monitoring in the form of
counselors meeting with student athletes on a regular basis to discuss their academic
progress. This process was reported as having satisfactory results, as was direct
monitoring with involved faculty. Checking the notes student athletes took in class was
found to be only moderately satisfactory for monitoring student athlete academic
progress.
Disciplinary Policies: Questions 23, 24, 25, 26, and 27
The head coach disciplined team members for failure to participate in academic
programs at an acceptable level. Discipline was applied uniformly and evenly for every
player on the team, and academic infractions were treated the same as athletic infractions.
The tutors, counselors, and football coaching staff had never received any integrity
training.
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Resources Support: Questions 28. 29, and 30
The tutorial support budget for student athletes was under $50,000. The computer
resources available and the study hall area designated for student athletes was reported as
satisfactory.
Leadership Involvement: Questions 31, 32, 33, and 34
The Athletic Director was not involved with academics. He attended academic
award banquets, but knew few of the athletes. The head coach worked directly with the
academic counselor and no assistant coaches were involved in academic issues. All
reports and information went directly to the head coach.
The Faculty Representative signed off on eligibility and attended monthly
compliance meetings. He was not familiar with the work that was done in the academic
office and few of the student athletes Icnew him. Two faculty fellows were assigned to
provide academic guidance to student athletes. However, only student athletes who were
persistent in their attempts to contact them were able to make appointments. Any contact
with the faculty fellows or the Faculty Representative were initiated by the student
athlete.
Recommendations for Improvement: Question 35
The counselor for football wanted to hire more competent staff and have the
Athletic Department develop a greater understanding of what the Department of
Academics was trying to accomplish and how difficult the job was without assistance and
leadership. The counselor would also wanted to see more consistent individual help for
at-risk student athletes.

Institution O
(Ranked No. 15 of 27 in Graduation Rate for Academic Years 1996-98)
Transcript Evaluation Process: Questions 1, 2, and 3
At Institution O, potential student athletes' transcripts were evaluated by the
Director of the University Admissions Office. Transcripts that did not meet standardized
admission criteria were also handled by the University Admissions Office. A student
athlete who did not meet standardized admission criteria could be admitted only if
transcripts indicated that he may have an learning disability. No special arrangements
were made unless a student athlete was designated as learning disabled by his transcript
(academic record) prior to his arrival at the university .
Academic Support Staff: Questions 18, 19, 20, 21, and 22
There was one full-time counselor for the football team. His job was academic
counseling, but there were other student development offices, i.e., career development,
personal development services, community and school outreach, and mentoring
programs, that had their own directors and were part of the total academic student athlete
support program. Two graduate assistants were dedicated to help the academic counselor
for football players. The academic counselor was required to have a Master's degree, and
he had over 18 years of experience. The graduate assistants had zero to two years of
experience. The academic counselor earned over $50,000 per year, and the graduate
assistants made $16,000 for a 10-month contract.
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Student Athlete Support Systems: Questions 4, 5, 6, and 7
Any student with a learning disability who was admitted to the university was
assigned to the Disability Resource Center, whose main function was to design an
Individual Education Program with the assistance and guidance of the academic
counselor.
Assessments in reading and math were given to all football players, men's and
women's basketball players, and any other student athlete who scored below 20 on the
ACT. This helped the academic counselors to design Study Skills Programs to meet the
needs of each student athlete. The individual assessments were administered by the
Academic Office of the Athletic Department, and if there appeared to be a learning
disability, the student was assigned to the Learning Disability Resource Center.
Individualized Academic Plans and Practices: Questions 8 and 9
Based on the assessments of the academic counselors. Individual Education Plans
were designed for student athletes who scored less than 20 on their ACT. Their plans
were adjusted during and after each semester to reflect development in academic skills
and greater independence in learning as well as academic performance.
Components of Academic Support Programs
Instructional strategies: Questions 12, 13, 14, and 17. Institution O's football
counselor utilized study halls, but reported them to be only moderately satisfactory.
Tutorials for individuals and groups, when appropriate, were reported to be an excellent
instructional strategy. The Study Skills Program was reported to be moderately
satisfactory, but mentoring by faculty was not used.

Student monitoring: Questions 10, 11, 15, and 16. Checking student athlete
attendance was reported to be an excellent monitoring method, as was proactive
monitoring of student athletes. Student athletes' class notes were not checked, but direct
monitoring of student athletes with involved faculty provided another excellent method
for monitoring the academic progress of student athletes. The Academic Director at
histitution O said the direct monitoring process received a large boost in effectiveness
after the university connected the Athletic Department with the rest of the campus via
campus e-mail.
Disciplinary Policies: Questions 23, 24, 25, 26, and 27
In 2000, Institution O hired a new football coach, and he had just begun to create
his disciplinary program. However, the Academic Director, who had 18 years of
experience, answered the questions and elaborated with key insights.
The head coach re-established the disciplinary policy of removing any player, in
any sport, from academic program assistance after failing to complete five academic
program responsibilities. The player would be reinstated only after a meeting with the
coach was held to determine the student athlete's ability to re-establish his accountability
to the program.
Equitable consequences for similar infractions for student athletes, regardless of
player status, had yet to be determined on a long-term basis by the new coach. However,
the immediate consequences were the same for all student athletes. The academic
counselor expected the assistant coaches to get the head coach to change his position on
discipline. The head coach also believed that athletic and academic infractions were to be

treated as one in the same, holding the student athletes accountable. The Academic
Director thought this was a refreshing and positive change, but doubted that it would last.
The football coaches, tutors, and counselors had never received any kind of integrity
training, but the Academic Director supported the idea.
Resources Support: Questions 28, 29, and 30
The tutorial budget for student athletes was greater than $200,000. The computer
resources for student athletes were reported as excellent, as was the study hall area. A
good deal of money was spent to renovate the academic areas, which made them much
more respectable and enjoyable places for the student athletes to work.
Leadership Involvement: Questions 31, 32, 33, and 34
Leadership at Institution O was undergoing some changes in personnel, but not in
philosophy. The newly hired Athletic Director was a 25-year veteran employee of the
department, and his ideas regarding athletics were similar to those of his predecessor.
The new Athletic Director was politically oriented and spoke about tougher discipline and
academic rigor for student athletes, especially football and basketball players, but the
Academic Director believed he would be intimidated by the head football and basketball
coaches and do whatever it took to handle any potentially embarrassing academic
problems as opposed to pursuing excellence in academics proactively. The Academic
Director indicated that the Athletic Director was a product of the "good ole boy" network,
and his most important goal was to protect his income.
The head football coach, in his first month of employment at the time of this
survey, was very supportive of academics. The Academic Director had experienced this

80
situation many times and said the assistant coaches would pressure him to be less
academically oriented over time.
At Institution O, Faculty Representatives were titled Faculty Athletic
Representatives (FARs). They were appointed by the university President and enjoyed
interacting with the student athletes and getting tickets to travel to the events, but they
were not much of an asset with regard to academic assistance. The Academic Director
said their task was not necessarily to preserve the academic integrity of the university, but
to provide the perception that the President was involved in the preservation of academic
integrity when it came to intercollegiate athletics. Most FARs did not intend to be
proactive or protect academic integrity. Most knew that any reporting of impropriety
would result in the President relieving them of their post. The faculty across campus did
not seem to have any special desire to help or hinder student athletes or treat them any
differently than other students.
Recommendations for Improvement: Question 35
The Academic Director expounded on areas needed to improve the academic
support program. Much of what he saw as possible improvements were philosophical in
nature. For example, one of his ideas was to change the philosophy of the administration
to embrace student athletes as students before athletes. They would not have different
admission standards and they would be accountable and responsible for their academic
progress. The Academic Director said those who did not want to go to school would be
dismissed, but allowed to return at some later date when they were "ready to be students."
The Academic Director saw the current programs as disabling students because they did

81
too much for the student athletes, which deprived them of the college experience, the joy
and satisfaction of becoming independent learners, and the personal development that
resulted from graduating.
The Academic Director believed that the Academic Support Programs could
realize success with the unilateral combination of university Presidents, Athletic
Directors, and head coaches all pushing for high academic standards and morals. The
Academic Director did not see much in society to effect such a change to academic
priority given the revenues to be made or lost by that same group of individuals in key
leadership positions.
Lowest Three Programs
Institution Y
(Ranked No. 25 of 27 in Graduation Rates for Academic Years 1996-98)
Transcript Evaluation Process: Questions 1, 2, and 3
Student athlete high school transcripts were evaluated by the Academic Office for
the Athletic Department, the coaches, and the Athletic Director's faculty academic
liaison. If student athletes did not meet standardized admission requirements, the
Academic Office for the Athletic Department made special arrangements for a "marginal
admit." No special arrangements were made for marginal admits.
Academic Support Staff: Questions 18, 19, 20, 21, and 22
Institution Y employed three full-time counselors for football players. However,
they advised students in other sports as well. There were no graduate assistants to assist
the counselors, and all three counselors had attained a Master's degree and had more than
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six years of experience. The salary given to these counselors was reported to be "not
enough."
Student Athlete Support Systems: Questions 4, 5, 6, and 7
The questionnaire confirmed that no special arrangements were made for student
athletes at Institution Y. hicoming student athletes were given assessment tests to
determine their academic skills in the form of placement exams for English, Math and a
foreign language. Depending on the results of the placement exams, student athletes were
tested for learning disabilities. The placement exams were administered by the Athletic
Department's Academic Office, and the testing for learning disabilities took place offcampus.
Individualized Academic Plans and Practices: Questions 8 and 9
Students who qualified as learning disabled received an Individual Academic
Plan. This plan was provided by the Academic Office of the Athletic Department and
was designed by the student athlete's counselor with guidance and consultation from the
off-campus center for learning disabilities.
Components of Academic Support Programs
Instructional strategies: Questions 12, 12, 14, and 17. Listitution Y rated its use
of study halls, tutorials, and study skills programs as providing excellent academic
services to their student athletes. They did not use mentoring by the faculty as part of
their instructional strategy process.
Student monitoring: Questions 10, 11, 15, and 16. Institution Y used several
methods to monitor the academic progress of their students, including class checks.
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proactive monitoring by the counselors, and direct monitoring contact with the faculty.
These methods produced excellent results for monitoring the student athletes. Checking
class notes was reported to be satisfactory.
Disciplinary Policies: Questions 23, 24, 25, 26, and 27
Disciplinary policies at Institution Y were dispensed by numerous members of the
football and academic staff. The head coach, assistant coaches, Academic Office, and,
when necessary, the head coach would call the student athlete's parents to discipline the
student athlete. Discipline was always applied fairly and equitably for all academic
infractions, and academic infractions were handled with the same intensity as athletic
infractions. However, depending on a player's status on the team, his treatment for
various infractions was handled on a case-by-case basis. Tutors, counselors, and football
coaching staff received constant integrity training.
Resources Support: Questions 28, 29, and 30
The tutorial budget for the Athletic Department was $50,000 to $100,000. Over
100 computers were available in the resource center, which was rated as excellent, and
the study hall facility in the new Academic Support Center was also rated as excellent.
Leadership Involvement: Questions 31, 32, 33, and 34
The Athletic Director was very involved in a leadership role. The head football
coach was said to be active in his support of academics and the Faculty Representative
was also involved. Faculty involvement with student athletes was reported as variable.
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Recommendations for Improvement: Question 35
The only suggestion related to improving the Academic Support Program was to
hire more counselors. The overall comments, both in print and by phone, were very brief,
with no interest in expounding on the initial questionnaire results for clarification.
Institution Z
(Ranked No. 26 of 27 in Graduation Rates for 1996-98)
Transcript Evaluation Process: Questions 1, 2, and 3
Transcripts of prospective student athletes at Institution Z were first examined by
the coaches, then sent to the Academic Office for the Athletic Department, and finally
forwarded to the Director of the University Admissions Office, sometimes accompanied
by notes from the previous reviews. Transcripts that did not meet standardized
acceptance requirements were labeled as marginal admissions.
Academic Support Staff: Questions 18, 19, 20, and 21
The Academic Director had four full-time counselors for football and three or
more graduate assistants who helped the counselors. The highest degree held by the
counselors was a Master's degree, and their average experience was two to four years.
Student Athlete Support Systems: Questions 4, 5, 6, and 7
Although Institution Z made no special arrangements for football players,
academically marginal student athletes received assistance from the Academic Office and
the coaches. Student athletes who qualified without marginal status, but demonstrated
academic weaknesses were given assessment tests. These tests assessed academic skills
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and learning styles. An off-campus organization then tested for potential learning
disabilities and intellectual levels if necessary.
Individualized Academic Plans and Practices: Questions 8 and 9
At Institution Z, student athletes who were assessed as having learning disabilities
or potential learning disabilities were assigned Individual Academic Plans by the Director
of Academics and the counselors. The plan was provided through the Academic Office
of the Athletic Department and was supervised by the Director of Academics, the
counselors, and the coaches.
Components of Academic Support Programs
Instructional strategies: Questions 12, 13, 14, and 17. The use of study halls at
Institution Z was reported as a satisfactory instructional strategy. Tutorials were rated as
excellent, and the Study Skills Programs were reported to be marginally satisfactory, as
was their faculty mentoring program.
Student monitoring: Questions 10, 11, 15, and 16. Checking student athletes for
classroom attendance was reported to be moderately satisfactory. Proactive monitoring of
student athletes was reported to be a satisfactory method of classroom progression, as was
direct monitoring contact with involved faculty. The class notes of the student athletes
were not checked.
Disciplinary Policies: Questions 23, 24, 25, 26, and 27
Discipline for the football team was handled by the head coach and position
coaches. The Academic Director said consequences for academic infractions were only
sometimes fair and equitable for all players, and academic infractions were only
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sometimes treated as severely as athletic infractions. The status of a football player, that
is, whether he was a star, a starter, a walk-on, or otherwise, influenced the coaches'
decision on the disciplinary consequences. Discipline and consequences were handled
on a case-by-case basis. Tutors, counselors, and football coaches received constant
integrity training at histitution Z.
Resources Support: Questions 28, 29, and 30
The tutorial budget at Institution Z was between $100,000 and $150,000. The
computer resources and the study hall area were excellent.
Leadership Involvement: Questions 32, 33, and 34
The Athletic Director received a monthly report on academics and was informed
of special concerns. There was minimal interaction between the Athletic Director and the
student athletes and academic support staff. The head football coach received a daily
report on academic progress, class attendance, and academic support (tutoring). He took
disciplinary actions when he deemed it necessary, based largely on the reports.
The Faculty Representative maintained awareness of the student athletes academic
progress, and most faculty kept the counselors well informed of the academic progress of
the student athletes in their courses.
Recommendations for Improvement: Question 35
The Academic Director wanted student athletes to be better prepared for college
academic work and to improve the study skills programs for them once they got to
college.

Institution ZZ
(Ranked No. 27 of 27 in Graduation Rate for Academic Years 1996-98)
Transcript Evaluation Process: Questions 1, 2, and 3
Incoming student athlete transcripts were evaluated by the Director of the
University Admissions Office. Those transcripts which did not meet standardized
admission criteria were labeled academically marginal. Special arrangements were made
for student athletes with academically marginal transcripts through verbal contracts with
the special academic support staff in the Athletic Department for Student Athlete
Support.
Academic Support Staff: Questions 18, 19, 20, and 21
Institution ZZ had two full-time academic support persormel, counselors for
football players, and two graduate assistants to assist them. The two full-time counselors
each had Master's degrees and had more than six years of experience in the position.
They were paid approximately $40,000 annually.
Student Athlete Support Systems: Questions 4, 5, 6, and 7
Students who qualified as marginal admissions had special arrangements made for
them by the Academic Office of the Athletic Department. Special arrangements were
made for all student athletes. The Academic Office administered an extensive number of
tests to student athletes. They tested academic skills, learning disabilities, intellectual
levels, and learning styles. These tests were administered not only by the Academic
Office, but also by off-campus and on-campus student support organizations.
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Individualized Academic Plans and Practices: Questions 8 and 9
At Institution ZZ, student athletes who were identified as marginal admissions had
Individual Academic Plans provided for them by the Academic Office of the Athletic
Department. These plans were developed after reviewing the academic transcripts and
evaluating the assessment exams given to the student athletes when they first arrived on
campus.
Components of Academic Support Programs
Instructional strategies: Questions 12, 13, 14, and 17. Study halls at Institution
ZZ were reported to be satisfactory. Tutorials for individuals and groups, when
appropriate, were reported to be excellent instructional strategies, as was the Study Skills
Program developed and implemented by the Academic Office of the Athletic Department.
Faculty mentoring was used, but was reported to be only moderately satisfactory.
Student monitoring: Questions 10, 11, 15, and 16. Institution ZZ used three of
four standard methods for monitoring their student athletes, with each one providing a
varying measure of success. Checking class attendance was reported to be moderately
satisfactory, as was proactive monitoring of student athletes. Direct contact with faculty
regarding student athlete attendance and academic performance was reported as
moderately satisfactory and class note checking was not used.
Disciplinary Policies: Questions 23, 24, 25, 26, and 27
Each position coach was responsible for the discipline of student athletes who ran
afoul of athletic and academic regulations. Consequences sometimes were applied evenly
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and fairly for identical infractions by student athletes of varying player status. Tutors,
counselors, and football coach staff sometimes received integrity training.
Resources Support: Questions 28, 29, and 20
The size of the tutorial budget was unavailable. Many specifics of the budgets
and fiscal allowances were not disclosed. The computer resource facility was reported as
excellent, as was the study hall area.
Leadership Involvement: Questions 21, 22, 22, and 24
The participation of the Athletic Director in the academic program was minimal.
Academic staff knew who he was from meetings, but he was not active in the academic
progress of the student athletes. The football coach was somewhat more involved but
relied on the academic staff to keep his players eligible. The head coach and staff
determined consequences for players who failed to follow through with academics, but
they were never consistent or evenly distributed.
The Academic Director reported directly to the Faculty Representative. At
Institution ZZ, the Faculty Representative was also the Vice Provost of Academic Affairs.
She chaired the Academic Oversight Committee for Student Athletes and she was
involved at every level of activity.
Faculty were involved with student athletes in numerous ways. There was an
Athletics Committee on the Faculty Senate, an Athletics Board (faculty served on the
Board), and an Academic Oversight Committee for Athletics (all faculty). The Academic
Director worked for the Vice Provost and had daily contact with administrators and

faculty who taught student athletes. Faculty gave guest lectures to student athletes and
had daily class contact and study sessions with them.
Recommendations for Improvement: Question 35
The atmosphere at Listitution ZZ was very supportive. They had new facilities
for academics and good support from the coaches and the Athletic Director. The Director
of Academics reported to the Vice Provost, which the Academic Director believed to be a
positive attribute.
The Academic Director saw no real way to improve the program at Institution ZZ.
Her desire for improvement was in the NCAA Division I as a whole, where power and
money drove the decisions regarding athletic legislation. She felt that all the regulations
the NCAA had and continued to create would not help the situation and that the conflicts
among power, money, athletics, and academics were inevitable. She thought that the best
way to make an impact against such odds was at an individual and personal level with
each student athlete. She was not sure that the collective and national academic welfare
of the student athlete could be impacted positively.

CHAPTER 5
DISCUSSION AND IMPLICATIONS
In the NCAA Division I tier of institutions that compete in college football,
football players are increasingly unable to fulfill the requirements necessary to graduate
from their respective institutions. The purpose of this study was to identify the key
components that contributed to high and low graduation rates for football players in
NCAA Division I institutions.
The class data used in this study were taken for the students who entered the
institutions as freshmen during the 1990, 1991, and 1992 academic years and who
graduated in 1996, 1997, and 1998, because that was the only time period during which
the NCAA maintained a comparable standardized graduation formula. The NCAA
criteria and methods for gathering and analyzing graduation data for student athletes were
changed constantly before and after 1990-1992 making it impossible to find consistent
data for three consecutive years.
Twenty-seven institutions were selected using four criteria: (1) competing in
NCAA Division I athletics; (2) being a Research I institution; (3) being a land grant
institution, and (4) meeting NCAA eligibility standards for student athletes. The 27
institutions were ranked in order of their average graduation rates for their football
players in the years 1996, 1997, and 1998.
Pearson correlation was conducted to find if the average three-year SAT scores
had a significant effect on the three-year average graduation rate. SAT scores were found
to have no significant effect on graduation rates at the .05 level. From this ranking, the
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top three institutions, the middle three institutions, and the bottom three institutions were
chosen for comparison and analysis. Basic information was gathered regarding the
institutions and their Academic Support Programs for student athletes. Communication
was established in each institution with the Academic Directors of athletes or their
equivalent were gathered. To compare the nine schools, a questionnaire was developed
to gather data on various components of the Academic Support Programs. The Academic
Directors were called to clarify any questions that resulted from their responses on the
surveys. The information was then collated and analyzed.
After careful data analysis, several key components for achieving high graduation
rates were identified, as well as key components that appeared to lead to low graduation
rates. The three top programs had two factors in common. Both leadership and
integration with the general student population had significant impacts on their high
graduation rates.
Leadership
Leadership was the most important component found to distinguish the top three
Student Athlete Academic Support Programs from the middle and bottom three
institutions. Leadership in the top three programs originated from four institutional
positions.
The Athletic Director
The Athletic Directors at the top three schools were individuals who set the
academic standard for their departments. For example, at one school, if a student athlete
refused to participate in the academic program or fulfill his academic responsibilities, the

Athletic Director withdrew his scholarship regardless of the possible ramifications for the
athletic team. This happened only when the student athlete had failed to follow the
guidelines set by the Academic Director, who was supported by the coach. When the
Athletic Director set this type of consequence for academic non-performance, the student
athletes knew that academics were a priority. At the top three institutions, the Athletic
Directors shared a common trait; they told the student athletes and coaches that
academics were their priority and established consequences and took actions to
implement their promises. The student athletes at the institutions with high graduation
rates understood that academics were the first part of the term student athlete, and schools
with high graduation rates had Athletic Directors who participated and were involved in
the academic progress of student athletes. As the schools' graduation rate descended,
Athletic Directors were less involved with academics and were also less influential in the
department. Coaches began to have more influence over the Athletic Directors and the
Athletic Directors had less control over their departments. At one school, the university
President was not involved with the academic integrity of his Athletic Department and
coaches tended to be hired by booster clubs rather than university Presidents or Athletic
Directors.
The Academic Director
The Academic Director's role in the leadership process was to enable the vision of
the Athletic Director by constantly reinforcing the policy that successful academic
performance was a priority. Academic Directors, who had the most contact and
knowledge about the academic performance of student athletes, were critical in
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reinforcing academic success among student athletes. Ahhough Academic Directors at
all 27 schools were similarly qualified and paid, the support they received from the
Athletic Directors for their Academic Support Programs varied considerably. Athletic
Directors who conscientiously supported their Academic Directors were more effective
and productive in assisting students who knew they needed or sought the assistance they
needed to improve their academic performance. When Athletic Directors failed to
establish academics as a priority, Academic Directors were often overwhelmed with poor
academic performance and had little or no authority to rectify situations that had begun to
deteriorate. Academic Directors who did not receive this support were often forced into a
continuum of failing systems and programs with no real possibility of improvement.
The Coaches
Coaches were hired by the Athletic Directors, and the hiring of a coach reflected
the Athletic Director's commitment to academic excellence. The three schools with the
highest graduation rates had Athletic and Academic Directors whose values were shared
by the coaches to ensure that academics remained a priority. Athletic Directors who hired
coaches primarily to win games, create revenue, and gain recognition for the Athletic
Department generally failed to graduate the student athletes in their revenue-producing
sports (football and basketball) with any measure of success. Two institutions with low
graduation rates had successful football programs and competed in the Bowl
Championship Series (BCS) often, but they were ranked 25"^ and 27"' of the 27 selected
institutions for graduation rates from 1996-1998. From the questionnaire data, some
Athletic Directors commented on the importance of graduation, but they hired coaches
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who were unconcerned with academics, leaving the Academic Director incapable of
rendering meaningful academic assistance to the student athletes. When coaches were
not concerned about academics, student athletes believed their role was based entirely on
their athletic performance, with little consequence or acknowledgment of responsibility
for their academic progress.
The Faculty
Schools with the top graduation rates also had a higher degree of faculty
involvement than those in the lower graduation groups. One key component for success
was the relationships established between student athletes and involved faculty. This
would seem to be a natural part of the integration process, but it was noted in the
questionnaires that institutions where the student athletes experienced meaningful faculty
involvement in their academic careers had higher graduation rates for their student
athletes. At Institutions A, B, and C, each student had a faculty advisor who provided
positive academic guidance.

These institutions also appointed Faculty Representatives

who provided positive student athlete relationships by understanding the needs and
demands of the student athletes while being able to translate those needs to their faculty
peers who may not share the same understanding. It should be noted that in 1998 the
NCAA mandated, as part of its certification process, that institutions provide a "Life
Skills" Program. That program has specific guidelines for providing academic assistance
(study skills, computer resources, tutorials, and career and social oriented assistance for
student athletes).
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Integration into the General Student Population
The second key component that the top schools had in common was that they
utihzed the academic services, programs, and systems already provided by the university
to assist their students. Integration with the general student population has been reported
to enhance social development outside of athletics (Tinto, 1993), increase self-esteem as
independent learners (Astin, 1993), and increase chances for staying in school and
graduating (Astin, 1993; Tinto, 1993). The top three schools found a way to balance the
time of the student athletes to allow them to stay in the mainstream of student learning
and activity. These schools made exceptions for schedules by bringing tutors and faculty
to the Athletic Department only when the student athletes were incapable, due to
scheduling, of participating at the times and places when assistance was available to the
general student population. The key for this component is that every effort was made to
keep the students involved in learning on campus whenever possible.
Institutions that integrated their academic support with pre-existing campus
academic support had higher graduation rates, whereas those schools that tended to
isolate their student athletes with programs that took place in the athletic complex had
lower graduation rates. Some individual student athletes may need academic resources in
one primary location.
Common Components of Academic Support Programs
Although the rankings of the 27 institutions were based on their graduation
performances, the Academic Support Programs did not vary measurably in their basic
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structure or organization. All nine components of Academic Support Programs for
student athletes were included in each of the nine surveyed institutions.
Transcript Evaluation
Transcript evaluation was part of each system, but each system had a different
method for utilizing their University Admissions Office. The vernacular used to describe
the different processes employed in admitting student athletes was unique at each
institution. None of the institutions made "special arrangements" for students who did
not qualify academically. However, all had a process whereby a student who did not
qualify academically was admitted to the university even though, without his athletic
abilities, he would not otherwise be qualified to attend the institution. Some institutions
called them "marginal admits" or had them qualified under contracts with different
schools on campus. Others had them assessed and tested for learning disabilities that
were previously undiagnosed.
Academic Support Staff
The Academic Directors at all nine schools surveyed had Master's degrees. The
pay for Academic Directors ranged from approximately $35,000 to $65,000, based
primarily on the amount of time someone held that particular job at the university. Staff
size and Athletic Department budgets for academics did not have an effect on graduation
rates. Some of the most expensive programs with the most staff had the lowest
graduation rates, and some of the highest ranked had the lowest Athletic Department
budgets and smallest staffs. More money and more staff did not ensure a more successful
academic program.
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Student Athlete Support Systems
Although program terminology varied, all institutions had procedures for
assessing and placing student athletes within the support programs. Some of the
programs administered assessments themselves; others used on-campus and off-campus
facilities for student athlete assessment and placement.
Individualized Academic Plans and Practices
Programs varied in the way they administered Individual Plans and Practices.
However, each program had a process to create, implement, and evaluate individual
academic plans and practices.
Components of Academic Support Programs
Instructional Strategies
All nine programs had a process to teach or utihze instructional strategies. The
strategies varied among programs, but they all utilized one or more of those cited in the
questionnaire: proactive monitoring, tutorials, study skills programs, and faculty
mentoring.
Student Monitoring
The nine surveyed universities all used one or more forms of student monitoring:
class checking, proactive monitoring, class note checking, and/or direct contact with
faculty regarding student athlete academic progress.

Disciplinary Policies
Each of the nine programs had some form of disciphnary poUcy. Consequences
for academic infractions seemed to matter more for the top three schools than for the
lower six schools. For example, at Institution A, academic infractions could potentially
cause the loss of scholarship funds. At Institution A and Institution B, players could be
excluded from play for poor academic performance. These consequences were not part of
the other six programs surveyed.
Resources Support
Resource support varied from $50,000 to $200,000. Financial resources did not
have the intended effect of increasing graduation rates.
Leadership Involvement
In each institution, the Athletic Directors, Academic Directors, coaches, and
faculty were mentioned as contributing to the leadership of the Academic Support
Program for student athletes. However, there were great differences in the extent of
leadership involvement among these four leadership groups..
Academic Directors' Recommendations for Improvement
Few recommendations for improvement were made by Academic Directors from
the top three institutions except one institution wanted more counselors to reduce the
workload. Recommendations from the middle and lower tiered schools directly related to
leadership and institutional guidance. Many recommendations were directed at NCAA
legislation and inabihty or lack of support for Academic Directors by coaches. Athletic
Directors, and administrators.
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Recommendations
The research conducted in this dissertation revealed a number of policies and
practices that had not been widely studied or publicized, but could have positive
implications for improving the graduation rates of student athletes in NCAA Division I
institutions. Much of this information has not been previously reported in the field of
academic support for student athletes. Most notably, the NCAA's policy of designating
institutional control to the university Presidents in 1994 largely failed to accomplish
much in the way of improving graduation rates or providing any substantial reform. In
fact, in the lowest-ranking institutions surveyed, the university Presidents and Athletic
Directors demonstrated little control over their Athletic Departments. Therefore, the
following recommendations are made.
Mandatory Graduation Rates for Television, Playoff, and Bowl Game Participation
To raise graduation rates, member institutions that wish to compete at the NCAA
Division I level should be held to academic graduation standards. Implementing a
national policy requiring all NCAA Division I football programs to graduate 50% of their
football players before they are allowed to be ranked in any ratings poll, league playoff, or
post-season bowl game would be in the best interests of the student athletes, while also
restoring a measure of academic integrity to the college game. Student athletes would
not be punished for their institution's lack of academic commitment. They would be
allowed to transfer to programs that had 50% or better graduation rates without penalty.
Institutions that failed to reach the 50% graduation rate would be placed on probation and
be allowed to play only five games per season, none of which would be televised. If they
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did not attain the 50% graduation rate after three years, the NCAA would no longer
allow them to compete with other NCAA schools.
Universities Need to Synchronize Leadership Involvement
in Academic Support Programs for Student Athletes
The key component to a successful academic program is to have the institutions'
leaders take an active role in student athletes' academic performance. At many
institutions, coaches. Athletic Directors, and faculties say they are proponents of
academic rigor and integrity in student athletes. However, the questionnaire data showed
that rhetoric without actions does not bring about successful results. For the Academic
Support Programs to work, the Athletic Director must clarify to the coaches and to the
academic staff he supports that academics are a priority. The Athletic Director must be
actively involved with the student athletes' academic progress through an active
monitoring process and support and recognition for academic excellence. Also, adverse
consequences, such as withdrawing a scholarship if necessary, need to occur for those
who fail to follow the direction of the Academic Director. Student athletes are influenced
more by what their coaches, Academic Directors, and Athletic Directors do than by what
they say. hi fact, coaches and Athletic Directors who merely preach academics, but do
not demonstrate a willingness to provide positive consequences for satisfactory academic
performance or negative consequences for poor academic performance are not respected
by the student athletes or on the campus by the faculty or administration. The lack of
coordinated leadership involvement is destructive to the academic process and
development of the student athlete.
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Institutional Policy
University Presidents should establish positive consequences for coaches when a
specified percentage of their student athletes graduate. Negative consequences should be
established when a specified percentage of their student athletes fail to graduate.
Institutional Authority
It is recommended that university Presidents be given the authority to monitor,
direct, and enforce the policies and activities of the Athletic Director with regard to the
academic support and progress of student athletes.
Integration of Student Athletes into the General Student Population
Research conducted by several authors reviewed in Chapter 2 (Adler & Adler,
1991; Astin, 1993; Sanford, 1992; Tinto, 1993) found that integrating student athletes
into the general student population increased their chances of retention after their
freshman year, graduating, and a general feeling of overall satisfaction with the college
experience. The top three schools integrated their Academic Support Programs with
programs across campus. Student athletes often have to travel extensively for
competitions, and practice schedules may not coincide with university academic
assistance schedules. Student athletes, especially football players, sometimes have
extensive injuries that require additional time spent in the training rooms for
rehabilitation and may also restrict mobility. In these cases, the Academic Support
Programs were brought to the student athlete in the athletic development centers. The
universities all had learning facilities and academic support programs designed to help the
general student population. The universities with the highest graduation rates utilized
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pre-existing on-campus systems that also provided not only academic success but a more
fulfilling college experience (Lock & Laj^on, 2000). For some of the schools with the
highest graduation rates, the use of existing academic support programs was the only way
to provide academic assistance due to departmental budget constraints. Programs with
large budgets often try to provide the student athlete with all academic needs in one or
two athletic facilities. The availability of such facilities is often used as recruiting tools
for prospective student athletes in an effort to compensate for a poor graduation rate.
However, questionnaire data showed that on-campus general institutional student support
was a key component to providing academic success in the form of higher graduation
rates.
Implications
This study has shown the key components that need to be in place to give student
athletes a chance at academic success in the form of graduation.
The academic support components, characteristics, or factors related to high and
low graduation rates in Academic Support Programs for football players have major
implications for policy change. First, university Presidents and Athletic Directors can
begin to address policy guidelines that not only need to be institutionally standardized,
but nationally standardized with NCAA legislation. The NCAA recognizes that the
Presidents of institutions of higher education have the ultimate authority to restore
academic credibility to intercollegiate athletics. By adopting policy measures that provide
incentives for increasing graduation rates, Presidents of institutions of higher education
can provide improved educational standards to increase graduation rates.
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Second, Athletic Directors can develop and actively implement practices based on
the key components of successful programs for improving the graduation rates of their
student athletes.
Third, the key components related to high and low graduation rates may be used
to develop a diagnostic instrument for Academic Directors to evaluate the strengths and
weaknesses of an Academic Support Program for student athletes and to determine which
crucial elements may be missing.
Fourth, further research could investigate the advising and mentoring practices
that faculty members use with student athletes in universities with higher graduation
rates.
Finally, research is needed to study the leadership plans and practices of the
university Presidents, Athletic Directors, Academic Directors, coaches, and faculty in
supporting Academic Support Programs for student athletes.

APPENDIX A

QUESTIONNAIRE
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Dear :
Thank you participating in my project. The purpose of this study is to describe
Academic Support Services for Student Athletes at Institutions of Higher Education with
Division I NCAA football programs. I hope to identify the specific program components
which may be related to the successful and timely graduation of student athletes in
Division I football programs.
Your identity and your NCAA institution's or programs participating in this study
will be held in the strictest confidence and will not be revealed (see Attached
Confidentiality Statement).
When I have completed this study, I will forward a copy of my findings to you in
appreciation of your participation. It is my hope that the results can be used by NCAA
Division I football programs as guidelines to strengthen their Academic Support
Programs for student Athletes and increase the graduation rates of their football players.
The 30 multiple-choice questions and five open ended questions can be completed
in approximately 30 minutes. After completing the questionnaire, please place it in the
enclosed envelope and return it by mail. If possible, please send the completed
Questionnaire by October 31. If you need additional time, please phone me at 520-3261138 or email me at iavhawk51@hotmail.com.
I appreciate your assistance in helping me obtain the data necessary for me to
complete this study. If you have any questions, please let me know.
Sincerely,

David M. Cohn
P.S. I have attached a brief resume concerning my professional training and experience.
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CONFIDENTIALITY STATEMENT
The participation of your University in this study or the inclusion of your Academic
Support Program for Student Athletes is strictly confidential and will never be revealed or
made public. The study will focus only on those factors that seem to be related to the
graduation of football players in NCAA Division I institutions.
This questionnaire is part of a study being conducted by David M. Cohn, doctoral student
at the University of Arizona, as part of his doctoral dissertation.
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David M. Cohn
Present-1994:
Graduate Assistant, University of Arizona Department of Intercollegiate Athletics,
completing requirements for doctorate in Special Education.
Accepted into Ph.D. program, January 1996, Special Education
Conducted research for the NCAA Mini Battery of Assessment (MBA)
Taught learning strategies for the Department of Language, Reading and Culture, College
of Education
Assisted in development and implementation of F.A.S.T. (Freshman Academic Success
Track) for Director of Academics
Graduated with an M.A., Language Reading and Culture, University of Arizona, 1995
1994-1987:
Captain, United States Marine Corps, Active Duty, helicopter pilot
Participated in numerous operations in the Pacific area of operations including Desert
Shield/Storm.
Education Officer, responsible for professional and personal educations of the Marines in
my units.
1987-1982;
Football player, University of Kansas, 1984-86, two letters
Football and baseball player. Garden City Community College, Garden City, KS, two
letters in football, one in baseball.
Other
Promoted to Major, USAFR, 1999
Transferred to United States Air Force Reserve, Combat Rescue Pilot 1996
Graduate Naval Postgraduate School, Aviation Safety 1995
Transferred to Marine Reserve, 1994
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Future Goals:
Upon completion of my doctorate I hope to continue to assist student athletes at the
collegiate level in their academic development and skills. In particular, I hope to work
with those who may need special education programs to assist them in their pursuit of
graduation. It is also my goal to develop programs and systems that can be used across
the country to assist not only student athletes, but any other population that desires the
skills required to graduate from a institution of higher education so they might lead a
more fulfilling hfe.

Evaluation of student athletes
Please circle the appropriate response(s)
Transcript evaluation
1.

Incoming student transcripts are evaluated by:
A. Director of University Admissions Office
B. Registrar's Office
C. Faculty Representative's Office
D. Academic Office for Athletic Department
E. Coaches
F. Other

2.

Academically marginal admissions are initially handled by:
A. Director of University Admissions Office
B. Registrar's Office
C. Faculty Representative's Office
D. Academic Office for Athletic Department
E. Coaches
F. Other

3.

What kinds of special arrangements (if any) are made for your academically
marginal student-athletes?
A. Written contract with admitting college (i.e., Liberal Arts, Sociology, etc.)
B. Verbal contract
C. Agreement between college and coach
D. Agreement between college and Academic Office
E. None

Individual Evaluation
4.

Who makes special arrangements for academically marginal football players?
A. Director of University Admissions Office
B. Registrar's Office
C. Faculty Representative's Office
D. Academic Office for Athletic Department
E. Coaches

5.

hidividual special arrangements are made for:
A. Marginally Academic student athletes
B. Revenue student athletes only
C. Assigned student athletes

Ill
D. All student athletes
E. No student athletes
6.

What kinds of individual tests are given?
A. Academic skills
B. Learning disabilities
C. Intellectual level
D. Learning Style
E. None

7.

Who administers individual assessments?
A. Academic Office for Athletic Department
B. On campus student support organization
C. Off campus student support organization
D. Nobody

8.

Which students receive an Individual Academic Plan?
A. Marginally Academic student athletes
B. Revenue student athletes only
C. Assigned student athletes
D. All student athletes
E. No student athletes

9.

Who provides Individual Academic Plans?
A. Director of University Admissions Office
B. Registrar's Office
C. Faculty Representative's Office
D. Academic Office for Athletic Department
E. Coaches
F. Other

Academic Support Programs
Indicate the use and benefit of these counseling tools if used in your program.
10.

Class-checking for attendance:
A. Excellent
B. Satisfactory
C. Moderately satisfactory
D. Not used

11.

Proactive monitoring of students athletes for satisfactory classroom progression:
A. Excellent
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B. Satisfactory
C. Moderately satisfactory
D. Not used
12.

Study Hall
A. Excellent
B. Satisfactory
C. Moderately satisfactory
D. Not used

13.

Tutorials (assignment of tutors to individuals or groups)
A. Excellent
B. Satisfactory
C. Moderately satisfactory
D. Not used

14.

Study skills programs
A. Excellent
B. Satisfactory
C. Moderately satisfactory
D. Not used

15.

Class note checking
A. Excellent
B. Satisfactory
C. Moderately satisfactory
D. Not used

16.

Direct monitoring contact with involved faculty regarding student athletes
academic progress/success
A. Excellent
B. Satisfactory
C. Moderately satisfactory
D. Not used

17.

Mentoring by faculty
A. Excellent
B. Satisfactory
C. Moderately satisfactory
D. Not used
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Academic Support Staff
18.

Number of Full Time Personnel (academic) for football:
A. One
B. Two
C. Three
D. Four
E. More than four
F. None

19.

Number of Graduate Assistantships for football (academic):
A. One
B. Two
C. Three
D. More than tliree

20.

Highest degrees earned (by football academic staff) by number:
A. Ph.D.
B. Ed.D.
C. Ed.S.
D. M.A, M.Ed., M.S.
E. B.A.,B.S.

21.

Average length of experience in years of the people on the football academic
support staff:
A. Zero to two years
B. Two to four years
C. Four to six years
D. More than six years

22.

Approximate pay by academic credential
A. Ph.D.
B. Ed.D.
C. Ed.S.
D. M.A., M.Ed., M.S.
E. B.A.,B.S.

Discipline
23.

Who disciplines the football team members for failure to participate in academic
programs (missed/late classes, tutorials, study halls, etc.):
A. Head Coach
B. Position Coach

C. Academic Office
D. Other
E. No one
24.

Disciphne is apphed fairly and equitably for all academic infractions:
A. Always
B. Sometimes
C. Occasionally
D. Never
E. Case to case

25.

Academic infractions are taken as seriously as athletic infractions (late to
practices, meetings, workouts, etc):
A. Always
B. Sometimes
C. Occasionally
D. Never
E. Case to case

26.

Football players receive the same treatment regardless of their status (star,
journeyman, scholarship, walk-on):
A. Always
B. Sometimes
C. Occasionally
D. Never
E. Case to case

27.

Tutors, counselors, and football coaching staff receive integrity training:
A. Always
B. Sometimes
C. Occasionally
D. Never
E. Case to case

Resources
28.

The size of your tutorial budget is:
A. $0-$50,000
B. $50,000-$100,000
C. $100,000-$150,000
D. $150,000-$200,000
E. $200,000 plus
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29.

Your computer resources are:
A. Excellent
B. Satisfactory
C. Moderately satisfactory
D. Non existent

30.

Your study hall area is:
A. Excellent
B. Satisfactory
C. Moderately satisfactory
D. Non existent

31.

Please describe your Athletic Director's academic involvement:

32.

Please describe your head football coach's and staffs approach to academic
support:

33.

Please describe your Faculty Representative's academic involvement;

34.

Please describe faculty involvement with student athletes;

35.

If you could make any improvement in your academic support program, it would
be:
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